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A Synopsis of L2 Teacher Belief Research 

Abstract 

This state-of- the-art article gives a synopsis of research conducted on L2 teacher beliefs. The 
first part of the paper presents a brief historical overview of the conceptualizations and terms 
used in L2 teacher beliefs. The second part of the paper provides a panorama of diverse research 
studies that looked into the relationships between L2 teacher beliefs and various L2 related 
inquiries in diverse contexts. The paper concludes arguing for a need for further research to 
investigate interrelationships between L2 teacher and L2 learner belief systems and their 
influence on learning. 

Keywords: L2 teacher beliefs, teacher cognitions, teacher perceptions, pedagogical beliefs, 
teacher thinking, metacognitive knowledge, hidden agenda  
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A Synopsis of L2 Teacher Belief Research 

Introduction  

Researching teacher beliefs is proved crucial in comprehending schemes teachers’ use when 
implementing their teaching. Teachers’ beliefs and their impact on teaching and learning have 
been a significant issue for educational inquiry for a quarter of a century. Research conducted in 
foreign/second language (henceforth L2) teacher beliefs has looked into teacher beliefs in 
diverse L2 teaching contexts. Such studies have sought to understand L2 teacher belief systems 
and complex relationships between these beliefs and various educational issues. In this state of 
the art paper, the author presents a synopsis of teacher belief research by referring to both the 
teacher education and L2 teacher belief literatures. The literature concerning L2 teacher beliefs is 
extensive and the studies that are presented in this article represent only the tip of the iceberg.  
The terms used in L2 teacher belief research vary depending on the theoretical standpoints taken 
and the domain these terms originate. Thus for the sake of consistency and uniformity, in this 
paper the term ‘L2 teacher belief’ is used as an umbrella term to cover all other 
conceptualizations. 

 In the first part of the paper, the author outlines the evolution of the ‘teacher belief’ concept in 
relation to the approaches and theoretical standpoints employed in teacher education 
programmes.  The brief historical overview presented in this first part focuses primarily on issues 
concerning when, how, and why teacher beliefs gained importance. This first part also presents 
different terms used in L2 teacher belief studies. In the second part of the paper, the author looks 
into the L2 teacher belief studies by grouping them under five main categories. The grouping 
was done by taking the research phenomenon investigated as basis.  The conclusion part suggests 
some queries for further research to investigate interrelationships between L2 teacher and L2 
learner belief systems and their subsequent influence on teaching and learning.  

2. A Historical Overview of L2 Teacher Beliefs   

2.1. Influence of the behaviourist view on teacher education 

From the 1960s to the late 1970s, the period which behaviourism dominated foreign and second 
language teaching, L2 teaching was considered as a skills-based profession.  During this period, 
teachers were not considered as having ‘mental lives’ and teacher education programs consisted 
of prescriptive techniques (Freeman 2002; Tsui 2011).  In teacher education programmes teacher 
trainers determined the desirable teaching behaviour by carefully shaping teaching skills. 
Freeman (2002) explained that until the mid 1970s teachers were viewed as performers and skill 
learners who were reciting other people’s ideas.  The primary aim of teacher education 
programmes was to make sure that teachers had mastered the content knowledge they were 
expected to teach (Johnson 2006).  Thus, teacher education programs focused mainly on 
classroom methodologies, teaching techniques, and theoretical principles.  Freeman (2002) stated 
that before the 1970s, teacher education research was based on process-product paradigm, which 
assumed that teaching is a linear activity. This paradigm viewed teacher behaviour as the cause 
and student learning as the effect. It under estimated the role of individual differences and 
teacher beliefs.  From this perspective, L2 teaching was viewed as merely mastering the 
linguistic content and sets of isolated teacher behaviours (Showler 2000).  

2.2. Influence of the cognitivist view on teacher education 

In the late 1970s, the notion that teaching is not simply the transmission of knowledge but also 
involves norms and beliefs  started to be accepted. However, the real change in teacher education 
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programmes began in the 1980s with the paradigm shift from the behaviourist view to a 
cognitivist view. This paradigm shift called for the employment of an approach whereby student 
teachers build their own philosophies of teaching and become aware of their own learning 
processes. Freeman (2002) stated that the years from the 1980s to 1990s were significant in 
reconceptualization of teachers’ practices and their mental lives. He maintained that during this 
period the fact that teachers’ have complex mental lives was fully accepted.  The teacher 
education field thus started to realize that teacher trainers must inquire into teachers’ cognitive 
worlds and personal teaching practices in order to understand how language teachers learn to 
teach. With the developments of research in cognitive psychology, in the early I990s interest in 
teacher belief research received notable attention (Freeman 2002) and it gained impetus in the 
late 1990s.  

Freeman (2002) acknowledged the 1990s up to 2000s as the period of consolidation as regards 
the changing views of teacher teaching and thinking processes. He noted that, during this period 
of consolidation, research paradigms shifted to the postmodern perspective, which viewed 
teachers’ thought processes as highly context dependent. From this postmodern perspective, 
teachers’ way of thinking was considered to be the function of their backgrounds, experiences 
and their social contexts (Freeman 2002; Hall 2005; Flores & Day 2006). This viewpoint 
emphasized that each teacher understands and perceives his/her classrooms realities differently 
from others. Borg (2003) viewed the same period (from 1990 to 2000) as the decade of change 
as regards L2 teacher cognition. He revisited the research done on language teacher cognition 
and listed sixty-four research studies from the 1970s to 2002, forty-seven of which were 
conducted after 1995.  

2.3. Influence of sociocultural views on teacher education 

Although the cognitive perspective still dominates research in most aspects of foreign/second 
language domain, for the last two decades, some scholars have taken a turn towards sociocultural 
orientations (Johnson 2006; Zuengler & Miller, 2006). From the sociocultural standpoint teacher 
learning and thinking is viewed as social, situated in physical and social contexts (Johnson, 
2006).  This new epistemological orientation has been increasingly establishing new paradigms 
in the second/foreign language teaching and having a notable impact on research done in this 
field. The L2 literature provides us with many studies taking this new epistemological stance in 
L2 learner belief research (e.g. Alanen 2003; Aro 2012; Dufva 2003; Kalaja 2003; Negueruela-
Azarola 2011; Yang & Kim 2011). However, compared to the L2 learner belief research, the L2 
teacher belief research has relatively fewer studies that have employed sociocultural orientations 
(e.g. Borg 1998a, 1998b; Farrell 1999; Johnson 2006, 2009). 

2.4. L2 teacher belief terminology  

The L2 teacher belief literature provides us with diverse terminology that different scholars used 
to define the teacher belief concept. In the 1980s, with the paradigm shift from behaviourist 
perspective to cognitivist perspective, scholars looked for new terminology to explain the notions 
that emerged with the change in theoretical standpoints.  

According to the mainstream educational literature Philip Jackson was the first to mention that 
teachers have mental lives in his book called ‘Life in classrooms’ (1968) and he coined the term 
‘hidden curriculum’ to explain the notion that teaching involves norms, beliefs, and socially 
approved knowledge. According to Philip Jackson, the hidden curriculum consists of implicit 
values and principles that the teacher acquires through the process of schooling. The educational 
literature provides us with different terms and explanations of the same phenomenon. Freeman 
(2002) referred to this issue as ‘teachers’ mental lives’ and ‘hidden agendas’. Freeman stated that 
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teachers' mental lives (teacher’s beliefs, attitudes, and their interpretation of official theory) 
represent the hidden side of teaching. Biggs (1994) explained this notion by using the terms 
‘espoused theory’ (teachers’ theoretical knowledge about teaching) and the theory-in-use (what 
teachers actually do). Biggs claimed that teachers, influenced by their beliefs, interpret and 
modify the official theory (i.e. official curriculum) to adjust it to their beliefs. To refer to the 
same notion the terms ‘public theory’ and ‘private theory’ are also used (Ainscough 1997).   

In the L2 teacher belief literature, the above-mentioned notions are used under different labels. 
Often, researchers who studied L2 teacher beliefs have used different labels to refer to similar 
notions or they have used the same label to refer to different concepts. For instance, Simon Borg  
who has widely published on  L2 teacher beliefs used the term ‘personal pedagogical 
systems’(1998c) to refer to L2 teacher beliefs, a year later he used the term teachers’ theories 
(Borg1999b) and he used ‘teacher cognition’ (Borg 2003a, 2003b, 2006) to refer to the stores of 
beliefs teachers hold about themselves and their teaching practices. He later used the term 
teacher beliefs to refer to the concepts mentioned above (Borg 2011a, 2011b).   

Borg (2003a, 2003b) reviewed L2 teacher belief studies which were carried out from the1970s 
until the year 2001 and listed the following terms: Borg (1998c) personal pedagogical systems; 
Breen et al. (2001) pedagogic principles; Burns (1996) theories for practice; Crookes & Arakaki 
(1999) routines, Freeman (1993) conceptions of practice; Gatbonton (1999) pedagogical 
knowledge; Golombek (1998) personal practical knowledge, image; Johnson (1992b) theoretical 
beliefs; Johnson (1994) Images; Meijer et al. (1999) practical knowledge; Richards (1996) 
maxims; Richards et al. (1992) culture of teaching; Richards et al. (1998) pedagogical reasoning; 
Sendan & Roberts (1998) personal theories; Spada (1992) specific pedagogical knowledge; 
Woods (1996) BAK (i.e. B standing for beliefs, A for assumptions, and K for pedagogical 
knowledge). 

Since the 2000s the L2 teacher belief terminology has been regrouping under more commonly 
accepted and used terms. The term ‘belief’ seems to be gaining wider recognition among the L2 
researchers.  The author searched the Google scholar database and has listed the most commonly 
used key words in L2 teacher belief literature since 2004:  

a) teacher beliefs (e.g. Altan 2012; Basturkmen et al. 2004; Borg 2011a, 2011b; Borg & Al-
Busaidi 2012; Gabillon 2005, 2007, 2012a, 2012b; Lacorte & Canabal 2005; Mattheoudakis 
2007; Phipps& Borg 2009; Underwood 2012 etc. ) 

 b) teacher cognitions (e.g. Baker 2013; Borg 2006; Brown 2007; Ellis, E. M. 2006; Feryok 
2010; Lantolf & Johnson 2007; Saito & Van Poeteren 2012 etc.)  

c) teacher perceptions (e.g. Brown 2009; Chacón 2005; Dippold 2009; Griffiths 2007; Llurda 
2005; Mackey et al. 2007 etc.) 

 d) pedagogical beliefs (e.g. Borg 2011a, 2011b; Chacón 2005; Gatbonton 2008; Johnson 2006 
etc.) 

e) teacher thinking (e.g. Sercu & Bandura 2005; Johnson 2009 etc.) 

3.  Research Methodologies Used in L2 Teacher Belief Research 

Research studies conducted in L2 teacher beliefs have used diverse research methodologies 
depending on their theoretical standpoints and the phenomena they intended to investigate. 
Studies studies conducted in L2 teacher beliefs have looked into different aspects of L2 teacher 
beliefs and incorporated theories from various disciplines. These studies depending on their 
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theoretical standpoints have used both qualitative and quantitative research methodologies and 
made use of different research instruments such as questionnaires, interviews, diary/journal 
entries, meta-talk (explicit talk about grammar), field notes, written logs, group meetings, 
individual meetings, group discussions, classroom observations, video recordings and so forth.   

Research into L2 teacher beliefs can be broadly divided into two main groups as regards the 
methodologies and approaches they have employed: a) approaches based on mainstream 
cognitive orientations; and b) approaches based on sociocultural orientations (Alanen 2003; 
Johnson 2006, 2009).  

The majority of the studies conducted on L2 teacher beliefs employed the mainstream cognitive 
approaches as research orientations. Research studies that used cognitive orientations have 
considered the belief construct as an internal autonomous property of the mind, and investigated 
L2 teachers’ ‘higher order representations’ (i.e. beliefs that the individual is aware of, conscious 
about) to understand the types of beliefs the teachers had. Many of these studies used 
questionnaires and interviews as research instruments.  

The L2 belief studies that employed sociocultural orientations emphasized the importance of the 
context and individual differences. This  new  perspective  has  resulted  in  a  paradigm  shift  
toward  more  qualitative research approaches (Johnson 2009). The researchers who employed 
sociocultural research paradigms carried out research in naturally occurring settings and sought 
for deeper understanding of the phenomena and the participants’ lived experiences. From this 
perspective, qualitative research orientations such as case studies, narratives, diary studies, life 
stories, and action research studies have been considered more appropriate to explore teachers’ 
thinking and their teaching contexts (Johnson2006). 

4. A Synopsis of Research on L2 Teacher Beliefs 

In this paper the researcher has grouped the research conducted in L2 teacher beliefs under five 
main inquiry domains according to the phenomena they investigated: a) the studies that 
investigated the relationship between L2 teacher beliefs and their classroom practices; b) the 
studies that investigated L2 teacher beliefs as a source for teacher awareness and professional 
growth; c) the studies that investigated L2 teachers’ beliefs about educational innovation; d) the 
studies that investigated the nature of L2 teacher beliefs; e) the studies that investigated 
discrepancies between teachers and learners’ L2 beliefs.  

4.1. The studies that investigated the relationship between L2 teacher beliefs and their 
classroom practices 

The relationships between L2 teachers’ beliefs and their classroom practices have been one of 
the most investigated L2 teacher belief research inquiries. Research done in various L2 contexts, 
has attempted to understand what beliefs guide L2 teachers’ classroom practices (e.g. Johnson 
1994; Tercanlioglu 2005). The majority of the L2 Teacher belief studies that investigated 
relationships between teachers’ beliefs and their actual classroom practices aimed at discovering 
possible links between teacher beliefs and classroom practices (see Basturkmen, Loewen, & R. 
Ellis 2004). Such studies have been mainly concerned with how theoretical recommendations are 
interpreted and reflected in teachers’ classroom practices (see Borg, 1999b).  Many studies that 
investigated the links between L2 teacher beliefs and classroom practices have discovered very 
complex relationships between teacher beliefs and classroom practices. Many of these studies 
concluded that there could be discordances between the teachers’ stated beliefs and their actual 
classroom practices. Only a few of these studies were able to find direct correlations between the 
teachers’ stated beliefs and their classroom practices.   
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For instance, Basturkmen’s et al. (2004) study looked into the relationship between three 
teachers' stated beliefs about and practices of focus-on-form in ESL communicative lessons. The 
study intended to explore the teachers’ stated beliefs about focus-on-form practices and their 
actual implementation and management of focus-on-form during their communicative teaching 
lessons. The results Basturkmen et al. obtained illustrated some inconsistencies in the teachers' 
stated beliefs. The research findings indicated a weak relationship between the teachers' practices 

and stated beliefs regarding focus-on-form.  

Similarly, Kennedy and Kennedy (1996) compared a teacher’s stated attitudes with her observed 
attitudes towards error correction. Their observation illustrated that there was discordance 
between the teacher’s expressed attitude towards error correction and her actual behavior in 
classroom. The authors concluded that the attitude and behavior relationship is more complicated 
than what people usually think of. Inspired by Ajzen’s Theory of Planned Behavior (1991) they 
explained that attitude is not the immediate antecedent of a person’s behavior. Using Ajzen’s 
model they explained that the individual’s behavior is determined by his/her intention and that 
the intention formation is the outcome of the interplay between, attitudes, subjective norms, and 
perceived behavioural control. Furthermore, they maintained that each of these three elements, 
attitudes, subjective norms, and perceived behavioural control are influenced by beliefs. 

In the same vein, Breen’s et al. (2001) study discovered inconsistencies in the principles the 
teachers adopted and in their classroom practices. In their study, they looked into 18 ESL 
teachers’ beliefs as regards their classroom practices and the underlying principles directing 
these classroom practices. The main objective of the study was to help the teachers to be aware 
of the relationships between their teaching principles and classroom practices. To obtain the data 
the researchers used qualitative/interpretative research methodologies such as classroom 
observations following teacher interviews and elicitation techniques. The objective of using 
these research tools were to help teachers describe their classroom practices and help them 
explain the rationale and the pedagogical beliefs guiding their classroom practices. Their 
research findings showed that besides the existence of diverse teaching principles and their 
consequent practices, some commonly shared principles were also associated with different 
types of practices. Moreover, the results illustrated that a teaching practice, which was 
commonly used by the majority of the group members, was based upon diverse principles. 
However, Breen et al. stated that a closer examination of the whole group data revealed some 
regular patterns between these teachers’ practices and their underlying schemes. 

Chacón’s study (2005) has found strong relations between a group of English as a Foreign 
Language (EFL) teachers’ perceived competence and their strong sense of self- efficacy about 
their teaching practice.  She claimed that teachers’ perceived capabilities to teach have a direct 
impact on their teaching practices. The findings also indicated that the teachers’ efficacy for 
instructional strategies was higher than their efficacy for management and engagement. Chacón, 
(2005) noted that the connections between the teachers’ self-efficacy and their perceived English 
language proficiency highlighted the perceived importance of content knowledge. Thus, she 
concluded that EFL teachers’ perceived competence in English leads them to build a strong 
sense of self- efficacy about their teaching practice.  

4.2. The studies that investigated L2 teacher beliefs as a source for teacher awareness and 
professional growth 

Most scholars have viewed teacher beliefs as resources for self-reflection and self-development 
(see Borg, 1998b; Farrell, 1999). Day (2006) claimed that coping with the demands of teaching 
is a continual process of analysis of one’s own beliefs and practices and this reflective process 
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leads to self-development.  Thus, the idea that L2 teachers’ beliefs could be used as a source for 
teacher reflection in teacher development practices has instigated a number of research studies. 

Borg’s study (1998b)--data based teacher development-- perceived teacher reflection as a major 
source for professional growth and based his methodological assumptions on this principle. In 
this particular research study, Borg’s aim was to help the teachers uncover their own beliefs 
using research activities (see Borg, 1998b). Thus, he used authentic teaching data as part of a 
teacher development course to sensitize teachers to the role their beliefs played in their teaching 
and to help them discover how their own practices were shaped by their beliefs. He called this 
teacher development activity ‘data-based teacher development’. He claimed that using authentic 
teaching data provided teachers with mirror image of their teaching and provided ideal platform 
for self-reflection and professional growth. 

Breen’s et al. (2001) study looked into ESL teachers’ beliefs as regards their classroom practices 
and the underlying principles directing these classroom practices. The main objective of the 
study was to help the teachers to be aware of the relationships between their teaching principles 
and their classroom practices. To obtain the data the researchers used qualitative/interpretative 
research methodologies such as classroom observations following teacher interviews and 
elicitation techniques. The objective of using these research tools were to help teachers describe 
their classroom practices and help them explain the rationale and the pedagogical beliefs guiding 
their classroom practices.  

Farrell (1999) investigated three experienced EFL teachers’ reflections regarding their classroom 
practices. Farrell viewed teacher reflection as ‘teachers’ learning through a critical analysis of 
their own beliefs about teaching and learning’. He argued that reflective teachers take more 
responsibility for their actions. Farrell used various kinds of research tools such as field notes, 
written logs, group meetings, individual meetings/observations, participants' written reaction-
journals, and written artefacts. His data analysis showed that the teachers’ discussions centred 
mainly on their personal theories and their problems related to their teaching. He also discovered 
that these three teachers used group meetings for critical reflection.  

4.3. The studies that investigated L2 teachers’ beliefs about educational innovation  

For the last decade, language teachers’ beliefs as regards educational innovation have received 
the utmost attention and the research in this area seems to have gathered momentum.   The 
foreign language teaching field has renewed itself continually because of the constant emergence 
of new ideas, educational innovations and new research paradigms. To cope with these 
dynamism and innovations L2 teachers have been expected to keep up with these changes.  Thus 
understanding L2 teacher beliefs have been viewed crucial as regards implementing innovation. 
It is widely argued that consulting teachers’ beliefs when testing or implementing an educational 
innovation strengthens the sense of ownership and supports professional growth (Carless, 2003; 
G. Ellis, 1996; Todd, 2006).   Recent L2 research studies have explored teachers’ beliefs before 
testing educational innovation and planning language instruction. In some contexts, L2 teacher 
beliefs and teachers’ understanding of innovation have been investigated indirectly under the 
topic of ‘testing an innovation’. In such research studies teacher beliefs have constituted 
subsequent research outcomes. Some other research studies, on the other hand, based their 
assumptions on the significant role teacher beliefs played in the success of such innovations and  
consulted teachers’ beliefs before implementing innovation (see Todd, 2006).  

Carless (2003) stated that most of the time teachers are asked to implement educational 
innovations developed by external agents who are not always familiar with local teachers’ 
viewpoints and their teaching contexts. He noted that implementing an innovation is a 
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demanding matter that requires change and adaptation. Thus, he argued that unless teachers’ 
perspectives are taken into account, implementing something new might be unwelcome (Carless, 
2003; Todd, 2006). Todd sustained that obtaining information on teachers’ beliefs when 
introducing an innovation helps manage change and encourages an ongoing teacher 
development.  

Todd’s (2006) study illustrated how consulting teachers’ belief could affect the form of the 
intended innovation.  The study ‘continuing change after the innovation’ reported on a group of 
teachers’ beliefs about a task-based curriculum innovation. The aim of his study was to help the 
teachers reveal their beliefs about the innovation they were implementing. He called this type of 
innovation as bottom-up innovation. Todd noted that contrary to top-down approaches bottom-
up innovation requires involvement of the teachers. The findings  of the study illustrated that the 
originally planned ‘strong’ version of the task-based learning model was modified and 
‘weakened’ because the teachers believed in the effectiveness of the explicit teaching of 
linguistic forms and assessment through formal exams. Similarly, Zheng & Borg (2013) 
investigated three secondary school teachers’ beliefs about the implementation of the Task-
Based Learning in their classrooms. This qualitative research study discovered that each of these 
three teachers interpreted and implemented the principles of task-based learning in accordance 
with their beliefs (understanding) and the contextual factors (e.g. large classes)  

Many teacher belief studies have indicated that reforms in education do not always receive 
immediate acceptance. Underwood’s (2012) study drew upon the Theory of Planned Behaviour 
to anticipate the impact of the Japanese national curriculum concerning the integration of English 
grammar teaching with communication-oriented teaching.  The research results obtained 
indicated that the teachers believed the adoption would be hindered because of their belief that 
communication-oriented grammar teaching would fail to prepare the students for competitive 
government examinations. They perceived that people have negative attitudes towards this 
innovation and the social pressure was in favour of rejecting the reform. Some teachers also 
reported that their resources concerning time and teacher training would not be sufficient to 
prepare them for such a reform.  Similarly, Zhiwen & McGrath’s study (2011) showed  how 
much the success of an innovation depended on teachers. The study investigated the teachers’ 
beliefs about the information and communications technology (ICT) related teacher development 
in the context of a national reform of ‘College English Teaching’ in China. The study examined 
teachers’ attitudes towards the reform that favoured the integration of ICT in classroom teaching 
and self‐access learning. The L2 teachers were expected to modify their classroom practices to 
adapt to the requirements of the reform. Although originally the majority of the teachers 
expressed positive attitudes towards ICT use in English teaching and the national reform, their 
perception of insufficient support and training reversed their belief in the success in the reform. 
The research results revealed a change in the teachers’ attitudes towards the ICT use in English 
teaching and the national reform because they believed to have limited ICT skills.  

4.4. The studies that investigated the nature of L2 teacher beliefs 

Many L2 belief research studies that attempted to understand the types of beliefs L2 teachers 
hold about language learning have used Horwitz’s (1988, 1999) Beliefs about Language 
Learning Inventory (BALLI) (e.g. Kern, 2008; Mattheoudakis,  2007; Peacock, 2001a; 
Tercanoglu, 2005). The majority of these studies investigated pre-service L2 teacher beliefs.  
Many of these L2 teacher belief studies sought to understand what types of beliefs pre-service L2 
teachers hold, whether these beliefs are functional or correspond to the recent views about 
language learning/teaching and whether teacher education programs have any influence on these 
beliefs (e.g. Altan, 2012; Borg, 2011; Mattheoudakis, 2007; Peacock, 2001a).   
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Peacock’s (2001a) longitudinal study sought to view if pre-service L2 teachers’ beliefs about L2 
learning would change over their 3-year teacher education program. The study based its 
assumption on the idea that teachers’ initial ‘mistaken ideas’ could change through the course of 
their teacher education programmes as they studied TESL methodology. Peacock (2001a) 
proposed that it is important to work on mistaken trainee beliefs from the very beginning because 
they could influence teachers’ teaching and their future students' language learning irrevocably. 
He collected first-year trainee beliefs about language learning by using Horwitz's Beliefs About 
Language Learning Inventory (BALLI). This longitudinal study provided some evidence of 
stability of beliefs. In this study, Peacock (2001a) discovered that the trainees had three key 
beliefs about language learning that differed from experienced ESL teachers' beliefs and these 
beliefs changed very little over their three years training.  He observed that, during their third 
year there were still too many trainees that still believed that learning a second language means 
learning a great deal of vocabulary and grammar rules, and that people who speak more than one 
language well are very intelligent. In the same vein, Mattheoudakis’ (2007) longitudinal study 
investigated pre-service Greek EFL teachers beliefs about learning and teaching. The study 
sought to investigate the influence of the 3-year teacher education program and the teaching 
practice on the student teachers’ beliefs. The results suggested that there is a slow but steady 
development in the student teachers’ beliefs during their education. However, the results 
indicated low impact of the teaching practice on the student teachers’ beliefs.  

Tercanlioglu’s study (2005) attempted to understand what beliefs pre-service teachers had about 
L2 teaching and whether these beliefs were related to one another. She used Horwitz’s Beliefs 
about Language Learning Inventory (BALLI) to collect data. She analyzed the data obtained by 
using quantitative analysis procedures: descriptive statistics such as frequencies, means, and 
standard deviations, Pearson correlations analysis, and ANOVA.  

Numerous studies conducted in diverse teacher education programs obtained different results 
concerning the types of beliefs the L2 teachers had.  This drew scholars’ attention to the role 
played by contextual factors and prior experiences.  

4.5. The studies that investigated discrepancies between teachers and learners’ L2 beliefs 

L2 literature provides us with numerous, experiential and empirical evidence on the existence of 
discrepancies between learner and teacher beliefs (See Gabillon, 2012 for an overview).  The 
studies that have searched discrepancies between teacher and learner beliefs took place in 
various teaching contexts and focused on diverse teaching/learning issues. Numerous studies 
have looked into discordances between learner and teacher perspectives (e.g. Bloom, 2007; 
Canagarajah, 1993; Hawkey, 2006; Kumaravadivelu, 1991; McCagar, 1993; Mantle-Bromley, 
1995; Peacock, 1998, 2001b; Ruesch, Bown & Dewey, 2012).  

Some scholars attributed discrepancies between learning and teaching perspectives primarily to 
cultural differences and prior teaching/learning experiences (e.g. Canagarajah, 1993; 
Kumaravadivelu, 1991).   For instance, Canagarajahs (1993) research, which investigated learner 
resistance, clearly demonstrated that language learners could be unsatisfied with the teaching 
methods used in their language classroom and might react to it by showing resistance to 
participate in the language activities. Canagarajah noted that the students often disregarded 
learner-centered and activity-oriented classes but attended classes that dealt with the grammar 
points overtly. He also explained that the students were reluctant to participate in the role-play or 
other interactive activities. He explained that the learners showed resistance to engaging in 
learner-centered learning activities and tried to draw classroom interaction towards a teacher-
centered form. Bloom’s teacher-research project (2007) demonstrated similar results as 
Canagarajah’s study. The study investigated thirteen adult language learners’ reactions towards 
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non-traditional language classroom. Her research findings suggested that the students preferred a 
more teacher-centered approach and the conflict between teacher and learner expectations 
created tensions in the classroom. She stated that these tensions developed because the course 
did not meet the learners’ expectations.  

Some studies sought to discover discordances between learner and teacher perspectives 
concerning innovation or learner–centred language learning practices (e.g. Bloom 2007; Hawkey 
2006; Peacock 1998, 2001b). Hawkey (2006) investigated a group of English language teachers’ 
and learners’ perceptions of communicative language learning/teaching in their classes. 
Although the data indicated that both the teachers and the learners had an overall agreement on 
merits of communicative teaching and learning, the findings of the study suggested notable 
differences between learner and teacher perspectives on the importance of grammar and pair 
work in their classes.  

Some other studies looked into discrepancies between L2 learner and L2 teacher beliefs by 
focusing on some common L2 issues such as  teacher and learner beliefs about oral language 
instruction (e.g. Cohen & Fass 2001), teacher and student role expectations (e.g. McCargar 
1993), error correction, grammar teaching (e.g. Schulz 2001), use of L1 in L2 classrooms (e.g. 
Levine 2003) and so forth. A number of research studies have shown that discrepancies between 
teacher and learner perspectives have negative effects on learners such as learner resistance 
(Kumaravadivelu, 1991; McCargar 1993), frustration (Horwitz 1999), unwillingness to 
participate, and dissatisfaction (Bloom, 2007; Canagarajah, 1993; Hawkey 2006; Mantle-
Bromley 1995; Peacock 1998, 2001b). Thus, results obtained from such studies have obliged the 
scholars in the field to seek ways to bridge the gap between the teacher and learner perspectives.     

 5. Conclusion 

Research conducted in L2 teacher beliefs has provided us with invaluable insights on L2 teacher 
beliefs and the important role beliefs play in teachers’ classroom practices.  However, so far only 
very few of these studies have looked into relationships between L2 teachers’ vs. L2 learners’ 
beliefs and their consequent influence on learning. Although there have been a number of studies 
that focused on discrepancies between teacher and learner beliefs only small number of these 
studies investigated how such discrepancies might affect learners’ learning.  I believe that more 
research is needed to unravel the complex interactions between L2 teacher and L2 learner beliefs 
and the reflection of these beliefs on teachers’ classroom practices, and finally their possible 
effects on learning. In order to be able to have better insights about interactions between L2 
teacher and L2 learner beliefs we need to try to find answers to the following queries: 
How do L2 teachers’ beliefs influence their students’ beliefs?  
How do L2 students’ beliefs and expectations influence L2 teachers’ beliefs and their subsequent 
classroom practices? 
How do L2 teachers’ beliefs influence their classroom practices? How do these practices affect 
learning? 
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Attitude toward Help Seeking with respect to Early Maladaptive Schemas 
 

Seeking help can be challenging and different process for some people, in literature 
studies present many factors that prevent individuals’ help seeking behavior. Among the 
reasons of not seeking help, attitudes have been seen as a one of the most important factor.  
Young, Klosko and Weishaar (2003) claimed that early maladaptive schemas would effect a 
person decisions to seek help. Thus this study aimed to find the link between early 
maladaptive schemas and help seeking attitude. The participants were selected from a large 
university in Turkey. Sample size was reduced to 572 from 750 because of unanswered items. 
In order to collect data, the demographic information form, The Young Schema 
Questionnaire-Short Form (Young & Brown, 1990) and Attitude toward Seeking 
Psychological Help-Shortened (Türküm, 2004) was used. The findings indicated that students 
who have Social Isolation/Alienation schema, Emotional Inhibition schema, 
Entitlement/Grandiosity schema and Defectiveness/Shame schema show more positive help 
seeking attitude than students who don’t have. 
 
1. Introduction 
 

Universities are places that provide students with the opportunity to grow 
intellectually and to carry out their plans for future. However, this opportunity also brings 
some difficult life tasks to be accomplished. In the period of young adulthood, individuals 
seek intimacy and try to find mutually satisfying relationships by marriage and friends, in the 
period of adulthood individual want to be generative and wants to produce something that 
contributes to the betterment of society (Erikson, 1950). Trying to accommodate different 
developmental stage tasks brings adults’ life various kind of daily life problems, handling 
these various kinds of difficulties might require professional help, few individual seek 
professional help (Güneri, Aydın & Skovholt, 2003).   

Many studies reported high levels of psychological distress among university students 
(Demirüstü, Binboğa, Öner & Özdamar, 2009; Eskin, Kaynak-Demir & Demir, 2005; Kaya, 
Genç, Kaya & Pehlivan, 2004; Özdel, Bostancı, Özdel & Oğuzhanoğlu, 2002; Özenli, 
Yoldaşcan, Topal & Özçürümez, 2009), few of them were reported to use counseling services 
and receive professional psychological help (Andrews, Hall, Teesson & Henderson, 1999; 
Andrews, Issakidis & Carter, 2001; Cho et al., 2009; Cooke, Bewick, Barkham, Bradley & 
Audin, 2006; Güneri, Aydın & Skovholt, 2003; Nilsson, Berkel, Flores & Lucas, 2004; 
Yakushko et al., 2008; Whiteford & Groves, 2009).  

 There are many reasons of not seeking help and attitudes toward help seeking are one 
of the significant factor that affecting help-seeking behavior (Vogel, Wester, Wei & Boysen, 
2005).  Attitude is defined by Fishbein and Ajzen (1975) as “a learned predisposition to 
respond in a consistently favorable or unfavorable manner with respect to a given object”. 
Thus, attitude toward help seeking can be defined as learned predisposition to respond in a 
consistently favorable or unfavorable manner with respect to seeking professional help.  

Beside from examining attitude, understanding the dynamics that influence individuals 
attitudes toward seeking psychological help have become an important topic in psychology 
field. The results of various research studies indicate that there is a number of factors that 
affect attitudes like (Ciarrochi & Wilson & Deane & Rickwood, 2003). Beside from these 
factors, there is another prominent factor that influences attitudes toward help seeking such as 
personality factors (Fisher & Turner, 1970). In the literature, the relationship between 
personality and early maladaptive schemas was over stressed (Thimm, 2010; Muris, 2006; 
Sava, 2009). Since personality factors are linked with early maladaptive schemas and attitudes 
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toward help seeking, it was hypothesized that an individual’s early maladaptive schemas, or 
aspects of it, would bear a significant relationship to help-seeking attitude. 

Therefore, this study aimed to determine influence of early maladaptive schemas on 
the attitudes toward seeking psychological help. In the literature, there is no study that directly 
examines the influence of early maladaptive schemas on attitudes toward help seeking. To fill 
these gaps in the help-seeking literature this study will be conducted. Also, by finding out 
factors influencing attitudes toward seeking help, study can be used for client who resistant or 
reluctant to seek psychological help.  
 
2. Review of Literature 
 

Helping is defined by Hill (2004, p. 4) as ‘‘one person assisting another in exploring 
feelings, gaining insight, and making changes in his or her life’’ and help seeking behavior is 
defined by Rickwood et al. (2005, p. 4) as ‘‘communicating with other people to obtain help 
in terms of understanding, advice, information, treatment, and general support in response to a 
problem or distressing experience’’. 

Attitude was defined by Fishbein and Ajzen (1975, p. 6) as “a learned predisposition 
to respond in a consistently favorable or unfavorable manner with respect to a given object”. 
Thus, attitudes towards help seeking can be defined as learned predispositions to respond in a 
consistently favorable or unfavorable manner with respect to seeking professional help. 
Breckler & Wiggins (1989, p. 408) have determined three important characteristics of 
attitudes ‘‘they are learned, they are predisposed actions, and they imply evaluation 
(favorable-unfavorable, positive-negative, good-bad)’’.  

It is emphasized that the use of mental health service can be strengthened or promoted 
by identifying the factors that leads to mental health service use (Cho et al., 2009; Maulik, 
Mendelson, Tandon, 2011). In order to understand the factors that lead individuals to seek or 
not to seek help from professional sources, researchers have examined various kinds of 
variables that may be related to help seeking behavior. Rickwood et al. (2005) asserted that 
the major barrier to professional psychological help seeking is the negative attitudes towards 
professional help seeking.  

Many studies support the notion that individuals with more positive attitudes towards 
professional psychological help seeking are more likely to seek help (Dean & Todd, 1996; 
Kelly & Achter, 1995; Komiti, Judd & Jackson, 2006; Mo & Mak, 2009; Wrigley, Jackson, 
Judd & Komiti, 2005). Kahn and Williams (2006) associated attitudes toward help seeking 
with utilization of the campus counseling center, and they found that attitudes towards help 
seeking is a predictor of actual campus counseling center use.  

Carlton and Deane (2000) emphasized the relationship between attitudes towards 
professional help seeking and intention to seek help in their study and affirmed that attitudes 
towards seeking professional psychological help are significant predictors of intentions to 
seek help for both personal and emotional problems and suicidal thoughts. Moreover, there 
are many studies which emphasize the strong relationship between attitudes and intention to 
seek psychological help. In all of these studies, it was claimed that attitudes were found to be 
the strongest predictors of actual intention to seek professional help (Bayer & Peay, 1997; 
Cepeda-Benito & Short 1998; Kelly & Achter, 1995; Vogel et al., 2005).  

Fisher and Turner (1970) indicated that personality could play an important role in 
help seeking attitudes although help seeking decision may be influenced by various 
interpersonal and social components. Barwick et al. (2009), affirmed that an individuals’ 
personality bears a significant relationship to help-seeking attitudes. Also recent studies was 
found considerably high correlation between early maladaptive schemas and personality 
factors (Muris, 2006; Sava, 2009; Thimm, 2010).  
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Beck (1967, p. 283) described the cognitive schema as “. . . a cognitive structure for 
screening, coding, and evaluating the stimuli that impinge on the organism . . .” Integrating 
the work of Beck (1976) and Bowlby (1988); Young (1990) revised the definition of 
cognitive schemas and provided a definition for Early Maladaptive Schemas (EMS) as “. . . 
extremely stable and enduring themes that develop during childhood and are elaborated upon 
throughout an individual’s lifetime” (p. 9). Thus, while accepting the organizational and 
informational processing function of schemas, Young also highlighted the thematic content 
and early onset of cognitive schemas. Recently, Young, Klosko and Wieshaar (2003) added 
that in addition to memories and cognitions, EMS contains emotions and bodily sensations as 
well. Considering these definitions, schemas can be defined as extremely stable and enduring 
abstract cognitive structures comprised of memories, bodily sensations, emotions, and 
cognitions which affect evaluations about the world and oneself, which form a basis for 
organizing and processing the information about oneself and environment by affecting the 
information evaluation process.  

Because of the substantial links between early maladaptive schemas and evaluations 
about the world, oneself and interpretation of later experience, it is reasonable to expect help 
seeking attitudes to be associated with a stronger or weaker presence of these schemas. 
Therefore, it can be assumed that an individual’s help seeking attitude may be influenced by 
the presence of EMSs. 

Young (1999) defined eighteen early maladaptive schemas and classified them into 
five domains through clinical observation as Disconnection and Rejection; Impaired 
Autonomy and Performance; Impaired Limits; Other-Directedness; Overvigilance and 
Inhibition.  

According to Young et al., (2003) the schemas under disconnection and rejection 
domain are as follows;  

Abandonment / Instability: An individual who has this schema believes that the closest 
people to them will abandon, die or get sick or leave them for someone better. They also feel 
that the emotional support and connection they established with other people will not be a 
stable and reliable one. 

Mistrust / Abuse: Individuals with this schema tend to avoid establishing intimate 
relationships. They do not share their thoughts and feelings with others and do not get too 
close to others, because they feel that others will hurt, abuse, humiliate, cheat, lie, manipulate 
or take advantage of them. They perceive that others hurt them intentionally or as a result of 
an unjustified and extreme negligence. 

Emotional Deprivation: Young et al. (2003) asserted that individuals with this schema 
believe that their emotional needs will not be satisfied by others. This is because they 
conceive that no one is available for them to get affection and support when they need. People 
who have this schema perceive themselves as misunderstood and lonely.  

Defectiveness / Shame: Individuals with this type of schemas may perceive 
themselves as defective, flawed, inferior, bad, worthless and unlovable, because of their 
perceptions and they may feel chronic feelings of shame about who they are. To justify their 
perception about themselves, they degrade themselves as well as allowing others to degrade 
them. Furthermore, they avoid establishing relationships with others to hide their deficiencies 
that they believe they have.  

Social Isolation / Alienation: Individual who has this schema believes that others will 
not accept them and will leave them out of their group since individuals with this schema 
have perceptions of being different from other people and not part of a community of group.  

The second domain is impaired autonomy and performance and it is about the 
expectations that interfere with a person's perceived ability to function independently, or 
successfully. The schemas under this domain are developed by a person when a child is 
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brought up in an over protective family environment where all the responsibilities of a child 
are accomplished by parents to protect the child from harm. In this family environment, 
children begin to feel incompetency. They cannot be aware of their own potential, cannot trust 
themselves and their abilities to accomplish a task or responsibility and can feel to have 
inadequate self-control.  Individuals who have schemas under this domain feel that they are 
not competent enough to control themselves and their life and thus establish unhealthy 
relationships and connection with others. Although this is rare, the opposite family 
environment can produce the same effect. People with schemas in the impaired autonomy and 
performance domains are not able to form their own identities and live their own lives, and 
they will be dependent on their families and other people in their life.  

The schemas under impaired autonomy and performance domain;  
Dependence / Incompetence: In the first part of schema-incompetence, individuals feel 

that they are not ‘competent’ enough to handle daily problems and decide and judge by 
themselves, thus in the second part, individuals feel ‘dependent’ on others to take care of them 
and function for them like their families. 

Vulnerability to Harm or Illness: Individuals with these schemas have a constant fear 
that something will happen to them. Young et al. (2003) described these fears as medical 
illness, natural disaster, and victims of crime, terrible accident, losing all money, nervous 
breakdown and going crazy.  

Enmeshment / Undeveloped Self: In this schema individuals perceive extreme 
emotional involvement and closeness to one or more than one person, especially to a parent 
figure. They believe that they cannot sustain their life without the help of that person. Since, 
individuals with this schema are extremely dependent, they surrendered their identity to 
maintain their connection with a significant person and they may feel emptiness because of a 
lack of individual identity.  

Failure: Individuals who have this schema believe that they will fail or inevitably fail 
in the areas of achievement, especially when they are compared to their peers, thus they have 
a feeling of inadequacy relative to their peers in achievement areas.  

The third domain is impaired limits and it is about a lack of internal limits with regards 
to reciprocity or self-discipline and a lack of respect for others. In other words, it is about 
having difficulty in realizing others’ needs and controlling one’s drives. Schemas in this 
domain are formed when a person is raised in a family that is over indulgent and where all the 
misbehaviors are excused. Children, who grow up in these kinds of family environments may 
feel too special or may be too selfish, spoiled, or irresponsible and feel unlimited control on 
behalf of others, thus may have difficulty in controlling themselves in social relationships and 
may show laxity of conduct in daily life.  

The schemas under impaired limits domain;  
Entitlement / Grandiosity: Individuals who have this schema feel themselves superior 

to others, they feel that they are special and have special rights and privileges. They do not 
limit themselves with the principles of reciprocity that guide healthy human interaction and 
try to satisfy their needs by manipulating, dominating, competing and forcing others, and by 
ignoring others’ needs.  

Insufficient Self-Control / Self-Discipline: Individuals with this schema have difficulty 
in controlling excessive emotions and impulses and also they are insufficient in controlling 
themselves and being tolerant to frustration while trying to achieve personal goals.  

The fourth domain is other-directedness and is about an excessive focus on the desires 
of others. The schemas under this domain are formed when a child brought up in an 
environment where they were not allowed to pursue their personal preferences and where they 
were taught to excessively focus on others’ feelings and thoughts. Children learn to suppress 
(sometimes be unaware) their own needs in order to gain love, approval, maintain one's sense 
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of connection, or avoid retaliation. Moreover, in these families, acceptance and love is often 
conditional to the child's behavior. Often these children are insufficient in expressing their 
emotions and thoughts because they believe that they will be accused by their families or their 
families will respond to them in an unfavorable manner. As a result, children gain approval 
when they are directed by the desires of others rather than by their personal will.  

The schemas under other-directedness domain;  
Subjugation: Individuals with this schema need to be approved by others in order to be 

self-assured. Such individuals suppress their needs; and follow other people’s desires to gain 
approval, acceptance and interest from others. They also suppress their emotions to avoid 
anger, retaliation, or abandonment.   

Self-Sacrifices: Individuals who have this schema present excessive effort to meet 
others’ needs at the expense of their own desires. They sacrifice themselves in order to 
prevent others from experiencing pain, to avoid feeling of guilt because of feeling of 
selfishness and to maintain their relationship with that person who they perceive as needy. 
After a long self-sacrificing period individuals may experience excessive anger towards 
people to whom they sacrificed themselves since they may start to think that they are not 
appreciated enough as well as thinking that their needs are not satisfied.  

Approval Seeking / Recognition Seeking: Individuals with this schema show excessive 
desire to be approved by others to satisfy their unmet core emotional needs. They perceive 
that their thoughts and feelings are not important for others, as they were taught to focus on 
the thoughts and feelings of other. The approval seeking types always expect to be approved 
and accepted, while recognition seeking types expect to be applauded and admired.   

The last domain is overvigilance and inhibition and it is about suppressing 
spontaneous feelings and impulses while maintaining rigid and personal rules. People with 
schemas in this domain are often raised in a family that exaggerate responsibilities, have strict 
rules, expect perfection, do not encourage and support expression of emotions, thoughts and 
happiness. As a consequence the child focuses on negative life events, becomes unhappy, and 
avoids establishing close relationships.  

The schemas under overvigilance and inhibition domain; 
Negative / Pessimism: Individuals who have this schema focus on the negative aspects 

of life while ignoring the positive aspects. They have unrealistic, exaggerated, and pessimistic 
expectations about future. To avoid from their foreside consequences about the future they 
spent a great deal of time to be sure not to make mistakes.  

Emotional Inhibition: Individuals with this schema over suppress their emotions and 
behaviors to avoid negative situations and also avoid discussing them. Young et al. (2003) 
determined the most common areas where emotionally inhibited individuals suppress their 
emotions as; anger, aggression, positive impulses, expressing vulnerability, freely 
communicating with others about feelings, disregarding emotions and emphasizing 
rationality.  

Unrelenting Standards / Hypercriticalness: To avoid hypercriticism of oneself and 
others, individuals with this schema believe that they should reach high standards in their 
behavior and work. These individuals have rigid rules about their life; they are perfectionists 
although they perceive their standards normal and are always in a rush to accomplish more 
(Young et al., 2003).  

Punitiveness: Individuals who have this schema believe that people including 
themselves should be harshly punished because of their mistakes. They have difficulty in 
excusing the mistakes of themselves and others. Moreover, they do not accept any excuses 
and lack the quality to show mercy. 

To summarize, university students encounter different kinds of personal and emotional 
problems throughout their college years and although they experience various kinds of 
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problems for which they are in need of professional psychological help, they do not seek help 
because they may perceive a number of barriers to help seeking for their psychological 
problems, but the reasons for not seeking help may vary.  According to the literature, one of 
the most significant predictors of seeking or not seeking help is individuals’ attitudes towards 
professional help seeking. However there is myriad of variables that influence attitude. The 
factors that have an influence on help seeking intention, behavior and attitude were mentioned 
above, however in the literature the effect early maladaptive schemas have not been 
discovered yet. Research has shown that there are many factors that influence a person's 
decision to seek help and attitude toward professional help seeking have been found one of 
the strongest factors that affects an individual’s decision to seek help. However, as it was 
asserted in literature, attitude is influenced by many factors. Moreover, Young (2003) 
theorized that early maladaptive schemas would affect a person's decision to seek help. 
Therefore, it is hypothesized that there will be differences between the attitudes of individuals 
who vary on their EMSs. 
 
3. Method and Procedure 
 

Participants were selected from Middle East Technical University in Ankara. The 
participants were selected by using convenient sampling procedure. The sample size was 
reduced to five hundred seventy two from seven hundred fifty because of unanswered items in 
the scales. Therefore, the sample of the present study consisted of five hundred seventy two 
undergraduate students from thirty departments of the five faculties of the university. The 
sample included 308 male (53.8%) and 264 female (46.2%) students. The age of the 
participants ranged from 18 to 26 years old (M = 20.75; SD = 1.46).  
 
3.1 Data Collection Instruments 
  

In order to collect data, demographic information form, Attitudes toward Seeking 
Psychological Help-Shortened (ASPH-S; Türküm, 2001) was used to measure participants’ 
attitudes towards seeking psychological help, and the Young Schema Questionnaire-Short 
form (YSQ-SF; Young & Brown, 1999) was used to measure early maladaptive schemas. 
 
3.1.2 Demographic Information Questionnaire 
 

The demographic information questionnaire consisted of three questions which asked 
the participant to indicate their age and gender. 

3.1. The Attitudes toward Seeking Psychological Help-Shortened (ASPH-S): The 
ASPH of Fischer and Turner (1970), which was developed to measure attitudes towards help 
seeking was adapted to Turkish by Türküm (2001). The ASPH-S has 18 items which are 
asked to be rated on a five- point Likert-type scales ranging from 1 (strongly disagree) to 5 
(strongly agree). High scores indicate high positive attitude toward seeking professional 
psychological help (Türküm, 2001). The reliability coefficient of the scale was found .88 for 
the total scale. Subscales were found as .76 for the first factor that included seven items which 
indicate confidence in taking psychological help, .77 for second factor that include seven 
items which indicate beliefs about getting psychological help, .76 for third factor that include 
seven items which indicate endurance against labeling, and .68 for fourth factor that include 
six items which indicate self-disclosure (Türküm, 2001). Test-retest reliability was .99. 
Discriminative validity analysis was found to be sufficient by examining the differences 
between two groups that were formed with students who received psychological help and with 
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those who did not. The results showed significant difference between two groups (t = 3.53), 
which was evaluated as sufficient discriminative validity (Türküm, 2001). 
 
3.2.3 Young Schema Questionnaire- Shortened (YSQ-SF) 
 

The Young Schema Questionnaire- Short Form (YSQ-SF; Young & Brown, 1999) 
was used to assess the early maladaptive schemas which measure 18 early maladaptive 
schemas. The original Young Schema Questionnaire, which was developed (1990) and 
revised (1991) by Young and Brown, has 205 items and measures 15 early maladaptive 
schemas. In the present study, the Turkish version of 75-item short form of the original YSQ 
has been used to measure 14 maladaptive schemas. Each item of the YSQ-SF is rated on a 
six-point Likert scale ranging from 1 (completely untrue of me) to 6 (describes me perfectly). 
The mean scores are calculated for each of the 14 early maladaptive schemas and higher 
scores indicate a more dysfunctional level of that schema domain (Oei & Baranoff, 2007). 
Total scores on each of the 18 subscales can range from 0 to 30. 

Psychometric properties and factorial structures of YSQ were examined by Schmidt, 
Joiner, Young and Telch (1995) and Lee, Taylor and Dunn (1999), and according to these 
studies the factor structure of the measure revealed similarity with Young’s findings (1999). 
The internal consistency coefficients of the scale, however, indicated a range between .83 
(Enmeshment/Undeveloped Self) and .96 (Defectiveness/Share). Moreover, in the study of 
Schmidt et al., (1995) the test-retest reliability for the EMS ranged from .50 to .82. 

The Turkish adaptation of the YSQ-SF was made by Karaosmanoğlu, Soygüt, Tuncer, 
Derinöz, and Yeroham (2005). According to this study which was carried out with psychiatric 
patients, the internal consistency coefficients for the EMSs were found to be between the 
range of .75 (social isolation) and .93 (failure). In another study which was conducted by 
Soygüt, Karaosmanoğlu and Çakır (2009), the principal components analysis was conducted 
to demonstrate the scale’s factorial structure. The findings of the study indicated that although 
at the beginning there were 15 factorial structures; a 14-factor structure of the Young Schema 
Questionnaire was observed in the interpretable range. In the study, the 27th and 45th items 
were loaded on the 15th factor. Therefore they were excluded from the scale since it was 
considered as a duplication of factor 7, and was not considered a separate factor, thus 
regarding to the results of this study, 14 factors were determined. In this study, while the 
Cronbach’s alpha of internal consistency ranged between .53 and .81, test-retest reliability 
ranged from .66 to .83. 
 
3.2.4 Validity and Reliability of Scales  
 

Principal component analysis (PCA) was conducted to test the construct validity of the 
scales and to find out the factor structure. Assumptions of PCA were checked for each scale. 
First, the sample size needs to be N > 300 (Tabachnick & Fidell, 2001). The sample size is N 
= 572, so it is enough for PCA. Secondly, the variables are metric. Thirdly, the factorability of 
the items was assessed. The Bartlett test of sphericity was significant for three of the scales. 
Finally, multivariate normality and sampling adequacy are assumed based on the Kaiser-
Meyer-Olkin, which should be greater than .50 (Leech, Barrett & Morgan, 2005) and in this 
study the Kaiser-Meyer-Olkin value was found to be .93 for ASPH-S and .91 for YSQ-SF. 
Data were found to be suitable for principal component analysis (PCA). According to the 
PCA of 18 questions of ASPH-S, 3 factors were found; and for the PCA of 80 questions of 
YSQ-SF, 18 factors were found. In social science studies, the total variance should be at least 
55% (Osborne & Costello, 2004). The total variance value that is greater than 55% shows that 
the scale is adequate for the sample for which it was used. According to the model, variances 
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of ASPH-S 3 factors and YSQ-SF 18 factors were found to be 61.17% and 60.88 %, 
respectively, and these variances explain the majority of the each scale.  

In the current study, Cronbach’s coefficient alpha was calculated to test the reliability 
of the scales. The internal consistency coefficients for YSQ-SF scales were found as .94 
which are all greater than .60. This means that the scale is reliable. However, the internal 
consistency coefficient for the ASPH-S was found to be .63, which is also accepted as a 
relatively reliable value. Moreover, changes in reliability were calculated for each of the items 
in each scale, and it was seen that 18 items of the ASPH-S scale and 80 items of YSQ-SF 
have greater alpha levels than .20, which means that each question in the scales has the same 
effect on reliability, thus none of them should be excluded. Additionally, scale items were 
investigated as to whether they had any additivity by using Tukey’s test and found that they 
are additive (p<0.001) which means that the items in the scales can be added and that this 
total is meaningful.  
 
 
 
3.3 Data Collection Procedure  
 

In order to conduct the study, the necessary permission from the Middle East 
Technical University Human Subjects Ethics Committee and the Presidency was taken. By 
using convenience sampling method, three different questionnaires and a demographic form 
were distributed while giving a short standard explanation of the aims of the study was 
provided both verbally and in the written copy of the volunteer participation form. For 
anonymity, students were told not to write their names on questionnaires. 
 
3.4 Data Analysis 
 

Before conducting the analysis; the accuracy of data entry, missing values and the 
assumptions for one-way analysis of variance were investigated. The missing values were 
excluded reducing the sample size from 750 to 572 (308 males and 264 females). Before the 
investigation process, assumptions were checked for each analysis. Data were analyzed by 
using SPSS 20.0. In order to understand the characteristics of the sample, descriptive statistics 
(mean, standard deviation) of the data were presented. After that, exploratory factor analysis 
and reliability analysis (Cronbach’s coefficient alpha) were conducted respectively to check 
the validity and reliability of the instruments. In the third step, information related to attitude 
towards help seeking with regards to gender was presented. Afterwards, a series of initial 
analysis were conducted to explore as to whether early maladaptive schemas were related to 
attitude towards psychological help seeking. 

 
4. Results 
 
4.1 Descriptive Statistics of the Main Study 
 

The target population of the present study is the students of the Middle East Technical 
University (METU), in Ankara. This population included students from the faculties of 
education, engineering, arts and sciences, economics and administrative sciences, and 
architecture. The sample was selected by the convenience sampling method. The sample 
consisted of 572 (264 female, 308 male) undergraduate students from thirty departments of 
the five faculties. 
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The participants’ scores on the Young Schema Questionnaire were considered; the 
inferences about the existence of the maladaptive schemas were found as follows: 8.2 % of 
the participants had emotional deprivation schemas (n = 47), 13.5% of the participants had 
failure schemas (n = 77), 24.5% of the participants had negative/pessimism schemas (n = 
140), 24% of the participants had social isolation/mistrust  schemas (n = 137), 27.6% of the 
participants had emotional inhibition schemas (n = 158), 65.4 % of the participants had 
approval seeking schemas (n = 374), 8.2% of the participants had enmeshment/dependency 
schemas (n = 47), 69.2% of the participants had entitlement/insufficient self-control schemas 
(n = 396), 28.8% of the participants had self-sacrifice schemas (n = 165), 7% of the 
participants had abandonment schemas (n = 40), 69.8% of the participants had punitiveness 
schemas (n = 399), 8.6% of the participants had defectiveness schemas (n = 49), 17.8% of the 
participants had vulnerability to harm schemas (n = 102), 51.4% of the participants has 
unrelating standards schemas (n = 294).  
 
4.2 Assumption Check for One-Way ANOVA 
 

Firstly, independent observation assumption can be assumed for the present study as 
the participants’ responding to questions independently of one another in the data collection 
process. This is actually the consequence of selecting the data randomly. Secondly, The 
Levene’s test for equality of variance was conducted to test the homogeneity, the level of 
significance was selected as alpha= 0.05, the findings supported the homogeneity assumption. 
Lastly, although the normality assumptions are not satisfied for each group; the large sample 
size, the homogeneity of variance and random selection yielded fairly accurate p values 
(Green & Salkind, 2008). According to the data, it is concluded that the assumptions for using 
one-way ANOVA are satisfied for each group, hence the one way analysis of variance applied 
to analyze the data.  
 
4.3 Gender and Attitudes towards Help Seeking 
 

One-way ANOVA was conducted to evaluate the effect of gender on students’ help 
seeking attitude. Subjects were divided into two groups according to their gender; females (M 
= 71.63, SD = 9.14) and males (M = 64.90, SD = 9.58). There is significant difference 
between help seeking attitude of females and males at 0.05 level of significance, F (1, 572) = 
.00, p = 00, η² = 0.11 and it is greater than 0.05. The Post hoc test cooperation cannot be 
performed for gender as it is two groups, but inferential from their mean differences can be 
made; the female group (M = 71.63, SD = 9.14) has higher mean than the male group (M = 
64.90, SD = 9.58). Therefore, it could be said that female students have more positive attitude 
than male students. 
 
Table 1. 
One-Way ANOVA results for the effects of gender on students’ attitude towards help seeking 
Source Type III SS df MS F Sig. Partial η2 
Corrected Model 6433.34a 1 6433.34 73.64 .00 .11 
Intercept 2650410.29 1 2650410.29 30339.01 .00 .98 
Gender 6433.34 1 6433.34 73.64 .00 .11 
Error 49795.09 570 87.36    
Total 2742662.00 572     
Corrected Total 56228.43 571     
a. R Squared = .114 (Adjusted R Squared = ,113) 
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4.4 Early Maladaptive Schemas and Attitude toward Help Seeking 
 

One way analysis of variance was conducted to determine the effect of schemas on 
students’ attitude toward help seeking. Each schema was analyzed separately. The one way 
analysis of variance indicated no significant effect of schemas of emotional deprivation F (1, 
572) = 3.12, p = .78, failure F (1, 572) = 2.70, p = .10, negative/pessimism F (1, 572) = 2.99, 
p = .84, approval/recognition seeking F (1, 572) = 1.08, p = .29, enmeshment/grandiosity F 
(1, 572) = 3.64, p = .57, self-sacrifices F (1, 572) = 0.74, p = .39, abandonment/instability F 
(1, 572) =.20, p =.65, punitiveness F (1, 572) = 0.65, p = .42, vulnerability to harm or illness 
F (1, 572) = 1.72, p = .19 and unrelenting standards/hypercriticalness F (1, 572) = 1.83, p = 
.18 on students’ attitude towards help seeking. The one way analysis of variance indicated 
significant effect of schemas of social isolation/alienation F (1, 572) = 13.70, p = .00, partial 
η2 = .02, emotional inhibition F (1, 572) = 18.11, p = .00, partial η2 = .03, 
entitlement/grandiosity F (1, 572) = 6.11, p = .01, partial η2 = .01 and defectiveness/shame F 
(1, 572) = 13.69, p = .00, partial η2 = .02 on students’ attitude towards help seeking.  

Findings indicated that significant effect of schemas of social isolation/alienation 
schema, emotional inhibition schema, entitlement/grandiosity schemas and 
defectiveness/shame schema on students’ help seeking attitude.  Therefore the effect size of 
each significant finding calculated. A significant main effect was obtained for social 
isolation/alienation schemas the eta-squared was η2=.02, thus it could be said 2% variance in 
students help seeking attitude can be explained by the main effect of social 
isolation/alienation schema. Another significant finding was emotional inhibition schema 
which has the eta-squares as η2 = .03 that explain the %3 variance in help seeking attitude. 
The other significant effect was found with entitlement/grandiosity schema which has partial 
η2 = .01 that refer to the %1 variance in help seeking attitude. Lastly, defectiveness/shame 
schema was found to have significant effect on help seeking attitude with effect size of η2 = 
.02 that explains %2 variance in help seeking attitude. All schemas which has significant 
effect on students’ help seeking attitude has small to medium influence on help seeking 
attitude. The results are presented in table 4 below. 
 
Table 4. 
One-Way ANOVA results for the effects of early maladaptive schemas on students’ attitude 
towards help seeking 
Early Maladaptive Schemas Type III SS df   MS F Sig. Partial η2 
Emotional Deprivation 306.46 1 306.46 3.12 .08 .00 
Failure 265.16 1 265.16 2.70 .10 .00 
Negative 
/Pessimism 

294.31 1 294.31 2.99 .08 .00 

Social Isolation /Alienation 1319.75 1 1319.75 13.70 .00 .02 
Emotional Inhibition 1731.43 1 1731.43 18.11 .00 .03 
Approval Seeking/ 
Recognition Seeking 

107.13 1 107.13 1.09 .29 .00 

Table 4. Continued       
Enmeshment/ 
Undeveloped Self 

356.32 1 356.32 3.64 .06 .01 

Entitlement/ 
Grandiosity 

595.91 1 595.91 6.11 .01 .01 

Self-Sacrifices 73.18 1 73.18 .743 .39 .00 
Abandonment/ 
Instability 

19.97 1 19.97 .20 .65 .00 
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Punitiveness 64.25 1 64.25 .65 .42 .00 
Defectiveness/ 
Shame 

1318.44 1 1318.44 13.69 .00 .02 

Vulnerability to Harm or Illness 169.56 1 169.56 1.72 .19 .00 
Unrelenting Standards/ 
Hypercriticalness 

179.73 1 179.73 1.83 .18 .00 

 
5. Discussion 
 

The current study investigates the effect of early maladaptive schemas on attitudes 
towards psychological help-seeking among Middle East Technical University students. First, 
gender was examined and the results were found to be in the expected direction; there was a 
significant effect of gender on help seeking attitudes. Many studies in the literature affirmed 
that females have more positive attitudes towards psychological help seeking compared to 
males (Ang , Lim, Tan, 2004; Barwick et al., 2009; Kartalova-O’Doherty & Doherty, 2010; 
Leong & Zachar, 1999; Türküm, 2005; Özdel, 2010; Svensson et al., 2009). The findings of 
the current study also supported previous research on the effect of gender difference on 
attitudes toward psychological help-seeking and  the results of the present study suggested 
that the attitudes to seeking psychological help in students were remarkably more positive for 
female students.  

The reasons behind the difference between males and females in terms of their 
attitudes towards seeking psychological help were investigated in several other studies. The 
contrast in this respect is mostly attributed to the reflection of gender role differences (Amit et 
al., 2009; Chan & Hayashi, 2010).  

Researchers affirmed that men’s social status (Judd, Komiti, Jacson, 2008), lack of 
motivation, stigma attached to expressing feelings, the fear of intimacy (Silverberg, 1986), 
and the lack of fit with the culture of masculinity (Addis & Mahalik, 2003; Rochlen & Hoyer, 
2005) may influence seeking help. 

In addition, females were found to have more positive help seeking attitude than 
males. Secondly early maladaptive schemas and attitude scores of students were examined. 
The findings were in accordance with the hypothesis in this investigation; it was found that 
the Social Isolation/Alienation schema, the Emotional Inhibition schema, the Entitlement / 
Grandiosity schema and the Defectiveness / Shame schema had an effect on students’ attitude 
toward seeking psychological help. Discussions of the findings are presented below.  

According to present study, the difference between presences of some maladaptive 
schemas and help seeking attitudes might be attributed to the difference in characteristics of 
those schemas. Individuals with the entitlement/grandiosity schema might believe that taking 
psychological help will not solve their problems because they have perception of being 
superior than others.  

Individuals with the defectiveness/shame schema avoid establishing relationships with 
others to hide their deficiencies that they believe they have and they do not disclose these 
deficiencies because of the chronic feelings of shame about who they are; and this may hinder 
their help seeking attempts. This is also valid for individual who have the Social Isolation / 
Alienation schemas, since they have a perceptions of being different than others, and because 
they have constant fears of others that they will not accept them and will leave them out of 
their group. Therefore, they will not be willing to disclose and seek help from professionals.  
And the last schema, which affects attitudes toward help seeking, was found to be emotional 
inhibition. Individuals with this schema overly suppress their emotions and behaviors to avoid 
negative situations and avoid discussing them, so they avoid sharing personal information 
with others and refuse to get psychological help for their problems.  
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The studies in the attitudes towards help seeking literature indicate that individuals 
with higher self-esteem (individuals who feel good about themselves) and individuals with 
external locus of control (individual who believe their life is controlled by others) were 
associated with a less positive attitudes towards seeking professional help (Barwick et al., 
2009), self-disclosure (Jourard & Lasakow, 1958; Vogel & Wester, 2003), emotional 
competency (Komiya et al., 2000) and self-concealment (Kelly & Acther, 1995; Larson & 
Chastain, 1990; Yoo et al., 2005).  

Furthermore, stigmatization (by others) has been associated with low help seeking 
attitudes (Barney et al., 2006; Rickwood et al., 2005; Rickwood et al., 2007; Shea & Yeh, 
2008; Vogel & Wade, 2009). Referring to the findings of the present study about the presence 
of specific schemas and help seeking literature, it can be understood that factors which affect 
the attitudes towards seeking help are also the characteristics of the schemas that influence 
help seeking attitude as well. 

This study was carried out with students from METU. Therefore, future studies can be 
conducted to see if the findings of this study are consistent for other samples as well. Also 
research in different Turkish universities could give more reliable and accurate results and 
conclusions about help seeking attitudes of all Turkish university students. Furthermore, the 
current study included participants whose age ranged between 18 and 26, thus, future 
researchers may consider including a wider range in their study.   

The awareness about the relationship among help seeking attitude and schemas may 
help counselor to draw case conceptualizations for each client. This may also help counselors 
to develop some treatment designs to encourage individuals to take psychological help, to 
minimize the early terminations, to encourage reluctant clients to use psychological services, 
to make individuals disclose easily and to understand the root of the client’s problem.  

In conclusion, a unique contribution of this study, Social Isolation/Alienation schema, 
Emotional Inhibition schema, Entitlement/Grandiosity schema and Defectiveness/Shame 
schema have been found to have an effect on help seeking attitude.  

On the other hand, gender was found to have an influence on the help seeking attitudes 
of students. Moreover, female students were found to have more positive help seeking 
attitudes compared to male students.  
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Abstract 

This paper presents a comparative analysis of the ECEC provision in Serbia, Norway, Ghana and 
the Philippines. It explores the impact of governmental policies on the ECEC provision as well as 
the existence and the nature of parental choice on how to raise and educate their children from birth 
until the age of six. The study presents a comparative contextualised case-study. The analysis uses 
secondary data including existing policies promulgated to effect early childhood development, 
findings of previous researchers, reports and articles regarding the aspects of the four countries. The 
historical development of ECEC field in all four countries is briefly outlined as well as current 
policies affecting ECEC field and the structure of ECEC services. To give focus to the study, four 
parameters, that are most common options available to parents in all the four countries, have been 
identified for comparison: 1) parents staying at home to take care of their children; 2) leaving the 
children with family members; 3) hiring “nannies” to care for children and 4) choosing ECEC 
institutions to care for children. The analysis identified six major factors through which 
governmental policies influence the ECEC provision and the parental choice: parental leave, 
subsidies, allowances, availability of ECEC services, cost of ECEC services and family structure. 
The study identifies and discusses the main similarities and differences among the four countries 
regarding the issue of ECEC provision and parental choice. The analysis indicated that the existence 
and the use of ECEC services is heavily influenced by the type of services government supports (for 
example there are no publicly funded institutions for children under three in Ghana and the 
Philippines, public subsidies are not available in private-owned institutions in Serbia) or the 
availability of services (while every child has a guaranteed place in kindergarten in Norway, it is 
very hard to enrol Serbian kindergartens due to long waiting lists and insufficient number of 
institutions). Moreover, in the Philippines and Ghana, parents cannot choose to stay and care for 
children for more than two or three months (or transfer that right to the father), while the parents in 
Serbia and Norway can make that choice (in Norway it can be extended even to the age of three due 
to the Cash Benefit). In the case of the Philippines, where by not providing the services for small 
children and by not making the parental leave longer, the choice of leaving the children with family 
members or hiring nannies is promoted.  

Key words: ECEC, provision, choice, Serbia, Norway, Ghana, the Philippines, comparative 
analysis 
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Introduction 
 
In this paper we explore the impact of governmental policies on the ECEC provision as well as the 
existence and the nature of parental choice on how to raise their children from birth until the age of 
six. We address this issue because significant differences can be found from country to country on 
these basic questions in the early childhood education and care field. The study presents a 
comparative contextualised case-study which identifies and discusses the main similarities and 
differences among the four countries Ghana, Philippines, Serbia and Norway regarding the issue of 
ECEC provision and parental choice. To give focus to the study, four parameters have been 
identified for comparison: 1) parents staying at home to take care of their children; 2) leaving the 
children with family members; 3) hiring “nannies” to care for children and 4) choosing ECEC 
institutions to care for children. These parameters were chosen because they present the most 
common options available to parents in all the four countries. 
 
Since this is an issue of great complexity we decided to limit the depth of analysis using secondary 
data that will include existing policies promulgated to effect early childhood development, findings 
of previous researchers, reports and articles regarding the aspects of the four countries that are 
compared. The analysis is based on the personal experience, visits to the ECEC institution in 
Norway, interpretation of governmental policies and our understanding of other research work 
related to this study.  
 
Literature review 
 
The issue of provision and parental choice of ECEC services as well as the factors which influence 
this decision has already been dealt with in literature. Contemporary papers on the subject, such as 
Noble (2005, 2007) and Noble, Nyland and Maharaj (2009) focus on the importance of parental 
choice on the type of ECEC services the children will use and the need to understand the process of 
parents’ choice and the factors that influence it. Furthermore, there is a vast body of comparative 
literature on ECEC practices and policies in different countries, including Wollons (2000), Tobin, 
Hsueh and Karasawa (2009), Kamerman & Moss (2009) and Lambert P. (2008). This study 
presents a comparative contextualised case-study (Broadfoot, 1999). Our aim is to present the 
literature review in four countries on the influences of existing governmental ECEC policies and 
practices on ECEC provision and parental choice with regard to ECEC services. Based on the 
literature review, we conducted a comparative analysis of the four countries on how these polices 
and practice influence parental choices with regard to the kind of ECEC services they will choose.  
 
Historical background 
 
We need to address the historical development of early childhood education and care in each 
country in order to understand the present situation in the field. The current state is heavily 
influenced by the historical and cultural developments in the past which have direct effects on the 
evolution of early childhood education and care field. Consequently, as early childhood education 
and care has evolved, the options that are available for parents have also changed, distinctively and 
differently in each country.  
 
In Ghana, according to McWilliams (1959) as cited by Morrison (2001) the first mission, the Basel 
Mission Society attached some kindergartens to their primary schools. “Several missions followed 
the Basel Mission Society and they also attached a few nurseries and kindergartens to their primary 
schools” (Oppong, 1993). In the middle of the 20th century, care giving for infants and toddlers was 
provided by family members. Acquah (1958) stated that day nurseries were reported in Ghana in the 
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1940s and 1950s. During the early days of 1960s after the missionaries had left there were no or 
only few kindergartens, many homes were used as nanny homes for children. Mothers left their 
children under the care of elderly women who were experienced enough to take care of babies and 
children until the mothers returned from work. Presently, there has been an expansion of early 
childhood education in almost every part of the country. 
 
In the Philippines, history has shown that education in the pre-Spanish era was “informal, 
unstructured and devoid of methods” (DepEd, 2010) whereby children were taught by parents or 
tribal tutors. In 1924, preschool education was pioneered by American missionaries which marked 
the start of the kindergarten movement in the country (Palattao-Corpus, 1993). In 1964, the Day 
Care Service was launched under the Department of Social Welfare and the Urban Community 
Program as part of the UNICEF-Assisted Social Services projects. The establishment of a day care 
center in each “barangay” (village) was later legislated in the Barangay Day Care Law in 1978 and 
it has been the main provider of early childhood education and care services in the country. 
Currently, the Department of Education has taken steps to expand its preschool education program 
in the country. 
 
In Serbia the roots of ECEC policies and programs can be found in the late 19th century when the 
first ECEC institutions were established (Gavrilović, 2006). The ECEC field was regulated for the 
first time in 1898 by the Law on Public Schools, which was followed by the Kindergarten 
Curriculum in 1899. After WWI, the state initiated opening a larger number of ECEC institutions in 
order to provide care to increased number of orphans, poor and abandoned children (Kopas-
Vukašinović, 2006). After WWII, when the system of government changed from monarchy to 
socialist/communist republic and industry started to develop (with more women employees), 
factories became obliged by law to provide ECEC services for their employees. The system was 
most developed in 1970s and 1980s, and later gradually declined during the political and economic 
crises in 1990s. Insufficient capacities and increased demand continued after the democratic 
changes in 2000, giving way to the establishment of private ECEC institutions. 

In Norway, before 1970s child-care programs were viewed largely as child welfare service 
(Clearinghouse, 2005), which is reflected in the fact that in 1970 only 2% of the children were in 
these programs (Clearinghouse, 2005). However, those attitudes changed when the first 
Kindergarten Act entered into force in 1975. However, there have been many changes since then – 
one of the most important is that children now start school at 6 instead of the age of 7. The currently 
valid legislation (Act no. 64 of June 2005 relating to Kindergartens) was brought into force in 2006. 
This bill states that municipalities are in charge of organizing and running ECEC services in their 
area and that they are obliged to provide every child with a guaranteed place in ECEC services 
(Early Childhood Education and Care Policy, 2010). 

Present ECEC policies and provision 

In order to better understand the existence and nature of parents’ choices regarding the upbringing 
of their children we must first examine the existing state policies that regulate the field of early 
childhood education and care for they present a basis upon which those choices are founded. 

Ghana 

There are many educational policies in Ghana, but only a few have direct impact on ECEC. The 
Labor Act no: 651 (2003) makes provision for parental leave, specifically for mothers, in the form 
of maternity leave. Working mothers are given 12 weeks (3months) maternity leave, in addition to 
the person’s own annual leave of 4 weeks with full pay so that mothers can have additional weeks 
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to breast feed their babies. If there is a multiple birth, 2 weeks is added to the leave. The law does 
not make provision for paternity leave. Child’s Act 560 (1998) makes the child paramount in any 
matter concerning him/her. The policy clearly states that every child has the right to life, dignity, 
respect, leisure, liberty, health education and shelter. Education Reform (2002) addresses the issue 
of kindergarten as being part of the Free Compulsory Universal Basic Education. The law further 
expresses the need to promote quality preschool education and to improve the developmental 
readiness for learning of children under age 6 for national replication, by 2010. It further states that 
all primary schools must have kindergartens attached to them. Education Strategy Plan (ESP) for 
2003-2015 specifies the introduction of capitation grant (no payment of school fees) and the 
expansion of early childhood services (UNICEF, 2007).  

There are three types of early childhood education available in Ghana: crèche (3month -2years), 
nursery (2-3years), the kindergarten is divided into two in some schools: kindergarten (1): 3-4years, 
then kindergarten (2): 4-5 years. Since the public schools do not take children below 3 years, most 
of the schools are private especially crèche and nurseries, and the kindergartens are found mostly in 
public schools.  

The Philippines 

In the Philippines, there are major policies that predominate in the implementation of early 
childhood education and care in the country. The “ECCD Act” or the Republic Act No. 8980 which 
was legislated in December, 2005, encompasses the government’s declaration and will in pursuing 
the welfare of young children. The Republic Act 6972 or the “Barangay (Village) Level Total 
Protection of Children Act” requires all local government units to build a day care center in every 
village. In the Labor Code of the Philippines, the law entitles a pregnant woman to avail 60 calendar 
days (public sector) and 78 calendar days (private sector – when a mother has undergone caesarean 
operation) of leave, with at least 2 weeks prior to the expected delivery schedule and 4 weeks 
thereafter, with full salary payment. Under the Paternity Leave Act 1996, a father has also the right 
for paternal leave for 7 calendar days, with full payment, after his child’s birth or if the wife has a 
miscarriage.  

According to the Country Profile commissioned for the EFA Global Monitoring Report (2007), 
Early Childhood Care and Development (ECCD) services in the Philippines are administered in 
four key avenues. The first is the center-based ECCD, where the day care program is managed and 
carried out by a public, private or NGO center. The second is the home-based ECCD, which is the 
Parent Effectiveness Service (PES) Program instituted by the DSWD in 1978 and is now 
administered by the local government units. The third is the school-based ECCD, where the main 
targets are children who are entering Grade 1 without pre-school education. The fourth is the clinic-
based ECCD, where the public and private hospitals and clinics administer basic health care 
services to the community. 

Serbia 

In Serbia there is a set of state family policies in the Law on financial support to families with 
children which regulate parental leave, parental and children’s allowances, as well as subsidies. 
Parental leave lasts for one year and the mother receives 65% of her average salary (some 
municipalities add funds up to 100% of average salary) under condition that before taking the leave 
she has been working for six consecutive months. After the birth of a baby, parents receive one-time 
Parental allowance. Later, those families with low income receive Child allowance until the child 
reaches the age of 18 (Law on Financial Assistance, 2006). Apart from those, there is the National 
Educational Strategy (2007) which has a section on pre-school education (thus showing that it is 
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incorporated in the unified educational system) as well as the Law on Preschool Care and Education 
passed in March 2010.The Law on Preschool Care and Education regulates the area of early 
childhood education and care, defining group size, conditions for opening new institutions, staff 
requirements and salaries, funding, general aims of early childhood care and education, etc.  
 
Public ECEC institutions are governed at the local level. There are three types of services based on 
the age level of children: nurseries (“jaslice”) from 0 to 3 years, kindergartens (“obdaništa”) from 3 
to 5 years and pre-school preparatory program (“predškolsko”) for children at the age of 6: 
preparatory program for primary school and it is obligatory (The Law on Preschool Care and 
Education,2010). All public institutions provide similar services, based on one of two models 
prescribed in the national curriculum, which are adapted to the situation in the institution in 
question, but since they are funded from the local level there are significant differences reflected on 
the quality of the services. Due to the fact that this field received very little investments during the 
last two decades (especially during the 1990s) the capacities are insufficient and there are long 
waiting lists throughout Serbia. This gave way to the establishment of private institutions in the last 
ten years. These private institutions have been more responsive to parents’ needs but the costs to 
parents are much higher due to the fact that the costs in public institutions are subsidized by the 
local government based on the social and economic status of parents which is not the case in the 
private ones. Apart from kindergartens, there are other types of services (such as day-care 
playrooms, language schools for young children, etc.) established by the private sector which offer 
some kind of ECEC. 

Norway 

In Norway, when a child is born, parents can use a parental leave for either 43 weeks with 100% 
pay or 53 weeks with 80% of salary – this quota can be divided between parents, or can be 
combined with part-time work, in which case it can last up to two years ( Clearinghouse, 2005). All 
children from age one to five have a legal right to a place in an ECEC institution guaranteed by the 
State. Furthermore, the State has recently granted substantial additional investments in ECEC and 
introduced a new bill which makes public funding equally available to private and public 
institutions. Parents pay around 20% of the costs, while the rest is subsidized by the municipalities, 
and furthermore there are other subsidies if more than one child from the family is using the 
services or for the families with low income. Another important point is the existence of Cash 
Benefit for families of children aged from one to three, which is providing them with cash support 
in case that the child is not enrolled (or is partially enrolled) in a publicly-funded ECEC institution. 
Other parental policies include Family allowance, paid to the mother for children up to the age of 
18, additional support to lone parents and extra supplement to one-earner families as well as tax 
deductions (refundable tax credit for a child under the age of 19 and an additional tax allowance 
(exemption) if they have children under age 12) to partially cover the costs of child care 
(Clearinghouse, 2005).  
 
There are three types of services which receive public funding: barnehager and familiebarnehager 
(kindergartens and family day cares - both of which provide half and full-day programs) and apen 
barnehager (open kindergartens or drop-in centres for parent and child, led by a trained pre-school 
pedagogue). Furthermore, there are Skolefritidsordningen (SFOs) or out-of-school provision (OSP) 
or “day care facilities for school children” available before and after school, during the academic 
year for class levels 1-4 (up to class level 7 for children with special needs) (Clearinghouse, 2005). 
 
Discussion 
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Parallel with the evolution of ECEC policies and services there has been evolution in both the kind 
and number of choices parents can make with regard to raising their children. This is most evident 
in Norway where the choice gradually became more varied as the state introduced new policies to 
support ECEC. The parents become more likely to use ECEC institutions as the government support 
became stronger. When policies which guarantee placement for all children were introduced, this 
resulted in an evident increase in the number of parents choosing to send their children to ECEC 
institutions, as compared with the 1970s. The evolution in Serbia followed similar pattern until the 
economic crisis, when the absence of sufficient governmental support and new policies 
substantially limited the parental choice. On the other hand, Ghana and the Philippines share similar 
evolutional patterns from parents and relatives taking care of children to ECEC services which offer 
limited half-time services, thus influencing the choice of parents to leave their children with family 
members. 
 
Four parameters, that are most common options available to parents in all the four countries, have 
been identified for comparison: 1) parents staying at home to take care of their children; 2) leaving 
the children with family members; 3) hiring “nannies” to care for children and 4) choosing ECEC 
institutions to care for children. The analysis identified six major factors through which 
governmental policies influence the ECEC provision and the parental choice: parental leave, 
subsidies, allowances, availability of ECEC services, cost of ECEC services and family structure1. 
It is very important to emphasize that all of these factors are interconnected in their influence on 
parental choices, as illustrated in Fig.1. 
 
 

 

Fig. 1: Factors influencing parental choice of ECEC 

Following that, the main similarities and differences among the four countries regarding the issue of 
ECEC provision and parental choice are identified and discussed, as shown in Table 1. The red 
colour represents discouraging (negative) effects of a governmental policy on one particular choice 
and the green colour represents encouraging (positive) effects on a particular choice. It should be 

1Although family structure is not a policy, it has enormous importance and is influencing as well as influenced by other 
governmental policies 
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noted that we are not discussing positive and/or negative effects of governmental policies in 
general, but only on one particular choice that we have identified.  

 

Table 1: Main similarities and differences among the four countries 

Parents staying at home 

In all four countries, when the child is born, parents, usually the mother, have the choice of staying 
at home and taking care of him/her, but the duration of that stay differs very much from country to 
country. The parental leave policy is the most closely connected to the parental choice: In Ghana, 
mothers are allowed to have only three months of maternity leave with 100% salary and there is no 
paternity leave available. In the Philippines the situation is similar: maternity leave lasts for two 
months with 100% salary if the mother is employed in public sector, two and a half months also 
with 100% salary if she is employed in private sector, and the paternal leave lasts for 7 days. So 
these policies have a negative effect on the parental choice of staying at home as parents have very 
short parental leaves. In Serbia, unlike Ghana and the Philippines, parental leave lasts for 12 months 
with 65% salary (some municipalities add up to 100%), and if it is the third child it lasts for 24 
months, and it can be divided between a mother and a father. In Norway, parents can choose 
between 13 months of parental leave with 80% salary or 10 months with 100% pay for both 
mothers and fathers to divide. So it can be said that these policies have positive effect on this 
particular choice in Serbia and Norway. The other type of policies that make staying at home 
possible is the policy on Cash Benefit: in Ghana and Philippines, parents do not receive any 
allowance from the government. On the other hand, in Serbia parents receive one time allowance, 
regardless of the income, after the baby is born and if the family has low income then the child 
receives a monthly allowance until the age of 18. In Norway children receive allowance until they 
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are 18 years old. When summing up all this, it can be said that parents in Serbia and Norway have 
the choice of staying at home and caring for the baby for 12-13 months (in some cases 24) as 
compared to Ghana and the Philippines where they have only 2-3 months available.  

Leaving the child with family members  

The family structure also plays an important factor on the parental choices on whether to send their 
child at an ECEC institution or not. The choice of having grandparents or relatives taking care of 
children in Ghana and Philippines is still prevalent as these two countries still have a strong 
extended family structure. Thus we can see that family structure in these two countries has a 
positive effect on this particular choice. It is an advantage to some parents as they do not pay 
anything for the services but the question arises as whether it is better for the child or not. Some 
Serbian parents still have this choice, but large number of families is becoming nuclear and 
grandparents are harder to tap on as caregivers to young children for they are also employed. 
Norway has mostly nuclear family structures and parents rarely have the option of grandparents or 
relatives taking daily care of their children. So the family structure in these two countries has a 
negative effect on this particular choice. 

Hiring nannies 

Generally, hiring nannies is an option only for the more “affluent” parents. However, in the case of 
parents in Ghana, public ECECs which are more affordable do not take children below three years 
of age and the private ECECs are very expensive so there is a greater need to hire nannies to care 
for the children. Likewise, in the Philippines, parents have more potential need in hiring nannies as 
mothers have only two months leave and ECEC institutions for children under three years are 
unavailable and ECECs for children from three to six years offer only three hours of service per 
day. Availability of ECEC services has a positive effect on the choice of hiring nannies in Ghana 
and the Philippines. On the other hand, parents in Serbia and Norway have a choice, because in both 
countries public ECECs are available and cheaper. However, due to the long waiting list in Serbia, 
parents may not have a choice but to hire nannies if their children cannot get admission into public 
ECCEs as private ones are more expensive. Parents in Norway have a choice since the parental 
leave is longer and they also receive cash benefit until the child is two years which they can choose 
to finance the hiring of nannies. So it has both positive and negative effects on the choice of hiring 
nannies in Serbia and Norway. 

Using ECEC services 

The option of sending a child to an ECEC institution is available for parents but from different age 
levels of children in the different countries. In Ghana and the Philippines, public ECEC Institutions 
accept children from three years and older. Though some private ECEC’s in Ghana and the 
Philippines accept children below the age of three, it is not enough and these institutions are not 
affordable for most parents with average income. In Serbia and Norway, ECEC institutions accept 
children from the age of one onwards. Therefore, for children under three, parents have no choice in 
Ghana and the Philippines whether to send the child to a public ECEC institution or not as they only 
have private ECECs. In Serbia and Norway, parents have a choice as they have both public and 
private ECEC institutions that accept children from age one. Therefore, the availability of 
institutions in Ghana, Philippines and Serbia has both negative and positive effects on the parents` 
choice of using ECEC institution. On the other hand, the availability of institutions in Norway has a 
positive effect on this particular choice, as we have observed during the visits to the local 
barnehager and interview with the principal. 
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