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ABSTRACT

THE EFFECTIVENESS OF A PROGRAM DESIGNED TO PREVENT
PROBLEMATIC INTERNET USE AMONG SIXTH GRADERS

Jale Atasalar

PhD, Program of Curriculum and Instruction
Supervisor: Asst. Prof. Dr. Aikaterini Michou

May 2017

This research investigates the relationship of non-risk Turkish early adolescent urban
middle school students’ need satisfaction, coping, mindfulness and awareness of
consequences of online behaviours with problematic Internet use (PI1U), and the
effectiveness of a small scale preventive program on PIU in two studies.

Study 1 examined the extent to which coping strategies in stressful situations and
mindfulness during online engagement mediates the relationship between need
satisfaction in real life and PIU, and the reliability of measures to assess coping,
mindfulness, online persona, PIU and need satisfaction. A cross-sectional design and
Path analysis on a sample of 165 Turkish early adolescents (Mage = 12.88, SD = .83;
49.1% females) found that need satisfaction was negatively related to PI1U via low
avoidant coping and high mindfulness in Internet engagement.

Study 2 designed, implemented and tested the effectiveness in preventing PIU
through a 10-week Mindful and Need-supportive Digital Life Responsibility
Program (MiNDLifeResP) based on mindfulness in online engagement, awareness of
responsible Internet use, satisfaction of psychological needs, and comprehensive
understanding of active coping strategies. A quasi-experimental design collected
both quantitative and qualitative data from twenty experimental group students (9
females) and twenty control group students (8 females). In pre-test, post-test and
follow up, PIU, responsible Internet use, coping strategies, and psychological needs,
plus frequencies and limitations in Internet use, were assessed. Post intervention
interviews sought experimental group students’ experience and perceptions of the
implemented program. The experimental group and researcher kept diaries during the
intervention, and parents reported on their children’s Internet use behaviour in pre-
and post-tests. For pre-test, post-test and follow-up descriptive statistics and bi-
variate correlations were calculated, along with MANOVA for gender differences. In
addition, a two-way repeated measures ANOVA and a cross tabulation analysis was
used in the main analysis, a one-way repeated measure ANOVA for students’
quantitative diaries, and a paired-sample t-test to compare parents’ reports about their
children’s time spent on Internet. An independent sample t-test compared students’
perception of need satisfaction in quantitative diaries. Content analysis was
performed on experimental group students’ qualitative interview data, and on the
researcher’s reflection diary.



The MiNDLifeResP was unsuccessful in increasing RIU and decreasing PIU and
avoidant coping for not-at-risk adolescents, but successful in forming positive
cognitions for students regarding harmonious Internet use, active coping, and
awareness of the present moment. Additionally, the need supportive component was
successful for students’ need satisfaction during the intervention. Recommendations
to improve the study and implications of the results for education and teaching
practices are then discussed.

Key words: Need satisfaction; Problematic Internet use; Coping; Responsible
Internet use; Early adolescents; Prevention intervention



OZET

ALTINCI SINIF OGRENCILERININ PROBLEMLI INTERNET KULLANIMINI
ONLEMEK ICIN TASARLANAN PROGRAMIN ETKILILIGI

Jale Atagalar

Doktora, Egitim Programlar1 ve Ogretim
Tez Yoneticisi: Yrd. Dog. Dr. Aikaterini Michou

May1s 2017

Iki asamal: yiiriitiilen ¢alismanin ilk asamasinda ortaokul dgrencisi, kentli ve risk
altinda olmayan Tiirk ortaokul 6grencilerinin ihtiya¢ doyumu, basa ¢ikma, bilingli
farkindalik ve problemli internet kullaniminin (PIK) sonuglarina iliskin farkindalig
incelenirken, ikinci ¢calismada PIK’i énleme amach gelistirilen kiigiik dlgekli
programin etkililigi incelenmistir.

Birinci galigma, stresli durumlarda basa ¢ikma stratejilerinin ve internet kullanirken
bilingli farkindaligin, PIK ve gercek yasamdaki ihtiya¢ doyumu arasindaki iliskide ne
oranda aracilik ettiklerini incelenmistir. Buna ek olarak, basa ¢ikma, bilingli
farkindalik, ¢evrimici kimlik, PIK ve ihtiya¢ doyumunun degerlendirilmesinde
kullanilan 6lgme araglarinin giivenirligi incelenmistir. 165 kisilik Tiirk erken ergen
ornekleminde ( X yas = 12.88, SS = .83; %49.1 kiz) kesitsel arastirma deseni ve iligki
analizi kullanilmistir. Buna gore, ihtiyag doyumu ile problemli internet kullanimi
arasindaki iliskiye kaginan basa ¢ikma stratejisi kullanmanin ve internet kullanirken
bilin¢li farkindaligin yiiksek olmasinin aracilik ettigi bulunmustur.

Ikinci galismada, on hafta siiresince uygulamasi planlanan PIK’i 6nleyici Dijital
Yasam Farkindalig1 Sorumluluk Programi tasarlandi ve etkililigi incelenmistir. Bu
Program, internet kullanirken bilingli farkindalik, psikolojik ihtiyag¢larin doyumu,
sorumlu internet kullaniminin farkindaligi ve aktif baga ¢ikma stratejilerinin
kapsamli anlayisina dayanarak gelistirilmistir. Yar1 deneysel arastirma deseninde
hem niteliksel hem de niceliksel veriler, deney (9 kiz) ve kontrol (8 ki1z)
gruplarindaki yirmiser dgrenciden elde edilmistir. On-test, son-test ve izleme
testlerinde PIK, sorumlu internet kullanimi, basa ¢ikma stratejileri ve psikolojik
ihtiyaglara ek olarak internet kullanimindaki siklik ve sinirlandirmalar da
degerlendirilmistir. Son-testten yani Program’in uygulanmasindan sonra deney
grubundaki 6grencilerle Program’a iliskin deneyimlerini ve algilarin1 6grenmek
amaciyla bireysel goriigmeler yapilmistir. Program uygulanirken hem deney
grubundaki 6grenciler hem de arastirmaci tarafindan giinliik tutulmustur. Deney
grubundaki 6grencilerin ebeveynleri ¢ocuklariin internet kullanimina iligkin bir
bilgilendirmeyi 6n-test ve son-testte 6lcek doldurarak saglamislardir. On-test, son-
test ve izleme degerlendirmelerinde betimsel istatistik, basit (ikili) korelasyon ve
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cinsiyet farkliliklar1 igin Cok Degiskenli Varyans Analizi kullanilmistir. Bunlara ek
olarak, calismanin temel analizlerinde, Tekrarli Olgiimler igin iki Faktorlii Varyans
Analizi ve Capraz Tablo analiz edilmistir. Ayrica, 6grencilerin niceliksel
giinliiklerinin analizinde Tekrarl Olgiimler i¢in Tek Faktorlii Varyans Analizi
kullanilmistir. Ebeveynlerin ¢ocuklarmin internet kullanim miktarlarinin
ortalamalarinin karsilastirilmasinda ise iliskili Orneklemler icin t-test kullanilmistir.
Bununla beraber 6grencilerin ihtiyag doyumuna iligkin algilarinin ve arastirmacinin
ihtiyag destekleyici tarzina iliskin kendi algisinin ortalamasini karsilagtirmak igin
Bagimsiz Orneklemler igin t-test niceliksel giinliiklerin analizinde kullanilmistir.
Deney grubunun goériisme verilerinin ve aragtirmacinin dontigiimli diistinme
giinliigiiniin niteliksel analizleri i¢in ise Icerik Analizi yapilmistir.

Sonug olarak uygulanan Program, risk altinda olmayan ergenlerde sorumlu internet
kullanimini artirmada, problemli internet kullanimini ve kaginan basa ¢ikma
strajesini kullanmay1 azaltmada basarili bulunmamistir. Ancak bu program
ogrencilerde olumlu internet kullanimi, aktif basa ¢ikma stratejileri ve i¢inde
bulunulan simdiki anin farkindaligina iligkin olumlu bilissel yapilandirmalari
saglamada basarili bulunmustur. Ayrica, on haftalik Program’in icerigindeki ihtiyag
destekleyici faktdre basariyla ulagilmistir. Aragtirmacinin gruptaki ihtiyag
destekleyici liderlik tarziyla 6grencilerin psikolojik ihtiya¢larinin karsilanmasina
imkan saglandig1 belirlenmistir. Arastirmaya iligkin ¢ikarimlarla birlikte arastirmanin
nasil gelistirilebilecegine iliskin Oneriler ve tartismalar sunulmustur.

Anahtar Kelimeler: Thtiyag doyumu; Problemli internet kullanimi; Basa ¢ikma;
Olumlu internet kullanimi; Erken ergenlik; Onleyici miidahale
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CHAPTER 1: INTRODUCTION
Introduction

In recent years, stunning developments in information and communication
technologies (ICT), particularly the Internet with widespread use in many areas of
our daily lives, have become indispensable parts of modern life. The Internet is easily
accessible on smart phones, tablets, and computers and is used for a wide variety of
purposes in our modern lives. Electronic devices provide instant access to a range of
services such as: email and web functionality; instant messaging; social network sites
(SNSs) (Facebook, YouTube , Instagram, Twitter, etc.); virtual learning
environments (Moodle); chat rooms; podcasting; webcams; Wikis; music download
sites; game sites; games consoles with Internet communication; virtual worlds (i.e.,
Second Life); and blogs (Boyd & Ellison, 2007; Katz, 2012; Ribble, 2009), to cite a
few of the many possibilities. Communication opportunities have multiplied in this
new Internet era; for example, blogging allows readers to post comments and allows
entries to be linked to other bloggers; podcasters record and post audio files on the
Internet for anyone who wants to listen to them; wikis allow users to create, edit and
modify hyperlinked web pages using a web browser; multiple players compete

against one another in different locations in the world; and, many more opportunities.

In order to increase the availability of ICT applications such as e-government and e-
school, lots of efforts have been made in Turkey, as in many other countries. One of
these efforts has been to provide each household with Internet access. According to

the results of an ICT Usage Survey in Households and Individuals carried out by the

Turkish Statistical Institute (TSI) in August, 2016, 76.3 per cent of households have



access to the Internet at home (TSI, 2016). It was stated that households with access
to the Internet increased from 19.7 per cent in 2007 to 60.2 per cent in 2014 (TSI,

2014). This increase in the Internet usage rate is quite remarkable.

This rapid increase in the use of the Internet has led to the bringing of different age
groups together in a kind of virtual village. It is not surprising that, in particular,
children and adolescents are attracted to this virtual world more easily than others.
As the report by TSI (2013) suggests, students (aged 6-15) start using computers at
an average age of 8, and they start using the Internet at an average age of 9 in
Turkey. It is obvious that those children and adolescents are highly attracted by the
Internet, which offers them a wide range of opportunities such as entertainment,
socialization, and provision of information. The same report reveals that the purpose
of Internet usage among Turkish children and adolescents aged 6-15 has been mostly
homework and learning (84.8%), followed by playing games (79.5%), googling
(56.7%) and joining social networks (53.5%). The percentages above are related to
the advantages of the use of the Internet. For example, Facebook is a social capital-
bridging tool as people see themselves as part of a broader group without emotional
support. Employment or work-related web sites such as Linkedin, and their use by
undergraduate students with low self-esteem helped maintain distant relationships

and strengthened weak social bonding ties (Steinfield, Ellison, & Lampe, 2008).

However, with expanded communication opportunities come expanded risks (Brown,
Demaray, & Secord, 2014; Dredge, Gleeson, & Garcia, 2014; Hinduja & Patchin,
2013; Mishna, Khoury-Kassabri, Gadalla, & Daciuk, 2012; Schoffstall & Cohen,
2011). For example, it has been shown that middle school students risk some

negative consequences depending on their Internet usage goals (Selfhout, Branje,



Delsing, terBogt, & Meeus, 2009). Selfhout et al. (2009) found that adolescents who
perceived their own friendship as being of low quality suffered less depression when
using the Internet for communication purposes (e.g. instant messaging) than when
using the Internet for non-communication purposes (e.g. surfing); the latter use
caused more depression and more social anxiety. On the other hand, teenagers’
parents are concerned about the use of social networking sites (SNSs), and whether
these increase their children’s risk of harm. In response to this concern, Staksrud,
Olafsson and Livingstone (2013) conducted a study of 1000 Internet users between 9
and 16 years of age in 25 European countries. The results show that those children
and adolescents who use SNSs encountered more risks online than those who do not;
users with more digital competence encountered more online risk than those with
less competence; and users with a larger number of risky SNS practices, such as
having a public profile, displaying identity information, and having a very large
number of contacts, encountered more online risks than those with fewer risky
practices. In parallel, the findings of EU Kids Online I1-Turkey (2010) show that,
although sharing of personal information on the Internet by children and adolescents
was prohibited by their parents, 42% of the Turkish children and adolescents who
use SNSs had a public profile, 19% posted their address information and 8% posted
their phone numbers (Celen, Celik, & Seferoglu, 2011). Furthermore, Aslan (2016)
compared the EU Kids Online Project Group’s data for 2010 and 2015 and found
that the percentage of Turkish children who contact unknown people on the Internet

has increased from 15.9% in 2010 to 37.6% in 2015.

Adolescence, a transitional period to adulthood, is a time of fantastic growth, but it is
also a time of substantial risks in adolescents’ social life, e.g. there is a positive link

between sensation seeking behavior and peer influence, when compared to being



alone, in adolescent’s risk taking behaviours (Romer, 2010).When adolescents lack
the necessary skills to cope with their various emotions, thoughts, and stressful life
events in their social interactions, e.g. conflicts with peer and/or family, problems
with school, they are more likely to choose maladaptive ways of handling them. In
such cases coping strategies that might be adopted are: externalizing problems (i.e.,
aggression); internalizing behaviour problems (i.e., anxiety and avoidance social
situations); social incompetence (i.e., less best friendship); and low academic
performance (Clarke, 2006). Moreover, the list of maladaptive ways to cope with
stressful events in adolescence includes problematic Internet use (P1U), which is
positively related to avoidant coping and escapism (Trnka, Martinkova, & Tavel,
2016). It can be said that the Internet has facilitated modern life in several ways, but
it might also be used by adolescents to escape from unpleasant situations in real life.
When facing such a risk in the use of a medium that is important for advanced
teaching and learning, there is a need for studies aimed at preventing problematic and
promoting harmonious Internet use in schools so as to contribute to adolescents’

social, emotional and cognitive development.

Background
Problematic Internet use
PIU has been explained and labelled differently by researchers; for example,
excessive Internet use (EIU) or pathological Internet use (PAIU). The ‘European
Union Kids Online II’, which aims to stimulate and coordinate investigation into
children’s online uses, activities, risks, and safety, prefers the term excessive Internet
use; this term refers to children’s lack of ability to control online activities (Smahel,
Helsper, Green, Kalmus, Blinka, & Olafsson, 2012). Their study reports that being

older, having emotional problems and high levels of sensation-seeking, increasing

4



time spent online and having more digital skills are the factors which indicate EIU.
On the other hand, Davis (2001) prefers the term PAIU, i.e. maladaptive cognitions
and behaviours (e.g. I am only good on the Internet), and states P1U results in
negative life outcomes. Caplan (2002), however, prefers the term ‘Problematic
Internet Use’, in which are included the negative personal and professional
consequences that stem from the cognitions and behaviours linked to Internet use.
For example, people who feel lonely and depressed may be inclined to use online
social interaction, which leads to negative outcomes (Caplan, 2003). In a study by
Morena, Jelenchick, and Christakis (2013) PIU was defined as risky, excessive, or
impulsive usage of the Internet, which leads to emotional, social, physical or
functional deterioration in life. In this definition, the lack of ability to control online
life is implied, whereas the risk taking and the emotional, social, and physical

consequences for Internet users are stressed.

These particular aspects of PIU, namely unbalanced or dysfunctional, risky Internet
use, responsibility avoiding, physical, emotional and social problems, are important
prohibiting factors in the healthy development of adolescents. This definition of PIU
was chosen as the focus in the current study as the elements of this definition

represent the areas to be part of the proposed school-based digital life responsibility

program.

On the other hand, harmonious Internet use can be related to adolescents’ optimal
development. Harmonious Internet use can be likened to the harmonious passion as
defined by Vallerand et al. (2003). For them, an activity can be either integrated into
one’s identity and, therefore, the engagement in this activity can be characterized by
an harmonious passion; or, it can be alienated by the self and engagement in the

activity can be instigated by an obsessive passion. Harmonious Internet use seems to
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be an engagement to Internet use for conscious and important reasons related to
one’s personal priorities and goals. This state is very different from PIU in which

escapism from responsibilities is one’s main focus.

Harmonious Internet passion is related to adaptive and positive outcomes, whereas
obsessive Internet passion is related to maladaptive and negative outcomes
(Naydanova & Beal, 2016). In addition, obsessive passion and/or a tendency to
engage in online behaviours is associated with part of Internet dysfunctional use
demonstrating itself as a coping strategy for social anxiety or symptoms of

depression (Burnay, Billieux, Blairy, & Larei, 2015).

Types of problematic Internet use

Nowadays the Internet has many applications and there are different types of PIU in
adolescence. Types of PIU include actions such as: posting of personal information
online; corresponding online with an unknown person; online-initiated harassment;
online-initiated sex sites; overriding Internet filters or blocks (Dowell, Burgess, &
Cavanaugh, 2009); or excessive online gaming and cyber-bullying (Mishna et al.,
2012). For each type of PIU researchers have found different correlates that can be
considered either as reasons or outcomes of PIU. For example, dysfunctional online
gaming is related to a motivation that stems from looking for achievement in the
game and to escapism from real life problems such as anxiety, boredom and
depression (Billieux et al., 2013). Moreover, there is a positive relationship between
dysfunctional online gaming and physical (i.e. sleep) and psychological (i.e.
depression and anxiety) health problems (Ménnikko, Billieux, & Kaéridinen, 2015).
Besides, when people experience anxiety in their lives and use online game

increasingly as well as avoidant coping strategies, they may develop a game



addiction as an endpoint of PIU (Loton, Borkoles, Lubman, & Polman, 2016). Also,
as online players with more stress in their lives, they play games problematically in

response to the stress in an escapist manner (Snodgrass et al., 2014).

Another type of PIU that deserves particular mention is cyber-bullying in
adolescents. It has been defined as the “wilful and repeated harm inflicted through
the use of modern communication technologies such as computers, cell phones, and
other electronic devices” (Hinduja & Patchin, 2009, p. 5), using diverse
technological means such as instant messaging, electronic mail, text messaging,
social networking sites, chat rooms, blogs, web sites, bash boards, and Internet
gaming (Kowalski, Limber, & Agatston, 2008). Willard (2006, as cited in Kowalski
et al., 2008) has pinpointed the following types of cyber-bullying: flaming (two or
more people exchange their heated opinions via a technological device); harassment
(duplicative aggressive messages sent to target, it is longer than flaming, and more
one-sided); denigration (depreciatory and incorrect information); impersonation (the
perpetrator acts as a victim and sends negative or inappropriate messages to others);
outing and trickery (target’s personal information shared with others with whom it
was never intended to be shared); exclusion-ostracism (out of group in virtual life);
cyber-stalking (repetitive harassment and threatening messages in a ‘sneaky’ way);

and, happy slapping (to ‘slap’ someone is to take a camera shot and put it on the net).

The impact on the recipients of cyber-bullying has been further elaborated on in
research. It has been found that there is a relationship between cyber-bullying and
PIU (Gamez-Guadix, Borrajo, & Almendros, 2016), and aggressive behaviour,
higher truancy, more physiological problems, lower self-esteem, heightened

depression, and heightened social anxiety (Kowalski et al., 2008; Patchin & Hinduja,



2012). Peer perception plays a vital role in the relationship between school climate
and cyber-bullying for boys who are more involved in cyber-bullying issues (Bayar
& Ucanok, 2012), while a positive relationship has been found between involvement
in traditional bullying and cyber-bullying (Burnukara & Uganok, 2012; Casas, Del
Rey, & Ortega-Ruiz, 2013; Del Rey, Elipe, & Ortega-Ruiz, 2012; Holfeld & Grabe,
2012; Jang, Song, & Kim, 2014; Mishna et al., 2012). In addition, cyber-bullying
may lead to increased suffering in victims because of the anonymity factor, i.e. they
are not able to control the bullying, they are not aware of how many recipients have
been included in the communications on the Internet, they are not sure how long the
communication will stay on the web, and, in many cases, the perpetrator of the action
is unknown to them. Furthermore, as the interaction is not face to face, young people
are often unsure as to how to cope with the situation. They are unaware of who their

assailant is and, therefore, remain with a feeling of powerlessness.

Ways of detecting P1U

There is no clear way of detecting someone who is misusing the Internet. This is
mainly because the direction of causality is ambiguous; for example, individuals
suffering from social issues may misuse the Internet as a way to escape from their
problems, or, heavy Internet users may suffer from some issues because of their
heavy use. The difficulty in assigning causality and detecting PIU requires vigilance
as the symptoms of PIU may surface in different ways. In this sense, an awareness of

PIU correlates can be useful in the detection or prevention of PIU.

Certain studies associate PIU, whether general or specific (e.g., cyber-bullying), with
social anxiety, low ego strength, and depression (Shepherd & Edelman, 2005). The

literature indicates that the other potential symptoms that may be associated with PIU



are: low levels of self-clarity (Israelashvili, Kim, & Bukobza, 2012); a tendency
toward compulsive Internet use, i.e. including not being able to stop using the
Internet; allowing the use to interfere with other responsibilities, strongly associated
with low well-being, loneliness, introversion, and less emotional stability (van der
Aa, et al., 2009); maladaptive peer and classmate norms, and low self-efficacy

(Lazuras, Barkoukis, Ourda, & Tsorbatzoudis, 2013).

Researchers have highlighted the relationship between P1U and emotional
dysregulation (i.e., non-acceptance of emotional response, impulse control
difficulties) as well as the psychological mechanisms that mediate this relationship
(Casale, Caplan, & Fioravanti, 2016). They found that both positive metacognitions
of Internet use, escapism and controllability (the Internet provides easy control
compare to face to face interaction), were the mediators of a positive relation
between inability to manage negative emotions and PIU. Chun (2016) also found
psychological problems and emotion dysregulation to be related to PI1U through low
self-esteem. Furthermore, adolescents’ difficulties in emotion regulation (i.e. their
limited access to emotion regulation strategies, their lack of emotional awareness, the
difficulties they have in engaging in goal-directed behaviour) are positively
associated with PIU (Yu, Kim, & Hay, 2013) as well as low self-esteem and high

anxiety (Kim & Davis, 2009).

An important clarification that should be made when the detection of PIU is
discussed is the distinction between over- or heavy users and addicted users.
Adolescents who are “over users” or “heavy users” employ the Internet for age-
related and modern life purposes as an identity exploration and therefore cannot be

classified as “Internet addicted” (Israelashvili et al., 2012). In contrast, Young (1998)



defined Internet addiction as a clinically significant impairment or distress stemming

from maladaptive patterns of Internet use.

Finally, it is important to mention that some users may be more susceptible to PI1U.
For example, “Being female increased the risk of being cyber bullied by 3.12 times
and bullying others via traditional means increased the risk by 2.74 times” when they
used instant messaging, cell phones, social networking sites, e-mail, and chat rooms
(Holfeld et al., 2012, p.403). Boys were more susceptible to being involved in cyber

bullying because they have high traditional bullying practices in their lives.

The difficulty of recognising and connecting symptoms to P1U, and the fact that
some categories of Internet users may be more susceptible to negative effects than
other users mean that prevention, rather than cure, is a strategy that seems to be
advisable in the current conjuncture, particularly, as the high-risk groups are still
within a school system and, therefore, more accessible in terms of prevention

strategies.

Why adolescents engage in PIU: The role of need satisfaction

According to Self-Determination Theory (SDT, Deci & Ryan, 2000), the fulfilment
of three innate psychological needs contribute to healthy psychological growth and
thus to individual’s well-being and effective functioning. As PIU is related to ill-
being and less optimal functioning, the assumption that PIU is related to
psychological needs frustration has been investigated in several studies. Before
presenting the findings of these studies, it is important to define these three innate
psychological needs. The three psychological needs encompass the need for
competence, the need for autonomy and the need for relatedness. The need for

competence reflects feelings of effectiveness while participating in a situation or
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activity. The need for relatedness involves feelings of being connected with others,
while the need for autonomy reflects a sense of agency and volitional engagement in

a situation or activity.

Reis, Sheldon, Gable, Roscoe and Ryan (2000) have found that satisfaction of these
three psychological needs predicts daily well-being in undergraduate students. In a
similar vein, satisfaction of young adults’ basic psychological needs has a direct
positive influence on their level of self-esteem, anxiety, and life satisfaction, while
the feeling of being supported by their family and friends has a positive influence on
their subjective well-being (Cihangir-Cankaya, 2009). In another study, researchers
examined need satisfaction and well-being in a sample of third and seventh grade
students (Veronneau, Koestner, & Abela, 2005). Satisfaction of the need for
competence was a significant predictor of concurrent and future levels of depressive
symptoms. In addition, satisfaction of the need for autonomy and competence was
inversely related to concurrent levels of negative affect. Satisfaction of the need for
relatedness was significantly related to future levels of positive affect. All three

needs were positively and significantly related to concurrent levels of positive affect.

The above findings show that satisfaction of the need for autonomy, competence, and
relatedness contributes to children’s, adolescents’, and young adults’ well-being. In
addition, a similar study done amongst children aged 8-12 by Shen, Liu and Wang
(2013) found that children with high levels of daily needs satisfaction are more likely
to use the Internet in a desirable way (appropriate amount of engagement and more
positive affect), whereas the children with low levels of daily needs satisfaction are
more inclined to get involved in PIU (e.g. less enjoyment, more negative affect

experience, and yet a higher overall amount of engagement).
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Research has also shown that chronic frustration of the needs for autonomy,
competence and relatedness in real life could lead to obsessive engagement with
Internet applications such as online games (Peng, Lin, Pfeiffer, & Winn, 2012;
Przybylski, Rigby, & Ryan, 2010). At the same time, children with more online
psychological need satisfaction have higher levels of Internet use and more positive
affect and enjoyment online than children who have less psychological need
satisfaction online (Ryan, Rigby, & Przybylski, 2006; Shen et al., 2013). For this
reason, excessive Internet use has been considered a coping mechanism to satisfy the

unmet needs of real life (Kardefelt-Winter, 2014; Shen et al., 2013).

However, research has also shown that satisfying needs in real life is related to less
engagement in Internet activities (Shen et al., 2013; Yu, Li, & Zhang, 2015), and less
fear of missing out while being offline (Przybylski, Murayama, DeHaan, &
Gladwell, 2013). It seems that the averse situation of unmet needs in real life could
be compensated for by online activities that are need-supportive. Therefore, the
question is whether excessive engagement in Internet applications is an adaptive or
maladaptive behavioral outcome as it is often a need satisfying state. What the
mediating psychological mechanisms are that relate needs satisfaction in offline life

to PIU are have also remained underexplored.

Taking into consideration the above findings, it seems that the satisfaction of the
three psychological needs is an important correlate to adolescents’ optimal
functioning and well-being and, thus, many maladaptive patterns of behaviour
(included PIU), affect and cognition can be considered the result of adolescents’ need

frustration.
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Why adolescents engage in PIU: The role of coping and control abilities

As pointed out above, PIU can be considered as a maladaptive strategy employed by
adolescents to cope with the stressful situation of having their psychological needs
unsatisfied. Indeed, PIU has been found to be positively related to maladaptive
coping as well as to low self-control abilities. Coping refers to individuals’ ongoing
cognitive and behavioral efforts to address resource-demanding situations (Lazarus
& Folkman, 1984) and is considered an important mechanism in a person’s optimal
functioning. People employ different coping strategies that could lead either to
constructive interaction with the stressful situation or to escalating the stress (Skinner
& Edge, 2002). For example, active coping has been positively related to higher
post-traumatic growth (Yeung, Lu, Wong, & Huynh, 2016), adolescents’ well-being
(Tremolada & Bonichini, 2015), persistence to striving for goal attainment and goal
progress (Amiot, Gaudreau, & Blanchard, 2004; Gaudreau, Carraro, & Miranda,

2012).

On the other hand, avoidant coping has been positively related with negative
outcomes such as PIU (Hetzel-Riggin & Pritchard, 2011), generalized Internet
addiction (Brand, Laier, & Young, 2014), and higher stress appraisal and tendency to
forget through going online (Deatherage, Servaty-Seib, & Aksoz , 2014). Li, Zhang,
Li, Zhen, and Wang (2010) showed that there was a positive relationship between
stressful life events and PIU in grades 7 and 8 for adolescents in China. More
specifically, adolescents effortful control and sensation seeking temperament
moderated the relationship between PIU and stressful life events. This effect was
mediated by maladaptive cognitions such as “online friends are more trustable than
those offline” (p. 1202). Li et al. (2010) also found that males were more likely to

develop PIU than females; females had higher effortful control and less maladaptive
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cognitions and, thus, were less likely to get involved in PIU when they were
experiencing stressful life events. The findings of this study suggest interactions
between effortful control and maladaptive cognitions are important in self-regulation

and, therefore, can be risk-buffering factors to avoid PIU.

Self-control abilities refer to one’s capacity for emotional and behavioural regulation.
In a study carried out among adolescents in middle schools in China, it was shown
that there is a strong relationship between PIU and self-control abilities with which
they regulate their emotions and behaviours to achieve a specific goal (Li et al.,
2013). That is to say, the lower the emotional and behavioural self-control
mechanism, the higher the PIU; whereas the higher the self-control mechanism, the

lower the PIU.

Having the capacity to control, to stop and start doing something, seems important
for wellness in terms of emotional, social and cognitive development for children and
adolescents. In this direction, adolescents with high levels of delayed gratification
were more likely to inhibit their risk-taking (Romer, Duckworth, Sznitman, & Park,
2010). It seems that an ability to delay gratification is an important source of self-
control. In the light of the above findings, it seems that having low control or
regulation of behaviours and/or using avoidant coping strategies for stressful life

events are associated with PIU.

Why adolescents engage in PIU: The role of responsible Internet use
Responsible or safe Internet use has been mostly described as the awareness of the
consequences of sharing passwords with friends, posting personal statements or
photos in social network, visiting illegal websites, or interacting with unknown

people over the Internet (National Society for the Prevention of Cruelty to Children-
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NSPCC, 2015). It is true that such attitudes have been related mostly to cyber-
bullying. Results of a three-year longitudinal study about cyber-bullying showed that
participants from third to eight grades in the USA, who had accounts in many social
network sites (SNSs), used to share their passwords with friends and got involved in
cyber-bullying incidents (Meter & Bauman, 2015). However, the participants having
fewer accounts in SNSs, who used to share their passwords, were not engaged in

cyber-bullying.

It appears that awareness of the consequences of some attitudes related to Internet
use can be important for adolescents but it is not the only aspect of a responsible
Internet use that can automatically prevent PIU. Responsible Internet use can be
conceived of as consequence-awareness and, additionally, as a self-awareness. Self-
awareness or mindfulness is a focused attention to the moment-to-moment
experience in a receptive and non-judgmental manner (Brown & Ryan, 2003;
Weinstein & Ryan, 2011). Adolescents high in self-awareness (i.e. mindfulness) are
attentive to and aware of environmental cues and their own inner experiences.
Adolescents who are consciously engaged in activities can be involved in more
responsible rather than impulsive Internet use. In the present study, responsible
Internet use has been defined as both an awareness of the consequences of specific

attitudes on the Internet as well as a mindful engagement on the Internet.

Prevention of PIU

The above literature review pointed out that adolescents’ most likely engagement in
PIU is when their psychological needs in real life are not satisfied, when they adopt
avoidant coping, when they do not have self-control abilities, especially when they

have low self-awareness (i.e. mindfulness), and when they are not aware of the
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consequences of some behaviours on the net (online persona). Therefore, one would
expect that programs aiming to cure or to prevent PIU would take into consideration

these important factors that accompany PIU.

In this section, programs or interventions designed to prevent adolescents’ PIU are
presented and evaluated in terms of the degree to which the reasons for PIU have
been addressed. Specifically, the programs have been evaluated using the following
criteria:

1. s the study or program an intervention or prevention program?

2. What aspects of the study or program are related to adolescents’ need support?

3. What aspects of the study or program facilitate adaptive coping strategies?

4. What aspects of the study or program develop participants’ mindfulness?

5. What aspects of the study or program raise participants’ awareness of the risks of

some behaviours in online life?

Studies or programs for PIU

Human values-oriented psycho-training’s effect on PIU and cyber-bullying

This study by Peker (2013), an unpublished doctoral dissertation, was conducted to
decrease problematic Internet use and cyber-bullying based on a human values-
oriented psycho-training programme. This intervention aimed to increase at-risk
students’ awareness regarding PIU and cyber-bullying behaviours, improve self-
control abilities and learn ICT in a responsible manner. There were 24 participants in
Grade 9 and 10 between 14 to 16 years of age. Participants who got the highest
scores on the Online Cognition Scale and the Cyber Victimization and Bullying
Scale, and the lowest scores on the Human Values Scale were categorized and

selected. Those students were then randomly assigned to an experimental or control
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group. The intervention’s main topics were based on human values and the activities
were: noticing behaviours; showing responsibility; showing friendship; being
peaceful; showing respect; displaying integrity; and, being tolerant in a cyber-

environment.

The results of the intervention showed that the human values-oriented psycho-
training programme decreased students’ PIU and the cyber-bullying of those who
suffered related to PIU. No aspects related to need satisfaction, mindfulness or
coping strategies, except PIU and cyber-bullying of at risk students, were apparent

when compared to the evaluation criterion.

The effects of digital citizenship based activities on students’ attitudes in digital
environments and reflections on the learning-teaching process in the 6th grade

social studies course

This prevention study by Karaduman (2011), again an unpublished doctoral
dissertation, aimed to increase at-risk students’ awareness of responsible use and
control in online environments through a social studies course in Grade 6 based on
digital citizenship activities. Digital citizenship was defined as supporting and
applying the behaviours which provide legal, ethical, safe and accountable usage of
information and communication technologies in online environments. There were 60
participants in Grade 6, between the ages of 11 and 12. The social study course with
embedded activities based on digital citizenship made a statistically significant effect
on the attitudes of the students towards the ethics and accountability, communication,
privacy and security, rights and access dimensions of digital citizenship. In addition,
students developed positive attitudes to their social studies courses through digital

citizenship activities. This prevention initiative does not deal with need satisfaction,
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mindfulness or coping strategies (except digital citizenship), awareness of

responsible Internet use, or attempts to control online life-at-risk students.

I-SAFE America

A non-profit foundation founded in 1988, i-SAFE America provides students with
the awareness and knowledge they need to use the Internet appropriately (i-SAFE,
2015). Its mission is to educate and empower youth to make their Internet
experiences safe and responsible throughout the K-12 curriculum. The goal is to
educate students on how to avoid inappropriate, risky or unlawful online behavior.
The i-SAFE America curriculum is based on Bruner’s Constructive Learning Theory,
I.e. students construct new ideas or concepts within their past/current knowledge, as
an active process (Chibnall, Wallace, Leicht, & Lunghofer, 2006). The curriculum
focuses on: increased awareness about digital citizenship; appropriate online
behaviour; cyber-bullying awareness and response; social networking and chat
rooms; e-safety education with critical thinking; active problem solving and
decision-making skills; taking control of online experiences; peer-to-peer
involvement; and, youth empowerment activities. Five core lessons for Internet
safety include: living as a Net citizen in the cyber community; personal safety as a
cyber-citizenship in the 21% century; technology and the computer viruses; plagiarism
and the theft of intellectual property; and law enforcement and Internet safety for
fifth and eighth graders. Each lesson is implemented during a 60-minute period, with
youth empowerment activities to be implemented outside of the 60 minute lesson,
such as creating brochures, displaying posters, writing newspaper articles, making

presentations at school assemblies, and distributing fliers.

Chibnall et al. (2006) conducted a quasi-experimental, longitudinal study of the
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effectiveness of the i-SAFE curriculum in teaching children about Internet safety.
The design was implemented in 18 schools with 12 treatment and 6 comparison
schools in six sites with more than 2000 children in USA. The evaluation included
process evaluation (with a cost component) and an outcome evaluation. Data
collection consisted of document reviews; focus groups with students; online survey
of Internet knowledge and behaviour of fifth through eighth graders; interviews with
principals and teachers. The outcome evaluation noted positive and significant
changes in knowledge between the treatment and comparison groups, both on
average and over time, but no significant changes were noted in behaviour between
the treatment and comparison groups on all scales. This, it is important to note that
no clear distinction between treatment and control groups was apparent when

adolescents’ skills learned through the programme were put into practice.

Referring to the above evaluation criteria, no aspects of need satisfaction, and
mindfulness or coping strategies with avoidant strategies appeared in the program,
with the except of digital citizenship, awareness of cyberbullying, e-safety,
appropriate online users, and active problem solving skills in comparison with

evaluation criterion.

Media Smarts

A non-profit foundation founded in 1994 under the auspices of the National Film
Board of Canada, MediaSmarts’ mission includes the development and delivery of
high-quality Canadian-based digital and media literacy resources in Canadian
schools and a contribution to the development of informed public policy on issues
related to the media (Media Smarts, 2015). Critical thinking skills about media are at

the core of the curriculum. Digital and media literacy skills, combined with critical
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thinking, transforms young people into ethical and reflective media users with
positive and creative ways of using the media. The web page provides different
useful resources (i.e. online ethics, privacy, excessive Internet use, cyber-bullying,
etc) for teachers, children, adolescents and parents in order to increase awareness of
digital and media literacy as prevention principles. However, no research as to the
effectiveness of the program is available. No aspects of need satisfaction, and
mindfulness or coping strategies with avoidant strategies are apparent, except digital

and media literacy skills, and positive usage of the Internet.

Common Sense Media: K-12 Digital citizenship curriculum

This is a resource for educators, families, and children and adolescents about digital
citizenship (Common Sense Media, 2015). From the web-page the curriculum covers
Internet safety, privacy & security, cyber-bullying, digital footprint, self-image,
communication, and information literacy with critical thinking, ethical discussion,
and decision making skills. The aim of this preventive curriculum increase to young
persons’ awareness, through the curriculum, of what it is to be a safe and responsible

technology- user.

Again, no aspects of need satisfaction, and mindfulness or coping strategies with
avoidant strategies are apparent, except digital citizenship, awareness of

cyberbullying, e-safety, appropriate online user, and active problem solving skills.

Internet Keep Safe Coalition

iKeepSafe is a non-profit international alliance of more than 100 policy leaders,
educators, law enforcement members, technology experts, public health experts and
advocates, established in 2005 (Internet Keep Safe, 2015). It has created a collection

of products and tools for educators, youth, and parents for implementing digital
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citizenship and safety strategies. The aim of iKeepSafe as a preventive program is to
increase awareness of new media devices and platforms in safe and healthy ways in
order to create responsible digital citizenship. Once more, no aspects of need
satisfaction, and mindfulness or coping strategies with avoidant strategies are
apparent, except digital citizenship, awareness and safety usage of new media

devices, e-safety, and responsible digital citizen.

Netsmartz

NetSmartz, created by the National Center for Missing & Exploited Children-
NCMEC (2015), provides age-appropriate resources to help teach children how to be
safer on- and off-line. The aims are to increase awareness of potential Internet risks
and empower children to help prevent themselves engaging in those risks, with
resources such as presentations, games, videos, or activity cards. The program is
designed for children aged 5-17, educators, parents, and law enforcement people. No
aspects appear related to need satisfaction, mindfulness, or coping strategies with

avoidant strategies, except awareness of online risks.

In summary, then, when examining the above intervention and prevention programs,
none of them have aimed to decrease PIU through promoting adolescents’ need

satisfaction, active coping strategies, or mindfulness during online engagement.

Problem statement
The afore-mentioned preventive programs, developed in the U.S.A. and Canada,
have focused on developing different aspects of Internet life such as digital
citizenship, responsible Internet use, and awareness of cyberbullying, and online risk
prevention or intervention. Also, different aspects of PIU and its correlates are

evident in the literature, such as anxiety, self-control, self-regulation, depression,
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Internet addiction, and loneliness (LaRose, Lin, & Eastin, 2003; Yang et al., 2014;
Yao & Zhong, 2014). It seems that most of the existing programs or interventions to
prevent PIU focus on raising awareness of the consequences of some behaviours on
the net, rather than creating a need-supportive environment in which students will
develop active coping, mindfulness and awareness of the consequences of online
behaviours. In most of the studies that investigated the negative relation of need
satisfaction in real life and P1U, the role of other important correlates of PIU (i.e.,

coping, mindfulness and awareness of the consequences) have not been examined.

The benefit of the present study for preventing PIU is the investigation of early
adolescents’ coping strategies in adverse situations and their mindfulness in online
engagement as the mediating mechanisms that link need satisfaction negatively with
problematic Internet use. To date it appears that no study has yet been developed,
which focuses as a goal on creating a need—supportive environment, or on the
development of coping strategies and mindfulness during online engagement, with a
view to gauging their impact on preventing PIU. Additionally, no study to date has
determined the extent to which Turkish adolescents’ unmet psychological needs or
avoidant coping and low mindfulness are related to PIU. The current study, therefore,

addresses this lack.

Purpose
The main purpose of the present research is to investigate the relationship of a non-
risk group of early adolescents’ need satisfaction, coping, mindfulness and awareness
of consequences of online behaviours related to P1U, and to test the effectiveness of a
small scale PIU preventive program on Turkish adolescents. For this purpose, two

studies were carried out.
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Study 1

As the above brief literature review shows, PI1U could be a negative outcome of
unmet psychological needs in real life. However, questions remain regarding the
mediating psychological mechanisms that relate need frustration to PIU. According
to Ntoumanis, Edmunds, and Duda’s (2009) integrated model of stress, motivation
and coping strategies are, amongst other factors (e.g., stress appraisals), the
mediators between need satisfaction and cognitive, behavioral or emotional
outcomes in stressful situations. Research has shown that relatedness need
satisfaction and active coping are associated with higher posttraumatic growth
(Yeung et al., 2016). It has also been shown that need frustration is related to threat
appraisals and higher anxiety intensity (Quested et al., 2011), both predictors of
avoidant coping (Skinner & Edge, 2002). Avoidant coping is positively correlated to
negative outcomes such as: generalized Internet addiction (Brand et. al, 2014); higher
stress appraisal and tendency to forget through going online (Deatherage et al.,
2014); and, PIU (Hetzel-Riggin et al., 2011). It is assumed, therefore, that coping

mediates the relationship between need satisfaction and PIU.

It is likewise assumed that PIU, as it is considered the outcome of avoidant coping, is
accompanied by less online self-attention and awareness (i.e. mindfulness)
(Weinstein et al., 2011), indicating that excessive engagement in Internet activities is
a less optimal behavioral outcome. Indeed, impulsivity and low self-regulation skills,
features that have been related to low mindfulness, are also related to PIU (Li et al.,
2010; Li et al., 2013; Yu, Kim, & Hay, 2013). However, the relationship between
mindfulness and PIU has not been studied. More importantly, mindfulness has been

related to more benign stress appraisals and less avoidant coping (Weinstein, Brown,
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& Ryan, 2009) and is considered as one of the protective factors against stress
incursion as it is associated with effective stress processing (Weinstein & Ryan,

2011).

For these reasons, it was important to study the relationship of mindfulness with PIU
in Study 1, while also considering the relationship of mindfulness with coping. Thus,
the study considered both coping in stressful situations and mindfulness during
online activities (i.e. state mindfulness) as the mediators in the relationship of need
satisfaction to PIU. Study 1 also aimed to test the reliability of some widely-used
measures for the assessment of need satisfaction, coping, mindfulness, online
persona, and P1U with middle school students, with a view to using these instruments
in Study 2. Study 1 adopted a cross-sectional study with Turkish early adolescents to

meet the above objectives.

Study 2

The primary purpose of Study 2 was to design a small-scale prevention program
based on the satisfaction of students’ psychological needs, exploration of active
coping strategies, mindfulness in online engagement, and awareness of consequences
in online behaviours. The second purpose was to implement the program to non-risk
students in a middle school to test its effectiveness in preventing PIU. For this reason
a pre-and post-test quasi-experimental study was designed. Experimental and control
groups were administered pre- and post-tests, but the experimental activities were
conducted with the treatment group only. The third purpose was to fill a gap in the
literature as no preventive programs for PI1U existed in Turkey, as outlined above; in
addition, up to now no existing USA/Canada programs had aimed to increase need

satisfaction and to develop active coping and mindfulness.
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Research questions
The two studies carried out, Study 1 and Study 2, aimed to answer the research
questions presented below. For each question, different hypotheses were developed

based on the related literature.

Study 1
Do coping strategies and mindfulness (as an aspect of responsible Internet use)
mediate the relationship between non-risk early adolescents’ need satisfaction and

PIU?

According to Ntoumanis et al.’s (2009) integrated model, coping mediates between
need satisfaction and emotional or behavioural outcomes. Specifically, research has
shown that active coping is positively and avoidant coping negatively correlated with
need satisfaction (Skinner et al., 2002) as well as with mindfulness (Weinstein et al.,
2009). In a small number of studies it has also been found that offline need
satisfaction is negatively related to problematic Internet use through specific
psychological mechanisms (Masur, Reinecke, Ziegele, & Quiring, 2014; Wong,
Yuen, & Li, 2015) and therefore the following hypotheses were formed:

1. Adolescent’s need satisfaction in real life would be positively correlated with

active coping and negatively correlated with avoidant coping.

2. Active coping would be positively and avoidant coping negatively related to

mindfulness during engagement in Internet activities.

3. Active coping would be positively and avoidant coping negatively related to

mindfulness during engagement in Internet activities through it to P1U.

4. Need satisfaction in real life would be negatively related to PI1U via avoidant

coping and low mindfulness in online activities.

25



Study 2

As no previous research exists about a preventive program that combined need
satisfaction, coping strategies, responsible Internet use and PIU, the design of Study
2 relied on the outcomes of Study 1 for those factors. So, the main research question
of Study 2 was the following statement:

What is the effect of a Mindful and Need-supportive Digital Life Responsibility
Program on non-risk early adolescents’ needs satisfaction, coping strategies,

responsible Internet use and PIU?

The literature reveals that the implementation in school settings of mindfulness-
based practices is associated with: improvement of well-being (Huppert & Johnson,
2010); increased resilience and mitigated risk factors (Gueldner & Feuerborn, 2016);
and, enhanced attentional and emotional self-regulation and coping capacity
(Meiklejohn et al., 2012). By contrast, a positive association exists between negative
or avoidant coping strategies and Internet addiction (Li, Zhang, Li, Zhou, Zhao, &
Wang, 2016). Some programs related to coping interventions, such as the Best of
Coping Program (Frydenberg & Brandon, 2002, as cited in Frydenberg et al., 2004)
and the Coping Power Program (Lochman & Wells, 2002), were effective for
adolescents, particularly those at risk. However, a negative relationship was found
between need satisfaction and PIU mediated by psychological distress (Wong et al.,
2015). No literature was available on preventive studies using a SDT framework for
PIU amongst adolescents in the school system. Therefore, conducting intervention
designs in schools in a need-supportive environment aimed at increasing active
coping strategies, and awareness of consequences of early adolescents’ online

behaviours, may contribute to decreasing P1U.
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So, the hypotheses are as follows:

1. In the pre-test, experimental and control group will not differ regarding
students need satisfaction in real life, coping, RIU and PIU.

2. In the post-test, experimental group will have higher need satisfaction in real
life, active coping and RIU as well as lower avoidant coping and P1U
compared to control group.

3. Inthe pre-test, experimental and control group will not differ in time spent on
Internet.

4. In the post-test, experimental group spent less time on Internet compared to
control group.

5. During the implementation of the Need-supportive and Mindful Digital Life
Responsibility Program, the experimental group will be improving from
session to session regarding the perceived need support and need satisfaction.

6. In the post-test, students in the experimental group will be able to identify:

a. Aspects of the Mindful and Need-supportive Digital Life
Responsibility Program that were meaningful for their daily life,

b. Need-supportive experiences during the Program,

c. Positive or negative aspects of the Program and

d. Aspects that can be further improved in the future.

Significance
Study 1 aimed to investigate Turkish early adolescents’ coping strategies in adverse
situations and their mindfulness in online engagement as the mediating mechanisms
that link need satisfaction negatively with problematic Internet use. Such an

investigation was deemed worthy for two reasons. Firstly, it will contribute to a
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better understanding of the mechanisms related to problematic versus harmonious
Internet use in adolescence; and, secondly, as coping strategies and mindfulness are
behavioral and cognitive patterns (Lazarus & Folkman, 1984) rather than emotional
states, they are more receptive to learning and, therefore, could be the target patterns
to be transformed in effective interventions for harmonious Internet use in

adolescence.

Study 2, taking into consideration the results of Study 1, aimed to design a small-
scale prevention program based on the satisfaction of early adolescents’
psychological needs, exploration of types of active coping strategies, mindfulness in
online engagement and awareness of consequences in online behaviours. Few
preventive or intervention programs have been carried out in Turkey for PIU and
cyber-bullying, apart from Peker (2013) and Karaduman (2011), with the latter more
focussed on digital citizenship. No specific program is available which enables the
development of digital life responsibilities and addresses the innate psychological
needs, mindfulness and coping strategies during early adolescence. This research
study fills a major gap in the literature in Turkey and contributes to psychologically
healthy future generations by monitoring a new curriculum aimed at helping
adolescents achieve optimal functioning. The study suggests to school counsellors or
teachers activities that can be integrated in the regular curriculum to prevent PIU
including cyber bullying as a misbehaviour Internet usage amongst adolescents at
middle school. In addition, it is hoped that the study will encourage interdisciplinary
work with computer course teachers on integrating such interventions into their

course objectives.

28



Definition of terms
Problematic Internet Use: Problematic Internet Use is defined as the negative
personal and professional consequences which stem from the cognitions and

behaviours linked to Internet use (Caplan, 2002).

Need Satisfaction: People continuously attempt to satisfy basic innate psychological
needs, i.e. the need for competence, the need for autonomy, and the need for
relatedness based on SDT (Deci & Ryan, 2000). According to this theory, the
satisfaction of these three psychological needs is characterized by engaging in
optimal challenges, choice and volition, and belongingness and feelings of security,
respectively. A link also exists between need satisfaction and greater psychological

well-being.

Need-Supportive Environment: According to Self-determination Theory,
individuals’ satisfaction needs can be optimized when environmental contexts
provide three components: autonomy support, structure, and involvement. Meeting
the three needs are posited as a requirement for a person’s growth, development, and
wellness. A social environment that obstructs or meets these needs predicts optimal

functioning, according to Deci and Ryan (2000).

Coping: Coping refers to individuals’ ongoing cognitive and behavioral efforts to
address resource-demanding situations (Lazarus & Folkman, 1984) and is considered

an important mechanism of a person’s optimal functioning.

Mindfulness: Mindfulness is focused attention to the moment-to-moment experience
in a receptive and non-judgmental manner (Brown et al., 2003; Weinstein & Ryan,

2011). In this study, mindfulness means focused attention during online engagement.
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Responsible Internet Use: Responsible Internet use is an awareness during online
engagement with focused attention of a balanced use of the Internet, of an awareness
of time allocated for school, healthy life, and relationships, and also an awareness of

the consequences of activities with online persona.
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CHAPTER 2: REVIEW OF RELATED LITERATURE

Introduction
In the present study, the relation of need satisfaction in real life, coping, mindfulness
and responsible use of online persona to PIU in early Turkish adolescents is
examined. As part of the study, a Mindful and Need-supportive Digital Life
Responsibility Program was designed and implemented to prevent PIU in
adolescence. This preventive program relied, firstly, on Self-determination Theory’s
principle that a need-supportive environment is essential for humans’ growth and
well-being, and, secondly, on research findings showing that PIU is a maladaptive
coping strategy related to unmet psychological needs. It aimed, therefore, to develop
early adolescents’ adaptive coping strategies to prevent PIU. Finally, the program
relied on research findings showing that mindfulness can reduce impulsive responses

to substitutes for psychological needs deprivation such as PIU.

In this chapter, the results of interventions related to the three aspects of the Mindful
and Need-supportive Digital Life Responsibility Program will be presented. It is
important to clarify that none of the below presented interventions were directly
related to the prevention of PIU as up to now none of the PIU preventive programs
have been based on need satisfaction, adaptive coping and mindfulness. In the first
section of the chapter, interventions aiming to develop a need-supportive
environment in educational or sport settings and their effectiveness will be discussed.
In a second section, attempts to develop individuals adapting coping strategies will
be described. In the third section of the chapter, interventions to increase mindfulness

will be presented, while in the fourth and final section, how previous attempts to
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foster need satisfaction, adaptive coping and mindfulness have been integrated into
the suggested Mindful and Need-supportive Digital Life Responsibility Program will

be presented.

Need-supportive environment

Self-Determination Theory’s (SDT) research shows that optimal well-being is
obtained when three psychological needs are satisfied by the social environment:
autonomy (freely choose to pursue one’s actions); competence (feeling capable); and
relatedness (feeling connected and supported by others) (Deci & Ryan, 2000, 2008).
Specifically, Cihangir-Cankaya (2009) found, in university students, a positive
relation between their well-being and their family and friends’ support of their need
for autonomy. In a similar vein, Veronneau et al. (2005) found that, for third and
seventh graders, satisfaction of need for autonomy and competence was negatively
associated with concurrent levels of negative affect; satisfaction of need for
competence was negatively associated with depressive symptoms; satisfaction of
need for relatedness was positively associated with concurrent and future levels of
positive affect, and finally satisfaction of all three needs was positively related to

concurrent levels of positive affect.

The findings of research in adolescence show a similar pattern. Tian, Tian and
Huebner (2016) found that teacher’s and classmates’ need support was positively
related to adolescents’ school-related subjective well-being (i.e., higher satisfaction
with adolescents’ school lives, more positive and fewer negative emotions during
school hours). Also, the same study showed that these needs satisfaction at school
partially mediated the relation between teacher support and school-related subjective

well-being, and fully mediated the relation between classmate support and school-
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related subjective well-being. Regarding the positive relation between well-being and
need satisfaction in adolescence, Leversen, Danielsen, Birkeland, and Samdal (2012)
found that competence and relatedness need satisfaction fully mediated the
relationship between adolescents’ activities and life satisfaction, while autonomy
need satisfaction did not have any mediation effect, but a direct positive effect on life

satisfaction.

Research has also shown that need satisfaction in real life is related to Internet use or
PIU. For example, chronic frustration of the needs for autonomy, competence and
relatedness in real life could lead to obsessive engagement with Internet applications
such as online games (Przybylski et al., 2010). Also, a negative relationship has been
found between need satisfaction and P1U mediated by psychological distress (Wong
et al., 2015). When people developed psychological distress due to their unmet
psychological needs in real life, they used the Internet in a problematic way. The
above literature review supports the important role that the social environment (i.e.
teachers, parents and peers) play in creating a need supportive context to promote
children’s and adolescents’ resilience and well-being. A need supportive social
environment can be identified specifically as the following: listening to children and
teenagers in an empathetic way, supporting their self-disclosures, encouraging them
to be actively involved in their learning process, avoiding uttering commands and
controlling questions, guiding them when they are stuck, monitoring their progress

and giving informative feedback (Reeve, 2006).

It is clear from the SDT literature that a major objective in preventing ill-being and
maladaptive patterns of behaviour, cognition and affect on children and adolescents

IS to increase their needs satisfaction in real life. It is clear that PIU prevention
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mainly depends on Internet users’ need satisfaction in school and family life.
However, few interventions have been designed to provide a need supportive
environment to increase well-being at school; most of them were applied to physical
education classes while none of them aimed to decrease PIU, a wide used

maladaptive pattern of behaviour nowadays.

Among the very few intervention programs that do not concern physical education
classes one can find Kaplan and Assor’s (2012) program to increase autonomy
amongst school learners, using an I-Thou dialogue. An I-Thou dialogue occurs when
two or more people converse and create a meaningful dialogue in the school
environment. This program was applied to 7th grade students (n = 420) and lasted
two years. The program, in order to support students’ needs, provided a framework
based on the following autonomy supportive behaviours: empathetic listening;
accepting students’ views or desires; offering choices to students; minimizing
criticism in terms of increasing awareness of teachers’ own feelings and needs. This
program showed an increase in students’ positive emotions and in dialogue between
students and teachers about the relevance of studies to students’ lives. The program

also showed a decrease in students’ negative emotions and in classroom violence.

While intervention programs to increase students’ well-being through need
supportive teaching in classes other than physical education ones are rare, there are a
considerable number of experimental studies in physical education that have shown
the benefits of students optimal functioning when teachers are educated to be
autonomy supportive. Cheon, Reeve and Moon (2012) randomly assigned nineteen
physical education teachers to an experimental and a control group. The teachers in

the experimental group received three-stage training in autonomy supportive
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teaching during a spring semester. The teachers in the control group received this
training at the end of the spring semester. The students of the nineteen teachers as
well as observers rated the teachers in the experimental group higher in autonomy
support compared to the teachers in the control group, providing evidence that the
autonomy supportive training was effective. More importantly, the students of the
teachers in the experimental group reported higher autonomous motivation, class
engagement, skill development, intention to repeat the activities and academic
achievement and less amotivation than the students of the teachers of the control
group in a mid-semester and end-of-semester assessment. In a supplementary
analysis, Cheon and his colleagues (2012) found that the significant differences in
the outcomes of the students of the trained teachers are the result of their need
satisfaction during the semester. It is worthy of note that in a one-year follow-up
investigation the students of the teachers in the experimental group had still higher
positive outcomes (e.g. autonomous motivation and academic achievement) than the

students of the teachers in the control group (Cheon & Reeve, 2013).

In many other studies in the physical education context researchers have found
similar results. Leptokaridou, Vlachopoulos and Papaioannou (2016) found in a
sample of elementary school students that when physical education teachers are
trained in being autonomy supportive their students keep constant their positive
motivation in the physical education class. In contrast, the students of non-trained
physical education teachers decreased their positive motivation over three months.
However, it seems that not only students get benefits from teachers training in
autonomy supportive teaching, but the teacher as well. In a training program for
elementary, middle school and high school physical education teachers that aimed to

educate them in autonomy supportive teaching, the trained teachers reported higher
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need satisfaction during teaching, greater teaching motivation, teaching efficacy, and
well-being compared to a control group of teachers who did not receive any training
(Cheon, Reeve, Yu, & Jang, 2014). Furthermore, the students of the trained teachers
increased their needs satisfaction and decreased their need frustration during the
intervention (Cheon et al., 2014). To further investigate this finding, Cheon, Reeve
and Song (2016) showed in an experimental study that the students of an
experimental group of teachers who were trained in autonomy supportive teaching
reported not only higher need satisfaction and motivation compared to the students in
the control group of teachers who were not trained in autonomy supportive teaching,
but also lower need frustration and amotivation. It seems that when teachers are
autonomy supportive, they foster students’ brighter side and at the same time they

moderate students’ darker side (Cheon et al., 2016).

Revealing the importance of need supportive teaching for students’ well-being,
researchers were also interested in studying what facilitates teachers to be autonomy
supportive. The findings of this line of research showed that an intervention to
educate teachers in autonomy supportive teaching is more effective when they
believe that autonomy support is effective (e.g. “Oh, this is more effective than I
thought it would be.”) and more importantly, when they believe that autonomy
supportive teaching is easy-to-implement (e.g., “Oh, this is easier than | thought it
would be.”) (Reeve & Cheon, 2016). In a similar vein, another study showed that the
experience of need satisfaction during a training program for autonomy supportive
and structured teaching, provoked changes in physical education teachers’ beliefs
about the effectiveness and the feasibility of a need supportive teaching (Aelterman,
Vansteenkiste, Van Keer, & Haerens, 2016) . When teachers experienced a need

supportive environment during their training, they were more positive toward need
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supportive teaching. Moreover, when the trained teachers reported high levels of
application of structuring in their classes, they had also high intention to apply those

strategies again (Aelterman et al., 2016).

But what were the strategies to which teachers were trained in all the above
interventions? As those interventions proved effective for students need satisfaction
and optimal functioning, it is important to clarify what was the content of teachers
training. As the purpose of the present study is to set up a need supportive digital life
responsibility program, such a clarification is informative for the strategies that the
program of the present study will follow. In the studies carried out by Cheon and his
associates, the Autonomy-Supportive Intervention Program (ASIP) was used to train
the teachers in three workshops during 12 weeks (Cheon et al., 2014). In these three
workshops the teachers received direct (through the active style of the coordinator of
the workshop) and symbolic modelling (through videotapes of autonomy supportive
teaching) as well as vicarious experiences (through group discussions). The purpose
was for the teachers to learn to:

(@) take their students’ perspective during instruction, (b) offer
learning activities in ways that nurture rather than neglect or
thwart students’ psychological needs, (c) communicate with non-
controlling and informational language, (d) provide explanatory

rationales for their requests and requirements, (e) display patience,
and (f) acknowledge and accept students’ expressions of negative

feelings. (Cheon et al., 2014, p. 332)
In Aelterman and associates’ studies (Aelterman et al., 2013; 2016), teachers were
trained in a one-day workshop divided into three parts. Lectures, videos and
experiential activities were used in order for the teachers to practice a specific set of
strategies for autonomy support and a specific set of strategies to support students’

need for competence. Regarding the autonomy supportive teaching, the training
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focused on developing the following strategies:

(1) adopting an empathic attitude, (2) providing choice, (3) offering a

meaningful rationale, and (4) integrating fun elements. (Aelterman et

al., 2016, p. 66)
Concerning the strategies to support students need for competence, the training
program aimed for the teachers to develop the following attitudes:

(1) giving an overview of the forthcoming lesson, (2) communicating

expectations, (3) avoiding the provision of unnecessary information

by asking questions, (4) giving positive, informational feedback and

(5) offering help when needed. (Aelterman et al., 2016, p. 66)
Comparing the qualities that teachers were aiming to develop in the two training
programs the first difference is that Aelterman’s and her associate’s (2013; 2016)
program includes training in supporting students’ need for competence, while a
similarity between the two programs was that both of them developed autonomy
supportive teaching. However, the strategies the programs emphasized for the need
supportive teaching were not identical. While, in Aelterman et al. (2013; 2016)
provision of choice and fun elements were target strategies, in Cheon et al. (2012;
2014) those strategies were not targeted. On the other hand, the strategy to
communicate with students in a noncontrolling and informational language, which
was practiced in Cheon et al.’s (2012; 2014) training, was not included in Aelterman
et al.’s (2013; 2016) program. At this point, it is important to mention that this
strategy was revealed as the most effective one in a meta-analysis of the
effectiveness of interventions to increase autonomy supportive teaching (Su &
Reeve, 2011). It seems, therefore, that an update to the literature on need supportive

programs should take into consideration all these elements and carefully select the

most effective approaches to support students’ psychological needs.
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An important conclusion of the above review on the effects of training teachers to
become need supportive on students and teachers optimal functioning is that most of
the studies have focused on teachers’ autonomy support and in very few studies (e.g.
Aelterman et al., 2016) interventions focused on training teachers to provide
structure as a support for their students need for competence. Moreover, none of the
studies mentioned above focused on training the teachers to support students need for
relatedness and studying the effects of such training on students functioning. It is
important also to mention that none of these experimental studies investigated the
effects of need supportive teaching on other aspects of students’ functionality such as

Internet use.

It is possible that focussing on the satisfaction of the three psychological needs in
preventive programs could potentially reduce the risks associated with PIU.
However, no literature seems available on preventive interventions using an SDT
framework for problematic Internet use amongst adolescents in the school system.

This is clearly a lack which will be tackled in the current research study.

Adaptive coping strategies: Correlates and interventions

There are demanding situations in an adolescent’s life related to dealing with or
finding a balance among school jobs, family and peer relationships. Sometimes these
demanding situations could lead to increased stress in adolescents’ lives and means
for coping with stress need to be adopted. Coping is defined as management of
psychological stress with cognitive and behavioural efforts according to a person’s
available resources (Lazarus, 1993). Different coping strategies lead to positive or
negative outcomes and therefore, scholars have used different terms to categorize

accordingly the coping strategies, such as adaptive and maladaptive, approach and

39



avoidant, engagement and disengagement, problem-focused and emotion-focused,
and primary and secondary (Skinner, Edge, Altman, & Sherwood, 2003; Rosenberg,
Burt, Forehand, & Paysnick, 2016; Clarke, 2006; Compas, Connor-Smith, Saltzman,
Thomsen, & Wadsworth, 2001; Skinner & Edge, 2002; Smith, Saklofske, Keefer, &
Tremblay, 2016). For all these different categorizations the common element, Lewis
and Frydenberg (2004) found that adolescents’ adaptive strategies were more
problem-focused (i.e., problem-solving, focusing on the positive and working hard)
and their maladaptive strategies were more emotion-focused (i.e., wishful thinking,
worry, reduction, self-blame, keep to self, and ignore). In a similar vein, engagement
versus disengagement strategies are examined, with problem solving and support
seeking as adaptive strategies, but avoidance and social withdrawal as maladaptive

coping strategies (Compas et al., 2001).

Adaptive coping strategies are associated with positive outcomes such as problem-
focus (Penley, Tomaka , & Wiebe, 2002), adaptive stress adjustment (Compas et al.,
2001), less externalizing problems (e.g., aggression) and higher social competence
(Clarke, 2006), decrease internalized problems (e.g., depression) (Rosenberg, Burt,
Forehand, & Paysnick, 2016), high personal resilience (Smith et al., 2016), and well-
being (Frydenberg & Lewis, 2009). On the other hand, maladaptive coping strategies
(e.g. avoidant) are linked with high levels of depressive symptoms (Seiffge-Krenke
& Klessinger, 2000), less well-being and greater stress (Frydenberg & Lewis, 2009).
Sometimes, although using avoidant coping strategies (e.g. avoidance and
withdrawal) seems profitable for adolescents in the short term, particularly in the
case of highly stressful situations, in the long term these adolescents are not able,

without social support, to make the distinction between types of stressors and
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features of stressful events which turn to maladaptive functioning (Seiffge-Krenke,

2004).

Researchers investigated how adolescents perceived and coped with parent- and
peer-related stress from 18 countries in five regions around the world (Persike &
Seiffge-Krenke, 2016). According to this study, adolescents from all countries used
more adaptive (active and internal) coping strategies to overcome stress than
maladaptive (withdrawal). Also, adolescents had a greater perception of parent-
related stress than peer-related stress. In addition, they used a higher level of adaptive
strategies (e.g. addressing the problem directly with the person concerned and

seeking support from friends) when dealing with peer-related stress.

In terms of gender for coping, females preferred to use adaptive (active) coping
strategies compared to males, who had a higher score in withdrawal (Gelhaar et al.,
2007; Persike et al., 2016). In addition, the girls who used more social support as
adaptive strategies, showed higher perceived interpersonal stress compared to the
boys. Perceived stress and maladaptive coping were linked with adjustment problems
positively, but problem-focused and emotion-focused coping were associated with
emotional and behavioural problems negatively. These connections were more

powerful in female than male adolescents (Hampel & Petermann, 2006).

The effects of age on perceived interpersonal stress and coping were investigated
among adolescents by Hampel and Petermann (2006) who found that sixth and
seventh graders had less adaptive coping strategies (situation control, social support,
minimization and distraction, and positive self-instructions) and more maladaptive
coping strategies (passive avoidance, rumination, resignation, and aggression)

compared to fifth graders. On the other hand, Gelhaar et al. (2007) found that active
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coping (as adaptive) was highly used by early adolescents while internal coping (as
adaptive) was most prominent in late adolescents. It seems that adolescents’
reactions to stress could be differentiated in terms of their relationship with peers and

parents, gender, and age.

In our modern age, adolescents’ reactions to stress in daily life can easily move to the
Internet arena through social networks or online games, etc. The use of social media-
mediated communication was investigated by Ahn and Shin (2013). Results showed
that social networking was related to seeking connectedness; avoiding social
isolation by replacing real social interactions with online social interaction.
Similarly, stressful life events contributed to generalized problematic Internet use
(including spending abnormal amounts of time on the net, or wasting time) which is
also associated with more maladaptive coping (avoidant strategies such as
withdrawal, self-blame, fantasy, or rationalization), and less adaptive coping
(problem-solving) strategies (Li, Wang, & Wang, 2009). A meta-analysis conducted
by Trnka et al. (2016) showed that avoidant coping strategies were linked to higher
PIU and cyber victimisation, perception of stress and high risk of Internet addiction.
In the same direction, Li et al. (2016) found avoidant coping to be positively related
to Internet addiction. More importantly, Cheng, Sun and Mak (2015), pointed out
that avoidant coping and coping inflexibility are psychological mechanisms that

explain the link between Internet addiction and psychosocial maladjustment.

In conclusion, adaptive coping strategies such as problem solving or seeking support
are associated with well-being and less PIU and, therefore, the development of those

strategies in adolescents could contribute to the prevention of PIU.
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In the literature, however, references to programs that promote adaptive coping in
adolescence are scarce. An example of such a program is Frydenberg & Brandon’s
“Best of Coping Program (BOC)” (2002) (as cited in Frydenberg et al., 2004). The
BOC program is based on the Coping Theory of Lazarus (1991) and the Berkeley
group, and the extension of this work into the Australian context (Frydenberg et al.,
2004). According to basic elements of the Program, the concept of cognitive
appraisal in the Lazarus’ model is used as an intrinsic part of the coping process.
When an individual is exposed to a stressful situation, s/he could got a form primary
appraisal by asking “What is at stake?” and a secondary appraisal by asking “What
are the resources available to me?”. These coping resources are developed in the
BOC. The Program includes training in the development of cognitive-behavioral
skills and awareness of operational components of the following 18 conceptual areas
of coping: seeking social support, focusing on solving the problem, working hard,
worry, investing in close friends, seeking to belong, wishful thinking, social action,
tension reduction, not coping, ignoring, self-blame, keeping to self, seeking spiritual
support, focusing on the positive, seeking professional help, seeking relaxing

diversions, and physical recreation.

The Program consists of 10 one-hour weekly sessions, with a team approach used for
implementation of the Program. The team includes school psychologists/counsellors
and classroom teachers for whole class groups. Core components of the Program
encompass teaching skills related to adaptive problem-solving, decision-making,
effective communication, optimistic thinking, time management, and goal setting.
The general aim of the Program is to promote the well-being of adolescents through

adaptive coping strategies.
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Examining the content of the Program, Session 1 introduced a Map of Coping which
means how individuals cope with difficult situations, and explored a variety of
coping strategies. Session 2 included Good Thinking links with creating awareness
of the connection between thoughts and feelings, learning to evaluate or appraise
events, and changing thinking. Session 3 had Strategies That Do Not Help, which
means looking at non-productive coping strategies and exploring alternatives.
Sessions 4 and 5 were related to communication skills which were Getting Along
with Others, and Asking for Help. Sessions 6 and 7 included teaching of Problem
Solving Steps and exploring how to make Good Decisions, respectively. Sessions 8
and 9 included teaching Goal Setting and exploring effective Goal Getting. Finally,

Session 10 focused on Managing Time effectively.

The impact of the BOC Program on students’ coping skills was investigated by
Frydenberg et al. (2004). In their study, the Program was implemented in two
schools in four studies, which are outlined below. Three coping styles were
determined in the study such as solving the problem (focus on solving the problem,
seeking social support, seeking relaxing diversions, physical recreation, investing in
close friends, seeking to belong, working hard and achieving, and focusing on the
positive), reference to others (social action, seeking professional help, seeking social
support, and seeking spiritual support), and non-productive coping (ignoring the
problem, not coping, wishful thinking, seeking to belong, worrying, self-blame,
keeping to self, and tension reduction). The coping styles were identified as either
adaptive (productive or desirable) coping responses or maladaptive (non-productive

or undesirable) coping responses.

The Program was implemented by a school counsellor in a high school with year 10
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(16-17 years old); Study 1 was without a control group. The results of this study
showed that there was a significant increase in the coping style reference to others in

males when compared to females.

In Study 2, the Program was implemented in the same high school and grade level by
a facilitator unfamiliar to the adolescents. The participants, in Study 2, were divided
into “at risk”, “resilient” and “main” groups. The “at risk” group consisted of
adolescents considered to be at risk for depression, and the “resilient” group
consisted of adolescents considered to be resistant to the development of depression.
The remaining adolescents were labelled the “main” group. The findings of this
study revealed that there was a decrease in maladaptive coping in the “at risk” group,

but an increase of it in the “resilient” and “main” groups.

Also, all three groups had increased mean scores in the reference to others coping
strategy. In addition, the mean scores of emotion-focused coping skills increased in
“at risk” and “main” groups, but decreased in the “resilient” group. Furthermore,

means scores of problem-focused skills decreased in all groups.

Two years later, the following two studies were conducted in the same school by the
school’s own teachers. In Study 3, the Programme was implemented in year 7 by the
school’s own teacher and the school psychologist in collaboration. A control group
was also included in Study 3. Results of the study showed that there was a significant
difference between intervention and control groups for self-efficacy. Students in the
intervention group had higher self-efficacy than the students in the control group.
Furthermore, maladaptive coping skills (worrying, seeking to belong, wishful

thinking, not coping, keeping to self, spiritual support and, probably most
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importantly, self-blame) significantly decreased in the intervention group compared

to the control group in which maladaptive coping strategies increased.

In Study 4, the Program was again implemented in Grade 7 to an experimental and a
control group. This time, pastoral care teachers conducted the Programme after being
trained by a psychologist. Results of this fourth study showed that the Program had

no effects on students’ coping strategies.

In conclusion, the BOC Programme was effective for students, particularly for those
at risk. It seems that students at risk are more susceptible to adaptive changes in their
coping strategies than resilient average students. Moreover, it seems that when the
Program is delivered by teachers and school counsellors in collaboration, the results

are more optimal.

The Coping Power Program is another example of a preventive program. It is a
school based program which develops social competence, self-regulation, and
positive involvement for children at risk in the late elementary and early middle
school years (Coping Power, 2015). The Coping Power Child Component was
developed by Lochman, Lenhart and Wells (1996) (as cited in Lochman et al., 2002).
The Coping Power Child Component consisted of 34 structured cognitive-behavioral
group sessions for the selected children. The sessions were designed to positively
affect the child’s ability problem-solving skills, social skills, anger management
skills, ability to set short and long term goals, organization and study skills, entry
into positive peer groups, and ability to resist peer pressure. Teachers’ training in the
Coping Power Program was conducted in a workshop format. Training included
hands-on experience to learn and practice intervention techniques, discussions,

presentations, and videotape modelling of the intervention. The Program lasted 15 to
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18 months in its full form. As an implementation requirement, each elementary and
middle school had to have at least one full-time, master’s-level counsellor with
related functions on their staff. In addition, the program had a parent-intervention

component with 16 group sessions and periodic home visits and individual contacts.

A study examined the effectiveness of the Coping Power Program (Lochman et al.,
2002). In this study, children of Year 4 from 17 elementary schools were assessed by
their teachers regarding their aggressive and disruptive behaviours (poor self-
regulation and poor self-control) so as to identify those who were at risk. The
program was delivered to the students at risk in Year 5 and 6. It lasted 15 months and
22 and 12 group sessions took place in Years 5 and 6, respectively. The 60 Year 5
classes in the 17 elementary schools were randomly assigned to either intervention or
control groups. Findings of the study showed that the intervention had a positive
effect on preadolescents’ social competence, self- regulation, decrease of substance

use, and parents’ parenting skills.

In conclusion, there are certain similarities as well as a number of key differences
between the BOC Program and The Coping Power Program. Both forms of
intervention included cognitive-behavioral components and the core adaptive coping
to be developed was problem-solving skills, organization and study skills, and goal
setting. Also in both programs, results were better when implementation was done by
teachers and counsellors in collaboration and when the target group was students at
risk. However, despite these similarities, the interventions differed on a number of
dimensions. Although, the BOC Program lasted 10 weeks, the Coping Power
Program lasted 15-18 months. In addition, the Coping Power Program had a parent

component as well as a child component, while the BOC had none. As regards the
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differences in the content of the programs’ coping strategies, the BOC included
practice of decision-making, effective communication, and optimistic thinking skills,
while the Coping Power Program included practice of social skills, anger
management, and peer coping skills (entry into positive peer groups, and ability to

resist to peer pressure).

Finally, it can be seen that those interventions seem to be beneficial for the
development of adaptive coping strategies in terms of problem-solving skills, self-
regulation and social competence skills, all of which are important skills for
adolescents’ well-being, as mentioned above. However, in none of these programs
was the development of the adaptive coping and skills seen as the means to prevent
PIU in adolescents. A combined intervention program, with reference to the BOC

and the Power Program, could be designed to prevent, amongst other things, PIU.

Correlates of mindfulness and interventions

Mindfulness is, as defined in the previous chapter, a nonreactive awareness of
ongoing subjective experience (Brown et al., 2003). Research has shown that
mindfulness is related to adaptive patterns of behaviour, affect and cognition. For
example, research demonstrated that mindfulness is negatively associated with
avoidant coping strategies, and positively with adaptive stress responses (Weinstein,
Brown, & Ryan, 2009). It has been also shown that mindfulness is related to
enhanced emotion regulation such as reduced intensity of distress and emotional
recovery (Roemer, Williston, & Rollins, 2015), relieved stress and positive school
climate (Wisner, 2014), and an increased sense of connection with others in daily
life (Quaglia, Goodman, & Brown, 2015). Studies also showed that emotional well-

being of stressed adolescents was cultivated by mindfulness and self-compassion
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(Galla, 2016), and that being nonreactive and non-judgmental was a buffer to stress
associated with a dysphoric mood in adolescents (Ciesla, Reilly, Dickson, Emanuel,
& Updegraff, 2012). As regards well-being, a study showed that basic psychological
needs fulfilment mediated the relationship between mindfulness and well-being in
both the hedonic (positive affect and life satisfaction) and eudaimonic domains (self-
acceptance, environmental mastery, positive relations with others, personal growth,

purpose in life, and autonomy) (Chang, Huang, & Lin, 2015).

Research has also shown that mindfulness is negatively related to maladaptive
patterns of online behavior, affect and cognition. Problematic Internet use including
media addiction was re-defined by LaRose, Lin and Eastin (2003) as unregulated
media behavior linked to deficient self-regulation (i.e. monitoring, judging, and
adjusting your own behavior as media consumer). Hence, this media consumption
behavior (i.e. check SNSs or e-mails) can turn into conscious or unconscious
processes having sometimes the form of automaticity, of a habit with repeated media
behavior (LaRose, 2010). There are four dimensions to this automaticity: lack of
awareness, attention, intentionality, and controllability. They are related to deficient
self-regulation, viz. functions of self-observation, judgment and self-reactive. A
diminished self-control allows automatic processes to the behaviour, while media
consumption cannot be strictly a habit when executive control of the mental energy
intervenes in the decision making process of the repeated behavior (LaRose et al.,
2003; LaRose, 2010). From this point of view, both automaticity (low conscious
state, including habit or impulse) and immersion (high conscious state, behavioral
attention and awareness, including flow, engagement, etc.) coexist in texting

behavior in mobile communications, however texting automaticity has been
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negatively related to aspects of mindfulness while texting immersion has been
positively related to the awareness aspect of mindfulness (Bayer, Dal Cin, Campbell,
& Panek, 2016). Similarly, Gamez-Guadix and Calvete (2016) found that higher
levels of mindful awareness were related to less preference for online social
interaction, which, in turn, decreased deficient self-regulation of Internet use, and
negative outcomes of PIU. It seems that mindfulness can prevent or decrease
automatic engagement in technological applications as it encompasses paying
purposeful attention in the present moment (Kabat-Zinn, 2003) with continuously
observing internal and external experiences in a non-judgmental manner (Baer,

2003).

The above findings show that mindfulness is associated with increased well-being
and optimal functioning. Therefore, mindfulness can be considered as an effective
component of programs for the prevention of PIU. Up to now mindfulness has been
practiced in mindfulness-based interventions for stress reduction and in acceptance
commitment therapy to increase children’s adolescent quality of life in clinical and

non-clinical samples (Kallapiran, Koo, Kirubakaran, & Hancock, 2015).

A mindfulness curriculum, for example, Learning to BREATHE, was implemented
with high school students by Broderick and Metz (2009). The objectives of the
Program were to help adolescents to understand their own feelings and thoughts, to
regulate their negative emotions by practicing these skills in a group setting, and to
cultivate emotional balance. This practice of emotion regulation skills was carried
out in classroom settings for six weeks. Each lesson had a core theme such as body
awareness, understanding and working with thoughts, understanding and working

with feelings, integrating awareness of thoughts, feelings and bodily sensations,
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reducing harmful self-judgments, and integrating mindful awareness into daily life.
In addition, each lesson encompassed a short introduction of the theme, some group
activities and discussion, in-class mindfulness meditation practice, with workbooks

and CDs for home meditation practice.

The Program was prepared based on the assumption that adolescent development can
occur through the construction of identity and autonomy. A pre-test and post-test
control group design was applied to evaluate the Program. According to the findings,
adolescents in the experimental group indicated increased emotion regulation, greater
awareness of their feelings, increased feelings of calmness, relaxation, and self-
acceptance, as well as decreased negative affect, less tiredness and aches and lower
levels of pain compared to the control group. The Program components (body scan,
meditation practice, mindful movement practice, loving-kindness meditation, and
class discussion), the specific class activities/exercises, the workbook, the CDs, and
the quality of the instructor, as well as participants’ overall satisfaction were assessed
on a scale (from least useful/satisfied to most useful/satisfied). The results of the

Program’s evaluation indicated a high degree of participant satisfaction.

In addition to the Learning to BREATHE Program, in the literature there are group
psychotherapy interventions to develop mindfulness in children and young adults
(Semple, Lee, Rosa, & Miller, 2010; Yao et al., 2017). For example, a mindfulness-
based cognitive therapy for children from 9-13 years of age was developed by
Semple et al. (2010) to increase social-emotional resiliency through the enhancement
of mindful attention. This was a 12-week program consisting of 90-minute weekly
sessions, with up to eight child patients with one or two therapists. The mindfulness

exercises included: a variety of simple sensory exercises to heighten non-judgmental
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awareness of perceptual experiences (visual, auditory, tactile, olfactory, gustatory,
and kinaesthetic sensations) and intrapsychic events (thoughts, emotions); group
interactions with games, activities, and movement; sensory activities; short breath
meditations; mindful body scan and movements; visualization practice, and drawing
or writing exercises. At the same time, parents of those children were invited to
attend two therapist-conducted mindfulness sessions, separately from their children’s
sessions. At the end of each session, each child received materials to take home
including written session summaries, home practice instructions, and a log to record
the daily home practices. This mindfulness-based cognitive therapy was effective in
decreasing anxiety symptoms as well as behavioural and attention problems in the 9-

13 year old children.

Another example of a psychotherapeutic intervention is a program which combined a
reality therapy and mindfulness mediation to young adults with Internet gaming
disorder (Yao et al., 2017). This group behavioral intervention was conducted over
six weeks with two hour weekly sessions, which aimed to decrease decisional
impulsivity, making use of reality therapy. The objectives of this intervention
included: recognition of impulsivity; exploration of the influence of impulsive
gaming and goal setting; evaluation and reflection on the current situations; analysis
of the psychological needs behind the impulsive gaming and exploration of
alternative activities to meet these needs; learning of impulsivity-related mental and
emotional states and overcoming the impulse of wanting to game; summarizing the
past and making plans for the future. At the end of each session a brief mindfulness
meditation was conducted. According to the findings of this study the reality therapy

and mindfulness mediation decreased intertemporal decision making and Internet
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gaming disorder severity in young adults with Internet gaming disorder. But the

intervention had no effect on the decisional impulsivity in risky choices.

In conclusion, mindfulness seems an important aspect of adolescents’ well-being
which can be developed through specific interventions. A mindful intervention could
be beneficial for adaptive and functional responses to stress as well as to decision
impulsivity, both related to PIU. It seems that a mindfulness component in a program
designed to prevent PIU could be an asset. Elements of the Learning to BREATHE
Program (Broderick et al., 2009), the reality therapy and mindfulness mediation (Yao
etal., 2017), and the mindfulness-based cognitive therapy for children (Semple et al.,
2010) can be transferred into a new program design. More specifically, awareness
and understanding of thoughts and feelings, bodily sensations during Internet use,
and evaluation and reflection on the current situation are elements that have been

selected as the most important in the prevention of PIU.

The mindful and need-supportive digital life responsibility program

As it has been shown from the above literature review, interventions have been
designed to increase individuals’ need satisfaction, adaptive coping strategies, and
mindfulness in an attempt to enhance optimal functioning and well-being. However,
while the purpose of these interventions seems to be common, no intervention has
been designed to integrate all the three important aspects of well-being, that is need
satisfaction, adaptive coping strategies and mindfulness. In the present study as the
aim was to design a program to prevent PIU, the outcome of unmet psychological
needs, dysfunctional coping and loss of self-control, it was deemed important to
integrate in the program strategies related to the satisfaction of the three basic
psychological needs, as well as the development of adaptive coping and mindfulness

for non-at risk early adolescents.
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The need satisfaction component of the MiNDLifeResP

In the design of the program, different strategies were followed for each of the three
basic psychological needs; the need for autonomy, competence and relatedness.
Regarding the need for autonomy, as suggested by the studies of Reeve (2006) and
Kaplan et al. (2012), an empathetic attitude was adopted, as well as an acceptance of
students’ opinions and avoidance of criticism. Furthermore, support for the need for
autonomy was provided by offering choices to students regarding their assignments,
offering meaningful and explanatory rationales, and integrating fun elements in the
activities as Cheon et al. (2014), and Aelterman et al. (2013; 2016) have suggested.
In addition, in the program, need for autonomy was supported by creating
opportunities for students to practice the activities in their own way, offering choices
to the students regarding friends or topics in different groups, or homework, and

giving enough time to them to talk during the activities.

Regarding satisfaction of the need for competence, the following strategies were
adopted. At the beginning of each session an overview of the purpose and the
activities were given. For student participation in the activities informational
feedback was provided, while the students were supported by the researcher during
the activities whenever they asked, as Aelterman et al. (2016) have suggested. In
addition, the need for competence was supported by encouraging effort and

persistence in activities.

The strategies adopted by the program to satisfy students need for relatedness were
some of the innovative aspects of MiNDL.ifeResP as in none of the interventions
found in the literature had been included. The need for relatedness is defined as the

sense of belongingness and connectedness with others (Deci & Ryan, 2000; 2008).
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Therefore, the MiNDLifeResP aimed to support cooperation and group work,
provide individualized support related to tasks, create a caring environment, and
develop positive communication during the activities. Hence, need for relatedness
was satisfied by listening carefully to students, offering opportunities for students to
participate, being responsive to students’ questions, and acknowledging students’

perspectives.

The adaptive coping component of the MiNDLifeResP

To develop students’ adaptive coping, the MiNDLifeResP relied on BOC Program
(2002) (as cited in Frydenberg et al., 2004) and the Coping Power Program
(Lochman, Lenhart, & Wells, 1996; as cited in Lochman, et al., 2002) with an
attempt to increase the use of problem solving strategies and self-regulation and time
management skills. In addition, using online life scenarios, the MiNDLifeResP
aimed to develop effective communication and optimistic thinking skills, elements
adopted by the BOC, as well as to practice social skills as the Coping Power Program
did. On the other hand, reflective thinking processes, and “If you were ..” questions
in scenarios as well as a focus on positive attitudes in online life, were the new

components of the MiNDL.ifeResP.

The mindfulness component of the MiNDLifeResP

In the MiNDLifeResP, mindfulness was developed by adopting the strategies of
previous interventions. Strategies such as understanding and working with thoughts
and feelings, body awareness, integrating awareness of thoughts, feelings and bodily
sensations, were adopted from the Learning to BREATHE Program (Broderick et al.,
2009). Furthermore, the evaluation of and reflection on the current situation were

adopted from reality therapy and mindfulness mediation (Yao et al., 2017) as a
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strategy in the MiNDLifeResP, as well as the exploration of thoughts and emotions
as intrapsychic events from mindfulness-based cognitive therapy for children
(Semple et al., 2010). All the adopted elements where adapted accordingly so as to fit

with the other components of the MiNDLifeResP.

The responsible Internet use component of the MiNDLifeResP

Regarding the responsible Internet use component of the MiNDLifeResP,

elements were adopted, such as awareness of the consequences of sharing passwords
with friends, posting personal statements or photos in social network, visiting illegal
websites, or interacting with unknown people over the Internet, from the UK
Children’s Charity (National Society for the Prevention of Cruelty to Children-

NSPCC, 2015).

The content of the MiNDLifeResP

The MiNDLifeRes Program consists of 10 eighty minute weekly sessions. The
content of the MiNDL.ifeRes Program (See Appendix H: MiNDL.ifeRes Program, p.
205) is presented session by session, while a summary of the sessions is included in

Table 1 below.

Session 1 introduced differences and similarities in real and digital life. The
objective of the session was for students to become familiar with concepts related to
digital life such as digital native, digital immigrant, and digital citizenship. The
method followed was whole group discussion. As this session was the introductory
one, the researcher invited the students to sit in a circular seating arrangement, in
which each student could see each other. This seating arrangement was called circle

time, and during this time explanations regarding group activities were made.
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Session 2 was related to digital identity. The objective of the session was to raise
awareness of the importance of the digital footprint as well as of the attitudes,
behaviours, or actions that affect digital identity. Strategies for the session centred
around an inquiry into the meaning of identity, with small group discussions using

different scenarios regarding digital identity and footprint.

Session 3 was related to feelings in real and digital life. The objectives of the session
were (a) to raise awareness of feelings in real life and online life, thoughts and bodily
change related to feelings, and (b) to explore how thoughts may lead to stress or
variety of problems in using the Internet, and problem solving strategies related to
those stressful experiences. Case studies in online life were used as a method and
students’ thoughts, feelings and problem solving strategies were explored through “If

you were ...” questions related to being a responsible Internet user.

Session 4 aimed to explore the extent to which feelings on the Internet can be
contagious. Again, case studies were used to instigate students’ reflection on feelings
such as shame, revenge, anger in online life, as part of group work. The participants
were asked, if they were to rewrite or recomplete these scenarios, how they could be

different, as well as focusing on positive attitudes in the Internet.

Session 5 aimed to raise awareness of the factors that trigger the stress as well as the
body’s reactions to it. A list of possible stress situations, triggers and responses
related to both real and Internet lives were prepared by the researcher. These lists
were studied individually first, and then group discussion took place to raise

participants’ awareness of the stress.

Session 6 focused on the development of self-control in cases of self-regulation
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and adopted coping strategies in stressful situations. Case studies were used to
instigate students to reflect on the chain of incidents, thought, emotion and behaviour
caused by stress. A primary focus was given to cases where stress from real life
transferred to online life. In Session 6, the students also explored alternatives to help
them reconsider their thoughts and feelings in stressful situations and, therefore, to

focus on problem solving coping strategies in terms of developing self-regulation.

Session 7 was devoted to an exploration of the value of having a balanced life. The
students considered their daily Internet use habits and evaluated the degree of
balance between online and offline experiences. Time management skills were also
practiced. The participants were asked an analysis of the result of a survey regarding
“Internet use habits” in the middle school. This survey was applied in the previous
teaching year by the researcher. The participants were given graphs of this research
for interpretation purposes. Firstly, they indicated the most time spent in Internet
usage in the middle school. Secondly, they filled in a graph individually on the
computer related to the time they allocate to sport or hobbies, relationships with
friends and family, school tasks, and Internet in daily life. After completing the
graph, they shared them with a peer in the classroom, and questioned their time

management.

Session 8 focused on developing empathy in daily life and on the Internet. The aim
was to raise awareness of others’ feelings and thoughts, especially in conflictual
situations in real and online life. The participants mimicked facial expressions for
different emotions, and some of them took part in effective listening games,
voluntarily. In addition, a group discussion was used to increase awareness of

empathy differences between real and Internet life. Through scenarios with role-
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playing and “if you were...” questions, the participants explored others’ feelings and

thoughts, as well as alternatives, to resolve potential conflicts.

Session 9 was devoted to values in digital life. The students explored human values
in an online context and potential moral dilemmas in online communication. The
meaning of respect and value in real and Internet life was inquired into as part of
group work. Problem solving strategies for moral dilemmas were also explored with
different scenarios regarding values in online life. The participants, with two other
students, discussed the scenarios in terms of adopting different perspectives and

finding solutions.

Session 10 was the closing session where the students played a treasure hunt game
and shared feelings and opinions on their experiences during the 10 sessions. The
treasure hunt activity was based on components of the MiNDLifeResP, and

facilitated a summary of the process.
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Table 1

A summary of the main components of the MiNDLifeRes Program*

Session
Number
1

10

Agenda of Each Session
What is meant by real life and digital

life. Structuring the meetings
My digital identity

Digital life with feelings and opinions

Avre the feelings on the Internet

contagious?

Stress in life

Self-control:

in cases of self-regulation

Balanced life

Empathy on the Internet

Values in digital life

Concluding the program:

Sharing opinions and feelings

Components Addressed in Each
Session
Mindfulness

Mindfulness

Adaptive coping
Responsible Internet use
Mindfulness

Adaptive coping
Responsible Internet use
Mindfulness

Adaptive coping
Responsible Internet use

Mindfulness

Mindfulness

Adaptive coping
Mindfulness
Responsible Internet use
Mindfulness

Adaptive coping
Responsible Internet use
Mindfulness

Adaptive coping
Mindfulness

* The need satisfaction component is the leadership style in which 10 sessions of the
Program were conducted. This style is also integrated and embedded into all process for
fulfilling the participants’ need for autonomy, need for competence, and need for
relatedness.

60



CHAPTER 3: METHOD

Introduction
This chapter discusses the research design, the context for the study, and both
quantitative and qualitative data collection and analysis. Two studies were carried
out in the framework of the present research. The aim of the first study (Study 1)
was to examine mindfulness during online activities and coping in stressful situations
as the mediators in the relationship of need satisfaction to PIU. Together with this,
the Study 1 was designed with the intention of testing the reliability of some widely-
used measures for the assessment of need satisfaction, coping, mindfulness, online
persona, and PIU with middle school Turkish students, so as to be able to use these

instruments in Study 2.

The aim of the second study (Study 2) was, firstly, to design a small-scale prevention
program based on the satisfaction of students’ psychological needs, the exploration
of active coping strategies, mindfulness in online engagement, and awareness of the
consequences in online behaviours. Secondly, it aimed to implement the designed
Mindful and Need-supportive Digital Life Responsibility Program (MiNDLifeResP)
with non-risk students in a middle school to test its effectiveness in preventing PIU.
With these purposes, a cross—sectional design was adopted for Study 1 and a quasi-
experimental design for Study 2, using both quantitative and qualitative data

collection techniques.

In what follows, first of all the research design for each study is explained, and then

the details of the research context and method (i.e., participants, procedure and
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measurements) are presented. Lastly, the data collection and analytic procedures are

presented, as well as ethical considerations.

Study 1

Research design

Cross-sectional design

In the cross-sectional design data from participants were collected at a specific point
in time. Several research purposes can be met by this design such as: examining
current attitudes, belief, opinions, or practices of individuals; comparing educational
groups based on their attitudes, belief, opinions, or practices; measuring community
needs of educational services; or, evaluating a program, or large-scale assessment of

students or teachers in a national survey (Creswell, 2014).

In the current correlational study, a cross-sectional design was selected in order to
investigate the relation of Turkish middle school students’ need satisfaction to
problematic Internet use through coping strategies and online mindfulness. This
cross-sectional correlational study served also as a first step prior to a quasi-
experimental study (Study 2) so as to test the reliability of the measures used in the

pre-and post- test of the quasi-experiment with Turkish early adolescents.

Context

This study was conducted in a fee-paying middle school which belongs to a not-for-
profit foundation and is located on the campus of a private not-for-profit university in
Ankara, Turkey. The school was a PreK-12 school, with over 1000 students and 150
teachers. The middle school, in which the study took place, had 256 students from

5th to 8th grade; 110 female and 145 male. In addition there were 45 subject
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teachers, some of whom were attached uniquely to the middle school and others, a
smaller number, who also taught in the primary school. The middle school had also
two counsellors, a principal and a vice-principal. The primary and middle schools
were within the same group of buildings but are divided into separate blocks
allowing for students to be apart, but for teachers to navigate between the one school

or the other as appropriate.

The school has been going through change mandated by the Turkish Ministry of
Education. Whereas formerly the school was divided between primary (Grades Pre-K
to 8) and High School (Grades 9 to 12), a recent change in the law created three
separate schools, each with 4 years between Grades 1 and 12, with Pre-K and K
attached to primary grades 1 to 4. This meant a change in the school curriculum, and
in particular to classroom guidance hours in the middle school, which were replaced

by other subjects.

The school’s parents are generally drawn from a high socio-economic status group in
Ankara. Approximately 25% of the parents are employees of the private not-for-
profit University in the campus on which the school is located, or are employees of

the university’s companies.

Participants

For this study, a total of 165 students from the private middle school located in the
campus of the not-for-profit private university in Ankara participated voluntarily. Of
these, 81 (49%) were female and 84 (51%) were male, studying in the 6™ (N = 68),
7" (N = 48), and 8™ (N = 49) grades. The mean age of the students was Mage = 12.88,

SD =.83.

According to what students reported, 91% of them had their own cell phone, 87% of
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them had a laptop or personal computer, 81% had a tablet, 47% had a game console.
All these students’ devices had an Internet connection. Among the students, 70 % of
them did not have any limitation set by parents or themselves for using the Internet.

Most of the students have access to the Internet easily when they wished.

According to students’ reported data, 128 students (77 % of 165 students) used the
Internet daily, viz. 52 students (41%) were using it daily for one hour; 42 students
(33% ) were using it daily for three hours; 15 students (12%) were using it daily for
five hours; 6 students (5%) were using it daily for seven hours; 6 students (5%) were
using it daily for nine hours; 5 students (4%) were using it daily for eleven hours;

and 2 students (2%) were using it daily for thirteen hours.

Instrumentation

Problematic Internet use

The Turkish Problematic Internet Use Scale for Adolescents (PIU-A) (Ceyhan &
Ceyhan, 2009) was adapted to assess participants’ level of problematic Internet use
in the current study. The scale includes 27 items, divided into three subscales;
responses are indicated on a 5-point Likert type scale (1 = never suitable for me, 5 =
totally suitable for me). In order to use this scale to assess participants’ PIU for
current study, ten 6th grade students were selected randomly to be interviewed
individually about their understanding of the scale’s items. The students were asked
the following questions in Turkish: “What do you understand from this item? What is
your first thought when you read this item? Is this item clear, and understandable? If
it is not clear for you, what is your suggestion for understanding it better? How will
you rephrase this item so us to be understandable for your classmates?”. The

feedback received from the students revealed the necessity of further explanations
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next to each item so as to ensure all participants achieved a common understanding.
For this reason, the students’ examples reported during the interview were included
next to each item of the scale. For example, the original item “Rather than spend
money for social activities, | prefer to spend it on Internet access” for the negative
consequences subscale was transformed to the following enhanced item “Rather than
spend money for social activities in real life, | prefer to spend it to speed up the
Internet, or to buy a character in online game, or to increase the level of the game”.
The original item “I avoid using the Internet if I do not need it” for the excessive use
subscale was transformed into the following enhanced item “I use the Internet just
for specific purposes like doing homework or research, or reading some news”.
Accordingly, the original item “I gained respect in the Internet, but cannot get it in
my real life” for the social comfort subscale was transformed into the following
enhanced item “While people in my life undervalue me, people on the net show me

more respect, and esteem me very highly”.

The 27 items of the PIU-A are divided into three sub-scales: negative consequences
of Internet use (14 items; e.g. “I am neglecting my daily job (like doing homework,
exercise or taking a shower) to spend more time on the Internet.”; a = .87); excessive
use (6 items; e.g. “When I use the Internet till the late hours, I sleep less than ever.”;
a =.69); and social benefit / social comfort (7 items; e.g. “People in my real life do
not respect me as much as people on the net.”; a = .77) (see Appendix B: Problemli
internet kullanimi 6l¢egi-Ergen formu, p. 193). The overall internal consistency of
the Problematic Internet Use Scale for Adolescents expressed by the Cronbach alpha

was a = .90.
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Mindfulness

It was deemed important to assess students’ mindfulness during Internet use as well
as their responsible use of online persona (i.e. online identity). For the mindfulness
subscale, 6 items out of 15 from Mindful Attention Awareness Scale (MAAS)
(Brown et al., 2003) were adapted. The selected 6 items were discussed in interview
sessions with five 6™ grade students randomly selected. In these interviews, the
students were asked the following questions: “What do you understand from this
item? What is your first though when you read this item? Is this item clear, and
understandable? If it is not clear for you, what is your suggestion for understanding
it better? How will you rephrase this item so as to be understandable for your
classmates?” The feedback received from the students revealed the necessity of
further explanations next to each item so as to ensure that all participants achieved a
common understanding. For this reason, the students’ examples reported during the
interview were included next to each item of the scale. The original item “When I
use the Internet, | could be experiencing some emotion and not be conscious of it
until sometime later” was transformed into the following enhanced item “When I
use the Internet, | did not notice having feelings such as anger, greed, fear, or
excitement, etc. in a certain moment”. All responses were indicated on a 5-point
Likert-type scale (1 = strongly disagree, 5 = strongly agree). Principal component
analysis extracted one factor when one item was excluded (Lambda = 2.28 and
explained variance 45.61%). Based on this result a composite score was computed

for mindfulness by aggregating the 5 items (a = .69).

For the responsible use of online persona, 20 items were initially constructed by the

researcher, based on her experience with adolescents as a school counsellor and the
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literature. The 20 statements were discussed with the thesis supervisor in terms of
their relation to the aims of the study. Through this process 7 statements were
selected and were e-mailed to a panel of experts including one professor of child and
adolescent psychiatry, seven school counsellors, one psychologist and principal at a
private primary school, and one vice principal at a middle school. The experts gave
feedback on the items based on specific evaluation questions. According to the
feedback of the experts the 7 items assessing responsible use of online persona were
adapted and finalized to assess how adolescents represent themselves in the online
world. An example item was “There is no harm to give a nickname to someone in an
Internet application like the WhatsApp groups”. Responses were given on a 5-point
Likert-type scale. High scores on the scale indicate that adolescents’ Internet use is
becoming irresponsible and may affect their lives negatively. The internal
consistency coefficient for online persona was o = .65 (see Appendix C: Internetin

sorumlu kullanimi dlgegi, p. 195).

Need satisfaction

The Basic Need Satisfaction Scale (Deci & Ryan, 2000), adapted in Turkish by
Bacanli and Cihangir-Cankaya (2003), was used to assess participants’ basic need
satisfaction in their real lives. The scale consisted of 21 items: 7 items for satisfaction
of autonomy (e.g. ““I generally feel free to express my ideas and opinions.”); 6 items
of competence (e.g. “People I know tell me I am good at what I do.”); and, 8 items of
relatedness (e.g. “I really like the people I interact with.””). Responses were indicated
on a 5-point Likert-type scale (1 = strongly disagree, 5 = strongly agree). The overall
internal consistency of this scale was « = .81, while the internal consistency of the

three subscales was o = .60 for need for autonomy, a = .60 for need for competence,
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and o = .73 for need for relatedness (see Appendix D: Temel ihtiyaglar 6l¢egi,

p.196).

Coping strategies

The Coping Strategies Scale developed by Amirkhan (1990) and adapted into
Turkish by Aysan (1994) was used to assess active and avoidant coping. The scale
included 3 subscales with 11 items for problem solving (e.g. “Tried to solve the
problem.”), 11 items for seeking support (e.g. “Went to a friend for advice on how
to change the situation.”), and 11 items for avoidance (e.g. “Avoided being with
people in general.”). All responses were indicated on a 3-point scale (1= never, 3=
very). The overall internal consistency of the Coping Strategies Scale expressed by
the Cronbach alpha was « = .88, while it was a = .84 for the problem solving
subscale, o = .86 for the seeking support subscale, and a = .71 for the avoidance

subscale for the current study (see Appendix E: Basa ¢ikma stratejileri 6l¢egi, p.198).

Method of data collection

The principal and vice principal of the participating school were contacted and
informed about the purpose of the study. After getting their approval, the parents also
consented by signing specific forms from the counselling and guidance department

related to all the surveys that would be carried out throughout the academic year.

The surveys were administrated during a class session by the researcher after getting
the class instructor’s permission. The students were, firstly, informed about the
purpose of the study and that their participation was voluntary and anonymous. Then,
they were asked to complete the survey in a paper-and-pencil version. All students

accepted to participate in the study and were willing to complete the survey.
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Method of data analysis

The quantitative data were analysed in a preliminary stage using descriptive
statistics, and bivariate correlations of the measured variables. MANOVA was also
used to test for gender differences. In the main stage, a path analysis was performed
to investigate the mediation of coping and mindfulness in the relation of need

satisfaction to PIU.

Study 2
Research design
Quasi-experimental research design
Experimental design is based on a test of a practice or procedure to determine
whether there is a possible cause and effect relationship between independent and
dependent variables in a research study (Creswell, 2014), and if so, what the strength
of that relationship is and whether it is significant. One type of experimental design
Is a quasi-experimental design with pre-test and post-test assessment. The quasi-
experimental design differs from a fully experimental design in that it is comprised
of non- random assignment of participants to experimental groups because the

researcher cannot artificially create groups for the experiment (Creswell, 2014).

This study used a pre-test, post-test and follow-up (within one month) quasi-
experimental design, as illustrated in Table 2. This design was chosen for several
reasons. Firstly, random assignment of students to the groups would have disrupted
school conditions and classroom learning. It is impractical to divide the students
outside of their regular activities simply for a research program. Intact classes of
students in a quasi-experimental design are often a feature of educational research

(Wiersma & Jurs, 2005). Secondly, ethical considerations did not allow for fully
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experimental selection as this would have disrupted class distribution and break up
friendship bonds, and other relationships within the classroom community, which
may have been detrimental to students’ well-being. Thirdly, although creating
potential issues related to the ability to generalise from the findings, keeping a quasi-
experimental format reflected real implementation conditions and potentially

strengthened the practicality of the experiment for application in other contexts.

Table 2

Quasi-experimental pre-test, post-test and follow-up design

Select Control Group Pre-test No Experiment Post-test Follow-up
Select Experimental Pre-test Experiment Post-test Follow-up
Group

The researcher assigned intact groups, that is which were already in existence, to
form the experimental and control groups. Both groups were administered pre-test,
post-test and follow-up assessment but, as is inherent in this design, the experimental
activities were conducted with the experimental group only during a computer class,
while the control group participated in a regular computer class. The activities
consisted of 10 interventions: each week the experimental group received an 80
minute session given by the researcher on aspects of Internet use amongst young
people, as well as on coping strategies and responsible Internet use, while the
researcher was creating a need supportive environment. Short survey diaries were
used at the end of each session to explore the participants’ need satisfaction and their

perception regarding the researcher’s need supportive style.

The pre-test, post-test and follow-up assessment, eliciting quantitative and qualitative
data and the dependent and independent variables of the study are presented in the

table 3 below.
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1.

Table 3

Design of Study 2
Variables Experimental Group Control Group
Dependent Variables:
Pre-test 1.PIU 1. PIU 1.PIU
assessment 2.RIU 2.RIU 2.RIU

Intervention

Post-test
assessment

Follow-up
assessment

3. Coping Strategies
4. Psychological Needs
5. Parents’ Perceptions of PIU & RIU

Independent variable:
MiNDLifeResP
Dependent variable:
1.Student’s Diary
2.Researcher’s Diary

Dependent Variables:

1. PIU

2.RIU

3. Coping Strategies

4. Psychological Needs

5. Parents’ Perceptions of PIU & RIU
6. Interviews with Students: Student’s
Experience and Benefits of the
Implemented Program

1. PIU

2.RIU

3. Coping Strategies

4. Psychological Needs

5. Frequencies of daily Internet use, and
limitation of Internet use

3. Coping Strategies
4. Psychological Needs
5. Parents’ Perceptions of PIU & RIU

MiNDLifeResP

1.Student’s Diary
2.Researcher’s Diary

1. PIU

2.RIU

3. Coping Strategies

4. Psychological Needs

5. Parents’ Perceptions of PIU & RIU
6. Interviews with Students: Student’s

Experience and Benefits of the Implemented

Program

1. PIU

2.RIU

3. Coping Strategies

4. Psychological Needs

5. Frequencies of daily Internet use, and
limitation of Internet use

3. Coping Strategies
4. Psychological Needs

No intervention

PIU

RIU

. Coping Strategies

. Psychological Needs

LRSS

PIU

RIU

. Coping Strategies

. Psychological Needs

. Frequencies of daily Internet use,
and limitation of Internet use

OhwWNE

Notes. PIU= Problematic Internet Use; RIU= Responsible Internet Use.



Context

Study 2 was conducted in the same context as Study 1.

Participants

The research encompassed 40 students selected from 6™ grade which was comprised
of four sections with a total number of 80 students. In the literature PIU peaks at
around 12 to 14 years of age, which is generally the age of students who are in 7"
grade in middle school (Kowalski & Limber, 2007; Ayas & Horzum, 2013).
However, as the program was preventive the researcher decided to focus on 6" grade
students as, by the end of the intervention, they would be entering 7 grade. It was
hoped that, by participating such a program at a slightly earlier age, these students
would benefit from the program, if the research were shown to be significantly
helpful in its aims. One section of the 6th grade classes was selected as an
experimental group, which included 20 students, and a second section operated as the

control group, also with 20 students.

As there were four sections in the 6™ grade, the two participating groups in the study
were chosen randomly by putting the class numbers (A, B, C, D) in a hat and asking
a colleague to draw out two of the four by lottery. Sections A and B were the groups
chosen using this system. The first out of the hat was designated as the experimental
group; the second became the control group. There were 11 male and 9 females in
the experimental group (one student quit the class during the implementation;
therefore, did not participate in the post-test), and 12 males and 8 females in the

control group.

Assigning students to a class is carried out yearly by the vice-principal based on

some middle school criteria. The criteria include the student’s GPA, results on a
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socio-metric test related to student’s social preference, special needs (e.g. ADHD,
learning disability, or pervasive developmental disorder, etc.), and teacher
observations and opinions. These criteria based on student characteristics were used
at the beginning of the academic year to divide the students into sections so that they

had as similar a composition across the sections as possible.

Participants’ Internet use features

In this section the number of devices with Internet connection owned by students, the
number of accounts for different applications held, and the ranking in their use of
applications, as well as the purposes for Internet use as determined by the pre-test,

are presented.

The number of participants’ devices with Internet connection

In the pre-test, participants were asked to report the devices with Internet connection
they had for their own use. As depicted in Table 4, 58% of the participants in the
experimental group were cell phone owners, while over 90% of the participants in
the control group possessed such a device connected to the Internet. Regarding other
devices, the proportions between the two groups were as follows: 84% and 90% of
the experimental and the control group respectively possessed laptops, 90% and 95%

had tablets, while 79% and 37% had game consoles connected to the Internet.
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Table 4

Frequency of participants’ devices with Internet connection in pre-test

Experiment Control

n=19 n=19

f % f %
Cellphone 11 58 17 90
Laptop 16 84 17 90
Tablet 17 90 18 95
Game console 15 79 7 37

Number of participants’ accounts and ranking of application use

Firstly, in the pre-test participants were asked whether they had accounts with any of
nineteen listed applications, and then they were asked to rank the five most preferred
of those applications (see Table 5). E-mail, Instagram, WhatsApp, Facebook, and
YouTube were the five most preferred applications for both the experiment and
control groups, but in a different order. The experimental group preferred to use the
above applications in the following order: e-mail (58%), Instagram (58%), YouTube
(58%), WhatsApp (47%), and Facebook (42%), while the control group preferred to

use them in a different order: Instagram (84%), Facebook (79%), WhatsApp (74%),

e-mail (53%), and YouTube (47%).

74



Table 5

Frequency of participant held accounts and use ranking in the pre-test

Experiment Control
n=19 n=19
The 5 Theb The5 Theb
Application most most most most
used used used used

f % f % f % f %
e-mail 17 90 11 58 19 100 10 53
Instagram 14 74 11 58 16 84 16 84
WhatsApp 13 68 9 47 16 84 14 74
Facebook 10 53 8 42 17 89 15 79
YouTube 12 63 11 58 14 74 9 47
Skype 12 63 4 21 11 58 4 21
Vine 11 58 5 26 7 37 3 16
Google+ 7 37 2 11 10 53 4 21
Tango 8 42 1 5 5 26 1 5
Snapchat 5 26 2 11 9 47 6 32
Twitter 4 21 2 11 8 42 3 16
Blog 9 47 1 5 1 5 - -
Viber 3 16 2 11 6 32 2 11
Line 3 16 3 16 5 26 3 16
Pinterest 5 26 3 16 3 16 2 11
Tumblr 3 16 - - 2 11 - -
Ask.Fm 2 11 - - 2 11 - -
Forum 2 11 1 5 2 11 - -
Web site 1 5 - - - - - -

Students’ purposes for Internet use

Participants were asked to report the five most important purposes for using the

Internet in the pre-test. According to Table 6, participants in both experimental and

control group reported school jobs, follow social networks, play a game, watch a

movie, and listen to music as the five most important purposes for Internet use.

75



Table 6
Frequency of students’ purposes of Internet use in the pre-test

Purpose Experiment Control

n=19 n=19

f % f %
Watch a movie 12 63 13 68
Social networks 12 63 15 79
School jobs 13 68 13 68
Play a game 13 68 14 68
Written chat 8 42 8 42
Listen to music 11 58 13 58
e-mail 3 16 4 16
Voice chat 2 11 2 11
Video chat 8 42 9 47
Blogger - - - -
Forum site 1 5 - -
Meet new people - - - -
Search 3 16 - -
Share videos 3 16 4 21

Instrumentation
Independent variables

The Mindful and Need-supportive Digital Life Responsibility Program
(MiNDLifeResP). As explained earlier, the program was developed by the researcher
based on the relevant literature. The researcher’s main objective was to design a
small-scale prevention program for non-risk middle school students based on the
satisfaction of students’ psychological needs, exploration of active coping strategies,
mindfulness in online engagement, and awareness of consequences in online
behaviours. In order to design the MiNDLifeResP, the researcher followed the steps

described below:

Step-1: A preliminary MiNDLifeResP was designed which included ten 80-minute
sessions for 6th grade based on a literature review (see Chapter 2) and the

researcher’s experience.
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Step-2: The preliminary program was e-mailed to experts to give feedback on the
following issues: whether the objectives of each session were related to the suggested
activities and title of the sessions, whether the suggested activities were appropriate
for the available time of each session; and, whether the suggested home activities
were interesting and related to the objectives. The team of experts consisted of a
Turkish lecturer with a research interest in Internet use, a professor and chair of a
Computer Technology & Information Systems department in a Turkish university,
researchers from an Internet addiction preventive institution in Greece, a lecturer in
Curriculum and Instruction from a Turkish University, six school counsellors from
private primary and middle schools in Ankara, and one Turkish Language

Coordinator at a private primary school.

Step-3: The researcher, in a pilot study, implemented the first four sessions of the
Program to a group of 17 six-graders. During the implementation, the researcher was
observed in terms of her need supportive style by her supervisor, the general
coordinator of the school, a Turkish Language coordinator, and a psychologist. The
observers gave feedback to the researcher, while the students reported their perceived
need satisfaction through the Activity-feeling States Scale (see below). The
researcher also kept a reflection-journal for the sessions. When the four pilot sessions
were completed, four volunteer students were invited by the researcher to a group
discussion to evaluate the pilot implementation. Along with implementation with six
graders, two of the program sessions were also implemented with a group of sixteen
7th graders. Additionally, three sessions of the program were implemented in a
private school in Ankara by a school counsellor. The school counsellor gave

feedback to the researcher about her experience during implementation.
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Step-4: As a result of all the above feedback the MiNDLifeResP was revised and
improved. The final MiNDLifeResP consisted of 10 sessions with the following
general objectives, as previously mentioned in Chapter 2, viz. to reduce PIU and
increase awareness of responsible Internet use with the aim of developing active
coping strategies and mindfulness amongst early adolescents within a need-
supportive environment in a school setting. Activities with adaptive problem-solving
strategies, self-regulation skills, and awareness of real life and online life were

designed to develop responsible Internet use amongst early adolescents.

Baseline variables

A personal information form was given to students to get information on
participants’ background variables such as: gender, age, devices and applications
used, as well as the purposes of Internet use (see Appendix A: Internet kullanma

aligkanliklar1 ve demografik form, p. 191).

Dependent variables: Pre-test

Problematic Internet use. In order to assess PIU, the same instrument
(Problematic Internet Use Scale for Adolescents) from Study 1 was used. For current
survey Cronbach alpha was a = .88 for negative consequences of PIU; « =.76 for

excessive use; and a = .76 social comfort.

Responsible Internet use. In order to assess RIU, the same instrument
(Responsible Internet Use Scale) from Study 1 was used. For the current survey,
internal consistency coefficients of the two factors of Responsible Internet Use were
found to be a = .64 for mindfulness during Internet use, and o = .74 for online

persona.
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Need satisfaction. In order to assess need satisfaction, the same instrument
(Basic Need Satisfaction Scale) from Study 1 was used. For the current survey,

internal consistency of the scale expressed by Cronbach alpha was a = .83.

Coping strategies. In order to assess coping strategies, the same instrument
(Coping Strategies Scale) from Study 1 was used. For the current survey, internal
consistency of the scale expressed by Cronbach alpha was o = .88 for the problem
solving sub-scale, a = .88 for the seeking support sub-scale, a = .77 for the

avoidance sub-scale.

Parents’ perceptions of their children’s Internet use behaviours. In order to
assess parents’ perceptions of their children’s Internet use behaviours, an inventory
were adapted from the PIU and RIU Scales by the researcher. Nine out of the twenty
seven items of the Problematic Internet Use Scale for Adolescents (e.g., “S/he forgets
to eat at times because of the Internet.”), and four out of the seven items of the online
persona sub-scale of the Responsible Internet Use Scale (e.g., “S/he uses the words
on the Internet with her/his friends, s/he does not use them easily in daily life.”) were
converted into parents’ perception of their children’s Internet use behaviours (see
Appendix F: Parents’ perceptions of their children’s internet use behaviours, p. 199).
All responses were indicated on a 5-point Likert-type scale (1 = strongly disagree, 5
= strongly agree). In addition, parents assessed their children’s amount of daily
Internet use and limitation in their Internet use. In the current survey, internal
consistency of the scale expressed by Cronbach alpha was « = .83 for PIU, and a

=.93 for RIU for parents’ perceptions of their children’s Internet use.
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Dependent Variables: During the intervention

Diaries across the MiNDLifeResP
After each meeting with students during the MiNDLifeResP, the researcher kept a

quantitative diary and reported her need supportive style in a Likert-type scale. She
also kept a reflective diary in which she reported the weak and strong point of each
session as well as her feelings and thought during and after each session. The
students also were also reflecting on their experience and reported their perceptions
of the researcher’s need supportive style and their need satisfaction in a Likert-type
scale. Students’ reports were kept as a quantitative diary. The diaries of the

researcher and of the students are explained below.

The Researcher’s diary across the MiNDLifeResP

Researcher’s quantitative diary: Perceived need supportive style
In order to assess the researcher’s need supportive style, the Learning Climate
Questionnaire (LCQ) (Williams & Deci, 1996; as cited in Dincer, 2014) was slightly
adapted to measure researcher’s need supportive style. The researcher assessed her
need supportive style (e.g. “creating opportunities for students to practice in their
own way.”) in a 5 point Likert type scale (see Appendix G: Researcher’s quantitative
diary, p. 202). Low mean scores on the scale indicate that the researcher’s style was
less need supportive while high mean scores indicate that the researcher perceived

herself as more need supportive.

Researcher’s reflective diary
In order to assess the intervention process, researcher kept a reflective diary in which

she reported the facilitating and challenging components of the program
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implementation as well as her feelings and thoughts during and after each session.
Besides she took some notes regarding her observation of students’ interactions. This
all reflective thinking process served a broad sense of think regarding what happened

each session, and learnt from this unique experience.

Student’s diary across the MiNDLifeResP

After each meeting during the MiNDLifeResP, the students reflected on their
experience and reported in a short survey their perceptions of researcher’s need
support, and their need satisfaction. Students’ reports were kept as a type of diary in

the classroom at the end of the implementation of each session.

Student’s diary: Perceived need support. In order to assess students’
perceptions about a need supportive classroom environment, the Learning Climate
Questionnaire (LCQ) was selected (Williams & Deci, 1996; as cited in Dincer,
2014). This scale was translated and adapted into Turkish for university students by
Dincer (2014) and included 14 items. The students assessed the session’s need
supportive climate in a 5 point Likert type scale (see Appendix H: Ogrenme ortam:
o6lgegi, p.203). Low mean scores on the scale indicate that students perceive their
environment as creating more pressure. On the other hand, high mean scores indicate
that students perceive their environment as being more need supportive. The
Cronbach alpha of the scale for the 10 repeated measures ranged from o = .89 to o =

.99.

Student’s diary: Need satisfaction. In order to assess students’ perception of
need satisfaction, the Activity-feeling State (AFS) Scale was used (Reeve &

Sickenius, 1994; translated and adapted into Turkish by Dincer, 2014). The original
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scale measures psychological need satisfaction that results from solving SOMA
puzzles. After the statement: “Solving the SOMA Puzzle makes me feel... ” three
items assess need for autonomy, three items assess need for competence, three items
assess need for relatedness, and three items assess tension. In many studies the
tension subscale has not been used as it contains filter items that are not scored. In
the current study the nine items concerning the satisfaction of the three psychological
needs were kept and the initial sentence adapted as follows: “Today’s session made
me feel ...”. The Cronbach alpha of the scale in the 10 repeated measures ranged
from a = .67 to a = .99 for competence; a = .53 to « = .98 for relatedness; o = .76 to

a = .99 for autonomy (see Appendix I: Derste hissedilen durum &lgegi, p. 204).

Dependent variables: Post-test

After the experimental group intervention was completed, Problematic Internet
Usage, Responsible Internet Use, Coping Strategies and Need Satisfaction scales
were used again with both experimental and control group. In addition, the
experimental group had semi-structured interviews to assess students’ experience and
perceived benefits of the MiNDLifeResP, and used a diary during the

implementation.

Problematic Internet use. The same instrument (Problematic Internet Use
Scale) from Study 1 and the pre-test were used for assessment of PIU. For the current
survey Cronbach alpha was: « = .80 for the negative consequences of Internet use; a

= .64 for excessive use; and a = .65 for social comfort.

Responsible Internet use. The same instrument (Responsible Internet Use
Scale) from Study 1 and the pre-test were used for assessment of RIU. For the

current survey, internal consistency coefficients of the two factors of Responsible
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Internet Use were found to be « = .52 for mindfulness during Internet use, and o =

.57 for online persona.

Need satisfaction. The same instrument (Basic Need Satisfaction Scale) from
Study 1 and the pre-test were used for assessment of need satisfaction. For the
current survey, internal consistency of the scale expressed by Cronbach alpha was «

= .85.

Coping strategies. The same instrument (Coping Strategies Scale) from Study
1 and the pre-test were used for assessment of coping strategies. For the current
survey, internal consistency of the scale expressed by Cronbach alpha was a = .93
for the problem solving sub-scale, o = .91 for the seeking support sub-scale, a = .80

for the avoidance sub-scale.

Parents’ perceptions of their children’s Internet use behaviours. The same
instrument (Parents’ perceptions of their children’s internet use behaviours) of the
pre-test was used in Study 2. For the current survey, the internal consistency of the
scale expressed by Cronbach alpha was o = .87 for PIU, and « = .60 for RIU of

parents’ perception to their children’s Internet use.

Interviews with students: Students’ experiences and benefits of the
implemented program. Semi-structured interviews were used to get an in-depth
understanding of students’ experience of the Program and its benefits. The interviews

were carried out using the following interview questions:

1. Questions about the connection of the Program with students’ daily life
a. Did you find anything meaningful with regard to your daily life in the
Program that you have participated in for 10 weeks? If so, could you

explain?
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2. Questions about students’ need satisfaction during the Program

a. Do you think you were able to openly express your feelings and
opinions during the program? Were you able to make your own
choices for decisions during the program? Could you explain how?

b. Did you feel part of the class group? Could you explain?

c. Were the activities conducted suitable for your level of knowledge
and abilities? Were the activities which were implemented easy or
hard for you?

3. Questions about the strong aspects of the Program
a. What was the thing that impressed you most in the program?
4. Questions about students’ suggestions for improvements

a. What would you like to change in the program?

Dependent variables: Follow-up

One month after the post-test assessment, Problematic Internet Use for Adolescents,
Responsible Internet Use, Coping Strategies and Need Satisfaction scales were
administrated to both experimental and control groups. In addition, the frequency of

daily Internet use, and limitation of Internet use were assessed for the experimental

group.

Problematic Internet use. The same instrument (Problematic Internet Use
Scale) from Study 1 was used in terms of assessing of PIU. For the current survey
Cronbach alpha was a = .80 for negative consequences of Internet use; a = .68 for

excessive use; and a = .63 for social comfort.

Responsible Internet use. The same instrument (Responsible Internet Use

Scale) of the Study 1 was used in terms of assessing RIU. For the current survey,
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internal consistency coefficients of the two factors of Responsible Internet Use were
found to be a = .89 for mindfulness during Internet use, and a = .36 for online

persona.

Need satisfaction. The same instrument (Basic Need Satisfaction Scale) of the
Study 1 was used in terms of assessing of need satisfaction. For the current survey,

internal consistency of the scale expressed by Cronbach alpha was o = .89.

Coping strategies. The same instrument (Coping Strategies Scale) of the
Study 1 was used in terms of assessing coping strategies. For the current survey,
internal consistency of the scale expressed by Cronbach alpha was o = .93 for the
problem solving sub-scale, « = .88 for the seeking support sub-scale, o = .83 for the

avoidance sub-scale.

Method of data collection

The researcher obtained official permission from the Turkish National Education
Ministry for implementation of the Mindful and Need-supportive Digital Life
Responsibility Program in the school, which is an ethical requirement under the law.
At the same time, the principal and vice principal of the participating school were
contacted and informed of the purpose of the study. After getting permission, the
researcher sent a written consent form to parents informing them about the objectives
of the program and asking for their consent for their children’s participation in the
intervention (see Appendix L: Parent consent form, p. 216). Moreover, the parents
also consented by signing specific forms from the counselling and guidance
department of the school related to all the surveys and interviews that would be

carried out throughout the academic year.
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The implementation of the surveys was completed in a process similar to Study 1;
i.e. they were administered during a class session by the researcher after getting the
class instructor’s permission. The students were informed about the purpose of the
study and that their participation was voluntary and anonymous. All students
accepted to participate in the study and were willing to complete the survey, and
attend the implementation of the Program. Experimental and control groups took
inventories during a class session as a pre-test on September 8 and 9, 2015,
respectively, i.e. in the third week of the academic year. The implementation of the
intervention with the experimental group was started one week later by the
researcher. During implementation of the intervention experimental group students
completed their diaries at the end of the each session in the classroom. After ten
weeks, when intervention was completed with the experimental group, post-test
inventories were administrated during a class session by the researcher for both
groups on December 28 and 29, 2015. Finally, a follow-up assessment was
completed for both groups in a class session by the researcher on January 28 and 29,

2016.

An inventory of parents; perceptions of their children’s Internet use was sent as a
hard copy in a closed envelope to parents of the experimental group before the
beginning of implementation of the intervention on September 8, 2015. The parents’
data were collected within one week. After the intervention was carried out with
experimental group, the above mentioned inventory was sent to the children’s
parents in the same way on December 28, 2015. Similarly, the data were gathered

within a week.

In addition, individual interviews with the experimental group were carried out by a
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school counsellor, after the post-test implementation was completed, over two days,
January 6 and 7, 2016. The researcher explained the interview process, the purpose
of the interview, why it was required and by whom and how it would be conducted to
the students. It was stated that receiving the opinions of the students who
experienced the Mindful and Need-supportive Digital Life Responsibility Program
would contribute to the development of the program. They were informed that
interviews needed to be conducted by a different psychological counsellor in the
school, not the researcher, to maintain an objective assessment, and that each
interview would take approximately 15-20 minutes. In addition to the above, it was
also specified that interviews would be recorded on a voice recorder, and the names
of students would not appear anywhere in written form or orally (see Appendix K:

MiNDLifeResP interview protocol, p.215).

Method of data analyses

Quantitative data analyses. The quantitative data were analysed in a
preliminary stage using descriptive statistics, and bivariate correlations for the pre-
test, post-test and follow-up assessed variables. MANOVA was also used to test for

gender differences.

In the main analyses, a two-way repeated measures ANOVA was used in order to
compare the means of the measured dependent variables across time (pre-test, post-
test and follow-up) and groups (experimental and control group). Also, a cross
tabulation analysis was used to compare the categorical variable of time spent on

Internet between classes and across time.

Concerning students’ diaries, a one-way repeated measure ANOVA was used to

compare the means of students’ perceived need support and need satisfaction during
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the 10 weeks of the implementation in the experimental group. Furthermore, a
paired-sample t-test was used to compare parents’ reports about their children’s time

spent on Internet between the pre-test and post-test.

Qualitative data analysis. The audio-recorded interviews with the students of
the experimental group were first transcribed and content analysis was performed.
Based on the interview guide, students’ statements were classified into four
categories. After defining the basic categories for analysis, the soft texts were read
several times and recurring concepts and themes from students’ interviews were

identified.
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CHAPTER 4: RESULTS
Introduction
The primary purpose of the present research is to investigate the relationship of
Turkish early adolescents’ need satisfaction, coping, mindfulness and awareness of
consequences of online behaviours to PIU, and to test the effectiveness of a small
scale preventive program on Turkish adolescents’ PIU. For this purpose, two studies

were carried out and their results are presented in this chapter.

Study 1
As mentioned in Chapter-1, need satisfaction in real life is related to more
harmonious engagement in Internet applications (Przybylski et al., 2010). In a small
number of studies it has been found that offline need satisfaction is negatively related
to problematic Internet use through specific psychological mechanisms. Specifically,
distress (Wong et al., 2015) and motives such as escapism (Masur et al., 2014) have
been found to mediate the relation of need satisfaction to PIU. Both distress and
escapism are reactions to stressful or undesired situations and therefore related to
coping. The study aimed to investigate early adolescents’ coping strategies in
adverse situations and their mindfulness in online engagement as the mediating
mechanisms that link need satisfaction negatively with problematic Internet use. For
this purpose, four hypotheses were formed and the analyses that were used to test

them are presented in below.

Based on Ntoumanis et al.’s integrated model (2009), it was hypothesised that
adolescent need satisfaction in real life would be positively correlated with active

coping and negatively correlated with avoidant coping (Hypothesis 1). It was
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assumed also that active coping would be positively and avoidant coping negatively
related to mindfulness during engagement in Internet activities (Hypothesis 2) and,
through Hypothesis 2, to PIU (Hypothesis 3). However, as avoidant coping and
escapism have been widely related to high levels of PIU (Panova & Lleras, 2016),
avoidant coping could also be directly and positively related to PIU. Finally, it was
hypothesized that need satisfaction in real life would be negatively related to PIU via

avoidant coping and low mindfulness in online activities (Hypothesis 4).

Preliminary analysis

Descriptive statistics and bivariate correlations are presented in Table 7. With respect
to psychological needs, there was a significant and positive relationship between
need satisfaction and seeking support, and problem solving as coping strategies, and
mindfulness during Internet use, but a negative relationship with social comfort and
negative consequences of PIU. In addition, the coping strategies of seeking support
and problem solving along with avoidant coping strategy were significantly and
positively correlated with each other. As well, avoidant coping strategy was
significantly and positively correlated with excessive use, social comfort, negative
consequences as PIU, while negatively correlated with mindfulness during Internet
use. Furthermore, mindfulness during Internet use was significantly and negatively
correlated with excessive use, social comfort, negative consequences as PIU.
Regarding excessive use of PIU, it was found that there was a significant and
positive correlation with social comfort and negative consequences of PIU.
Moreover, social comfort and negative consequences of PIU were significantly and

positively correlated with each other.

To determine whether gender could be considered as a predictor of the dependent
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variables, a multivariate analysis of variance (MANOVA) was conducted. The
results showed no significant gender differences (Wilk’s A = .938, F [8, 156] = 1.29,

p = .25, multivariate 1> = .06).

Table 7
Descriptive and bivariate correlations of the measured variables in Study 1
Variables 1 2 3 4 5 6 7 8

Psychological needs

1. Need satisfaction 29 27 -.15 16" -.08 -.28 -18"
Coping
2. Seeking support 297 567 19" -07 .06 -12 .02
3. Problem solving 27" 56" 32702 -01 .04 -.06
4. Avoidant coping -15 19" 327 -33" 26" 37" 377
During Internet use
5. Mindfulness 16" -07 .02 -337 487 -437 .59
Problematic Internet use
6. Excessive use -.08 .06 -.01 267 -48" 407 727
7. Social comfort -.28" -12 .03 377 437 40" 48™
8. Negative consequences  -.18" .01 -.06 377 59T 72" 48
MS 3.80 221 234 197 403 317 202 203
SD 0.59 052 045 039 08 08 087 075

Note. *p <.05. ** p < .01

Main analysis

A path analysis was performed using the EQS 6.1 structural equation modelling
statistical software package (Bentler, 1995) to investigate the mediation of coping
and mindfulness in the relation of need satisfaction to PIU. Need satisfaction,
avoidance coping and mindfulness were represented by the mean score of the
measured variable, whereas active coping was defined by the mean of problem

solving and seeking support as these two active coping strategies were strongly and
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positively correlated (r = .56). PIU was defined by the mean of excessive use, social
comfort and negative consequences as these three subscales of PIU were strongly and
positively correlated (r = .40 to .72). It was important to use the mean of those
subscales that were strongly and positively correlated so as to construct a simple

model where the important relationships would be highlighted.

Inspection of Figure 1 shows that most of the hypothesized paths were significant
and fit indices were acceptable: S-B+2 (21, N = 165) = 39.27, p < .01, CFI=.949,
SRMR =.067, RMSEA = .073 (90%-ClI: .036 — .107). Specifically, after controlling
for gender differences not shown in Figure 1, need satisfaction was positively related
to active coping and negatively related to avoidant coping, confirming Hypothesis 1.
In the sequel avoidant coping was negatively related to mindfulness during Internet
use, partially confirming Hypothesis 2 as active coping was not related to
mindfulness. Avoidant coping was also directly and positively related to PIU, while
mindfulness was negatively related to PIU. A test of indirect effects showed that
mindfulness during Internet use partially mediated the relation between avoidant
coping and PIU (a = .20, z = 3.78, p < .01; Hypothesis 3) suggesting that low
avoidant coping was associated with low PIU when mindfulness during Internet use

was high.

Finally, concordant with Hypothesis 4, a test of indirect effects showed that need
satisfaction was positively associated with mindfulness through avoidant coping (a =
.05, z =2.01, p <.05), suggesting that the more students satisfied their needs, the
more likely they were to report mindfulness during Internet use through low avoidant
coping. A similar test of indirect effects further showed that need satisfaction was

negatively related to PIU (o = .07, z = -2.01, p < .05) by means of high avoidant
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coping and low mindfulness during Internet use.

Active

/' coping ‘\

Need .35 . o
satisfaction < 43 7 Mindfulness

Problematic
internet use

-.16 -34
\ Avoidant , f
22

coping

Figure 1. The tested model controlling for gender differences
(not shown for sake of clarity).

In conclusion, Study 1 expanded understanding of the psychological mechanisms
related to PIU in early adolescence. Specifically, the findings suggest that early
adolescents’ avoidant coping strategies and low online mindfulness mediate the

negative relation between need satisfaction in real life and PIU.

Study 2
Study 1 showed that need satisfaction in real life is negatively related to PIU through
high avoidant coping and low mindfulness during Internet use. It seems that coping
and mindfulness serve as psychological mechanisms that transform unmet
psychological needs to PIU. Extrapolating this result to the prevention of PIU to
early adolescents, it is hypothesized that a school based program that will satisfy
students psychological needs and promote their active coping and mindfulness will

be effective in keeping PIU at low levels.

The purpose of Study 2 was to investigate to what extend the Mindful and Need-
supportive Digital Life Responsibility Program was indeed a need supportive

program and therefore to what extent it promoted active coping, mindfulness and
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responsible Internet use as well as keeping PIU at low levels in an experimental
group compared to a control group of non-risk early adolescents. The quasi-

experimental design of Study 2 is represented in Table 8.
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Table 8

Design of Study 2
Variables Experimental Group Control Group
Dependent Variables:
Pre-test 1.PIU 1.PIU 1.PIU
assessment 2.RIU 2.RIU 2.RIU

Intervention

Post-test
assessment

Follow-up
assessment

3. Coping Strategies
4. Psychological Needs
5. Parents’ Perceptions of PIU & RIU

Independent variable:
MiNDLifeResP
Dependent variable:

1. Student’s Diary

2. Researcher’s Diary

Dependent Variables:

1.PIU

2.RIU

3. Coping Strategies

4. Psychological Needs

5. Parents’ Perceptions of PIU & RIU

6. Interviews with Students: Student’s Experience
and Benefits of the Implemented Program

1.PIU

2.RIU

3. Coping Strategies

4. Psychological Needs

5. Frequencies of daily Internet use, and limitation

of Internet use

3. Coping Strategies
4. Psychological Needs
5. Parents’ Perceptions of PIU & RIU

MiNDLifeResP

1. Student’s Diary
2. Researcher’s Diary

1.PIU

2.RIU

3. Coping Strategies

4. Psychological Needs

5. Parents’ Perceptions of PIU & RIU

6. Interviews with Students: Student’s Experience and
Benefits of the Implemented Program

1.PIU

2.RIU

3. Coping Strategies

4. Psychological Needs

5. Frequencies of daily Internet use, and limitation of
Internet use

3. Coping Strategies
4. Psychological Needs

No intervention

S I NIV

PIU

RIU

. Coping Strategies

. Psychological Needs

PIU

RIU

. Coping Strategies

. Psychological Needs

. Frequencies of daily Internet use, and
imitation of Internet use

Notes. PIU= Problematic Internet Use; RIU= Responsible Internet Use; MiNDLifeResP= Intervention Program.



In this quasi-experimental study, six hypotheses were formed and tested in the “Main
analyses” below. Specifically, the analyses that were performed to test each

hypothesis are presented in Table 9.

Table 9
The hypotheses and corresponding analysis of Study 2
Hypotheses Analyses
1. Inthe pre-test, experimental and A two-way repeated measures ANOVA

control group will not differ regarding
students need satisfaction in real life,
coping, RIU and PIU.

with the class in the between subject
factors in order to compare the means of
the measured dependent variables across

2. In the post-test, experimental group time (pre-test and post-test) and groups
will have higher need satisfaction in (experimental and control group).
real life, active coping and RIU as well A paired-sample t-test to compare
as lower avoidant coping and P1U parents’ report their children’s PIU and
compared to control group. RIU across time.

3. Inthe pre-test, experimental and A cross tabulation analysis to compare
control group will not differ in time the categorical variable of time spent on
spent on Internet. Internet between classes and across time.

4. In the post-test, experimental group A paired-sample t-test to compare
spent less time on Internet compared to  parents’ report about their children’s time
control group. spent on Internet across time.

5. During the implementation of the A one-way repeated measures ANOVA
Need-supportive and Mindful Digital to compare the means of the measured
Life Responsibility Program, the dependent variables (student’s diary
experimental group will be improving  about perceived need support and need
from session to session regarding the satisfaction) during the 10 weeks of the
perceived need support and need implementation in the experimental
satisfaction. group.

A content analysis of researcher’s diary.

6. In the post-test, students in the A content analysis of recorded interviews

experimental group will be able to
identify: (a) aspects of the Mindful and
Need-supportive Digital Life
Responsibility Program that were
meaningful for their daily life, (b)
need-supportive experiences during the
Program, (c) positive or negative
aspects of the Program and (d) aspects
that can be further improved in the
future.
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Preliminary analyses

In this section, firstly, means, standard deviations and internal consistencies of the
PIU, RIU, coping and need satisfaction at pre-test, post-test and follow-up
assessments are presented as well as the frequencies of daily Internet use and limits
of Internet use. Secondly, the bivariate correalations are presented among gender,
PIU, RIU, coping and need satisfaction at pre-test, post-test and follow-up
assessments. Finally, the results of MANOVA are presented for gender differences in

the measured variables of the three assessments.

Means, standard deviations, internal consistencies and correlations

Means, standard deviations and internal consistencies of the measures are presented
in Table 10. Internal consistencies represented by Cronbach’s alpha were acceptable
for all the measures except of the online persona at post-test and follow-up
assessment (« = .57 and a = .36, respectively). Also, internal consistencies
represented by Cronbach’s alpha for mindfulness were relatively low at pre-test and
follow-up assessment (« = .56 and a = .43, respectively) and improved when one out
of the six items of the scale was taken out (« = .61 and « = .61, respectively).
Therefore, five items were averaged in the three points of time to obtain a mean for

the scale of mindfulness.
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Table 10
Means, standard deviations, and internal consistencies of the measures in pre-
test, post-test and follow-up

Pre-test Post-test Follow-up
Variables M SD o M SD o M SD o
Problematic Internet use
Excessive use 257 93 76 231 .78 .64 2.27 .78 .68
Social comfort 1.61 72 76 1.52 .61 .65 1.36 .51 .63
Negative consequences 1.49 58 88 1.37 42 .80 1.41 .46 .80
Responsible Internet use
Mindfulness during 462 59 64 4.67 42 .52 480 .50 .89
Internet use
Online persona 1.41 6 74 1.19 .36 .57 112 .24 .36
Coping
Social support 1.94 55 88 2.09 .63 91 205 .57 .88
Problem solving 2.06 51 88 2.34 .57 .93 228 .63 .93
Avoidant coping 1.76 42 77 1.83 A7 .80 1.81 .50 .83
Psychological needs
Need satisfaction 3.89 59 83 3.98 .60 .85 402 .73 .89

Notes. N= 38 for pre-test, N= 37 for post-test, N= 35 for follow-up.

The duration of daily Internet use was asked from participants in the pre-test, post-
test, and follow-up assessment. Table 11 shows that participants mainly used the
Internet for 30 minutes to 1 hour daily throughout the three times when the
assessment was carried out. Also, Table 11 shows that use increased between 1 to 3
hours from pre-test to follow-up for both the experimental (26%, 26%, and 47%),
and control group (26%, 39%, and 44%). On the other hand, use decreased between
4 to 6 hours from pre-test to follow-up for the experimental (16%, 5% and none) and
control group (11%, 6%, and none). Furthermore, all participants both experimental

and control groups became daily users in follow-up assessment.
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Table 11
Frequency of daily Internet use in pre-test, post-test, follow-up

Experiment Control
n=19/19/17 n=19/18/18
i i i B
f % f %

Not daily user 5 2 - |26 11 - 5 - - 26 - -
from30 mintolhour 6 6 5 |32 32 29 |5 6 6 26 33 33
from 1 to 2 hours 4 3 4 |21 18 24 5 5 3 26 28 17
from 2 to 3 hours 1 2 4 |5 11 24 - 2 5 - 11 28
from 3 to 4 hours o 2 - |- 1 - 2 1 1 11 6 6
4 to 5 hours 1 1 - |5 5 - 2 - - 11 - -
from 5 to 6 hours 2 - - |11 - - - 1 - - 6 -

Note. / is used for separation between pre-test, post-test and follow-up results, respectively.

Participants were also asked whether they had limits (set by parents or themselves) in
Internet use in the pre-test, post-test, and follow-up assessment. According to Table
12, the majority of the participants in both groups had no limits in Internet use across
time. A small percentage of students in both groups had limits that they were
applying across time, while one student from the experimental group had limits in

the pre-test assessment that s/he did not follow.
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Table 12
Frequency of limits in Internet use in pre-test, post-test, follow-up

Experiment Control
n=19/19/17 n=19/18/18

@ 47 g @ 47 % @ @ % @ @ %

s & 3| & = a g 3 & 3

L L L L

f % f %

No limit 14 12 11|74 63 65 |11 10 11 |58 56 61
Yes and apply 5 6 6 |26 32 35 |8 8 8 42 44 39

Yes but no apply 1 - - |5 - - - - - - - -

Note. / is used for separation between pre-test, post-test and follow-up results, respectively.

An analysis using Pearson’s correlation coefficient indicated that there were positive
correlations between gender (for females), excessive Internet use, and online persona
at pre-test. As depicted in Table 13, excessive Internet use was positively related to
social comfort, the negative consequences of PIU, and online persona. But, excessive
Internet use was found to be negatively related to mindfulness during Internet use.
Besides, social support, problem solving and avoidant coping mechanisms were
unexpectedly positively correlated to each other. Responsible Internet use variables

were also negatively correlated to each other.
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Table 13

Bivariate correlations of the measured variables in pre-test

1.  Gender
Problematic Internet
use

2. Excessive use
Social comfort

4. Negative consequences
Responsible Internet
use
Mindfulness during

5. Internet use

6.  Online persona
Coping

7. Social support

8.  Problem solving

9. Avoidant coping
Psychological needs

10.  Need satisfaction

1

.33*
.29
.28

-24
A1

-.28
-11
-.10

.05

2
.33*

66%*
T4%*

- 54
63%*

-01
-.00
.01

-15

3
.29

.66**

18**

-.60**
.58**

.09
.02
19

-23

4 5
28 -24
T4rE B
8% - B0
_‘71**
_.71**
NI 1
07 -04
07 15
15 -20
-30  -03

6
A1*

.63**
.58**
76%*

ST9*F -
.03

.03
.18
13

.04

7
-.28

-01
.09
.07

.63**
A45%*

.08

-11

-.00
.02
.07

-.15
18

63**

50**

.08

-.10

.01
19
15

-.20
13

A5%*
.50**

-15

10
.05

-15
-23
-.30

-.03

.04

.08
.08

-.15

Notes. * p <.05. ** p <.01.; Gender was dummy-coded as 1 = females; 2 = males.

In the post-test, there was a positive correlation between excessive Internet use, and

also between social comfort and the negative consequences of P1U, but a negative

correlation was shown between excessive Internet use and mindfulness during

Internet use, problem solving, and psychological needs (see Table 14). There were

negative correlations between mindfulness during Internet use and the sub-scales of

PIU. In addition, there was a positive correlation between need satisfaction and

social support, as well as between need satisfaction and problem-solving coping

mechanism. Also, gender (for females) was positively correlated to social comfort as

an aspect of PIU.
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Table 14
Bivariate correlations of the measured variables in post-test

1 2 3 4 5 6 7 8 9 10

1.  Gender .32 3719 -.24 26 -16 -18 -08 -.09

Problematic

Internet use
2. Excessive use .32 50**  59** -45** 28 -25 -33* -05 -.34*
3. Social comfort 37*  50** 61** -35* .28 -.15 -.07 -12 -.09
4 negative 19 B59**  61** -58** 39* -28 -18 .03 -.28
. consequences

Responsible

Internet use

Mindfulness during - . -
5 Internet use =24  -45 -.35 Bg -21 .13 14 -11 .23
6. Online persona .26 .28 .28 .39* =21 =17 -.05 -.23 .02

Coping
7. Social support -16  -25 -15 -28 .13 -17 J9*%*  53**  G7**
8. Problem solving -18 -33* -07 -18 .14 -05 79** B7**  53**
9.  Avoidant coping -.08 -.05 -12 .03 -11 -23 B3** 57** 12

Psychological

needs

10. Need satisfaction -.09 -.34* -.09 -.28 .23 .02 S57**  53** 12

Notes. * p <.05. ** p <.01.; Gender was dummy-coded as 1 = females; 2 = males.

Table 15 shows that there was a positive correlation between excessive Internet use
and social comfort, and the negative consequences of PIU in follow-up assessment.
Mindfulness during Internet use and need satisfaction were negatively correlated
with sub-scales of PIU. Sub-scales of coping mechanisms were positively correlated
to each other. And, social support and problem solving coping mechanisms were
positively related with psychological needs. But there was a negative correlation
between social support coping mechanism and excessive Internet use. Gender (for

females) was positively correlated to the negative consequences of P1U.
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Table 15
Bivariate correlations of the measured variables in follow-up

1 2 3 4 5 6 7 8 9 10
1. Gender .16 .27 .34* -.18 A7 =11 A7 .02 =17
Problematic Internet
use
2. Excessive use .16 A43* .69**  -51** 05 =37 -.26 12 -.60**
3 Social comfort 27 43 68%%  -45%% 33 -27  -22 23 -43%*
4. Negative consequences 34 69 .68 -58** 23 -31  -42* .16 -59**
Responsible Internet
use
5 mt'gg]fé‘tlﬂizs during g _gpaex  _gge g -22 -0l  -08 -32 .09
6.  Online persona A7 05 33 23 -22 13 .05 -05  -05
Coping
7. Social support =11 -37* =27 =31 -.01 A3 .62**  39* 54**
8. Problem solving 17 -.26 -.22 -42*  -08 .05 62** Ae** 57
9. Avoidant coping .02 12 .23 .16 -.32 -.05 .39* A46** .02
Psychological Needs
10.  Need satisfaction -17 -.60**  -43** -509** (09 -.05 54**  57F* 02

Notes. * p <.05. ** p <.01.; Gender was dummy-coded as 1 = females; 2 = males.

Gender differences in the measured variables
MANOVA is an extension of ANOVA for more than one dependent variable
(Pallant, 2011). It compares the groups and finds mean differences (if there are any)

between the groups and the dependent variables.

A one-way MANOVA was performed to test the gender effect on dependent
variables (PIU, RIU, coping and need satisfaction) in the pre-test. Preliminary
assumption testing was conducted to check for normality, linearity, univariate and
multivariate outliers, homogeneity of variance, with no serious violations noted.
There were no statistically significant gender differences in the nine dependent

variables, F (10, 27) = 1.24, p = .31; Wilks’ A = .68, multivariate nz =.32.

A one-way MANOVA was also conducted to test the gender effect on variables

(P1U, RIU, coping and need satisfaction) in the post-test. There were no statistically
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significant gender differences in the nine variables assessed in the post-test, F (10,
26) = .97, p = .49; Wilks’ A = .73, multivariate n° = .27. Through a one-way
MANOVA, no statistically significant gender differences were found in the nine
variables assessed in the follow-up test, F (10, 24) = 1.87, p=.10; Wilks’ A = .56,

multivariate n® = .44,

Main analyses

In order to test the hypotheses of Study 2, the following four analyses were
performed (see also Table 9): (a) A two-way repeated measures ANOVA was
performed with the class between subject factors in order to compare the means of
the measured dependent variables over time (pre-test and post-test) and groups
(experimental and control group), (Hypothesis 1 and 2). (b) A cross-tabulation
analysis compared the categorical variable of time spent on Internet between classes
and over time (Hypothesis 3 and 4). (c) A one-way repeated measures ANOVA was
performed in order to compare the means of the measured dependent variables
(student’s and researcher’s diaries) during the 10 weeks of the implementation in the
experimental group (Hypothesis 5). (d) Finally, a paired-sample t-test was performed
to compare parents’ reports about their children’s time spent in Internet use

(Hypothesis 2 and 4).

The main analysis also included a content analysis of the recorded interviews of
students in the experimental class after implementation of the Program. During the
interviews the students reported on their experience during Program implementation

(Hypothesis 6).
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Test for normal distribution

A review of the Shapiro-Wilk test for normality (p > .05) and/or skewness and
kurtosis statistics (between 1.5 and -1.5; Tabachnick & Fidell, 2013) suggested that
normality was a reasonable assumption for the data of all variables, except for
negative consequences of PIU and online persona. As the comparison groups had
almost an equal number of participants, no transformation of the data for these two

variables was needed.

A Two-way repeated measures ANOVA

A two-way or mixed ANOVA compares the mean differences, within-subjects (time)
and between-subjects (experimental and control groups) (Pallant, 2011) and finds out
whether there is an interaction between these two factors (time and grouping) on the
dependent variable. In the analysis process, the sphericity assumption was assessed
by using Mauchly’s Test of Sphericity, and Levene’s Test of equality of error
variance, and Box’s Test of equality of covariance matrices. The normality of the
data did not need to be tested as the groups across time had almost an equal number
of participants. When the assumption of sphericity was violated, the Greenhouse-
Geisser correction was used in the analysis. In the following part, the main effects of

time and grouping and their interaction are presented.

Differences in PIU, RIU, coping and need satisfaction as a function of class, time
(pre-test and post-test), or their interaction

A two-way ANOVA was performed to check for differences in the dimensions of
problematic Internet use, responsible Internet use, coping, and need satisfaction as a
function of class, time (pre-test and post-test), or their interaction. MANOVA is an

extension of ANOVA for more than one dependent variable (Pallant, 2011). It
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compares the groups and finds mean differences (if any) between a combination of

the groups of dependent variables.

A two-way repeated measures MANOVA was performed to test the intervention
effect on dependent variables (P1U, RIU, coping and need satisfaction) at two points
in time (i.e. pre-test and post-test). The independent variable was the class.
Preliminary assumption testing was conducted to check for normality, linearity,
univariate and multivariate outliers, homogeneity of variance, with no serious
violations noted. There was a marginally statistically significant difference in the
interaction of time (pre-test and post-test), class (experimental and control) and nine

dependent variables, F (8, 28) =2.17, p =.06; Wilks’ A = .62, multivariate n* = .38.

A two-way repeated measures MANOVA was also conducted to test the intervention
effect on dependent variables (P1U, RIU, coping and need satisfaction) at the three
points in time (i.e., pre-test, post-test and follow-up). There was no statistically
significant difference in the interaction of time (pre-test, post-test and follow-up),
class (experiment and control) and the nine dependent variables, F (16, 18) = 1.26, p

= 32; Wilks’ A = .47, multivariate n? = .53.

As MANOVA was marginally significant for pre-test and post-test, an ANOVA was
additionally run for each variable. For PIU, a two-way repeated measures ANOVA
test showed that excessive Internet use differed across time irrespective of grouping
(experimental or control) F (1, 35) = 5.06, p < .05, but no differences between
classes F (1,35) = 1.53, p > .05 were observed. Also, the interaction between time
and classes was not statistically significant F (1, 35) = .07, p >.05. Inspection of
Table 16 suggests that both classes improved at the same rate in using less excessive

Internet over time. A two-way repeated measures ANOVA also showed that social
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comfort did not differ either over time F (1, 35) =.18, p > .05, or between classes F

(1, 35) =.25, p > .05, while the interaction of both time and classes was not

significant F(1, 35) = .37, p > .05. This result suggests that the students in both
classes did not change over time in social comfort. Finally, a two-way repeated
measures ANOVA showed no differences in negative consequences over time F (1,
35) = 2.13, p > .05, or between classes F (1, 35) =.09, p > .05, and no statistically
significant interaction between time and classes F (1, 35) =.92, p >.05. This means

that the students in both classes did not change over time in negative consequences.

For RIU, a two-way repeated measure ANOVA showed that mindfulness during
Internet use did not differ either over time F (1, 35) =.27, p > .05, or between
classes F (1,35) =.55, p > .05, while the interaction between time and classes was
not statistically significant F (1, 35) = 1.69, p > .05. This result suggests that
students in both classes did not improve over time in mindfulness during Internet use.
A two-way repeated measure ANOVA showed that online persona differed over
time F (1, 35) = 4.44, p < .05, but between classes no statistically significant
difference was observed F (1, 35) = .15, p > .05. Also, the interaction between time
and classes was not statistically significant F (1, 35) = 1.584, p > .05. Inspection of

Table 16 suggests that students in both classes improved over time in online persona.

For coping strategies, a two-way repeated measure ANOVA showed that social
support did not differ over time F (1, 35) =2.06, p > .05, and no differences
between classes F (1,35) =.27, p > .05 were observed. Also, the interaction

between time and classes was not statistically significant F (1, 35) = 1.32, p > .05.

This result suggests that both classes did not improve over time in social support. A
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two-way repeated measure ANOVA showed that problem solving differed over time
irrespective of grouping (experimental or control) F (1, 35) = 6.70, p < .05, but
between classes no statistically significant difference was observed F (1, 35) = .01, p
> .05. Also, the interaction between time and classes was not statistically significant
F (1, 35) = .57, p > .05. Inspection of Table 16 shows that students in both classes
improved across time in problem solving. Lastly, a two-way repeated measure
ANOVA showed that avoidant coping did not differ either over time F (1, 35) = .41,
p > .05, or between classes F (1, 35) = 1.81, p > .05, while the interaction between
time and classes was not statistically significant F (1, 35) = .95, p > .05. This means

that the students in both classes did not change over time in avoidant coping.

For need satisfaction, a two-way repeated measure ANOVA showed that need
satisfaction did not differ either over time F (1, 35) = .87, p > .05, or between classes
F (1,35) =.01, p > .05, while the interaction between time and classes was not
statistically significant F (1, 35) = .30, p >.05. This result suggests that both classes

did not improve over time in need satisfaction.
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Table 16
Comparison of means and standard deviations of the measured variables in
each class over time

Experiment Control

Pre-test Post-test Pre-test Post-test
Variables M SD M SD M SD M SD
Problematic Internet use
Excessive use 270, 102 248, .84 2.45, .85 213, .71
Social comfort 154, .72 145, .66 168, .74 1.60, .56
Negative consequences 149, .66 132, 31 149, .53 144, .52
Responsible Internet use
Mindfulness during Internet use 464, 60 478, .37 461, .45 457, .46
Online persona 145, .79 110, .27 1.38, .38 1.29, .43
Coping
Social support 184, 61 211, .68 2.04, .47 2.08, .60
Problem solving 205, 53 239, .59 2.09, .52 2.30, .58
Avoidant coping 180, .53 195, .52 1.72, .30 1.71, .39
Psychological needs
Need satisfaction 388, .58 402, .64 391, .63 3.95, .58

Note. Means with the same subscripts do not statistically differ while means with different subscripts do differ
between each other.

Comparison of time spent on the Internet

In order to compare the time spent on Internet use within the experimental and
control groups in the pre-test and post-test, cross-tabulation of categorical variables
was used (Pallant, 2011). Regarding time spent on the Internet, it is important to
mention that it was low in the pre-test for both groups and remained relatively low
over time indicating that neither the experimental nor the control group can be

considered as a clinical sample with addictive tendencies (Young, 1998).

Table 17 shows that, in the pre-test, 31.6% (6 out of 19) of the experimental group
and 26.3% (5 out of 19) of the control group used the Internet daily from 30 minutes
to 1 hour. These percentages increased in the post-test to 37.5% (6 out of 16) and
40% (6 out of 15), respectively. Table 17 also shows that non-daily Internet users

decreased from 26.3% (5 out of 19) in both experimental and control groups in the
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pre-test to 12.5% (2 out of 16) in the experimental group, only in the post-test. 5 to 6
hours daily Internet use in the experimental group decreased from 10.5% (2 out of

19) in the pre-test to 0% in the post-test.

From another perspective, it can be said that 52.7% (10 of 19) of the experimental
group and 52.6% (10 out of 19) of the control group used the Internet from 30
minutes to 2 hours daily in the pre-test, while these percentages increased in the post-
test to 56.3% (9 out of 16) and 73.3% (11 out of 15), respectively. Additionally,
5.3% (1 out of 19) of the experimental group and 10.5% (2 of 19) of the control
group used the Internet from 4 to 6 hour daily in the pre-test, while this percentage
increased in the post-test to 25% (4 out of 16) and 20% (3 out of 15), respectively.
Furthermore, 4 to 6 hours of daily Internet use decreased from 15.8% (3 out of 19)
for the experimental group and 10.5% (2 out of 19) for the control group in the pre-

test, to 6.2% (1 out of 16) and 6.7% (1 out of 15), respectively, in the post-test.
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Table 17

Crosstabulation of daily Internet use spent time

Time
Groups Not use 30 minto 1 lto2 2103 3todhrs. 4to5hrs. 5106 Total
hrs. hrs. hrs. hrs.
Pre-test Exp. N 5 6 4 1 0 1 2 19
% 26.3% 31.6% 21.1% 5.3% 0% 5.3% 10.5% 100%
Cont. N 5 5 5 0 2 2 0 19
% 26.3% 26.3% 26.3% 0% 10.5% 10.5% 0% 100%
Post-test Exp. N 2 6 3 2 2 1 0 16
% 12.5% 37.5% 18.8% 12.5% 12.5% 6.2% 0% 100%
Cont. N 0 6 5 2 1 0 1 15
% 0% 40% 33.3% 13.3% 6.7% 0% 6.7% 100%




Comparison of means of parents’ perceptions of their children’s Internet use
behaviours in the pre-test and the post-test

Parents of the experimental group were asked to report their children’s Internet use
behaviours in the pre-test and post-test. A paired-samples t-test was conducted to
evaluate the impact of the intervention on parents’ observation of their children’s
Internet use. A paired-samples t-test aimed to compare the means of dependent
variables assessed in the same group at two different points in time (Pallant, 2011).
Results showed that there was no statistically significant differences in parents’
perception about their children’s Internet use behaviour from the pre-test (M = 1.54,
SD =.61) to post-test (M = 1.50, SD = .54), t (18) = .58, p > .05 (two-tailed) (See

Table 18).

Table 18
Compare means of parents’ perceptions of their children’s Internet use
behaviours

N M SD df t p
Pre-test 19 1.54 .61 18 .58 57
Post-test 19 1.50 .54

Comparison of the means of students’ diaries for the 10 sessions of the intervention
Students reported their need satisfaction and perceptions of the learning climate in
their student diary after each intervention session for ten weeks. A one-way repeated
measures ANOVA was used to compare students need satisfaction and perceptions
of learning climate across the ten weeks (Pallant, 2011). In this section, firstly, the

analysis of students’ diaries for need satisfaction will be
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presented, followed by the analysis of students’ perceptions of the learning climate.

Need satisfaction over the intervention (Students’ diaries). Students gave ten
reports about their need satisfaction (i.e., satisfaction of their need for autonomy,
need for relatedness, and need for competence) in the program sessions. Figure 2
shows the means of students’ need satisfaction across the 10 sessions. In order to
identify differences among the ten sessions (See Figure 2), the first three sessions

were compared to the last three sessions (See Figure 3).
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Figure 2. Students’ need satisfaction over the 10 weeks
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Figure 3. Students’ need satisfaction in the first three and last three weeks of the
intervention

A one-way repeated measures ANOVA was conducted to compare the means of
need satisfaction between weeks 1-2-3 and weeks 8-9-10. The results, with
Greenhouse Geisser correction, showed that need satisfaction differed significantly
between the first three and the last three weeks (F(5, 45) = 7.76, p < .01, n°= .30)
(See Table 19). After examining pairwise comparisons, there were significant
differences between Week 1 and Week 8 (p < .01), Week 1 and Week 9 (p < .01),

as well as between Week 1 and Week 10 (p = .01).

Table 19

Mean level of participants’ feedback for need satisfaction

Time Period N M SD
Week-1 19 4.10 .84
Week-2 19 4.20 1.10
Week-3 19 4.21 .95
Week-8 19 4.81 33
Week-9 19 4.92 14
Week-10 19 4.77 41
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Perceived need support over the intervention (Students’ diaries). Students
gave ten reports about their perception of researcher’s need-supportive style during
the intervention sessions. Figure 4 shows the means of students’ perception of need
support across the 10 sessions (See Figure 4). In order to identify differences among
the ten sessions, the first three sessions were compared with the last three sessions

(See Figure 5).
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Figure 4. Perceived need support over the 10 weeks
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Figure 5. Perceived need support the first and last three weeks

A one-way repeated measure ANOVA was conducted to compare the means of

perceived need support between weeks 1-2-3 and weeks 8-9-10. The results, with

Greenhouse Geisser correction, showed that the perceived learning climate differed

significantly between the first three and the last three weeks (F (5, 45) = 4.80, p <

.01, n?=.21) (See Table 20). After examining pairwise comparisons, there was a
n gp p

significant difference between Week 1 and Week 10 (p =.03).

Table 20

Mean level of participants’ perception for need support

Time Period N M SD
Week-1 19 4.30 .79
Week-2 19 4.33 1.04
Week-3 19 4.32 .89
Week-8 19 4.89 .33
Week-9 19 4.83 25
Week-10 19 4.86 32
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Means of the researcher’s need supportive style (researcher’s quantitative diary)
over the 10 sessions of the intervention

The researcher reported how she contributed to the students’ need satisfaction
through her leadership style after each implementation over ten weeks. The mean
levels of the researcher’s perception of her need supportive style are presented in

Table 21 and Figure 6.

Table 21

Mean levels of researcher’s perception of her need supportive style
Time Period M
Week-1 3.89
Week-2 4.22
Week-3 4.56
Week-4 4.67
Week-5 4.78
Week-6 4.78
Week-7 5.0
Week-8 4.89
Week-9 4.00
Week-10 4.44
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Figure 6. Researcher’s perception of need supportive style over the 10 weeks
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As can be seen, the researcher in general evaluated her need supportive style highly
during the 10 sessions, as did her students (see Figure 6). The lowest evaluation of
the researcher’s need support corresponds to week-1 and week-9 and the highest to

week-7 and week-8.

Comparison of means of the researcher’s perception of need supportive style and
students’ perception for need support

An independent-samples t-test was conducted to compare means of the researcher’s
perception of need supportive style and the students’ perception of need support.
There was no significant difference between the researcher’s perception (M = 4.52,
SD =0.38) and the students’ perception (M = 4.58, SD = .30); t (1, 18) =-.36,p =
.73. These results suggest that the students’ perception of the researcher’s need

support was similar to the researcher’s perception of her need supportive style.

Results of the qualitative analysis of researcher’s reflective diary

The results of the researcher’s reflective diary are reported in this section. The goal
of the qualitative analysis of the researcher’s diary was to get an extensive
understanding of her experience and reflection during the implementation of the
MiNDLifeResP. The diary was kept after each of the 10 weekly sessions by the
researcher. In her diary, she mostly indicated facilitating or challenging aspects of
the intervention Program. She also reported her emotions and thoughts on her
perception of her need supportive style during each session. The reflective diary was
kept in Turkish, and the researcher has translated it for the purposes of the analysis.
The researcher read the reflective diary many times to identify repeated themes. Two

general principal themes were identified in the data, viz. facilitators of the
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implementation process, and difficulties with implementation. Each of the themes is
explained separately in what follows. Single quotation marks have been retained
where quotations from the diary are presented, even though the responses are
translated ones. Quotations from the weekly diary are accompanied by abbreviations

after the text: for example, DW1 stands for diary week 1, and DW?7 for diary week 7.

Facilitators of the implementation. From the researcher’s reflective diary five
aspects of the intervention were revealed as facilitative for students’ participation in
the activities. These five aspects were: use of audio-visual aids; specification of a
volunteer teacher’s helper; students’ free choice of group membership in activities;
use of drama; and use of places other than their classroom to carry out activities.

Each is discussed separately below.

i) Use of audio-visual aids
It was evident that audio-visual aids facilitated the implementation of the Program.
These audio-visual aids included thought-provoking videos, attractive photos, audio

narration, an interactive Moodle page, and interesting slide presentations.

The thought-provoking videos that were identified as interesting and attractive were
the following: “technology evaluation”; “two-minute science”; “welcome to the
future” in DW1; “only given a password” in DW3; “Little Red Riding Hood on
social media” in DW4; “cyber-bullying” in DW7; and “information sharing disorder”
in DWO. The following statement from the researcher’s diary shows how videos
promoted students’ participation in the program: ‘I asked students how Little Red

Riding Hood uses social media. And as we watched the video, they were having fun,

and even wanted to watch it once more’ (DW4). It seems that appropriate and
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attractive videos provided effective explanations rather than hundreds of words.

In addition, different photos which represented a variety of images related to real and
digital life were used as a stimulus for an inquiry process in week 1 and week 3
(Pandora’s Box in Digital Life). According to the researcher, this ‘helped to clarify
similarities and differences between digital life and daily life’ (DW3). It seems that
the photos provoked students’ curiosity and supported their understanding of online

and offline life.

An audio narration was used to introduce the process of identity formation in week 2:
‘The students are interested in listening to the story, the dog who does not know how
to bark - I recorded it using my own voice’ (DW2). The researcher reported that she
distributed three short questions related to the story before the audio narration and
this increased effective listening in the classroom. The students found the activity
interesting because the recorded story was uninterrupted and the fluent narration

raised their interest.

The researcher prepared an interactive Moodle site in order for the students to follow
the program on a daily basis. As recorded in the researcher’s reflective in DW1: ‘I
edited the Moodle and | saw that five students visited the page in the evening. This
was a reward for me’. The Moodle page included special tasks for students but they
were not forced to practice them each week: ‘I liked the fact that the majority of the
students had completed their special tasks from last week’ (DW3). Special tasks can
be thought of as homework. But, as most of students may not have liked the term
“homework”, the researcher used the term “special task™ to increase the

attractiveness of the homework related to digital life. The special tasks aimed at
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gaining a broadly-responsible perspective on digital life. The Moodle system acted
like a digital assistant which guided students in what they had done in the previous
week, as well as in what would happen in the following week. Through Moodle the
students were also able to share what students had done on their special tasks in the

previous week.

Slide presentations were stated to be an attractive visual tool, such as using Prezi in
DW3, and using Piktochart in DW4: ‘They want to see me use different technology
applications, like Piktochart. I mean | cannot get their attention anymore by coming
up with a presentation in the classical sense. These children are also developing me
and how I present the information in a short, concise and interesting way. It is good’

(DW4). This reflection evaluates the researcher’ professional progress.

i) Specify a volunteer teacher helper
The teacher’s helper was an important asset in the intervention. Students participated
in the intervention as helpers in terms of drawing mind maps on the board during
general discussions, taking photos, or preparing presentations. When the researcher
asked who would like to help today, almost all students’ put their hands up. This
voluntary engagement could be reframed as a characteristic of the classroom. It was
evident that the volunteer students showed their interest in the implementation of the
Program: ‘Two volunteer students wanted to complete a drawing about group rules
while their friends had a presentation’ (DW1). In addition, one student suggested to
me that the presentations which I prepared could be summarized more interestingly.
He asked me whether | knew how to use Prezi. | replied that | had used it, but had

forgotten how, and | needed help. I asked him whether he would like to help me, and
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we talked about how we should handle this. Finally, | prepared a summary a week
before, and sent it by e-mail to him to be transferred into a Prezi in DW3. Another
example of helping in the classroom was: ‘When | asked students who would help to
write a summary on the board, two students became helpers immediately. They
created a mind map on the board to summarise the group discussion’ (DW4). These
summary maps were done in almost every session with different helpers. A further
example was noted: ‘Two students summarized the discussion by drawing a mind
map. Another student took photos of her friends while they were engaged in the
activity. They seemed extremely pleased with their roles’ (DW5). Again: ‘T. was a
teacher helper today. He seemed pleased to be helpful when taking photos, and
helping with computer issues. He really tried very hard to complete work’ (DWS).
These instances of help from volunteer helper students could be considered as
examples of different forms of belonging to the classroom. Similarly, this helping
process could be regarded as indicative of the establishment of a positive relationship

in the classroom.

i) Students chose freely group members for activities
Choosing group members was reported as an important issue during the
implementation. It was evident that students appeared to have an empathetic attitude
to the others from DW1. As reported in the researcher’s diary: ‘I told them I wanted
to be able to group two or three students together, and for them to sit side by side.
They usually coupled up with their best friends. There were no excluded or unwanted
students during the activities. This is a good thing’ (DW1). The researcher also
started using a different and useful strategy for dividing students into groups in week

2: “This week I made a bag with five coloured beans from which students were asked
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to choose beans without seeing their colours. They took coloured beans
enthusiastically, and were organized into groups around the same colours’ (DW2). In
addition, it was evident that using different strategies for deciding on group
membership was interesting for the students, and they paid particular attention to the
process: ‘I prepared small pieces of papers numbered as 1, 2, and 3. Different
statements related to an activity on digital life were written on the papers: 1
represented a stress-trigger situation; 2 was related to thought; and 3 to an emotion.
This activity tried to show how people could be affected when exposed to a stressful
situation, incorporating situation-thought-emotion. | made groups of three and gave a
number to each student betweenl-3, then handed them numbered written statements:
1 (situation), 2 (thought), and 3(emotion). So the numbers given to each student
matched each numbered written statement. Initially, these numbers created a
meaningful sentence within the group. Then, | called out 1, 2 and 3 respectively, a
student stood up from different groups and read out his/her statement. This way, they
created another meaningful sentence together. It was fun. While the students in each
group were reading their sentences, new complete sentences emerged from other
members of the group’ (DW6). It seems that, when adolescents feel free to choose
their group members for an activity, they are more likely to participate in the

activities. An indispensable part of a young adolescent’s relationship is friendship.

Iv) The use of drama
The researcher used the term “Internet Detective” during implementation. At the
beginning of the implemented Program, the researcher explained to students that they
would become experts in how to be responsible Internet user. It was assumed that

after ten weeks they would be able to easily detect misuse of the Internet. Also, the
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term was used as a character for some role-playing drama activities. Students were
called Internet detectives for being responsible Internet users, as noted: ‘The students
completed their special tasks, and seemed excited as they shared them, adopting the
role of Internet detectives’ (DW?2), and, ‘in order to reduce the stress of the young
adolescents in a scenario, you can help them, by having them act as Internet
Detectives, in how they cope with the problems effectively’ (DW6); and a further
example was: ‘Later, the students examined their friends' charts of time spent in
groups with two or three people, and gave feedback to each other using the role of
Internet detectives’ (DW7). The researcher connected the Internet detective term
with being a responsible Internet user, in the manner of a game, to help students
detect and find a reasonable way of balancing online and real life. Adopting the role
of Internet detectives may have strengthened students’ responsible Internet use.
Drama as a strategy was essential for student engagement: ‘Pupils become more

enthusiastic, and speak a lot, when they do drama’ (DW9).

V) Use of places other than their classroom to carry out activities
Changing the place of the classroom was reported as strength of the implementation.
The researcher used a teacher meeting room for a round table forum. The students
were asked to act as if they were an adult at this round table for the discussion; as
noted by the researcher: ‘The experience of expressing opinions as an adult has
affected the students very positively. They all raised their hands to join in, and they
talked with a different voice tone, as if they were an adult. | enjoyed both seeing
them all entertained and hearing their participation in the conversation’ (DW4). The
teacher meeting room was used once more in week 5. As noted : ‘The students were

as eager and lively as they were last week. They all raised their hands to participate
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into the process’ (DW5).

Difficulties of the implementation. Based on the researcher’s reflective diary
five difficulties were identified in the implementation of the program. The
difficulties have to do with time management, student behaviours that required
special attention, assigning group members to group work, the implementation of the

intervention during the computer course hours, and different gender attitudes.

i) Time management
The researcher’s diary reported that more time was devoted to some activities than
planned. As noted: “I gave up implementing an activity, although it was one of the
session goals. | jumped a detailed part when the photography study took too long a
time. Actually, the photograph study also served the same objective. | have not been
good at planning my time. Now 1 see. | think, it is enough to focus on just one
activity in depth in the first session, in particular!” (DW1). Several statements in the
reflection were of a similar vein, viz. ‘Students spend a lot of time writing and
painting of slogans in group work” (DW2); ‘the bell rang while students were writing
their diaries. They continued completing them. It would be good to create time in
advance of this break’ (DW3); or, ‘After examining the results of the Internet habits
inventory, | presented different choices to my students for an activity; for example,
write a newspaper article, a power point presentation, make a slogan, or do a study of
their choice, depending on their creativity, in order to be responsible Internet users as
Internet detectives. They are making a lot of effort to complete it, but they have not
been able to complete the majority of their work within the course time,

unfortunately’ (DW7); and, finally, ‘I created a chart, called ‘balanced life’, and
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asked the students which aspects of their balanced life graph they thought were well
developed or which needed development. But this activity took more time than |

planned even it was worked well” (DW8).

After evaluating the reflection on the difficulties with time management, the
researcher had a clearer understanding that it may be better to limit the number of
activities to one in each lesson. Moreover, having many options for classroom
activities for the students may increase ambiguity and adversely affect the schedule,
e.g. week 9. In addition, mobile activities used in the first part of the lesson were
related to the onset of difficulties in managing kinaesthetic energy and behaviour, as
they continued being active in the second part of the lesson. This could be the reason
for not paying attention in the current study, and problems of time management, e.g.
week10. On the other hand, it is clear that it is not always easy to predict which
activity will get more interest from the students. Increased awareness on the part of
the researcher of using activities can be concluded as one of the key learning points

from implementation of the study.

i) Student behaviours that required special attention
The reflection examined student behaviours that required special attention. The
researcher reported some behaviour which disrupted activities, interrupted
conversations, or tried to make others laugh. As noted: ‘She (a student) commented
on almost everyone’s speech this week and intervened immediately, and made
everyone laugh. Some of her friends asked her to stop her behaviour’ (DW5). One
student was reported as working alone: ‘When I asked to the students set up groups

with two people, one student told me that he could not find a group and that he
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wanted to work alone. | told him to try to join a group with three people, but he
replied again that wanted to work alone. | accepted his request, but instead of
focusing on the activity, | had to warn him several times because he was playing a
game on the computer’ in week9. Moreover, some students indicated they wanted to
have more conversation time and participate in discussion, as if they were the only
ones in the room: ‘Some of my students wanted to speak again and again at the
meeting. Because of the limited time and other students who wanted to participate in
the discussion, I could not let them talk, unfortunately’ in week4. Furthermore, a
student was observed, as noted: ‘It's nice to see him start talking about himself. He
was so quiet and hesitant in previous weeks’ (DWS5). Different student behaviours
needed attention. Dealing with such behaviours could be said to be an essential
component for every instructor in any educational environment. Some behaviour
could be related to personality, or temperament of the adolescents, and some
behaviour could be related to a disorder like attention deficit, impulsivity etc., and
some behaviour could be related to a need for more social emotional development.
The researcher was aware of student behaviour as a kind of challenge during
implementation and tried to solve the unwanted behaviour with the students
themselves. This process could be evaluated as contributing to the professional

development of the researcher.

i) Assigning (or designating) group members to group work
The reflection investigated designating group members to groups. In one of the
sessions, the researcher gave numbers to the students in turn, such as 1, 2, 3, 4.
These numbers were to create groups in the classroom for an activity. But, the

students seemed not to be happy with this strategy: ‘I grouped the students by giving
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them a number, 1, 2, 3, and 4. The students did not like to be with different friends
which they did not choose them for group work. They were reluctant to form groups.
I did not insist further. I changed my decision and everyone chose his/her friends
freely. After every student chose her/his friends, they started to work well in the
activity’ in week3. It was interesting to compare this to the students random choice
of coloured beans from a bag in previous week, which they liked. In fact, if the
number of people in the group was not equal, even when the students were able to
choose their friends, it led to a problem in the classroom: ‘When I told them we need
4 groups in total with the students who wanted to work together in a group, they
chose their friends as a group with six people, a group with five people, two groups
with four people. In fact, they always choose the same students! When | asked them
how they felt when group numbers were different, they said they did not like it. After
about a -minute discussion with different suggestions, they accepted that the group
numbers could stay in this way’ in DW10. Choosing group members for an activity
was a crucial point for early adolescents. A key conclusion from the diary is that

students wish to choose their group members based on their own preferences.

Iv) The implementation of the intervention during the computer course hours
The program with the experimental group was done during computer lesson hours.
At the same time, the computer teacher was unable to attend because she was
pregnant. While the researcher was implementing the program with one of the sixth
grade sections, the other three sixth grade classes were having a computer course
with a high school teacher. The researcher reported some difficulties with
implementing the intervention, instead of a computer course: ‘The students asked

whether they would have a computer lesson this education year. | told them their
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teacher would come to school in December, it means half of the education year.

Some students seemed dissatisfied with this’ (DW1).

Another problem occurred in the computer classroom. This problem was related to
technical problems in some computers which students used during the activities in
the implementation: ‘Other students are focused on their work, but the students who
want to study Pivot (an animation program) said that they could not save their works
in the computer. Another group had to postpone their studies due to a problem with

the computer, too’ (DW9).

V) Different gender attitudes
The researcher made some observations about different gender attitudes during
Program implementation: ‘At the end of the study I observed a low level of interest
by some male students. Perhaps the subject was not be attractive to them, or it could
be due to them just being back to school after a holiday.” in DW1, and also in DW2:
‘While some male students were less involved than last week, girls showed a more
positive attitude related to participation and enthusiasm’. On the other hand, some
improvements occurred in the process. The researcher reported satisfaction with the
participation of male students in DWS5: ‘I think that the interest of the male students
in working has also made me happy’. These incremental changes in male students
showing enthusiasm could be associated with previous comments about the computer

course.

In conclusion, an analysis of the researcher’s reflective diary during the
implementation provides an understanding of some of the issues which facilitated or

caused difficulties during the implementation process (See, Table 22). The analysis
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also provides some insight as to how the researcher developed through the process,
and provides tentative guidelines to teachers or counsellors who want to implement a

similar program in their school.

Table 22

Summary of the researcher’s reflective diary analysis

Implementation Facilitators Implementation Difficulties

Use of audio-visual aids Time management

Specifying a volunteer, teacher helper Student behaviours that required special

attention

Students freely choosing group members  Assigning group members to group work

in activities

Use of drama Implementation of the intervention during
computer course hours

Use of places other than their classroom Differing gender attitudes

to carry out activities

Results of the qualitative analysis of student interviews

The results of the student interviews are presented in this section. The aim of the
qualitative analysis of students’ interviews was to gain an in-depth understanding of
their experience and the benefits of the Mindful and Need-supportive Digital Life
Responsibility Program (see Appendix J: MiNDLifeRes Program, p. 205). Individual
interviews were carried out with the students of the experimental group immediately
after the completion of the 10-week Program and completed within two days. These
were carried out, as explained in Chapter 3, by another member of the counselling
team. Questions were asked under each of the headings below and the results are
discussed individually in what follows. The original questions were asked in Turkish,
and the researcher has translated them for the analysis which follows; translations

were submitted to an expert for verification of their trustworthiness. Single quotation
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marks have been retained, although the responses were translated.

Meaningfulness of the program. Students' responses were analysed as to
whether the implemented MiNDLifeResP connected with their daily lives in a
meaningful way. Five themes were identified in the data related to the
meaningfulness of the program: awareness of a balanced life; purpose and duration
of Internet use; awareness of safety Internet usage; coping with emotions and stress
on the Internet; and generated knowledge (see Figure 7). Each of the themes is

explicated separately in what follows.

—>

Increased awareness of balanced life

Increased awareness of purpose and

> duration of Internet use

Impact of the
MiNDLifeRes
Program

% Increased awareness of safe Internet use

Increased self-awareness and active

> coping on the net

Generated new knowledge
— g

Figure 7. Impact of the MiNDLifeResP
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i) Awareness of a balanced life
Student responses to the question about whether they found the program meaningful
in relation to their daily lives showed the concept of balanced life as a priority. A
balanced life was one of the activities in the implemented program, which asked
students to evaluate themselves in four adolescent life priority areas, viz. a balance in
the time devoted to healthy living (i.e. sleep, sports, nutrition), school issues,

relationships with peers and family, and technology (Internet use).

From student responses after participating in the MiNDLifeResP it was apparent that
students’ use of reflective thinking had increased related to how they allocated their
time in the above four areas; in particular on whether participation in this program
caused changes in the purposes of their Internet use and the time they reserved for it.
Students participate in after-school activities based on their abilities and talents (e.g.,
choir, drama, and basketball, etc.). Students reported that, when school-related
requirements increased with respect to exams and assignments, they had little time to
rest or engage in family interaction. After experiencing the Balanced Life activity,
respondents planned to spend more time with their families. When they calculated
the amount of time they had spent on the Internet, they also realised how other areas
of their lives had been neglected in terms of sleep and rest, as exemplified in the
following statement: ‘there is no time to rest and relax when we come home in the
evening. | have discussed this with my mom. We have prepared a table and left some

spare time at the weekend’.

Students who evaluated their own Internet use time also took the opportunity to
observe and interpret how much time their family members spent on technology, ‘my

younger brother plays games on the computer all the time and me and my mom
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cannot remove him from in front of the computer. Only my father can when he
comes home.” One student also stated who in the family was the most interested in
mobile phone use, ‘my father uses smart phone more than my mom’; and, what she
mainly used Internet for, ‘I paid more attention to my social network use on
Facebook or Instagram at home’. Clearly these respondents were able to reflect and
conclude that others, as well as themselves, were engaging in inappropriate Internet

use.

Respondents also reported beneficial conversations with parents as a result of the
program about what their parents did when the parents did not have the Internet
available during their school years. This came out as a result of one of the
assignments that students were asked to complete. When the students compared their
own with their parents’ school years, they found that, for example, a tool such as
Google greatly facilitated their learning at school, a possibility that their parents did
not have. In addition, the students discovered that their parents had more difficultly
in searching for information, writing assignments without an Internet connection, or
using computer technology to produce documents. One of the students clarified this
different between present-day technology and the past: ‘I noticed that we are doing
most of our homework through the Internet. This thing called Google. I thought how
it was in my mom’s and father’s day where they did not have the Internet. | asked

them, and I made some research about the past’.

Moreover, when compared with her parents who used to use the post, this student
realized she had never used the regular postage system for communicating with her
peers. ‘I recognized I and my friends, we did not write regular letters anymore’. This

seems to suggest that using the Internet, using e-mail or WhatsApp, for example, is
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seen as a natural part of communication in adolescents’ daily life. These students,
born digital natives, have a different outlook on life than their parents who are digital
immigrants. The students were also able see how positive use of the Internet
facilitated their education when compared to the past as exemplified by their parents’

lives. Participation in the program made this clear.

i) Purpose and duration of Internet use
The students evaluated the frequency of their Internet use and what they used it for in
the interviews. When student responses were analysed, seven students reported using
the Internet ‘too much’ before attending the MiNDLifeResP. These students did not
identify use numerically but only gave a general perception of the time by using the
words “too much”. As one student reported: ‘the time | stayed online was a bit too
much. | learned that the Internet is not useful when you stay online for too long, then
I thought I can reduce the time I spend online a bit’. They shared their thoughts on
how they reduced their time spent on the Internet. Before participating in the
program, these students used the Internet to play online games or surf. After the
program this was replaced by Moodle use for school studies, with priority given to
research for assignments. It is noteworthy that these students were aware that Internet
use caused a reduction in sleep duration and quality: ‘the Internet sometimes
prevented me from sleeping. I sorted it out and I reduced online gaming after this

program, and started to use the Internet a lot more for my lessons’.

Four students reported that they did not use the Internet much in their daily lives both
before and after the implemented program, even though their parents did not limit

their Internet use. It was evident that they were already aware of the need for positive
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Internet use: ‘I do not have any restrictions on the Internet. | do not use it that much,
mostly to work on assignments and exams’. However, one student who was barely
interested in the Internet before the program, developed a positive interest in using
the Internet after joining the program: ‘it was positive for me to get accustomed to
the Internet and spend more time online because my mom was always telling me to
be more interested in the Internet and not ask her all the time, but ask on the Internet

what I am curious about’.

In brief, the implemented program’s activities helped to increase students’ reflection
as to how and on what they mostly spent their time. As one student stated: ‘I learned
that, if we spare too much time for Internet or any other thing, this can underline the
other things we have to do: we have to balance out time for everything’. This

exemplifies the achievement of one of the targets of the MiNDLifeResP.

iii) Awareness of safe Internet use
Under this concept were classified statements in which the students expressed an
awareness of the need for safe Internet use. Four awareness-related themes were
determined, viz the risks of sharing passwords, the permanence of information shared

on the Internet, cyber bullying, and measures for safe Internet use.

Firstly, students’ statements were analyzed, they revealed that password sharing was

carried out in real life. This is an important issue in that changes in early adolescents’
friendships in their daily lives can turn into conflicts which could be transferred to an
Internet platform. If adolescents do not manage their conflicts well, and of they know
his/her friend’s password to social media applications or cellphones, they may use

this password for a variety of reasons; for example, just for fun, or, more
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problematically, for revenge, etc. One student reported: ‘I discovered that I was
doing some dangerous things online. For instance, | trusted some of my friends and
gave them some of my passwords’. After participating on the MiNDLIifeResP,
another student increased his awareness of the fact that a ‘friendship does not mean
sharing a password’. Thus, students showed their awareness of the risks of sharing
their passwords with others, even their best friends. As one student said: ‘I shared
my passwords with my friends, but bad things happened to some of the students in
the activities-scenarios in the MiNDLifeResP. For instance, a student got cross with
her best friend. | am not sharing my passwords with anyone since then, and | have
already changed my passwords’. It seems that some students had shared their
passwords with their friends prior to the program. After involvement in the program
with some activities and videos, they realized that even relationships with best
friends may change and become even worse if the problem is transferred to their
digital lives. Students in the MiNDLifeResP watched other young adolescents’ real
life incidents on the videos. Case studies were prepared for students to try to find
solutions to problematic Internet use issues raised during the program
implementation. This seems to have led to increased awareness on the part of the

students.

Secondly, student reports showed they increased their awareness of the permanence
of information on the Internet and the rapid spread of what is shared on the Internet.
One student reported how the speed with which shared information reaches hundreds
of people within a few seconds really affected him. Students in general were affected
by the fact that every action in the virtual environment, even if it was deleted, there

was a possibility of it getting out. This potential risk may be one of the contributory
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factors to increasing students’ sense of responsibility for their digital actions ‘I
learned better that anything we put on the Internet can be reached by other people.

Thus, | learned that things we put on the Internet can find us again in the future’.

Thirdly, it was found that cyber-bullying-related activities were a beneficial
reminder, and based on students’ statements, further increased awareness in this area.
Before joining the implemented program some of the students had made fun of
friends’ posted photos, which were shared without their permission: ‘Before we used
to think it was just a joke to bully someone on the Internet by using a nickname”’.
After the students participated in the program, it was stated that they developed an
empathy with those people: ‘I used to laugh before, but now when | watched the
videos in the class | understood how vile it is. | empathized a little, I put myself in
their shoes’. It seems clear the students improved their awareness regarding cyber-
bullying, how it made people suffer, by imagining the consequences of it. It was
particularly important that adolescents developed an awareness of how what started
as a joke with their friends easily turned into cyber-bullying by exceeding the
purpose of the joke. Furthermore, that cyber-bully could be an IT crime was another
important point for students’ awareness. So, the students developed their in-depth
perception of cyber-bullying in their use of expressions of awareness such as: ‘We
have to act online as we do in real life. Nicknames do not save us from anything’.
These students’ statements show that they understood that a person’s thoughts,
emotions and behaviours in daily life continue in parallel in digital life and that they

should be mindful of both and take responsibility in both spheres.

Lastly, students shared their preventive measures for safe Internet use after the
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program. Students who use social media reported on updating their profile settings so
that only their friends could reach them, and they made their security passwords
more complex: ‘I set my security passwords. In case someone breaks the code, I put
a second security question in place’. Students seemed more vigilant connected in
refusing follower requests from strangers, or not talking with strangers in online
conversations: ‘I'm talking to my friends not to other people in a face-to-face online
chat’. Furthermore, students reported that they paid more attention to deleting
WhatsApp messages such as: ‘These things will happen to you if you do not send
this wish to ten people you know’, and this students ‘blocked people’ if they
continued to send these messages despite her warnings. One student reported that if
they felt disturbed by someone on social media, like on Poke, one of the applications
in Facebook, rather than paying attention to him/her, they blocked them as a coping

skill.

Another important component of safe Internet use is online games, one of the most
attractive areas for early adolescents. Based on the student interviews, their
awareness of precautions for safe Internet use increased after attending the program.
When the students met someone with a nickname who used strong language during a
game, they started to take measures like discontinuing the game. If there was any
rude language use or swearing, they reported these people or closed the chat: ‘“When
playing a game, for example, if someone is rude, 1 do not talk to him anymore, and
turn off chat’. Additionally, this student said ‘more secure websites were chosen for
doing research’ instead of using web pages he did not know very well. Finally,
another student reported that safe ‘use of an Internet connected computer for security

reasons required that the web camera remain closed when it was not in use’. This
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adjustment on the computer was made after the issue was introduced in the program.
Therefore students seemed to be convinced by the preventive measures needed to

deal with potential risks in digital life.

iv) Feelings and stress on the Internet: Coping and mindfulness
Analyzing the interviews showed that students might experience various feelings like
those in daily life while interacting on the digital life. Students thought ‘sharing
happy moments or comments could make other people happy, and posting angry
comments could increase anger reactions more’. Students’ statements shared during
the program indicated that anger was the fastest spreading feeling on the net.
Students’ opinions showed an awareness of the importance in digital life of paying
attention to actions or discourse that would embarrass or upset someone else. This
was an important step in understanding the feelings during being online and the
reaction of the people to stress. In the program students discussed with their peers
how they could cope with stressful situations such as homework, or school life in
their daily life. They found the opportunity to evaluate their own stress reactions and
coping strategies through those interactions; ‘we discussed problem solving steps and
how to beat stress... we implemented stop, think and act steps. It might be more

useful to take action, instead of crying like I do’.

V) Generated knowledge
The students also found it meaningful that new learned knowledge contributed to the
program. They were able to understand: ‘what a digital footprint and digital native
means’; that ‘cyber-bullying could be a crime, such as swearing at someone or using

bad words to people on the Internet’; ‘which components should be considered when
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establishing a balanced life’; ‘the speed of the spreading of information’; and ‘how
emotions are contagious on the net’. One of the students who ‘taught new concepts,
such as digital footprint, to her younger brother’ is an example of the transfer of
learned knowledge from the program into daily life. In order to explore the meaning
of the new learned knowledge in early adolescent life ‘I did some research on digital
footprints. | developed other opinions based upon others’ footprints’. This may be

read as an example of the benefit of the MiNDLifeResP.

Satisfaction of psychological needs during the implemented program. Three
questions were asked during the interview to capture the students’ satisfaction of
their psychological needs during the activities of the program. Each question
corresponded to three psychological needs, as follows: “Did you feel free to express
your opinion or to make choices during the program’s activities?” (need for
autonomy); “Did you find the activities appropriate for your skills and interest?”
(need for competence); and “Did you feel a group member (i.e., well connected with
others) in this class?” (need for relatedness). Responses to those questions or related
statements coming from other questions were classified under the three

corresponding themes below.

i) Need for autonomy
When students’ responses were analyzed, the fulfilment of the need for autonomy in
the classroom was evaluated as being able to express one’s feelings and thoughts,
having a sense of making choices and making decisions. It is worthy of note that
students’ statements emphasized ‘fair distribution of tasks, planning activities at

equal difficulty levels’, and ‘having the freedom to choose the activity’. Groups were
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‘able to choose the activities without any imposition’ and the groups were chosen by
the students themselves. On a few occasions the researcher formed groups through
means such as asking students to pick a color. It was seen that when distributing
tasks, students ‘were able to decide on the tasks based on their interests’. These tasks

included drawing, painting, or writing, amongst others.

A further example of choosing activities was in the special tasks prepared by the
researcher and posted on Moodle as assignments. Students were offered options on
Moodle assignments, including useful information about the topic of the week. It was
reported that ‘assignments with two or more alternatives were more appealing,
fostered creativity’, and thus, enabled students to choose the most appropriate one for
themselves. This is supported by the following student statement: ‘Our teacher
shared much information on Moodle that we could use. At the same time, she gave
us five or six options to choose from. One of these should be suitable for anyone. |
was able to do very creative things; for example, I made a film frame’. When
discussing case studies provided by the researcher on the subject of the lesson and
presenting them to the class using a method decided on by the group, students
reported that they ‘had the chance to choose the case which they wanted to deal

with’.

i) Need for relatedness
An analysis of the students’ comments showed that the need for relatedness in the
classroom was defined as feeling as part of a group, and not having a sense of
exclusion, but one of inclusion. The students’ statements indicated that the researcher

treated each student as an ‘individual and kept an equal distance from all students’.
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The students noted that ‘sitting in the teachers’ meeting room around a round table so
that they could all see each other and being allowed to share their ideas about the
topic individually like an adult enabled them to have the experience of being treated

as an individual’.

It was clear that when choosing activity groups, students preferred to form groups
with their best friends, those students who were not happy with their groups could
change, and this made students feel more comfortable in such activities. Students’
statements indicated that they ‘were caring towards their friends who were not
included in any of the groups and tried to involve each student during grouping’.
Members of the groups that ‘completed their tasks exchanged ideas about how to
present the task, and thus it was observed that all members were treated fairly’.
Consequently, while making preferences about which tasks to complete in group
activities, students experienced ‘a sense of belonging to a group and contributed to
the task individually’. The following student statement presents a clear evidence of
this: ‘Sometimes our teacher gave some assignments to everyone when we were
doing group work. I think she wanted us to feel as a member, an individual of the
group. And even if the teacher did not give us assignments, we took care of it within
the group. We shared the assignments between us. That made me gain a place in the
group’. Students’ comments also revealed that when ‘there were differences of
opinion during activities (we) had the opportunity to solve our problems in the

group’.

Lastly, as another example for the fulfilment of the need to express one’s thoughts

and feelings to meet the need for relatedness, as well as the need for autonomy,
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students were ‘asked to complete a survey at the end of each lesson to explain how

we felt about the tasks performed’ and the researcher’s attitude towards them.

i) Need for competence
When students’ comments were analyzed, it was seen that the need for competence
was described as the appropriateness of the tasks for the knowledge and skills of a
particular age group and being able to express one’s competence. Of the eighteen
students, sixteen stated that the activities were appropriate to their grade level. Given
the comments of the Grade 6 students, the level-appropriateness of the activities, in
other words, their gradual nature made comprehension easier. Additionally, although
some activities were found relatively easier and others relatively more difficult,
students’ feelings of competence figured in their statements, ‘they were not very
hard, nor very easy. | mean, on the one hand the reason they are hard because they
are very complex activities. For instance, the teacher gave us a problem to solve.
Besides, the reason it wasn’t very easy because teacher did not explain everything.
We had to think’. Care was taken to make sure that the activities were not
complicated; in other words, after the students were given a problem, enabling
students to discuss the problem and suggest solutions together was found important.
Thus, by avoiding full explanations, the researcher encouraged students to think and
created an expectation based on trust in students’ abilities. It can be inferred from
students’ statements that the enjoyable and interesting nature of the process
encouraged more participation and gave the students a chance to display their
competencies, as well as skills. Some students pointed to the age-appropriateness of
the program by noting that ‘Grade 4 or 5 students would not understand the tasks in

the program’, whilst others commented that ‘the emotions on the Internet task, for
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instance, would be more appropriate to Grade 7 students’.

Positive aspects of the program. While the students found ‘the program fun in
general’, an analysis of the most favoured aspects of the program revealed that
activities (the balanced life task, treasure hunt activity, problems arising from sharing
passwords, cyber-bullying, use of social media, stress), effective visual aids (Moodle
page, presentations, slide shows), and the contribution of the dramatization method
for empathy were considered among the positive aspects of the program, being both

fun and instructive.

The favourite activity of the students was the ‘treasure hunt’, where groups of
students were given puzzles to solve by following clues placed in different locations
around the school. The second most impressive activity was ‘balanced life’. Asked to
prepare a graph of the time spent on different activities on the computer, all students

were given a reflection opportunity.

Students were positively affected by the activities showing that the code of behaviour
on the Internet should not be different from that in daily life. Additionally, these
activities were observed to raise students’ awareness of topics such as the dangers of
sharing passwords, the definition of cyber-bullying, ‘I think the most positive thing is
that it reminds and emphasizes that cyber bullying is bad. For instance, cyber-
bullying such as giving a bad name or sharing a photo of someone who doesn’t like
it’, taking more measures for safe Internet use, ‘I do not communicate with strangers
in some online games anymore. That was a very positive progress for me’, the speed
with which information spreads on the Internet, ‘the fact that not all the information

found on the Internet is correct’, possible consequences of letting an unfamiliar
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person follow oneself on social media, etc. Students also found the activity

concerning how Internet use causes stress and how to cope with it useful.

It can be concluded that visual aids used throughout the program helped students get
a better understanding of the aim of the program. The best-liked visual aspects of the
program included ‘colour fonts on Moodle, pictures, various informative PowerPoint

presentations, as well as daily life videos’.

‘Dramatization of case studies’ was found useful, particularly in terms of developing
empathy, as it helped students better understand another person’s feelings by putting

themselves in their shoes and re-defining situations.

Suggestions to improve the program. An evaluation of the students’
suggestions concerned the location of the program ‘more common use of the
computer lab’; duration of the program; more frequent use of the treasure hunt
activity; two activities at the end that were not understood well; and the use of the

program in other Grade 6 classes.

It was suggested that the program be applied in all Grade 6 classes to ensure equality
and raise awareness, and that by including it into the curriculum, all students who
pass to Grade 6 could make use of the program ‘I think this course should be given to
each class equally. We received this course only. Other students have not developed
an awareness’. Three students suggested that the computer lab should be used more

frequently and there should be more activities.

Two main suggestions regarding the duration of the program were given. One

student suggested that ‘the program should last shorter than 10 weeks’, while another
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student said ‘the program should be extended and continued in Grade 7°.

Two students commented that ‘the Pandora’s Box activity about the emotions on the
Internet and the related video was not fully understood’. It was suggested ‘that the
Treasure Hunt activity used in the last session, which was received very favorably,

be used at other stages as well’.

Consequently, students’ statements to questions regarding their experience of the
MiNDLifeResP were analyzed and grouped into five basic categories:
meaningfulness of the program and awareness of a balanced life; purpose and
duration of Internet use; awareness of safe Internet use; awareness of emotions and

coping with stress on the Internet; and generated knowledge (see Figure 7).

As a result of the implementation of the MiNDLifeResP it can be concluded that
students: increased their awareness of the need for better time planning, including
Internet use, in order to have a more healthy lifestyle; caused some changes to
Internet use behaviours such as sleep patterns or taking measures to ensure safe
Internet use; developed their understanding regarding digital life, including online
identity and behaviour towards others in cyber-bullying; facilitated meeting students’
need for autonomy, need for relatedness and need for competence through a need
supportive classroom environment; gave them more experience on how to handle
stress in online life problems; caused them to reflect on their role both in their real

and their Internet lives.
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CHAPTER 5: DISCUSSION

Introduction

In the framework of this doctoral dissertation two studies were carried out to
investigate: (i) the relationships of Turkish early adolescents’ need satisfaction,
coping, online mindfulness and awareness of responsible Internet use to P1U; (ii) the
effectiveness of a small scale preventive program of PIU on Turkish adolescents’
Internet use. In this chapter, an overview of each study is presented and the major
findings are summarized and discussed. Implications for practice and further

research, as well as limitations, are also presented at the end of the chapter.

Overview of the studies
Study 1
The goal of the Study 1 was to examine the extent to which early adolescents’ coping
strategies in stressful situations and their mindfulness during online engagement
mediates the relationship between need satisfaction in real life and PIU. In
conjunction with this goal, the Study 1 aimed to test the reliability of the measures
for the assessment of coping, mindfulness, online persona, PIU and need satisfaction
with Turkish urban middle school students, as these measures were going to be used
in Study 2. For the purposes of Study 1, a cross-sectional design was selected to test
the following hypotheses:
1. Adolescent’s need satisfaction in real life would be positively correlated with
active coping and negatively correlated with avoidant coping;

2. Active coping would be positively and avoidant coping negatively related to
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mindfulness during engagement in Internet activities;

3. Active coping would be positively and avoidant coping negatively related to
mindfulness during engagement in Internet activities through it to PIU;

4. Need satisfaction in real life would be negatively related to PIU via avoidant

coping and low mindfulness in online activities.

A total of 165 students (Mage = 12.88, SD = .83; 49.1% females) from sixth to eighth
grades from a Turkish urban middle school participated in the study. The quantitative
data in Study 1 were analysed in a preliminary stage using descriptive statistics, and
bivariate correlations of the measured variables, including problematic Internet use,
responsible Internet use, need satisfaction, and coping strategies. MANOVA was
also used to test for gender differences. In the main stage, a Path analysis was
performed to investigate the mediation of coping and mindfulness in the relation of

need satisfaction to PIU.

Study 2

The purpose of Study 2 was twofold. The first aim was to design a small-scale
prevention program based on mindfulness in online engagement, awareness of
probable outcomes in online behaviours, satisfaction of psychological needs, and
comprehensive understanding of active coping strategies. The second aim was to
implement the designed Mindful and Need-supportive Digital Life Responsibility
Program (MiNDLifeResP) with non-risk Turkish students in a Turkish urban middle

school to test its effectiveness in preventing PIU.

Based on these purposes, a quasi-experimental design was adopted in Study 2, where

both quantitative and qualitative data collection techniques were used. The quasi-

148



experimental design included a pre-test assessment for experimental and control
groups, program implementation for the experimental group, post-test assessment for
experimental and control groups, and follow-up assessment for both groups within
one month of the post-test. The research encompassed 40 6™ grade students of whom
11 males and 9 females belonged to the experimental group, and 12 males and 8

females belonged to the control group.

In the pre-test, post-test and follow up assessments, PIU, responsible Internet use
(RIU: online mindfulness and online persona), coping strategies, and psychological
needs, as well as frequencies of daily Internet use and limitations in Internet use,
were assessed in the experimental and the control group. The intervention,
MiNDLifeResP, was implemented over 10 weeks in the experimental group. As part
of the post-test, interviews were performed with the experimental group regarding
students’ experience and perceptions of the benefits of the implemented program.
The students in the experimental group and the researcher kept diaries during the
intervention. In addition, parents of the experimental group reported their perceptions
of their children’s Internet use behaviour in pre- and post-tests. The hypotheses of
Study 2 were the following:

1. In the pre-test, experimental and control groups will not differ regarding
students need satisfaction in real life, coping, RIU and PIU.

2. In the post-test, the experimental group will have higher need satisfaction in
real life, active coping and RIU as well as lower avoidant coping and PIU
compared to the control group.

3. Inthe pre-test, experimental and control groups will not differ in time spent

on the Internet.
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4. In the post-test, the experimental group will spend less time on Internet
compared to the control group.

5. During the implementation of the MiNDLifeResP, the experimental group
will be improving from session to session regarding their perceived need
support and need satisfaction.

6. In the post-test, students in the experimental group will be able to identify:

a. Aspects of the MiNDLifeResP that were meaningful for their daily
life,

b. Need-supportive experiences during the Program,

c. Positive or negative aspects of the Program, and,

d. Aspects that can be further improved in the future.

The quantitative data in Study 2 were analysed in a preliminary stage using
descriptive statistics, and bi-variate correlations for the pre-test, post-test and follow-
up assessed variables. MANOVA was also used to test for gender differences. In the
main analyses, a two-way repeated measures ANOVA and a cross tabulation analysis
was used. Additionally, a one-way repeated measure ANOV A was used for students’
diaries, and a paired-sample t-test was used to compare parents’ reports about their
children’s time spent on Internet in the pre-test and post-test. Also, an independent
sample t-test was used to compare the students’ perception of need satisfaction in
their quantitative diaries and the researcher’s perception of her need supportive style
in her quantitative diary. Content analysis was performed on the qualitative data
obtained through individual interviews with experimental group students. Content
analysis was also performed on the qualitative data obtained from the researcher’s

reflection diary.
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Major findings and conclusions
Study 1
The purpose of Study 1 was to investigate whether early adolescents’ coping
strategies and online mindfulness can serve as an explanatory mediating mechanism

that links non-risk early adolescents’ need satisfaction with PIU.

The findings showed that need satisfaction in real life was positively and negatively
related to active and avoidant coping, respectively, supporting Hypothesis 1 as well
as theoretical models suggested by Weinstein et al. (2011) and Ntoumanis et al.
(2009). It seems that when adolescents have a sense of being effective, are able to
choose freely and are connected to others in their real life, they use active coping
strategies such as problem solving, or seeking social support. In contrast, when they
experience less need satisfaction in real life, they use, to a higher extent, avoidant

coping strategies such as self-blaming, wishful thinking, or ignoring problems.

Moreover, avoidant coping was negatively related to online mindfulness, indicating
that, when adolescents use more avoidant coping strategies, they are not fully aware
of their present environment or themselves, and do things in an automatic mode. This
finding partially supports Hypothesis 2 as active coping was not related to
mindfulness. It is true that in Weinstein et al.’s (2009) approach coping was found to
be positively related to university students’ mindfulness and was considered as an
optimal coping consisting of active coping, acceptance, positive re-interpretation and
growth. However, it can be said that, with the exception of active coping, all the
other aspects of approach coping in the Weinstein et al. (2009) study were
conceptually related to awareness of the present situation and therefore related to

mindfulness. Optimal coping as the two aspects of active coping, namely problem-
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solving and social support in stressful situations are taken into consideration in Study
1. As these two aspects are coping strategies focusing on altering the stressful
situation, they appear to be more outcome- and future-oriented strategies that do not
necessarily require a mindful touch with the present moment. This could explain why

active coping was not related to mindfulness in this study.

The findings of the Study 1, concordant with Hypothesis 3, showed that lower levels
of mindfulness during Internet use partially mediated the relationship between
increased avoidant coping and P1U, while avoidant coping was also directly and
positively related to PIU. When mindfulness during Internet engagement was low,
more avoidant coping was linked to more PIU. More interestingly, this study showed
that low need satisfaction in early adolescents’ real life was positively related to PIU
through high avoidant coping and low online mindfulness. This finding supports
Hypothesis 4 and has considerable implications for designing interventions for

prevention of PIU.

The findings of Study 1 suggest that adolescents’ need satisfaction can also be the
major objective for preventive programs at school that deal with PIU. For
adolescents high in avoidant coping strategies, Internet applications could seem a
means to handle stress. Therefore, increasing pupils’ awareness of how avoidant
strategies affect an individual’s well-being could be the aim for a socio-emotional

development curriculum at school.

Study 2
The main objectives of Study 2 was (i) to design a small-scale prevention program
based on the satisfaction of students’ psychological needs, exploration of active

coping strategies, mindfulness in online engagement, and awareness of consequences
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in online behaviours, and (ii) to investigate the effectiveness of the MiNDL.ifeResP
on non-risk early adolescents’ needs satisfaction, coping strategies, responsible

Internet use (RIU: online mindfulness and online persona), and PIU.

The MiINDLifeResP had four components which corresponded to sets of strategies to
satisfy students’ need for autonomy, competence and relatedness as well as to

develop students’ adaptive coping, online mindfulness, and responsible Internet use.

The findings show that experimental and control groups did not differ regarding
students need satisfaction in real life, coping, RIU, PIU and time spent on Internet in
the pre-test, supporting Hypothesis 1 and 3. At the beginning of the program, both
groups had the same level of need satisfaction, coping, RIU and PIU with no
statistically significant differences. It is important to highlight that the mean score of
PIU for both groups was much lower compared to the mean score of PIU assessed
with the same instrument, when compared to university students in Turkey" (Ceyhan
& Ceyhan, 2007; Ceyhan, Ceyhan, & Kurtyillmaz, 2012; Odac1 & Celik-Berber,
2013). This result indicates that students in both experimental and control groups
were already low in PIU before the implementation of the program. On the other
hand, the findings of Study 2 showed that the experimental group did not have either
statistically significant higher need satisfaction in real life, active coping and RIU, or
statistically significant lower avoidant coping, PIU and time spent on Internet
compared to the control group in the post-test, contravening Hypothesis 2 and 4.
Experimental group parents supported this finding as their report about their child’s

PIU, RIU and time spent on Internet in the pre-test and post-test did not statistically

! For the experimental group Mpyy = 47.90, SD = 18.94 while for the control group Mpyy = 47.37, SD =
15.82. In Ceyhan & Ceyhan (2007) Mp,, = 64.12, SD=20.38 for males, Mp,y = 57.20, SD=17.54 for
females; and in Ceyhan, Ceyhan & Kurtyilmaz (2012) Mp,, =57.53, SD = 17.57, while in Odact and
Celik-Berber (2013) Mpy = 88.24, SD = 47.89.
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differ. It seems that the intervention program did not have the expected impact on

need satisfaction, coping, RIU and PIU of the experimental group.

This finding is partially consistent with Chibnall et al.’s (2006) experimental study
which found that the i-SAFE curriculum did not provoke changes to participating
students regarding responsible Internet use. In contrast, Peker (2013) found that the
implementation of a human values-oriented psycho-training programme did decrease

problematic Internet use and cyber-bullying to students at-risk.

Regarding changes in coping strategies as a result of an intervention program,
Frydenberg et al. (2004) found that the Best of Coping Program (BOC; Frydenberg
& Brandon, 2002) was more effective in terms of provoking adaptive changes in
coping strategies to students at risk than to resilient students in their studies. On the
other hand, the Coping Power Program (Lochman et al., 2002), which was
implemented with at risk students in 34 sessions over a long period of 15 months, did

positively affect students’ optimal functioning.

Regarding the programs designed to improve mindfulness, the Learning to
BREATHE (Broderick & Metz, 2009) did increase students’ mindfulness in a short
period of six weeks and the same was true for other mindfulness-based cognitive

therapy programs (see Semple et al., 2010).

The findings of the present study and the literature review show that programs
aiming to contribute to responsible Internet use and adaptive coping, or to less PIU,
do not affect adolescents that are not at risk. In the present study, the participants in
both the experimental group and the control group came from the general population

of Turkish early adolescents and not from a clinical one. Moreover, participants’
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parents had high socio-economic status, the majority of them having a university
degree, probably providing their children with a stimulating family environment.
Therefore, the effects of the MiNDLifeResP may not have translated into lower
means on PIU, time spent on Internet, RIU or avoidant coping [which were low in
any case from the beginning of the program compared to other Turkish samples (see
for example Ceyhan & Ceyhan, 2007; Ceyhan, Ceyhan, & Kurtyilmaz, 2012; Odac1
& Celik-Berber, 2013)]; however, Program effects may have translated into changes
in their perceptions about the necessity of a balance between online and offline life
or changes regarding the purpose of using the Internet instead of decreasing the spent
time. High online engagement is not always problematic (Tzavela et al., 2015). Many
learning platforms have been based on ICT and students use them extensively. The
purpose, therefore, of Internet use should be taken into consideration when the time

aiming to decrease time spent on Internet use.

Regarding mindfulness, programs that practice only self-awareness seem to be
effective in developing mindfulness. However, in the MiNDLifeResP implemented
in the present study, self-awareness was practiced in parallel with other qualities,
such as need support, adaptive coping and responsible Internet use, for a short period
of time (10 sessions in 10 weeks) and probably this fact prevented intensive work on
all the targeted qualities. Especially regarding the satisfaction of participants
psychological needs in real life, an exposure to 10 need supportive sessions in the
MiNDLifeResP was not sufficient to satisfy adolescents’ psychological needs in
other domains (e.g. family and school) and, therefore, to provoke changes in their
general need satisfaction. It seems that an increase in adolescents’ general need

satisfaction demands a holistic intervention that would also educate parents and
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teachers in a need-supportive approach. A whole-school approach was implemented
successfully by Ayas (2008) to prevent bullying amongst primary and middle school

students, showing promising results for such holistic interventions.

Findings related to Hypothesis 5 show that students’ perception about the
researcher’s need support statistically increased in the last three sessions of the
intervention when compared to the first three sessions. They also show that students’
need satisfaction was higher in the last three sessions when compared to the first
three ones, supporting Hypothesis 5. The researcher’s quantitative diary also
provided evidence of a high need supportive environment as her perception of her

need supportive style did not statistically differ from the students’ assessment.

As students’ need satisfaction increased at the end of the program, which was
mirrored by students’ perception of the researcher’s need supportive style, it seems
that the need supportive component of the program was successful. The empathetic
attitude adopted by the researcher, the acceptance of students’ opinions, and the
avoidance of criticism, as well as offering choices to students regarding their
assignments or group mates, providing rationales and integrating fun elements in the
activities, were successful strategies to fulfil students’ need for autonomy. The
structure can similarly be considered effective that the researcher created in her
intervention to support students’ need for competence by overviewing the purpose of
each session and the upcoming activities, providing informational feedback and
encouraging effort and persistence. Moreover, the consideration of students’ need for
relatedness that, up to now, had not been considered by any other intervention aiming
to create a need supportive environment, likewise proved to be effective. By

supporting cooperation and group work and providing individualized support to
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students in need, as well as listening carefully to them and being responsive, the

researcher supported students’ need for relatedness.

In the researcher’s reflective diary, facilitative and challenging aspects in terms of
students’ participation in the programs activities were reported. Factors which
facilitated the researcher’s intervention included the use of audio-visual aids (viz.
thought-provoking videos, attractive photos, audio narration, interactive Moodle
page, and interesting presentations), assigning a volunteer teaching assistant role,
permitting students to freely choose their group members in group work, the use of
drama, and the use of places other than their classroom to carry out activities. As for
the difficulties in implementation reported by the researcher, time management and
classroom management (student behaviours that required special attention) were
indicated, as well as assigning group members for a group work, the implementation
of the intervention during computer course hours, and some divergent gender

attitudes.

The findings of Study 2 also showed that the students in the experimental group were
able to identify in the post-test aspects of the MiNDLifeResP that were meaningful
for their daily life, need-supportive experiences during the Program, positive or
negative aspects of the program, and aspects that can be further improved in the
future, supporting Hypothesis 6. Regarding the meaningful aspects of the program,
the following themes were identified in students’ statements: increased awareness of
the importance of a balanced life in terms of planning the time spent in real and
online activities, as well as awareness of the consequences of time spent on the
Internet in accordance with the purpose of Internet use; awareness of safe Internet

usage; self-awareness and active coping on the Internet; and generated knowledge
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regarding students’ digital footprint, how emotions are spread on the net, the scope of
crime in cyber-bullying, and the meaning of a balanced life. The students also stated
that their psychological needs were satisfied during the implementation by the
researcher’s need supportive style. Additionally, positive aspects of the program
were reported such as the content of some activities (the balanced life task, treasure
hunt activity, problems arising from sharing passwords, cyber-bullying, use of social
media, stress), the effective visual aids (Moodle page, presentations, slide shows),
and the use of drama in some sessions. It is noteworthy that the positive aspects
identified by the students were identical to three of the facilitating factors in the
program reported by the researcher in her reflective diary, showing the students’
experience during implementation reflected well the researcher’s experience.

Finally, the students made suggestions about the future implementation of the
program, viz. the computer lab should be the location of the program and the
duration of the program should be longer. They also suggested the use of active tasks
such as the treasure hunt activity, and applying the program across all Grade 6

classes.

The content analysis of the student interviews showed that, while the experimental
group students did not reduce their PIU or time spent on the Internet (as they were
already low when the program started) and did not report higher active coping,
higher mindfulness or lower avoidant coping in the post-test when compared to the
control group, they did report that the program encouraged them to think about the
value of a balanced life and a responsible and purposeful Internet use. They also
reported that the program provided them with experience in perceiving their feelings

and how to handle stress in online life problems. According to social cognitive
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approaches to the prevention of negative patterns of behavior (such as PIU), social
cognition (perceptions, intentions, goals and self-efficacy) is the major targeted
variable to change (Bandura, 2004). In this framework, according to the results of the
content analysis, the MiNDLifeResP contributed to the development of cognitions

that could protect Turkish early adolescents from engagement in PIU.

Implications for practice
The findings of the present studies might have significant implications for
educational practice. As Study 1 suggested, high adolescents’ need satisfaction, low
avoidant coping strategies and high online mindfulness can be protective factors for
adolescents so as not to develop PIU. But, who is responsible for cultivating these
protective factors? The family and school could collaborate effectively to create a
need supportive environment for adolescents to develop in. Furthermore, purposeful
interventions could be organized by the school to raise awareness about the negative
consequences of avoidant coping and to cultivate a mindful touch with the present
moment. The literature reveals that the implementation in school settings of
mindfulness-based practices is associated with increased resilience and mitigated risk
factors (Gueldner & Feuerborn, 2016); and, enhanced attentional and emotional self-
regulation and coping capacity (Meiklejohn et al., 2012). Therefore, through
conducting interventions in schools aimed at increasing mindfulness in general and
online mindfulness specifically, PIU (and probably other addictive uses related to

lack of executive control and impulsivity) in adolescents can be prevented.

As regards the findings of Study 2, the implemented form of the MiNDLifeResP did
not prove very successful in increasing RIU and decreasing avoidant coping for not-

at-risk adolescents. However, it proved successful in forming positive cognitions for
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students regarding harmonious Internet use, active coping, and awareness of the
present moment. Moreover, the need supportive component of the MiNDL ifeResP
proved successful in terms of students’ need satisfaction during the intervention
sessions. Taking these findings together, the MiNDLifeResP can be a guide for
Turkish school communities regarding interventions which they can design to
develop positive cognitions for harmonious Internet use and need supportive
environments. The activities of the program can be adapted to the specific needs of
each particular Turkish school and implemented by counsellors and teachers.
Furthermore, new similar activities can be created in an attempt to develop an
outreach educational material for Turkish middle and high schools that can be

integrated into any subject matter, creating a culture of harmonious Internet use.

The development of positive attitudes toward the protection of the environment or
healthy eating attitudes are well recognized necessities in the Turkish educational
system, as is clear from Akman et.al. (2010), and Toruner, Ayaz, Altay, Citak and
Sahin (2015). However, there is no reference in the Turkish curriculum to
interventions for harmonious Internet use, probably because no research has tested
such interventions. The MiNDLifeResP constitutes a proposal for the Turkish
education policy makers, indicating that preventive interventions that combine a need
supportive environment with the development of active coping strategies, responsible
Internet use and online mindfulness, can contribute to early adolescents’ positive

cognition for Internet use and their need satisfaction.

As far as the successful need supportive component of the MiNDLifeResP is
concerned, implications can be integrated into any teacher’s or counsellor’s

instructional behaviour. The MiNDLifeResP shows them that they can support
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adolescents need for autonomy by permitting students to express their opinion
through cooperative activities, by accepting students’ view and developing empathy
towards them, by providing choices to them and a rationale for the classroom
activities, as well as including fun elements in tasks. In addition, the teachers and
counsellors can reflect on strategies to create a structured learning environment
through providing information about the purposes and content of the class activities,
as well as criteria for students’ effective participation. The researcher in the present
study supported her students’ need for competence through such approaches. Finally,
and more importantly, students’ need for relatedness cannot be ignored. Group work,
on the one hand, and individualized support related to tasks, on the other, are both
important for adolescents’ sense of belongingness. Moreover, being caring with the
students, listening carefully to them, responding to their questions, and
acknowledging their perspectives are supportive approaches for students’ need for

relatedness.

In conclusion, the present study and the MiNDLifeResP provide important guidelines
to policy makers, school counsellors, educators and the school community in general
regarding appropriate instructional strategies and activities to enhance adolescents’
optimal functioning, well-being and harmonious Internet use. It is also suggested that
in intervention programs to prevent PIU in not-at-risk adolescents, the objectives
should be focused on changes in cognition rather than on quantitative indicators of

PIU.

Implications for further research
The two studies reported in this thesis have implications for further research.

Regarding the findings of Study 1, further diary studies could be designed to
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investigate the day-to-day relation of adolescents’ need satisfaction to PIU through
coping strategies and mindfulness, so as to capture any possible variations in the
relationships found in Study 1. Quantitative data from such diary studies can be
combined with qualitative data regarding adolescents’ experiences that could cause
variations in the observed relationships. Further research is also needed regarding the
relation of active coping to mindfulness. The relation of different types of adaptive
coping to mindfulness could be investigated to clarify whether some types are more

facilitative for concentration on the present moment and executive control.

Regarding the findings of Study 2, future research could implement a revised and
more extensive version of the MiNDLifeResP. Students’ suggestions and the
researcher’s feedback in her reflective diary could be taken into consideration in any
revision. Moreover, the revised version of the MiNDLifeResP could be implemented
with a larger sample and a sufficient number of classes to permit investigation of
changes at the student, the classroom, or the school level. Related to expected
changes during a larger implementation, student’s cognition could be emphasized,
especially when behaviour is not maladaptive. The duration of the MiNDLifeResP
could be extended to cover the whole academic year so that all components of the
program (i.e. need satisfaction, adaptive coping, mindfulness, and responsible
Internet use) could be developed in further depth, along with consideration of the

inclusion of psycho-educational approaches for parents and all teachers.

The present research presented findings on the relationship of Turkish early
adolescents’ need satisfaction, coping, mindfulness and awareness of consequences
of online behaviours to PI1U, and the effectiveness of a small scale preventive

program with not-at-risk of Turkish adolescents to decrease PIU. It is recommended
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that this study be replicated in other middle schools to further explore the well-

foundedness of the findings.

Limitations
Study 1, a correlational study with a cross-sectional research design, did not
investigate any causal relationship between the variables, viz. needs satisfaction,
coping strategies, online mindfulness and PIU. Moreover, the sample was relatively
small and the participants were recruited from only one middle school in an urban
area of Turkey; further research is needed with a bigger sample coming from
different areas of Turkey, as well as from other countries so as to see the extent to

which the results can be generalized.

Study 2 is even more limited regarding the sample size as only one class, the
experimental one, participated in the implementation of the MiNDLifeResP. In
addition, the program was implemented in a private school in an urban area with high
socioeconomic status parents and adolescents with low P1U; further research is
needed with a more representative sample from different areas of Turkey, and other

cultures.

A further potential limitation lies in the fact that situational need satisfaction specific
to the educational environment was not assessed in the pre-, post- and follow-up
tests. Furthermore, the data, collected using self-reports and the responses from early
adolescents, even though anonymous, could possibly have been affected by social

desirability.
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Conclusion

The primary purpose of the present study is to investigate the relationship of Turkish
early adolescents’ need satisfaction, coping, mindfulness and awareness of
consequences of online behaviours to problematic Internet use (PIU), and to test the
effectiveness of a small scale preventive program on Turkish adolescents’ PIU. For

this purpose, two studies were carried out.

The goal of the Study-1 was to examine the extent to which early adolescents’
coping strategies in stressful situations and their mindfulness during online
engagement mediates the relationship between need satisfaction in real life and PIU.
In conjunction with this goal, the Study-1 aimed to test the reliability of the measures
for the assessment of coping, mindfulness, online persona, PIU and need satisfaction
with non-risk Turkish urban middle school students, as these measures were going to
be used in Study-2. It was found that need satisfaction was negatively related to P1U

via low avoidant coping and high mindfulness in Internet engagement.

The purpose of Study-2 was twofold. The first aim was to design a small-scale
prevention program based on mindfulness in online engagement, awareness of
responsible Internet use, satisfaction of psychological needs, and comprehensive
understanding of active coping strategies. The second aim was to implement the
designed Mindful and Need-supportive Digital Life Responsibility Program
(MiNDLifeResP) with non-risk Turkish students in a Turkish urban middle school to

test its effectiveness in preventing PIU.

The results of study-2 suggested that the implemented form of the MiNDLifeResP

did not prove successful in increasing RIU and decreasing PIU and avoidant coping
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for not-at-risk adolescents. However, it proved successful in forming positive
cognitions for students regarding harmonious Internet use, active coping, and
awareness of the present moment. Moreover, the need supportive component of the
MiNDLifeResP proved successful in terms of students’ need satisfaction during the

intervention sessions.

The findings of both studies provide important guidelines to policy makers, school
counsellors, educators and the school community regarding appropriate instructional
strategies and activities to enhance adolescents’ optimal functioning, well-being and
harmonious Internet use. It is also suggested that the objectives of intervention
programs to prevent PIU in not-at risk-adolescents can mostly focus on changes in

cognition than on quantitative indicators of PIU.
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APPENDICES

APPENDIX A: Internet Kullanma Aliskanhklar1 ve Demografik Form

(Bu form, arastirmaci tarafindan gelistirilmistir.)

Cinsiyeti () Kiz ( ) Erkek Yas: ...... Smifi: ... Tarih: ...........
Annenin egitimi: ( ) Doktora mezunu 3.Babamn egitimi: () Doktora mezunu
() Yiiksek lisans mezunu () Yiiksek lisans mezunu
() Universite mezunu () Universite mezunu
() Lise mezunu () Lise mezunu
() Ortaokul mezunu (') Ortaokul mezunu
() Tlkokul mezunu () llkokul mezunu

Asagida listelenen hangi teknolojik araglar sadece senin kullanimina ait?
Liitfen (x) isareti ile goster.

Evet Hayir Internete Internete bagli
bagl degil

Cep telefonum var.

Diz listii veya masa lstii bilgisayarim var.

Tabletim var.

Oyun konsolum var.

Diger (Liitfen agiklaymiz):

Asagidaki Internet uygulamalarindan hangilerini kullanmaktasin? Hangi
uygulamalarda hesabin oldugunu ve en ¢ok kullandigin 5 uygulamayi (x) isareti
ile goster.

Evet hesabim Evet yanitin1 verdigin
var uygulamalardan en ¢ok kullandigin
5 uygulamay isaretle

e-posta adresim var.

Facebook hesabim var.

Twitter hesabim var.

Snapchat hesabim var.

Tumblr hesabim var.

Google plus hesabim var.

Instagram hesabim var.

Vine hesabim var.

Pinterest hesabim var.

WhatsApp hesabim var.

Viber hesabim var.

Tango hesabim var.

Line hesabim var.

Skype tlizerinden video goriismeleri yapmak igin
hesabim var.

Anonim kullanilan “Ask.Fm” gibi uygulamalarda
hesabim var.

Bir “blog”um var.

Bir Internet sitesi kurdum.

Internette “forum” sitesi agtim veya bir forum
sitesine liyeyim. Liitfen ne oldugunu yaziniz

Diger (Liitfen agiklaymiz): ............
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7. Interneti cogunlukla hangi amaclar icin kullaniyorsun? En 6nemli 5 amacimi
liitfen (x) isareti ile goster.

Film-dizi izlemek veya indirmek
Sosyal medyay1 takip etmek (Orn: Facebook, twitter, whatsapp, ...)

Okul isleri, 6devlerini yapmak
Oyun oynamak
Online yazili mesajlasmak (Orn: Whatsapp, facebook, skype mesajlasma,)

Miizik dinlemek veya indirmek

e-posta iletisimi

Online sesli konusmak (Orn: Tango, viber, whatsapp, ....)
Video goriintiilii sohbet etmek (Orn: Skype, facetime, line ...)

Blogta yazmak veya web sitesi hazirlamak

Forum sitelerine ulagmak
Yeni insanlarla tanigmak

flgi duydugum konular1 arastirmak

Video paylagsmak (Orn: Youtube, snapchat, facebook, ....)
Diger (Litfen

ACIKIAYINIZ). ..o

8. Interneti hafta ici ne sikhkla kullamyorsun?

() Interneti her giin kullantyorum. Giinliik .............. saat kullantyorum.
() Interneti her giin kullanmiyorum. Haftada ortalama .......... saat kullantyorum.

9. Interneti hafta sonlar1 veya tatillerde ne siklikla kullaniyorsun?

()30 dk—1 saat () 1-2 saat () 2-3saat () 3-4 saat () 4-5saat
() 5-6 saat () 6-7 saat () 7-8 saat ( ) 8-9 saat () 9-10 saat
() 10-11 saat ()11-12saat () 12-13 saat () Diger (Liitfen yazinz:...)

10. Evdeki Internet kullaniminda ailenin ya da senin belirledigin kullanim
simirlamasi var mi?

() Hayrr, Internet kullanimimda bir sinirlama yok.
() Evet, Internet kullanimimda bir sinirlama var ve uyguluyorum.
() Internet kullanimimda bir sinirlama var ama ben uygulamiyorum.
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APPENDIX B: Problemli internet Kullanim Ol¢egi-Ergen Formu

(Ceyhan & Ceyhan, 2009)

Asagidaki ifadeleri okurken, Internet kullandiginizda genellikle gosterdiginiz davranislar
diistiniiniiz. Her bir ifadenin karsisindaki “Tamamen Uygun”, “Olduk¢a Uygun”, “Biraz
Uygun” “Cok Uygun Degil”, ve “Hic¢ Uygun Degil” seceneklerinden kendi durumunuza
uygun olan bir secenegi belirleyiniz. Bu secenegi belirledikten sonra o secenege ait kutunun
igerisine ¢arp1 (X) isareti koyunuz.

s & 5. &
o — o — N S A c
. > 550 > 550 < S % =} % >
Ifadeler ; k> g 2 = g 3 % s %
ani (@) © =
Internetin olumsuz sonuglari
Internette, kontrol benden ¢ikiyor. 1 3 4
Internet yiiziinden yemek yemeyi unuttugum zamanlar oluyor. 1 2 3 4
Internette daha fazla vakit gegirmek i¢in giinliik islerimi ihmal 1 2 3 4 5
ediyorum
Sosyal aktiviteler i¢in para harcamaktansa Internete erismek 1 2 3 4 5
icin harcamayi tercih ediyorum.
Stirekli ziyaret ettigim Internet sitelerine bir giin dahi 1 2 3 4 5
girememeye tahammiil edemiyorum.
Internet kullandigim siire boyunca herseyi unutuyorum. 1 2 3 4 5

Yapmam gereken isler ¢ogaldikca, Internet kullanma istegim 1
de o olciide artiyor.

Internet, yapmam gerekenleri ertelemek igin vazgecilmez bir 1 2 3 4 5
aragtir.

Internet kullanimim, benim igin o6nemli kisilerle olan 1 2 3 4 5
iligkilerimde problem yasamama neden oluyor.

Internet kullamirken baskalarinin beni mesgul etmesine 1 2 3 4 5
ofkeleniyorum.

Interneti kullanmasam bile siirekli aklimda. 1 2 3 4 5
Internet kullanmay1 birakamadigim igin randevularima veya 1 2 3 4 5
derslerime geg kaliyorum.

Sabahlar1 uyandigimda bir an Once Internete baglanmak 1 2 3 4 5
istiyorum.

Internet beni kendisine esir ediyor. 1 2 8 4 5

Asir1 kullanim

Internet baglantim1 kesmeye her karar verdigimde kendi 1 2 3 4 5
kendime “birka¢ dakika daha” diyorum.

Internette  gegirdigim zaman ¢ogunlukla uyku siiremi 1 2 3 4 5
azaltiyor.

Cok istememe ragmen Interneti uzun siire kullanmaktan bir 1 2 8 4 5
tirlii vazgecemiyorum.

Internete gerekmedikge girmekten kaginiyorum. 1 2 3 4 5
Planladigimin diginda fazladan bir dakika bile Interneti 1 2 3 4 5
kullanmiyorum.

Internet  kullanirken  zamanm  nasil  gectigini  hig 1 2 3 4 5
anlayamryorum.
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Sosyal fayda / Sosyal rahatlik

Internet ortaminda elde ettigim saygiyr giinliik yasamimda
bulamiyorum.

Internette, diger ortamlara gore daha kolay iliski kuruyorum.

Internette ismimi gizlemek beni daha 6zgiir kiliyor.

Yalnizligimi Internetle paylasiyorum.

Birisi Internette ne yaptigimi sordugunda savunmaci ve
gizleyici oluyorum.

Internette baglanti kurdugum insanlara kendimi daha iyi
anlatryorum.

Internet yoluyla iletisim kurmayi, yiizyiize iletisim kurmaya
tercih ediyorum.
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APPENDIX C: Internetin Sorumlu Kullanimi Olcegi

(internet Kullammnda Oz-farkindalik alt olcegi Brown & Ryan (2003) tarafindan
gelistirilmistir. Cevrimici Karakter alt 6l¢egi arastirmaci tarafindan gelistirilmistir.)

Asagidaki ifadeleri okurken, Internet kullandiginizda genellikle gosterdiginiz davranislari disiiniiniiz.
Her bir ifadenin karsisindaki “Tamamen Uygun”, “Olduk¢a Uygun”, “Biraz Uygun” “Cok
Uygun Degil”, ve “Hi¢ Uygun Degil” se¢encklerinden kendi durumunuza uygun olan bir segenegi
belirleyiniz. Bu segenegi belirledikten sonra o se¢enege ait kutunun igerisine ¢arpi (X) isareti
koyunuz.

=] =] < g
Internet Kullaniminda Oz-farkindahk ;"ED ;"ED 8§85 £5 £S5
28 22 @3 2% EZ
i S © e
Internet kullanirken, belli bir siire farkinda olmadan bazi 1 2 3 4 5
duygulan yasayabiliyorum.
Internet kullanirken, o anda olan bitene odaklanmakta 1 2 3 4 5
zorlantyorum.
Internet kullanirken, kendimi, dikkatimi vermeden 1 2 3 4 5
birseyleri yaparken buluyorum.
Internetteki aktiviteleri gercekte ne olduklarma dikkat 1 2 3 4 5
etmeden acele ile yaparim.
Internet kullanirken, yaptigim seyi farketmeden otomatige 1 2 3 4 5
baglanmis gibi yapiyorum.
Internet kullanirken viicudumdaki gerginligi ya da 1 2 3 4 5
rahatsizlik i¢eren duygular, ger¢ekten dikkatimi ¢cekene
kadar fark etmeme egilimim vardir.
Cevrimici karakter
Arkadagimin  habersiz  ¢ektigim fotograflarin1  saka 1 2 3 4 5
yapmak i¢in sosyal medyada paylasmamda bir sakinca
yoktur.

WhatsApp gibi gruplarda Internette birine lakap takarak 1 2 3 4 5
yazigmakta bir sakinca yoktur.

Sifremi arkadagima vermezsem benimle eskisi kadar iyi 1 2 3 4 5
arkadas olmaz.

Youtube veya Snapchat gibi video paylasimi yapan 1 2 3 4 5
uygulamalarda bir arkadasimdan gelen goriintiiyii diger

arkadaslarima gondermemde bir sakinca yoktur.

Internette  arkadaslarrma  hoslanmayacaklar1 ~ isimler 1 2 3 4 5
takmak eglencelidir.

Bir arkadasmmin sifresini kullanarak sosyal medyadaki 1 2 3 4 5
herhangi bir fotografi begenebilirim.
Giinliik yasamda kullanmadigim sozciikleri, 1 2 3 4 5

arkadaslarimla Internetteyken rahatlikla kullanirim.
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APPENDIX D: Temel ihtiyaclar Olcegi
(Deci & Ryan, 2000; Cihangir-Cankaya & Bacanli, 2003)
Asagida, kisilerin ihtiyaclarin1 doyurma bi¢imlerine dair bazi ifadeler verilmistir. Her

bir ifadeyi okuduktan sonra, “1=Hig¢ uygun degil” ile “5=Tamamen uygun” ifadeleri
arasindan size uygun olanini ¢arpi (x) ile isaretleyiniz.

Ifadeler

= < c
Bz «Ss; RS £S5 £5
%‘ oot = D —3 D «© D
-2 OF-@d3 23 ES
o ~

Ozerklik

Hayatimi1 nasil yagayacagima karar verme 1 2 3 4 5

ozglrliigiimiin oldugunu hissediyorum.

Hayatimda kendimi baski altinda 1 2 3 4 5

hissediyorum.

Goriis ve diisiincelerimi ifade etmede 1 2 3 4 5

genellikle kendimi 6zgiir hissederim.

Giinliik yasamimda bana sdylenilenleri siklikla 1 2 3 4 5

yapmak zorunda kalirim.

Giinliik yasamimda etkilesimde bulundugum 1 2 3 4 5

insanlar duygularimi dikkate alirlar.

Giinliik yasamimda kendi benligimi ortaya 1 2 3 4 5

koyabildigimi hissediyorum.

Giinlik yasamimda kendi kararlarimi vermek 1 2 3 4 5

i¢in ¢ok fazla imkanim yoktur.

Yeterlik

Kendimi ¢ogu zaman ¢ok yeterli hissetmem. 1 2 3 4 5

Tanidigim insanlar yaptigim seylerde iyi 1 2 3 4 5

oldugumu sdylerler.

Son zamanlarda yeni ve ilging beceriler 1 2 3 4 5

ogrendim.

Cogu zaman, yaptiklarimdan dolay1 basari 1 2 3 4 5

duygusunu hissederim.

Hayatimda ne kadar yetenekli oldugumu 1 2 3 4 5

gbsterme sansini bulamiyorum.

Kendimi ¢ogu zaman becerikli hissetmem. 1 2 3 4 5
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Iiskisellik

Etkilesimde bulundugum insanlardan
gercekten hoslaniyorum.

Etkilesimde bulundugum insanlarla iyi
gecinirim.

Daha ¢ok kendi bagimayimdir ve ¢ok fazla
sosyal etkilesime girmem.

Diizenli olarak etkilesimde bulundugum
insanlart arkadagim olarak goriiriim.

Hayatimdaki insanlar benimle ilgilenirler.

Yakin oldugum ¢ok fazla insan yok.

Diizenli olarak etkilesimde bulundugum
insanlar benden hoslanmiyor gibi goziikiiyor.

Genellikle insanlar bana kars1 olduk¢a dostane
davranir.
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APPENDIX E: Basa Cikma Stratejileri Olcegi

(Amirkhan, 1990; Aysan, 1994)

Asagidaki calismada bireylerin yasamlarinda sorunlarla nasil basa ¢iktig1
belirlenmeye calisilmaktadir. Asagida cesitli basa ¢ikma yollar1 verilmistir. Sizden
bunlar1 ne derece kullandiginizi belirtmeniz istenmektedir. Gegtigimiz alt1 aylik siire
igerisinde karsilastiginiz bir problemi diisiinmeye ¢alisin. Bu problemin sizin i¢in
onemli olup kaygilanmaniza neden olmasi gerekiyor. Sevdiginiz bir kisiyi
kaybetmekten, 6gretmeninizin sizi uyarmasina kadar hersey olabilir, fakat bunun
sizin icin ONEMLI olmas1 gerekmektedir.

Bu problemi aklinizda tuturak (ya da alttaki bosluga yazarak) nasil basa ¢iktiginizi
sizin i¢in en uygun kutuyu isaretleyerek belirtiniz. Bazi sorular benzer olsa da liitfen
her bir maddeyi isaretleyiniz.

O stresli olay1 aklinizda bulundurarak ne dereceye kadar,

[fadeler

Hig
Biraz
Cok

Problem ¢6zme

Probleminizi en iyi sekilde ¢oziimlenmesi i¢in ¢cevrenizdeki seyleri 1 2 3
yeniden diizenlediniz?

Ne yapacaginiza karar vermeden once biitiin olas1 ¢oziimleri 1 2 3
aklinizda tartigtiniz?

Durumla bas edebilmek i¢in kendinize bazi amaglar belirlediniz? 1 2 3

Sosyal destek arama

Duygularinizi bir arkadasiniza agtiniz? 1 2 3
Herhangi bir kimsenin size sempati ve anlayis gdstermesini kabul 1 2 3
ettiniz?

Kaginma

Akliniz1 problemlerden uzaklastirmaya ¢alistiniz? 1 2 3

Yasadiginiz seylerin gergekten ne kadar kotii oldugunu gormemek 1 2 3
icin elinizden geleni yaptiniz?
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APPENDIX F: Parents’ Perceptions of Their Children’s Internet Use
Behaviours

Degerli Velimiz,

Internet kullammma yonelik &grencilerimizin farkindaliklarini ~ artirmak
amaciyla hazirlanan Sanal-Dijital Yasam Sorumluluk Programi’ni 07.12.2015
tarihinde tamamladik. On haftalik slirede c¢ocuklarinizla birlikte calismalar
yiiriitmek, 6grenmenin mutlulugunu karsilikli yasamak agisindan anlamliydi.

Teknolojiyi kullanirken neyi neden yaptigini sorgulayan sorumlu Internet
kullanicis1 gengler yetistirmeyi hedef alan programin iyilestirilebilmesi i¢in
cocuklariizdan alinan geribildirimlerin yanisira sizlerin goriislerinize de ihtiyag
duymaktayim. Program uygulanmadan once asagidaki bazi sorular1 yanitlamistiniz.
Programin tamamlanmasiyla birlikte programi degerlendirmeye ve daha iyi hale
getirmeye yardimci olmak amagh asagidaki sorulari yanitlamanizi rica ediyorum.
Cocugunuzun Internet kullanimina iligkin gbzlemlerinizi asagidaki sorularla
yanitlayarak 21 Aralik 2015 tarihine kadar atasalar@bilkent.edu.tr  adresine
gonderebilirseniz ¢cok mutlu olurum. Calismada ortaya ¢ikan kisisel bilgiler ve veriler
hicbir sekilde tigiincii sahislarla paylasilmayacak, sadece kodlarla gosterilecek ve
gizlilige maksimum 6zen gosterilecektir.

Sanal-Dijital Yasam Sorumluluk Programi’ni ¢ocuklarimiz ve genglerimiz igin
daha iyi hale getirme konusundaki degerli katkilariniz i¢in tesekkiir ederim.
Saygilarimla,

Jale Atasalar

Egitim Programlar1 ve Ogretim Doktora Programi
Bilkent Universitesi Egitim Bilimleri Enstitiisii
E-posta: atasalar@bilkent.edu.tr

INTERNET KULLANMA ALISKANLIKLARI
Tarih:
1. Adimz Soyadiniz:

a. Cocugunuzun adi soyadu: Sinifi: 6 / D

2. Cocugunuz Interneti hafta ici ne sikhikla kullaniyor?

Interneti her giin kullanip kullanmadigi durumuna gére 2.1 ve 2.2°yi
isaretleyerek kullanilan siireyi isaretleyiniz.

2.1. Interneti her giin kullamiyor. Giinliik .............. saat kullaniyor.
()30dk—-1saat ()1-2saat ( )2-3saat () 3-4 saat () 4-5 saat
() 5-6 saat () 6-7 saat () 7-8 saat () 8-9 saat () 9-10 saat
()10-11saat ( )11-12saat ( )12-13saat () Diger: Liitfen yazinz:
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2.2. Interneti her giin kullanmiyor. Haftada ortalama .......... saat kullaniyor.
()30dk—-1saat ()1-2saat ( )2-3saat () 3-4 saat () 4-5 saat
() 5-6 saat () 6-7 saat () 7-8 saat () 8-9 saat () 9-10 saat
()10-11saat ( )11-12saat ( )12-13saat () Diger: Liitfen yazinz:

3. Cocugunuz Interneti hafta sonlari veya tatillerde ne sikhikla kullamyor?
()30dk—-1saat ()1-2saat ( )2-3saat () 3-4 saat () 4-5 saat

() 5-6 saat () 6-7 saat () 7-8 saat () 8-9 saat () 9-10 saat
()10-11saat ( )11-12saat ( )12-13saat () Diger: Liitfen yazinz:

4. Cocugunuzun evdeki Internet kullaniminda ebeveyn olarak sizlerin ya
da ¢ocugunuzun belirledigi kullamim sinirlamasi var mm?
( ) Hayur, Internet kullaniminda bir sinirlama yok.
( ) Evet, Internet kullaniminda bir sinirlama var ve ¢ocugum bunu uyguluyor.

( ) Internet kullaniminda bir smirlama var ama ¢ocugum bunu uygulamryor.

5. 10 haftahik Sanal-Dijital Yasam Sorumluluk Programi uygulama
siiresinde veya programin tamamlanmasindan sonra cocugunuzun
Internet kullanimina iliskin gozlemleriniz neler? Liitfen aciklayimz.

6. Programin cocugunuzun giinliik yasamina bir etkisi oldu mu? Liitfen
aciklayimz.

7. Programla ilgili onerileriniz neler? Liitfen aciklayimz.
! Liitfen asagidaki boliime devam ediniz.

Asagidaki ifadeleri okurken, cocugunuzun Internet kullandiginda genellikle
gosterdigi davranislari diistinmenizi istiyorum. Her bir ifadenin karsisindaki
“Tamamen Uygun”, “Olduk¢a Uygun”, “Biraz Uygun” “Cok Uygun Degil”, ve
“Hi¢ Uygun Degil” se¢eneklerinden ¢ocugunuzun durumuna en uygun olan bir
secenegi belirleyiniz. Bu segenegi o segenege ait kutunun igerisindeki sayiy1
yuvarlak i¢ine alarak gosteriniz. Tesekkiir ederim.

IFADELER
9 =t =] c
Cocugunuz... é?c é;oi NS & &<
5% 5% =9 B g g IR
> %o M 3 53 &5
= (&) =
1 Internette gecirdigi zaman ¢ogunlukla uyku siiresini azaltiyor. | 1 2 3 4 5

2 Birisi Internette ona ne yaptigimi sordugunda savunmaci ve | 1 2 3 4 5
gizleyici oluyor.

3 Internet yiiziinden yemek yemeyi unuttugu zamanlar oluyor. 1 2 3 4 5

4 Internette daha fazla vakit gecirmek icin giinliik islerini ihmal | 1 2 3 4 5
ediyor.
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Sosyal aktiviteler i¢in para harcamaktansa Internete erismek
icin harcamay1 tercih ediyor. (Ger¢ek yasamdaki soyal
aktiviteler yerine Interneti hizlandirmak, oyundaki bir
karakteri satin almak veya oyunda seviye atlamak i¢in para
harcryor.)

Internet kullanimi, onun igin &nemli kisilerle olan
iligkilerinde problem yasamasina neden oluyor.

Internet kullanirken baskalarimin  onu mesgul etmesine
ofkeleniyor.

Internet kullanmay1 birakamadigi icin randevularina veya
derslerine ge¢ kaliyor. (Bir doktor randevusu, piyano kursu
veya dogum giinii partisine ge¢ kaliyor.)

Sabahlar1 uyandiginda bir an Once internete baglanmak
istiyor.

10

Giinliik yasamda kullanmadig sozciikleri, arkadaslariyla
Internetteyken rahatlikla kullaniyor.

11

Sosyal medyada (WhatsApp, Facebook vb) yazdigi yazilar,
yiikledigi fotograflar veya yaptig1 diger seyler rahatsiz edici
olabiliyor.

12

Sifresini arkadaglarina vermezse arkadaslarinin onunla eskisi
kadar iyi arkadag olamayacaklarini diisiiniiyor ve sifresini

paylastyor.

13

Arkadaglarimin habersiz ¢ektigi fotograflarini saka yapmak
i¢in sosyal medyada paylasiyor.
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APPENDIX G: Researcher’s Quantitative Diary

(Adapted from LCQ, Williams & Deci, 1996; Dincer, 2014)

How I felt thelesson ........covvvvvvvviit..

achieving to goal of the lesson
listening carefully

creating opportunities for students to practice in
their own way

providing opportunities for students to participate
encouraging effort and persistence

offering hints aimed at enabling progress when
pupils were stuck

being responsive to students’ questions
praising as informational feedback
acknowledging students’ perspectives
providing choices

time student talking
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@ 00 06 e
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APPENDIX H: Ogrenme Ortam Olgegi (LCQ)

(Williams & Deci, 1996; Dincer, 2014)

Bu boliim, sinif icinde dersin 6gretmeniyle olan iliskilerinizle ilgili maddeleri

icermektedir. Liitfen her bir maddenin size uygunluguna karar vererek, maddeleri

1 (Hi¢ Katilmiyorum) ile 5 (Kesinlikle Katiliyorum) arasinda derecelendiriniz.

Ogretmenimin dersle ilgili bana se¢gme firsati sundugunu
diisiiniiyorum.

Ogretmenim tarafindan anlagildigimi hissediyorum.

Ogretmenim bu derste basarili olacagim konusunda giiven
Verir.

Ogretmenim beni soru sormaya cesaretlendirir.
Ogretmenim bir seyleri nasil yapmak istedigimi dinler.
Ogretmenim bir seyler yapmak igin yeni bir yol
onermeden Once, benim onlar1 nasil algiladigim anlamaya
caligir.

Ders esnasinda, 6gretmenime karsi kendimi acikca ifade

edebilirim.

Ogretmenimin beni oldugum gibi kabul ettigini
hissediyorum.

Ogretmenim, dersin amagclarini anladigimdan emindir.
Ogretmenime biiyiik bir giiven duyuyorum.
Ogretmenim sorularima eksiksiz cevaplar verir.

Ogretmenim insanlarin duygularini ¢ok iyi anlar.

Ogretmenimin, beni bir birey olarak dnemsedigini
hissediyorum.

Swftaki hislerimi 6gretmenimle paylasabilirim.

O 2@ @ o
O 2o 6 @
O 2@ 6 o
O 2o 6 @
O @ 6 o
O 2o 6 @
O @ @ ®
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APPENDIX I: Derste Hissedilen Durum Olcegi

(Reeve & Sickenius, 1994; Dinger, 2014)

Bu boliimdeki maddeler dersteyken hissettiklerinizi tespit etmeye yoneliktir.

Liitfen her bir maddenin size uygunluguna karar vererek, maddeleri

1 (Hi¢ Katilmiyorum) ile 5 (Kesinlikle Katilryyorum) arasinda derecelendiriniz.

Bu derste bulunmak,

dersi yapabildigimi hissettiriyor.

kendimi bu ortama ait ve buradakilerin beni
onemsedigini hissettiriyor.

bana 6zgiir oldugum hissini veriyor.

yakin arkadaslarimla bir arada oldugum hissini
veriyor.

derse kars1 yetenekli oldugumu hissettiriyor.
istedigim seyi yapiyor oldugum hissini veriyor.

etrafimdakilere duygusal olarak yakin oldugumu
hissettiriyor.

becerilerimin gelistigini hissettiriyor.

ne yapacagima karar vermede 6zgiir oldugum hissini
veriyor.
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APPENDIX J: MiNDLifeRes Program

Session-1

Meaning of life and cyber life
Inquiry into real life vs. cyber life

Suggested time

80 minutes

Objectives to gain a general understanding of the similarities and differences
between cyber life and real life.
What is digital? digital immigrant, digital native, digital citizen
Materials Computer, Internet connection, visualizer, board, colorful pens,
poster paper, picture cards.
Videos: The Evaluation of Technology, Welcome to the Future, 2
Minutes Science: What is digital?
Process 9 stages

Group rules and
expectations (10
min)

Introduction

Circle Time: Explanation of the process

The world of
technology

Question: What do you know about developments in
communication technology in recent years? After getting responses,
video: "The Evaluation of Technology" is watched.

Questioning the

Question: What does ‘digital’ mean?

meaning of After getting responses, video: " 2 Minutes Science: What is
‘Digital’(5 min) | digital" is watched.
Examples of Question: What do you think about ‘digital’ life? Students are asked
digital life to make groups of 2 or 3 people. Each group is given different
(20 min) picture cards. Students are asked to make inferences and make
conections with digital life with the pictures.
The positive and negativites sides of the Internet are shared.
Inquiry and Discussion: What do you think about the concepts of ‘digital
Internet immigrant’ and ‘digital native’?
Detective game Video: Welcome to the future
(10 min) https://www.youtube.com/watch?v=WnKNQKBRoow&feature=pla
yer_detailpage#t=204
Explanation about the Internet detective game and special tasks.
Group Group A: What are similarities between ‘real life’ and ‘cyber life?

discussion (22
min)

Could you give an example? Group B: What are differences
between ‘real life’ and ‘cyber life’? Example
Prepare a mind map.

Summary &
evaluation

Teacher summarizes the session with students. Students give
feedback to the teacher through their- Feeling States ScaleDiary.
Each student will give his/her diary at the end of the session.

Special tasks for
Internet
Detectives

Choose one specialtask: (To be uploaded on Moodle)

a. 5 minutes is enough ©Conduct an interview with an aunt,
uncle, or grandparent, as digital immigrants, based on their thoughts
and feelings about the digital life. Video the interview. Before
starting, be sure to have written permission from the person being
interviewed. This is a necessary step before uploading the video on
Moodle.

b. My dreams® What about your dreams? Link this question
to how your life will be affected by technological changes in 15
years time. Draw or write a short essay, or take a photo, or video,
etc. You choose what you create!
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Session-2

My cyber identity

Suggested timing

80 minutes

Objectives To raise awareness of the components of cyber identity and the
consequences of freedom of expression

Materials *A story “The dog who does not know how to bark” from Gianni
Rodari’s “Tale into Tale”, and complete an activity form.
*Computer, Internet connection, board, colorful pen.

Process 7 steps

Review of Summarize the previous session and share the objectives of the

previous session
(5 min)

current lesson.

Inquiry into the
tale
(15 min)

“The dog who does not know bark” read from Gianni Rodari’s
“Tale into Tale”. The tale has three different endings.

Questions:

*What happens in the tale?

*Why doesn’t the dog bark??

*Which ending to the tale do you like the most? Why?

Questioning
the meaning of
identity

Questions:

*How can a connection be made between identity and the tale?
*What is identity? What are the components of our identities?”
*What does “uniqueness of identity”’? mean What makes us unique?

(10 min) List responses on the board.

What is a ‘digital identity’? What is a ‘digital footprint’?
Group Students choose their groups. Groups are given a scenario: The
discussion students try to help an adolescent,who is one of the character in
(25 min) Internet Detectives, and prepare a slogan, or poster.
My digital Discussion about the differences and similarities between identity

footprint and my
responsibility on
the net

and digital footprint.
How can we get respect on the net? Expression on the net? What
does it mean?

Summary &
evaluation

Teacher summarizes the session with students. The students give
feedback to theacher through Activity- Feeling States Scale Diary.
Each students will give this diary to the instructer end of the
session.

Special tasks for
Internet
Detectives

Choose one of the tasks: (to be upload on Moodle)

a. Itistime to be a writer: Write an e-story with three
different endings related to the themes of cyber identity or
digital footprint. (It can be a video recording.)

b. Cartoon: about ‘digital footprint’

C. Interview: a family member about what s/he thinks about
digital life.
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Session-3

Digital life with feelings and thoughts

Suggested timing

80 minutes

Objectives

To raise awareness of stress triggers, and recognize negative
feelings on the net.

Materials

*“Pandora’s Box” by Ahmet Unver (Ahmet Unver Ege
Kiyilarindan Eski Zaman Masallar1 Glinigigi1 Kitaplhigi, s. 19-27)
*Worksheets: “Stress Triggers”, “Stress Reactions”, “Tracking
your reactions to stress” (Egger, L. L., Nicholas, L. J.,
Reconnecting Youth Student Workbook. Solution Tree Press, 2004)
*Board, pen, colored pictures

*Video: Just shared a password!

Process

6 steps

Review of
previous session
(5 min)

Summarize the previous session and share the objectives of the
current lesson.

Pandora’s Box
with an

An audio narration - of “Pandora’s Box” by Ahmet Unver

Let’s assume that Pandora’s Box is a digital life, or the Internet

inquiry itself.
(15 min) Questions:
*What would be inside of the digital box?
*What kind of emotions would be in there?
List them on board.
Raising Circle time and questions:
awareness about | What is the importance of our feelings? How do feelings contribute
feelings to our life?
(5 min)
Group leader choose negative emotions from the list prepared by
Negative students. They could be sadness, shame, desperation, anger,
feelings revenge, etc.
(10 min) Redefine them as “hot feelings”.
Ask students:
o Why are there negative feelings? How do they contribute
to our lives?
o What are the common specialities of negative feelings on
the net?
List responsess on board.
To be emphasized:
Emotions are a kind of a inner compass. They try to show us what is
going on inside. We use some cognitive tools to determine what is
happening in our lives with emotions. We will discuss them later.
Hot feelings warn us that something is not going well. The
important thing is to be aware of our stress level, and discriminate
stress triggers. High stress is a natural response that a situation
bother us led to feel negative emotions in order to rebuild balance
of our body.
Scenario Group activity: Students choose their groups.
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Each group is given a scenario from Internet Detectives.

Thoughts
leading to stress
(20 min)
Video: Just shared a password!
Summary &
evaluation Teacher summarizes the session with students. The students give
(20 min) feedback to teacher through Activity- Feeling States Scale Diary.

Each students will give this diary end of the session.

Special tasks for
Internet
Detectives

Choose one of the special tasks: (to be uploaded on moodle)
a. Adictionary with feelings It is time to be a writer for a
famous newspaper: Write a column to your readers about
“Why is it so important to recognize and accept our
feelings? What would happened if we do not have
emotions?”
b. Present a feeling without words

Session-4

Are emotions contagious?

Suggested timing

80 minutes

Objectives To raise awareness about how emotions on the net are contagious.
*Presentation: Contagious emotions

Materials Video: Red Riding Hood
Video: Think again while sharing!

Process 6 steps

Review of Summarize the previous session and share the objectives of the

previous session | current lesson.

(10 min)

Are emotions
contagious?
(20 min)

Questions::

*Are emotions contagious in our daily live? Could you give some
examples?

*What about in digital life? How are emotions contagious in social
networks (Facebook, twitter, etc) particularly? Examples to be
given.

Presentation regarding social network and emotions

Video: Red Riding Hood and Social Network

Scenarios about
shame, revenge

Group discussion- students form three groups .
Each group is given a script with different emotions and asked to

and anger make changes in the script like the Red Ridin Hood video. What
(20 min) can be done to achieve different results as Internet Detectives?
Group-1: Shame
Group-2: Revenge
Group-3: Anger
Inquiry: What should be considered when using social networks to
Inquiry into prevent contagious emotions?
rewrittenstories | Video: Think again while sharing
(10 min) A mind map is prepared from student responses
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Summary &
evaluation
(20 min)

Summarize the session with students and give feedback to
instructor with Activity- Feeling States Scale as a kind of diary.
Each students will send her or his e-diary to instructor.

Special tasks for
Internet
Detectives

There is no special task for this week ©

Session-5

Stress in my life

Suggested timing

80 minutes

Objectives

To raise awareness regarding what stress means in everyday life;
how you feel the stress of your body; what we do when we are
stressed.

Materials

*Worksheet: Stress triggers on cyber life

*Worksheet: Stress reactions Adapted from Egger, L. L., Nicholas,
L. J., Reconnecting Youth Student Workbook. Solution Tree Press,
2004

*Worksheet: "What I did when | was stressed"

Process

6 steps

Remember of the

Summarize previous session and share the objectives of the current

last Session lesson.

(10 min)

What is stress? Group discussion:

(15 min) What is stress? What does it mean in daily life?

When do we feel more stressed? Please give examples. Students use
worksheet for clarifying what they do when they are stressed.

Are you aware?
(15 min)

Group discussion:
How do you feel the stress in your body?
Discuss examples with different stress reactions

Stress triggers
(10 min)

Small group discussion:
What are the stress triggers in your life? What are the stress triggers
depends on personal features?

Personal control

Two group work:
What is personal control ? How can we get it?

(20 min) How can we cope with stress in our daily life in a healthy way?
What are our choices when coping with stress?
List their responds on the board as a mind map.
Summary & Summarize the session with students and give feedback to
evaluation instructor with Activity- Feeling States Scale as a kind of diary.
(10 min) Each students will send her or his e-diary to instructor.

Special tasks for
Internet
Detectives

There is no special task for this week ©
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Session-6

Personal control and self- regulation

Suggested timing

80 minutes

Objectives to raise awareness of decreasing the negative effect of stress from
daily and digital life. To search for alternative solutions for them.
To develop self-regulated skills to cope with the stress.

Materials *Worksheet: Personal control
*Worksheet: “Using steps to reduce stress of cyber life” Adapted
from Egger, L. L., Nicholas, L. J., Reconnecting Youth Student
Workbook. Solution Tree Press, 2004.
*Board, pen
Scenaries adapted from
http://kids.kaspersky.com/cyberbullying/parents/stories/2/ (25. 09.
2015)

Process 6 steps

Review of A summary of the previous session, and also share the objectives of

previous session | the current lesson.

(10 min)

What am | doing
when stressful?
(20 min)

"What | did when | was stressed": In the previous study, students
were asked to check what they were doing when they were stressed.

Students are first asked to evaluate the table individually and then in
pairs

Are you aware
how negative
feelings develop?
(20 min)

How do negative feelings develop?

Chain game: Connection between a stress trigger reasoned a
thought, and the thought reasoned an emotion, and also the emotion
reasoned an action.

Every student is given a number between 1 and 3. The 1s, the 2s
and the 3s create 3 different groups. Each student has a card linked
with his/her number. The students call their numbers and read their
written sentences in their cards, in turn creating a new group.

Develop common
sense
(5 min)

Practice common sense!
Personal controls struggle to ability to listen to common sense in
us.

"The voice inside me gives the signals that something is not 0.k. We
could call it a stress signal.”
Ask yourself: "What is bothering me?” Listen to yourself!

Reduce stress

Group work: Students choose 5 peers for their group. Each students
is given a worksheet “Using steps to reduce stress of cyber life”.
Each group is given a scenario (adapted from
http://kids.kaspersky.com/cyberbullying/parents/stories/2/) for
effective coping with stress as Internet Detectives

Summary &
evaluation

Summarize the session with students and give feedback to
instructor with Activity- Feeling States Scale as a kind of diary.
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(20 min)

Each students will send her or his e-diary to instructor.

Special tasks for
Internet
Dedectives

Special tasks for Internet Detectives: (to be uploaded on Moodle)

a. TV Show: You are a reporter on TV. You will watch one of
the videos uploaded on Moodle. Then, one of your family
member will watch it and will have an interview with
her/him. You can make a video (with permission from the
interviewee), or write a column for a famous newspaper!

b. Thought balloon! Create different thought bubbles that are
positive conversations to cope with cyber-bullying or
stressful situations in school. Show your creativity! Take a
picture of your work and send it to my mail address.

Session-7

Wellness and balanced life

Suggested timing

80 minutes

Objectives

To examine Internet habits of Internet usage in everyday life. To
raise awareness about balance in the wheel of life.

Materials

*Worksheet: Time is Fast!

Results of Internet Usage Habits Research
Board, pencil for computer classroom.
Video: Heads Up-Stop.Think.Click

Process

3 steps

Remember of the

A summary of the previous session with the Video: Heads Up-

last Session Stop.Think.Click. Ask students whad they have done to decrease
(10 min) their stress during the week and share the objectives of the current
lesson.
Wheel of life Individual study:What do | do in a 24 hour-day?
(25 min) The students asked filled out the “Worksheet: Time is Fast!” in the
Excel file.
Then, pairsdiscuss their own graphs and give feedback to each other
on time spent. Also, they discuss what he/she need to improve to
have better time management, and a balanced life.
Group discussion: Students examine the results of the previousan
Interpret the Excel file as Internet Detectives. What are the high points in the
graph result? What do you think about it? After having discussion with a
(30 min) partner, they will prepare information to help other raise their
awareness. They can prepare a poster, or a column for a newspaper
or anything using their creativity.
Summary & Summarize the session with students and give feedback to
evaluation instructor with Activity- Feeling States Scale as a kind of diary.
(10 min) Each students will send her or his e-diary to instructor.
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Special tasks for
Internet
Detectives

There is no special task for this week ©

Session-8

Empathy on the net

Suggested timing

80 minutes

Objectives To understand the meaning of empathy in the Internet life. To try to
solve conflicts that can be encountered in digital interactions.
*Worksheet: Empathy during online

Materials Behaving Ethically Online: Ethics and Empathy,
www.medismarts.ca 2014.
Balanced Life
Deniz Altinay, Psikodrama Grup Psikoterapisi 300 Isinma Oyunu.
2. Bask, SistemYayincilik, Istanbul. Mayis 1999 (Walk fit emotion,
p. 76).
*Board, pen

Process 7 steps

Remember of the

A summary of the previous session. Each student prepared his/her

last Session graph connected with time spend for balanced life. They evaluated
(15 min) their balanced life graphs.
What is Group discussion:
empathy? *What is empathy?
(10 min) *What is affective and cognitive empathy?
*Why are empathic actions important?
Drama Drama game: Walk around fit different emotions!
(5 min)
Play a game Student volunteers for “effective listening” and “trying to figure out
(20 min) the shapes” games.
Different Group discussion
empathy Students ask how empathy is the same and different in real and
(10 min) digital life. They prepare a mind map to discuss and summarize.

Scenarios with
group works
(25 min)

Students choose partners for a group activity :

Read the scenarios on Side A and then have students discuss the
following questions as a class about each one: (Adapted from
http://mediasmarts.ca/sites/mediasmarts/files/lesson-
plans/lesson_behaving_ethically_online_ethics_empathy.pdf)

0 How would you feel in this situation?
0 What would you do to resolve this situation?
0 Who would be affected by what you do?

Have students form pairs and read the scenarios on Side B. Each of
these scenarios revisits a scenario from Side A from another point
of view. After they have read each one, students consider the same
three questions. Discuss the students’ solutions to the scenarios and
which strategies they think would be most likely to work.
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Summary &
evaluation
(5 min)

Summarize the session with students and give feedback to
instructor with Activity- Feeling States Scale as a kind of diary.
Each students will send her or his e-diary to instructor.

Special tasks for
Internet

Just one special task this week © = Use your creativity!

Dedectives Design an Internet Toolbox: Design a toolbox for safety and
responsible Internet use.
Session-9 Values in digital life

Suggested timing

80 minutes

Objectives To define human values in digital life, and to discover the ethical
dilemmas in digital communication.

To prevent conflicts and improve resolution skills in digital
interactions.

Materials *Scenarios adapted from
http://mediasmarts.ca/sites/mediasmarts/files/lesson-
plans/lesson_behaving_ethically_online_ethics_values.pdf
*Video: Cem Yilmaz — Bilgi Paylagsma Hastalig1
Board, pen

Process 5 steps

Remember of the
last Session
(5 min)

A summary of the previous session, and share objectives of this
lesson.

Respect and
value (10 min)

Group discussion:

What does it mean when I say “value of life ? What about “respect
for life”? It does not matter if life is “real or cyber” for value and
respect.

Online values
scenarios

Students choose their partners to form 6 groups.

Group work: www.mediasmarts.ca

Distribute the hand out Online Values Scenarios adapted from
http://mediasmarts.ca/sites/mediasmarts/files/lesson-
plans/lesson_behaving_ethically_online_ethics_values.pdf

Each scenario presents two points of view in an online conflict.
Discuss how the situation might be resolved, focusing particularly
on how the characters might decide what is the right thing to do.

Choose one of
them

Each group presents their solutions of theprevious activity through
below options within 1 minute as Internet Detective:

- Use drama

- Prepare a tweet

- Prepare a Facebook page

- Prepare a Piktochart

- Prepera an Instagram
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- Prepae a Pivot
- Your choice — use your creativity ©

Summary &
evaluation
(5 min)

Summarize the session with students and give feedback to
instructor with Activity- Feeling States Scale as a kind of diary.
Each students will send her or his e-diary to instructor.

Special tasks for
Internet

There is no special task for this week ©

Dedectives
Session-10 Closing
Suggested timing | 80 minutes

Objectives Evaluation of the nine weeks with students
Equipments Game: Treasure Hunt activity

Video: Safety Internet

Video: Cyber-Seniors

Video: Top 5 technology has changed the world.
Process Include 3 steps
Group game Treasure Hunt activity related to responsible Internet use
(40 min)
A summary Powerpoint presentation summarizing the nine weeks
(15 min) Video: Safety Internet

Positive use of
the Internet (5
min)

Examples of using the Internet positively

Video: Cyber-Seniors
Video: Top 5 technology has changed the world.

Tweet time The students write their tweets for younger students as Internet
(5 min) Detectives for a final study as summarize it a kind of slogan!
Summary & Summarize the session with students and give feedback to
evaluation instructor with Activity- Feeling States Scale as a kind of diary.
(10 min)

Each students share their feelings and thoughts about being in this

group study.
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APPENDIX K: MiNDLifeResP Interview Protocol

Date:

Place:
Interviewer:
Interviewee:

Guidelines for grounding the interview:

e No right or wrong answers

e All responses will contribute to understanding of the MiNDLifeResP

e The moderator’s role is to guide the interview

e If there is a need for further clarification about questions and concepts, please
do ask

e The interviewer will ask for the consent of all participants to use a recorder
during thi interview before the interview takes place. All contributions remain
confidential and no single person’s name will be associated with the data.
Data will be used in aggregate format.

Overview of purpose of interview:

e get in-depth understanding of students’ experience from the Program
e contribute to develop of the program
e find out implications, if any, for training of students

Interview questions:

The interviewer directs the following questions to explore each students’ level of
understanding:

5. Questions about the connection of the Program with students’ daily life
a. Did you find anything meaningful with regard to your daily life in the
Program that you have participated for 10 weeks? How?”
6. Questions about students’ need satisfaction during the Program
a. Do you think you have expressed your feelings and opinions during
this program? Did you make a choice? How?
b. Were you a part of the group? How?
c. Were the studies conducted suitable for your knowledge and abilities?
Were they easy or hard for you?
7. Questions about the strong aspects of the Program
a. What was the thing that impressed you the most in the program?
8. Questions about students’ suggestions for improvements
a. What would you like to change in the program?
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APPENDIX L: Parent Consent Form

VELI iZiN YAZISI
Degerli Velimiz,

Son yillarda bilgi ve iletisim teknolojilerindeki bas dondiiriici gelismeler, 6zellikle
Internetin  kullanimimin yayginlagmasi, Interneti  giinliik yasamimizin vazgecilmez bir
pargasi haline getirdi. Internetin yararli kullammlari oldugu kadar, uygun olmayan
kullanimlarina hepimiz az ya da ¢ok ¢evremizde tanik olmaktayiz. 21. Yiizyil ¢ocuklarinin
teknolojiyi kullanirken neyi neden yaptigimi sorgulamayi 6grenmesinin, onlar1 gelecegin
yetigkinleri olarak hazirlayan biz egitimcilerin gérevlerimizden biri olduguna inaniyorum.
Bu nedenden hareketle, cocuklarimizin giinlik yasaminda teknolojiyi kullanirken
farkindaliklarini artirmak amaciyla okulumuz 6. Sinifinda uygulanmak {izere Sanal Yasam
Sorumluluk Programi hazirladim. On hafta boyunca haftada seksen dakika siireyle
ogrencilerle birlikte arastirmaci olarak programi yliriitmeyi planlamaktayim. Bu program
esas olarak, onleyici rehberlik ¢alismalar1 kapsaminda, ¢ocuklarimizin birer sorumlu Internet
kullanicist olma &zelliklerini artirmay1 hedeflemektedir.

Calisma icin Ankara Il Milli Egitim Miidiirliigii'nden gerekli izinler almmmstir.
Cocugunuzun, yasam kalitesini artirmaya katkida bulunmay1 amaglayan bu ¢alismaya katilip
katilmamasina izin verebilirsiniz ya da katilmayr kabul ettikten sonra istediginiz an
calismadan ¢ekilebilirsiniz. Bu asamalardan hi¢ birisi size ve ¢ocugunuza bir sorumluluk
getirmeyecektir. Calisma siiresinde ortaya cikan kisisel bilgiler ve veriler higbir sekilde
ticlincii sahislarla paylasilmayacak ve sadece kodlarla kullanilacaktir.

Sizin ve ¢ocugunuzun c¢alismayla ilgili akliniza gelebilecek sorulari arastirmact
olarak benimle paylasmak i¢in onay vermeden Once veya verdikten sonra ¢ekinmeden
iletisime ge¢cmenizi rica ederim. Ayrica, calisma bittikten sonra asagida verilen iletisim
adresinden tarafima ulagarak sonuglar hakkinda bilgi isteyebilirsiniz.

Onleyici rehberlik ¢alismalarmin gelistirilmesi i¢in yapilan bu ¢alismaya desteginiz
i¢in tesekkiir ederim.

Saygilarimla,
Jale Atasalar
Egitim Programlari ve Ogretim Doktora Programi
Bilkent Universitesi Egitim Bilimleri Enstitiisii
Tletisim: (312) 290 83 12
E-posta: atasalar@bilkent.edu.tr

Cocugumun yukarida s6zii edilen arastirmaya katilmasini
[1Kabul ediyorum 1 Kabul etmiyorum

Velinin Adi-Soyadi:
Telefon numarasi:
Adres ve e-posta

Imza
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