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Abstract The purpose of this research is to determine
the mediating role of self-efficacy and hope on the
relationship of individuals’ scores on the Primary Mental
Abilities (PMAs) Test 7-11 with social emotional learning.
In addition, the relationship of PMAs scores with hope and
self-efficacy have also been examined. The study has been
carried out over 281 fourth-grade students (160 female and
121 male). For data collection, the PMAs Test 7-11 was
first applied to the students. Students with PMAs Test 7-11
scores also filled in the Self-efficacy Scale for Children,
the Social-emotional Learning Scale, and the Children’s
Hope Scale. As a result of the analysis, a positive,
significant correlation was found among all the variables.
Moreover, a partially mediating role was found for hope
and self-efficacy on the relationship between ability level
and social emotional learning. This research is believed
able to contribute to studies related to talented students.

Keywords PMAs Test 7-11, Social Emotional

Learning, Hope, Self-efficacy

1. Introduction

Individuals are expected to possess varying capacities of
intelligence and ability for adapting to life, for performing
certain ways, and for being successful. At the same time,
individuals’ emotional intelligence is emphasized as
contributing to their academic success, both in school
achievement and in the process of adapting to social life
(Parker, Summerfeldt, Hogan, & Majeski, 2004).
Intelligence is an important factor in individual life and has
been defined by Gardner (1987) as the ability to solve a
problem or shape a product in different cultural settings.
Intelligence has been defined by Yoriikoglu (1983) as the

composition of talents emerging in the harmonious process
of the various abilities contained in the functions of the
mind, such as perception, memory, thinking, and learning.

Using emotional intelligence as social intelligence,
Goleman (1998) stated emotional intelligence to come
from elements such as self-consciousness, emotion
management, self-direction, empathy, and social relations.
At the same time, he argued social intelligence to come
from two parts: social awareness and social skills. Social
skills, which can be defined as communicating;
understanding emotions in interpersonal relationships, the
thinking and behaviors of others, and being able to behave
in accordance with these; complying with one’s
environment; making friends; showing socially acceptable
behaviors; expressing one’s self; and coping with problem
situations (Gresham & Elliott, 1990; Guerrero & Jones,
2003; Marlowe, 1986), can support learning and school life
in important ways. Students learn not only on their own but
also in the social environment where their friends and
family are involved, particularly in collaborations with
their teachers (Zins, Bloodworth, Weissberg, & Walberg,
2004). The study by Graziano, Reavis, Keane, and Calkins
(2007) examined the effects of social adjustment and
emotional regulation on children's academic success.
Children's academic achievement (math results, literacy,
classroom productivity) were found to be positively
affected by emotion regulation skills. In addition, thanks to
social adjustment and emotional adjustment skills, the
components important in academic achievement and
motivation have improved, such as developing
student-teacher relationships and independent learning
behaviors.

According to Renzulli (1986), superior intelligence is
defined by the intersection of the clusters of above-average
generic and special ability levels, higher motivation levels,
and higher creativity levels. Above-average general and
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special abilities include abilities such as high-level abstract
thinking, high memory capacity, speedy information
processing, and the ability to adapt to newly encountered
situations. Features included in creativity, the second set,
are abilities such as fondness for detail, original ideas, and
being able to be receptive to innovation and change. The
third set, noted as non-mental characteristics in the scope of
high motivation levels, can be considered as abilities such
as being work- or problem-oriented, being able to work
with determination and loyalty, having self-confidence,
being void of feelings of inferiority, and setting high
standards for one’s goals.

Meeting the emotional needs of gifted children is
essential for their healthy socio-emotional development.
Having the sense to struggle with the challenges they face
in their emotional worlds will give them an advantage
regarding their self-esteem, positive self-perception, and
social relationships, thus enabling them to fully use their
potential (Silverman, 1993). In this regard, examining
research is necessary on how individuals with high-level
talents may feel about their empowerment, how they
perceive themselves, how they view their qualifications,
and the emotional reflections of their experiences in their
social environment. Webb (1994) stated that due to their
mental development and motor development not being
synchronized, gifted children’s inability to draw what they
imagine in their minds may result in emotional blasts. At
the same time, he pointed out that these children are highly
perfectionist and have unrealistically high expectations
from themselves. A qualitative study by Ford (1989) was
conducted on 57 students with high levels of talent or
potency. As a result of the interviews with these students,
Ford drew the opinion that these students are confused
because of their talents, get bored at school, and get in
trouble because of the expectations from their families and
teachers. According to the research conducted by Arslan
(2016) with the participation of gifted children attending
third and fourth grades, on the other hand, gifted students’
self-concept scores were found to be higher than children
with normal ability levels. At the same time, gifted children
were found to have significantly higher levels of social
competence, interpersonal skills, self-control skills, and
academic skills than children with normal ability levels.

Various studies exist showing the relationship among
academic achievement, self-efficacy, social-emotional
learning, and hope levels in the field. For example,
Salanova, Martinez, and Lorens (2012) argued
self-efficacy to have a positive effect on future
achievements when associated with internal excesses, but
to have a negative effect on future academic achievement
when linked to external excesses. In addition, Sarier (2016)
and Aydin (2010) found in their study of the factors
affecting students’ academic achievement that self-efficacy
is among the most important factors affecting students’
academic success. Carpenter (2007) compared the
relationships among students’ academic achievement,

self-efficacy, and motivational orientation in a
meta-analysis study involving different levels of education.
As aresult of the study, he determined a strong relationship
to exist between students’ academic achievement and
self-efficacy regardless of education level. Studies are
found showing a positive relationship to exist between
hope levels and academic achievement. For example,
according to Moulden and Marshall (2005), those with
high hope levels build realistic goals and make realistic
plans, relying on their skills to achieve these goals. In a
qualitative study carried out by Tarhan and Bacanli (2016),
emotional and cognitive items were observed to be
emphasized while defining the concept of hope; hope
includes future positive expectations and adds meaning to
life. Setting goals that are likely to occur is important.

Families in Turkey are more concerned with their
children’s academic success than a successful personal or
social life. As a proof for this, most parents from the
primary school period onward focus on the transition from
elementary school to high school and then to the university
preparatory process without investigating whether their
children have abilities in the field of music, painting, sports,
and so on. However, individuals who continue to explore
and develop their talents in these areas may become more
successful academically. According to the research results,
individuals with advanced socio-emotional and emotional
intelligence can be said to have high academic achievement
(Durlak, Weissberg, Dynmick, Taylor, & Schellinger,
2011; Marquez, Martin, & Brackett, 2006; Parker,
Summerfeldt, Hogan, & Majeski, 2004) but not all
individuals with high academic skills can be said to have
high compliance or social adaptability (O’Connor & Litte,
2003). Aside from having the instinct for success,
developing positive relationships with peers and adults,
adapting to growth and development, taking responsibility
for one’s decisions, and having hope in the future are also
crucial for children. In fact, all these skills also positively
affect success levels. For this reason, individuals with high
self-efficacy, socio-emotional well-being, adaptability, and
high levels of hope are more comfortable adapting to
academic life and may be able to lead a more functional life
in the future. When we looked at the research, we found no
study on the combined levels of talent, self-efficacy, social
emotional learning, and hope during the primary school
period, which is the basis of academic life. The levels of
competence, social emotional learning, and hope felt by
one at the end of childhood (Yavuzer, 2011) when
self-perception is just developing may be a good predictor
of ability level. This study also expects to support the work
in the field of guidance and psychological counseling in
Turkey, especially in the context of educational and
personal guidance. Thanks to these kinds of studies,
children with high skill levels can have more harmonious
lifestyles.

As a result, the aim of this study is to investigate the
relationship between primary school students’ ability
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levels and their levels of self-efficacy, social-emotional

learning and hope.

For this purpose, answers to the following questions are
sought:

1. Do primary school students’ levels of talent,
self-efficacy, social-emotional learning, and hope
differ according to certain variables (gender, parents’
educational status and socio-economic level)?

2. What is the relationship between primary school
students’ ability levels and their levels of self-efficacy,
social-emotional learning, and hope?

3. Do self-efficacy and hope have any role in the
relationship between primary school students’ levels
of ability and social-emotional learning?

2. Method

2.1. Study Group

731

The study group consists of fourth-grade elementary
school students within the scope of Providing Educational
Support for Gifted/Special Talented Children: Enhancing
Social Awareness and Sensibility, a project supported by
the Istanbul Development Agency and conducted by the
Bahgelievler Guidance and Research Center under the
Bahgelievler Governorship. The Primary Mental Abilities
(PMAs) Test 7-11 has been applied to all primary school
students (24 primary schools) in the Bahgelievler district
within the scope of the project. These primary schools have
a total of 5,000 fourth-grade students.

In this study, 281 students were randomly selected from
six primary schools also randomly selected among the 24
where the PMAs Test 7-11 had been applied. These
randomly selected students are in the group of high-level
ability, mid-level ability, and low level ability students.
The Self-Efficacy Scale for Children, the Social-
Emotional Learning Scale, and the Children’s Hope Scale
have been applied to these 281 fourth-grade students.
Information on these students is presented in Table 1.

Table 1. Demographic Information of the Survey Participants

Tables Groups f %
Gender Female 160 56.9

Male 121 43.1
Total 281 100.0

PMAs Test 7-11 Results Low 94 335
Middle 102 36.3

High 85 30.2
Total 281 100.0

Illiterate 6 2.1

Literate 23 8.2

Primary education 66 235

Father’s Education High school 106 37.7
University Degree 73 26.0

Master’s 7 2.5
Total 281 100.0

Illiterate 10 3.6

Literate 18 6.4

Primary education 87 31.0

Mother’s Education High school 95 338
University Degree 61 21.7

Master’s 10 3.6
Total 281 100.0

Socioeconomic Status Lower 47 16.7
Middle 145 51.6

Upper 89 31.7

Total 100.0
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Demographic information is seen in Table 1, 160
students (56.9%) from the sample group are female and
121 (43.1%) are male; 94 (33.5%) of the student
participants who had taken the TKT test do not have low
ability levels, 102 (36.3%) have mid-ability levels, and 85
(30.2%) have high ability levels. When looking at the
participating students’ father’s educational status, six
fathers (2.1%) were found to be illiterate, 23 (8.2%) to be
literate, 66 (23.5%) to have primary education, 106 to have
a high school education (37.7%), 73 (26%) to have a
university degree, and seven (2.5%) to have their Master’s
degree. According to mother's educational status, 10 (3.6%)
mothers are illiterate, 18 (6.4%) are literate, 87 (31%) have
a primary education, 95 (33.8%) have a high school
diploma, 61 (21.7%) have a university degree, and 10
(3.6%) have a Master’s degree. When examining the
sampled group in terms of socioeconomic status, 47
(16.7%) students are in the low-income group, 145 (51.6%)
are in the middle-income group, and 89 (31.7%) are in the
high-income group.

2.2. Data Collection Tools

Primary Mental Abilities (PMAs) Test 7-11. This
scale was applied by Enterprise (2005) to 7- to
11-year-olds to measure general mental ability and gives
four special talent scores. It has a total of 122 items and
sub-items, the four main items being language ability,
spatial ability, discrimination ability, and numerical ability.
Language proficiency has three subtests: words (30 items),
pictures (15 items), and word groups (21 items). Spatial
ability has 10 items. Discrimination ability has 15 items.
Lastly, numerical ability has 31 items; 76.95% of the total
variance of the scale is explained according to structural
validity (Atilgan, 2005).

Self-Efficacy Scale for Children. The scale, adapted to
Turkish by Waste and Karaca (2012) and applied to
adolescents, is a 5-point Likert-type scale (1 being “none”
and 5 being “very good”). It has 3 sub-dimensions:
academic self-efficacy, social self-efficacy, and emotional
self-efficacy. The self-efficacy level increases as the score
obtained from the scale increases. According to the
construct validity, the scale explained 43.74% of the total
variance.

Total scores for the scale can range from 21 to 105, with
higher scores indicating a higher self-efficacy level; 43.74%
of the total variance of the scale is explained according to
structural validity. The correlation between scores when
examining test-retest reliability has been found as .88.
Cronbach’s alpha of internal consistency and reliability
is .86 for the entire scale (Akin, 2015, Waste & Karaca,
2012).

Social-Emotional Learning Scale. The scale, adapted
to Turkish by Arslan and Akin (2013) and applied to
primary school students, is 5-point Likert-type scale (1 =“I

disagree completely” and 5 = “I completely agree”). It has
three sub-dimensions: task identification, peer relations,
and self-regulation. Total scores from the scale can range
from 20 to 100, with higher scores indicating higher levels
of social-emotional learning. Correlations between scores
show good fit in the confirmatory factor analysis, with
test-retest reliability being found as .71. Cronbach’s alpha
of internal consistency/reliability is .90 for the entire scale
(Akin, 2015, Arslan & Ak, 2013).

Children’s Hope Scale. The scale, adapted to Turkish
by Atik and Kemer (2009) and applied to 8- to 16-year-old,
is a 6-point Likert-type scale (1 = “Never”; 6 = “Always”)
with six items. The scale, which has a total of 6 items, has
two sub-dimensions, namely the means to reach the goal
and motivation. The total score is between 6-36. The higher
the score, the higher the level of hope. According to the
construct validity, the scale explained 58% of the total
variance.

Total scores for the scale can range from 6 to 36, with
higher scores indicating higher levels of hope and 58% of
the total variance of the scale being explained according to
structural validity. When examining the test-retest
reliability, correlations between the scores were found to
be .57. Cronbach’s alpha of internal consistency/reliability
is .74 for the entire scale (Akin, 2015, Atik & Kemer,
2009).

2.3. Operations

Within the scope of the research, two separate operations
were performed. In the first process, the Bahgelievler
Guidance and Research Center examined the PMAs Test
7-11 that had been applied to primary school students from
24 schools. Six primary schools from this group were
randomly selected, with 281 fourth-grade students without
any disabilities enrolled in these schools in the high-,
middle-, and low-ability level groups. In the second phase
of the study, the Self-Efficacy Scale for Children, the
Social Emotional Learning Scale, and the Children’s Hope
Scale were applied to these students. The data were then
loaded into the package programs SPSS 22 and AMOS 20,
analyzed, and then presented in tables.

3. Results

The findings of the research are arranged according to a
specific sequence in the direction of the aims and have been
tabulated in sequential order.

The primary aim of the research is to answer if primary
school students’ levels of ability, self-efficacy,
social-emotional learning, and hope differ according to
certain variables (gender, parental education status, and
socio-economic level). The analyses related to explaining
the answer to this question are given in Table 2.



Universal Journal of Educational Research 7(3): 729-738, 2019

Table 2.
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Independent Groups t-Test for Determining How Scores from the PMAs Test 7-11, the Self-Efficacy Scale for Children, the Social-emotional

Learning Scale, and Children’s Hope Scale Differ According to the Variable of Gender

t-test
Score Groups N X SD Shi
z SD p

Girl 160 2.03 78 .06

PMAs 1.53 .096 127
Male 121 1.88 .80 .07
Girl 160 83.18 13.21 1.04

Self-efficacy 2.32 1.53 .021
Male 121 79.61 12.13 1.10
Girl 160 85.03 12.30 .97

Social-Emotional Learning 2.83 1.47 .005
Male 121 80.85 12.11 1.10
Girl 160 31.16 451 35

Hope 3.38 .55 .001
Male 121 29.28 4.70 42

As shown in Table 2, a difference exists between the
arithmetic averages for the groups in terms of the girls’
t-test as regards the independent groups #-test for
determining whether the sample group’s PMAs scores
show a significant difference according to gender, but this
difference is not significant (¢ = 1.53 ; p < .127). On the
other hand, the scores for social-emotional learning (¢ =
2.83; p <.005) and hope (¢ = 3.38; p < .05) show the
difference between the arithmetic means to be significant
in favor of girls.

As mentioned in the first objective, no significant
difference exists between parents’ educational status and
socioeconomic levels. As such, their results are not
included here.

The second goal of the research is to determine the
relationship of primary school students’ levels of ability
with their levels of self-efficacy, social-emotional learning,
and hope. The analyses that are related to answering this
question have been given in Tables 3 and 4.

As shown in Table 3, the difference between groups’
arithmetic means for determining whether the students who
constitute the sample group have significant differences in
PMAs Test 7-11 scores according to the variable of
self-efficacy was found to be significant as a result of
one-way ANOVA testing (f=4.99, p < .05). Likewise, the
differences between the arithmetic means of the groups
were found meaningful as a result of the one-way ANOVA
according to the variable of social-emotional learning (f'=
9.91; p <.000) and the variable of hope (f=6.98; p <.001).
After these operations, complementary analyses were
carried out to determine which groups are the sources of
the differences. When determining which post-hoc analysis

to use for this purpose, the homogeneity of variances was
first checked, and the variances were found to be
homogeneous for all three variables (LF; = 624, p; > .05;
LF,=1.24; p,> .05; LF5; =300 p; < .05). For this reason,
Scheffe’s method, widely used when the variances are
homogeneous, has been applied, and the results are
presented in Table 4.

As shown in Table 4, the post-hoc Scheffe test shows
middle-level students (p < .05) and high-level students (p
< .05) are seen to have lower self-efficacy than talented
students as a result of the analysis. The arithmetic mean
between the self-efficacy of mid- and high-ability students
is not significant although it does seem to favor high-level
talents (p > .05). One-way ANOVA followed by the
post-hoc Scheffe test was used to determine the subgroups
of emotional learning scores that differed according to the
TCI variable. As a result of the post-hoc Scheffe test, it is
seen that the students with lower-level ability have lower
emotional learning than the students with middle-level
ability (p <01) and students with high-level ability students
(p <01). The same distinction is seen in favor of high-level
talented students for social-emotional learning in mid- and
high-level talented students (p < .05). One-way ANOVA,
used for determining how subgroups’ hope scores differ
according to the PMAs, revealed in the post-hoc Scheffe
test results that low-level gifted students have lower hope
scores than mid- (p < .01) and upper-level (p < .01) gifted
students. The arithmetic average between the hope scores
of mid- and high-level talented students is not significant,
although it seems to favor high-level talented students

(p > .05).
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Scores for Self-Efficacy, Social-emotional Learning, and Hope

Score Group n X SD Var (K) KT SD K-0 f )
Lower | 94 78.47 1.33 b/m G 55.34 2 804.29
Middle | 102 82.33 1.19 inside G | 1,534.09 | 270 160.91
Self-Proficiency 4.99 | .007
High 85 84.34 1.42 Total 1,553.24 | 280
Total | 281 81.65 76
Lower | 94 | 79.2447 | 1.32904 b/m G 8.87 2 1,427.20
Middle | 102 | 83.5980 | 1.24259 | inside G | 2,845.54 | 270 143.94
Emotional Learning 9.91 .000
High 85 | 87.2118 | 1.10183 Total 2,833.30 | 280
Total | 281 | 83.2349 73815
Lower | 94 28.94 .52 b/n G 4539 2 146.72
Hope Middle | 102 30.82 43 inside G | 777.655 | 270 21.01 608 | 001
High 85 31.35 44 Total 782.194 | 280
Total 281 30.35 72
Table 4. The Post-Hoc Scheffe Test Results
Self-Efficacy PMA PMA Xi— )_(]- Sh, p
Low Mid -3.85 1.81 034
High -5.86" 1.89 .002
Low Mid 3.85" 1.81 034
High -2.00 1.86 282
Low Mid 5.86" 1.89 .002
High 2.00 1.86 282
Social-Emotional Learning PMA PMA il — )_(] Sh x p
Low Mid -4.35 1.71 012
High -7.96" 1.79 .000
Low Middle 435" 1.71 012
High -3.61° 1.76 041
Low Mid 7.96" 1.79 .000
High 3.61" 1.76 041
Hope PMA PMA Xi— )_(]- th p
Low Mid -1.87 .65 .005
High -2.40° 68 .001
Low Mid 1.87 .65 .005
High -0.52 67 432
Low Mid 2.40" .68 .001
High 52 67 432

The third objective of the research is to find whether the
variables of self-efficacy and hope have any role in the
relationship between elementary school students’ ability
and social emotional learning levels. The analyses for this
are given in Tables 5 and 6.

The first step is to use correlation analysis in order to
determine the relationships of the variables to each other.
When examining the correlation analysis data presented in

Table 5, the total score for the PMAs Test 7-11 is seen
positively and significantly correlated with the other three
variables. In the same way, all the research variables are
found to be in a meaningful relationship with each other.
After these findings, the package program, AMOS 20, has
been used to analyze the relationship between PMAs and
social emotional learning in order to determine the
mediator role of self-efficacy and hope.
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Table 5. Mean, Standard Deviation, and Correlation Values for the Variables (n = 281)

Variables X SD 1 2 3 4
PMAs 90.87 1.17 1.00 27** 20%* 22%*
Social-emotional learning 81.65 .50 1.00 .64%* 68%*
Self-efficacy 83.23 .54 1.00 61%*
Hope 30.35 21 1.00
**p <.001
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Figure 1. PMAs and social-emotional learning path analysis made to determine the instrumental role of the variables of hope and self-efficacy.
Table 6. Comparison of Standard Conformity Assessment Criteria and Research Results
C&T::Egze Good Harmony Acceptable Compliance Complialil;;::;zfcshObtained
P 0.05<p<1 0.01<p=<0.05 0.118
x?/df 0< x%/df<2 2< x%/df<3 1.25
RMSEA 0 <RMSEA <0.05 0.05 < RMSEA <0.08 0.030
SRMR 0<SRMR <0.05 0.05 <SRMR <0.10 0.01
NFI 0.95 <NFI<1.00 0.90 < NFI<0.95 0.989
NNFI 0.97 < NNFI<1.00 0.95 < NNFI<0.97 0.998
CFI 0.97 <CFI<1.00 0.95<CFI<0.97 0.998
GFI 0.95<GFI<1.00 0.90 < GFI<0.95 0.968
AGFI 0.90 <AGFI<1.00 0.85 <AGFI<0.90 0.946
RFI 0.90 < RFI<1.00 0.85 <RFI<0.90 0.985

When examining the above figure, self-efficacy and
hope are seen to increase with increases in scores for the
PMAs Test 7-11 Similarly, as the self-efficacy and hope
rise, the students' levels of social emotional learning
increase. The model fit values related to this are presented

in detail in Table 6. When we look at the mediator role of
self-efficacy and hope which is the main aim of the study;
while the relationship between Primary Mental Abilities
Test 7-11 and social-emotional learning was .27, it was .11
as a result of path analysis. In this case, self-efficacy and
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hope play a partial mediating role.
As can be understood from Table 6, our model well
satisfies all the compliance measures.

4. Discussion

The analyses of the research have examined the PMAs
Test 7-11, self-efficacy, emotional learning, and hope
scores according to gender in the first stage. Although not
significant in terms of the PMAs scores, a situation does
exist in favor of female students when looking at the
arithmetic averages. Meaningful results were obtained in
favor of female students in terms of the variables of
self-efficacy, emotional learning, and hope. Durualp (2014)
reached the conclusion that girls’ emotional learning is
more meaningful in a gender study of sixth, seventh, and
eighth graders. Ak¢alan (2016) also found girls’ emotional
learning to be higher in their studies. Britner and Pajares
(2001) found that girls in secondary education have higher
self-efficacy levels in the academic setting than boys, while
boys are more successful at setting goals. A 4-year study by
Heaven and Ciarrochi (2008) examined how students’
levels of hope and self-esteem developed over the effects
of gender and family lifestyles on these variables. As a
result of their research, seventh-grade female students were
determined to have higher levels of hope than the male
students, but this decreased over time as 10th-grade girls
had lower hopes levels than the boys.

One-way ANOVA testing has been conducted to
determine whether the PMAs of students differ according
to their levels of self-efficacy, emotional learning, and
hope; a significant correlation has been found with respect
to each of these three variables. This significance is found
to favor highly skilled children according to post-hoc test
results. Akarsu (2001) stated gifted children to be
successful in achieving self-efficacy, social-emotional
learning, and adapting to new situations. A study
conducted by Mecek and Taslidere (2015) concluded
gifted children’s mathematical achievements to be better
than other students. Kolitch and Brody (1992), studying
seventh- through 12-th grade students in the classroom,
found gifted students to be able to comprehend
mathematics much sooner than their peers. In a similar
study, Poelzer and Feldhusen (1996) found gifted students
to be more successful in physics, chemistry, and biology
courses than other students. A study by Pajares (1996) was
conducted on the academic self-efficacy of gifted and
non-gifted students. The study investigated students’
beliefs about their self-efficacy in mathematics. Research,
in line with the obtained results, has emphasized students’
self-efficacy beliefs to increase their success and this
personal characteristic to be an important variable
predicting academic success (Chemers, Hu, & Garcia,
2001; Elias & Loomis, 2002; Uyulgan & Akkuzu, 2017). A
positive relationship also has been found to exist between

social-emotional learning and academic achievement.
According to Zins, Bloodworth, Weissberg, and Walberg
(2007) for example, providing students with
social-emotional field training promotes self-awareness,
social awareness, decision making by taking responsibility,
adequate self-management, and relationship-management
skills, as well as supporting students’ academic
achievement. According to Arslan and Akin (2013),
social-emotional learning skills are very effective for
students in school on things such as academic success,
advancing social skills, developing problem-solving skills,
motivating the learning process, gaining interest in reading,
and actively participating in collaborative processes. Day,
Hanson, Maltby, Proctor, and Wood (2010) found a
positive relationship between students’ hopes and future
academic achievement in their 3-year longitudinal study.
Curry, Synder, Cook, Ruby, and Rehm (1997) stated in
their study that hope affects both athletic and non-athletic
students’ academic achievement and success in sports.

As a result of the path analysis for the third purpose of
the study, the mediating role of the variables of hope and
self-efficacy on the relationship between students’ PMAs
and social-emotional learning of the students was
examined. At this point, the analyses that are the most
important result of the study show that as scores for the
PMAs Test 7-11 increase, hope and self-efficacy also
increase. Similarly, social emotional learning increases in
parallel with increases in hope and self-efficacy. Many
studies are found showing self-efficacy to have a direct
effect on performance and academic adjustment and a
positive influence on one’s capacities (Aydin, 2010;
Carpenter, 2007; Sarier, 2016). This study has shown
individuals with high hope and self-efficacy to also have
high social-emotional learning. Similarly, hope and
self-efficacy act as partial mediators between PMAs and
social-emotional learning. Feldman and Kubota’s (2015)
study found general hope to predict the areas of academic
hope and academic self-efficacy. In addition, Ciarrochi,
Heaven and Davies (2007) investigated in their study the
effects of self-efficacy, hope, and positive loading styles on
students’ emotional status and future academic
achievement as three distinctive features of positive
thinking. As a result, hope was shown to lead to positive
sentiments and high grades while adverse uploading styles
lead to feelings of hostility and fear.

As a result, this study has attempted to evaluate the
status of students who had taken the PMAs Test 7-11 as
well as various scales according to their skill levels. It may
be appropriate to The obtained findings have revealed that
identifying students who need to be supported in this
context by examining their levels of self-efficacy and hope
using a more comprehensive program may be appropriate,
as well as planning for students with high capability levels.
As a result, continuing practices that will make gifted
individuals feel valuable may be advisable. Future
individual and group studies may be proposed within the
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context of educational and personal guidance services for
supporting the self-efficacy prospects of students at
different capability levels. Families should also be
supported in order to support the work done in school.
Parent seminars can be organized for sharing information
on how children can contribute to their self-efficacy and
learning processes according to their ability level. In
addition, parental interviews can also be given in order to
become more effective at supporting children’s
psychological processes.

This research is limited to the assessment of primary
school students’ ability levels and levels of
social-emotional learning, self-efficacy, and hope. Because
the study was not applied to students from different classes
or grades, no generalization can be made about them.
Different findings may be reached when designing various
models in future studies. Using techniques such as
interviewing and observation s in future qualitative
research to be carried out within the scope of this subject
can obtain more detailed results on the factors that predict
the success of students at different skill levels.
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