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1. Introduction

In recent years, the rapid advancement of technology has ushered in
a new era of socialization and information acquisition, fundamentally al-
tering how we interact with the world around us. Notably, the impact of
technology extends beyond our daily lives and has permeated the realm
of education. Thus, educators at every level adopt technology in the class-
room concerning its potential to serve as an instructional tool, augmenting
students’ in-class learning experiences, or as a vehicle to provide instruc-
tion, either entirely or partially, through online platforms (Allen & Sea-
man, 2009). Jamil and Shah (2011) highlighted that this transformative
effect has spurred a shift in teaching methodologies, giving rise to a wealth
of digital resources. This digital revolution is not merely shaping educa-
tional curricula but also reshaping how educators teach and students learn.

Moreover, the convergence of education and technology has ushered
in a transformative era, redefining traditional teaching paradigms and pro-
pelling students into an interconnected web-enhanced learning environ-
ment. An illustrative example of this paradigm shift is the emergence of
Web 2.0 tools or course management systems. These free platforms em-
power educators to foster online interactions and facilitate a multifaceted
approach to education, encompassing tasks such as assignment submis-
sions and downloads.

Besides, various unconventional platforms have enriched the educa-
tional landscape, including blogs, wikis, and social media giants like Face-
book. In tandem with the rising popularity of these tools, the boundary
between formal and informal learning has blurred, fostering an environ-
ment where teachers and students can engage beyond the confines of the
traditional classroom. A pivotal facet of this transformation is evident in
foreign language learning. With students emerging as digital natives (Pren-
sky, 2001), language learning has undergone a digital metamorphosis, with
web-based tools and applications becoming integral to the process. Edu-
cators are increasingly harnessing technology, particularly Web 2.0 tools,
to forge meaningful academic connections with students, transcending the
limitations of physical classrooms and extending into diverse language
learning environments. Thus, teachers also adapt themselves and use tech-
nology, especially Web 2.0 tools, for academic purposes to engage with
students beyond just in school in any possible language learning environ-
ment.

It is evidenced that students often lack opportunities to practice course
content beyond the classroom setting. To bridge this gap, web-enhanced
technologies, mainly learning management systems, have emerged as a po-
tent solution, offering a conduit for continuous language exposure. Learn-
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ing Management Systems (LMS) have revolutionized education by pro-
viding a comprehensive digital framework for delivering, managing, and
enhancing learning experiences. In other words, LMSs offer an invaluable
toolbox that addresses the unique challenges of learning function as virtual
classrooms, enabling educators to integrate technology into their instruc-
tion seamlessly. This integration yields numerous benefits that optimize
learning and amplify course outcomes. For example, one of the critical
advantages of LMSs is their capacity to transcend physical limitations. It
facilitates synchronous and asynchronous learning, allowing students to
access lessons, practice materials, and assignments irrespective of their
physical presence. This versatility is particularly vital for mastering the in-
tricacies of the content of the courses, as consistent practice and exposure
are fundamental to grasping its unique structures.

Furthermore, LMSs empower teachers to curate engaging and interac-
tive content tailored to the learning journey. Gamification elements, multi-
media resources, and interactive exercises can seamlessly integrate within
the LMS interface. This dynamic approach captivates learners and aligns
with teaching pedagogies emphasizing contextual and immersive learning
experiences. Discussion forums, collaborative projects, and peer reviews
offered by LMS platforms allow learners to interact with the course con-
tents and their peers. This interaction simulates real-world language use,
enabling students to apply their knowledge in practical contexts and en-
hancing their communication skills.

Likewise, the assessment capabilities of LMSs offer adaptive quizzes
and automated assessments that can gauge learners and teachers to identify
areas that require reinforcement. This data-driven approach informs tar-
geted instruction, ensuring learners receive tailored support based on their
needs. The LMSs are an indispensable asset in modern education, particu-
larly for teaching Turkish at university level. Their versatility, interactive
features, accessibility, and assessment capabilities create an environment
that fosters deep understanding, engagement, and practical application of
course contents.

Turkish language courses at the university level typically demand
extensive drills, repeated practice, and constructive feedback. The LMSs,
as instructional tools, offer a conduit for these pedagogical essentials. By
leveraging its features, educators can dispense assignments and facilitate
online feedback, enriching the learning experience. The platform’s inter-
active interface further empowers students to pose questions and exchange
insights via the main wall, fostering a dynamic and flexible learning en-
vironment. Notably, the benefits extend beyond the confines of the class-
room. The LMSs obviate absenteeism challenges, enabling students to
access missed content and maintain alignment with the curriculum. This
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digital milieu also emboldens reticent students, who may find their voice
in the virtual realm, as Miller (2001) observes. Moreover, using LMSs in
teaching, as Kongchan (2013) posited, engenders a secure virtual class-
room environment where students connect, collaborate, and access course
materials effortlessly.

In light of the increasing reliance on technology for course delivery,
it’s crucial to recognize the wide-ranging experiences and comfort levels
with technology among students, especially non-traditional learners. This
raises several questions for instructors about the optimal approaches to
delivering courses that effectively cater to the diverse needs of universi-
ty students. Regarding this fact, the present study intends to explore the
pivotal question: Does incorporating web-enhanced activities improve stu-
dents’ understanding of course contents? Furthermore, an ancillary inquiry
seeks to ascertain whether this web-enhanced methodology correlates with
heightened academic achievements. The exploration of LMS’s impact on
Turkish courses at a university level serves as a microcosm of this edu-
cational revolution, encapsulating the potential of technology to amplify
learning experiences and reshape student perceptions.

2. Literature Review

Technology in teaching and learning started with the audio devices
still being used in language labs (Chinnery, 2006). Then, computers took
their place on the stage, providing visual support, especially with the help
of projectors enabling, e.g., PowerPoint, videos and pictures, to be shown
for more organized opinions in learners’ minds (Kazanci, 2012). Internet
and hands-on devices became available worldwide, and technology imple-
mentation into teaching environments emerged.

Today, the support of recent technologies in teaching and learning
cannot be ignored. Specifically, social networks, podcasts, e-mail services,
blogs and wikis are mainly used Web 2.0 tools in language classrooms.
They changed the traditional classroom interaction patterns, in which the
teacher is the leader and teaches one-way information, providing more
opportunities for students to interact with their classmates and teachers
whenever they want. Moreover, these tools increase student motivation to
use the target language (Warschauer, 1996). Similarly, Lao and Gonzales
(2005) claimed that online learning through web-based platforms can be
a rewarding and rich experience for learners and teachers, primarily if the
tool used to conduct a class is effectively utilized.

The fact that teachers use technology to teach better and more effec-
tively has been questioned since technology started to visit classrooms
(Dick, 2011; Luckin et al., 2009; Miyazoe & Anderson, 2010; Tiirkmen,
2012; Zorko, 2009). As Botsch and Botsch (2001) stated, much of the early
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literature regarding web-enhanced instruction was centered on a compar-
ison and contrast between traditional) course delivery and online modes
of delivery. Thus, little research exists on how students perceive web-en-
hanced courses, especially in Turkish.

In a study, Sanders and Morrison-Shetlar (2001) studied the relation-
ship between student attitudes toward Web-enhanced instruction and some
variables. Their findings revealed a positive effect of the Web component
on student learning in general. They found that females had significantly
more positive attitudes toward Web-enhanced instruction than males and
used the Web more often than males. Additionally, their study revealed that
age, race, year in school, computer experience, and learning styles did not
affect student use of the Web.

In another study conducted by Alghazo (2006), the focus was on ex-
ploring the attitudes of students enrolled in an educational technology
course toward web-enhanced instruction. The study revealed that students
displayed favorable attitudes across various aspects of web-enhanced in-
struction. Specifically, participants found web-enhanced instruction bene-
ficial in facilitating discussions about course content via discussion boards,
communicating with the course instructor, accessing grades online, conve-
niently obtaining course-related materials, submitting assignments through
web platforms, and enhancing overall comprehension and communication
with classmates.

Similarly, Alston and English’s (2007) research, which focused on
assessing the efficacy of web-enhanced agricultural education methods,
found that the participants mostly concurred on the advantages of web-en-
hanced courses. They perceived all the components of the website being
examined as highly valuable.

In a research study examining students’ views on web-enhanced learn-
ing environments, Y1ldirim (2002) found that students preferred accessing
the course website on campus, mainly due to financial constraints. Anoth-
er noteworthy discovery was the importance of the website’s reliability
in providing information. Yildirim (2002) concluded that students highly
value timely access to essential information and announcements on the
website to maintain their trust in the platform.

In a study conducted by Lewohl (2023), an investigation was carried
out into students’ perspectives regarding the teaching approach, encom-
passing the incorporation of a web-enhanced active learning platform
within the classroom, the utilization of available resources, and the factors
influencing students’ choice to attend in-person classes. The outcomes of
this study indicated that students considered face-to-face classes advan-
tageous for their learning, and they found that the integration of web-en-
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hanced learning activities contributed significantly to their comprehension
of the course material. Similarly, Wahyuni and Hakiki (2023) who exa-
mined students’ perception toward the use of web-based technology for
learning English skills at university level found that students have positive
perception of the use of web-based technology related to language skills

The literature review revealed that most studies inquiring about the
effectiveness of LMSs or web-enhanced instruction in language teaching
generally focused on teaching writing. For example, Miyazoe and Ander-
son (2010) examined free writing and translation from English to Japanese
for 61 sophomore students at a university in Japan and found that students
who enrolled in web-enhanced courses showed a noticeable improvement
in their writing skills. Another study by Lin and Yang (2011) found that
wiki-based writing projects encouraged peer feedback and interaction
among students and motivated students positively in language learning.
Similarly, Turkmen (2012), who used a free learning management system
for eight-week English classes with university students, also found that
students who participated in the study benefited from using web-enhanced
activities in their English classes.

The review of the available literature shows that students’ percep-
tions of web-enhanced courses are mostly limited to reading and writing
skills. Furthermore, the recent literature review on web-enhanced courses
revealed numerous studies on the issue, especially as a teaching and learn-
ing tool. Thus, the present study intended to examine university students’
perspectives with a focus on a Turkish Language course.

3. Methodology

This quantitative case study is intended to explore university students’
perceptions of web-enhanced courses in general. The case study is partic-
ularly suitable for description, explanation and exploratory research or, as
Yin (2009) suggests, to explain, describe, illustrate and enlighten a phe-
nomenon in the everyday contexts in which it occurs. The case study seeks
more explanatory information through ‘how’, ‘what’ and ‘why’ questions.
Thus, the present study assessed how students’ attitudes toward web-en-
hanced learning might influence their engagement, satisfaction, and subse-
quent academic achievements. A carefully constructed questionnaire was
adapted, drawing upon validated scales to measure students’ perceptions
of various aspects of web-enhanced courses, including usability, interac-
tion quality, and overall satisfaction. The questionnaire was administered
to a sample of students currently enrolled in a web-enhanced course. Data
was collected employing a cross-sectional approach at a single time to
capture a snapshot of students’ perceptions. The research used statistical
techniques to uncover potential connections between students’ perceptions
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and academic outcomes. This rigorous quantitative case study sought to
provide empirical insights that could inform the design and improvement
of web-enhanced courses, enhancing online education in the university
context.

Over 14 weeks, the lessons were held using LMS, and the quantita-
tive data was collected and analyzed at the end of the academic term. The
research was conducted in two web-enhanced Turkish Language classes
whose level and the content of the topics were the same. As the course
instructor, the researcher ran the classes using Microsoft Teams as LMS
and uploaded every material studied in the classroom. Furthermore, the
researcher gave students online homework and made sharing available so
every student could share material and post replies.

3.2. Participants

The sampling method used in this study was non-probability conve-
nience sampling. The participants were 80 (32 M, 48 F) students who en-
rolled in a Turkish language course in the Architecture faculty of a state
university in Turkey. Their participation in the study was voluntary, and
all signed a consent form informing them about the research process. All
the participants were in their first year of university education and took the
Turkish language course as a compulsory course.

3.3. Data Gathering Instrument

The present study’s data was collected through the “Students’ percep-
tions of web-enhanced courses survey” to identify students’ perceptions
and feelings about Web-enhanced Turkish language course. The survey is
a five-point Likert scale developed by the researcher through a comprehen-
sive review of related literature. The first part of the scale inquired about
the participants’ demographic information, and the second part included a
set of 15 statements about students’ perceptions of their experiences fol-
lowing the web-enhanced Turkish language course. For each statement,
students indicated their level of agreement on a five-point scale ranging
from 1 (Strongly Disagree) to 5 (Strongly Agree). The second section fo-
cused on various facets of web-enhanced instruction designed for study
participants. Using the scale, the researcher sought to find whether students
had benefited from using web-enhanced courses and intended to explore
their attitudes toward a web-enhanced learning environment. As for the
reliability and validity of the data-gathering instrument, two experts eval-
uated the final version of the scale, and necessary revisions were made in
terms of readability and content validity. Additionally, to ensure the re-
liability and practicality of the instrument, a pilot test of the survey was
conducted with students from a different program. These students were
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guided to respond to the survey questions as if they were taking it and to
report any issues they encountered with the phrasing of the questions or
the provided instructions. Feedback obtained from the pilot study was then
used to implement essential adjustments and refinements.

3.4. Procedure

In the first week, the researcher introduced the LMS and its features
to students. He informed students that they would use the LMS for their
Turkish classes to access materials covered in the course, submit home-
work, check grades and process and do extra activities online. The LMS
was password protected, where only the participating students and teacher
could access the available materials and synchronous sessions. Starting
from the second week, the researcher ran the synchronous lessons and up-
loaded recorded videos of synchronous lectures and other materials cov-
ered in class in a library section of the LMS.

Additionally, the researcher uploaded weekly assignments to be com-
pleted online due the following week, where students upload their work
and see their classmate’s homework. Besides, the researcher activated
asynchronous discussions every weekend, which enabled students to dis-
cuss the course content homework or ask questions to the instructor. The
discussion board of classes was available for students to post and reply to
until the next session started so that students could ask questions to get
answers from both the instructor and their classmates.

3.5. Data Analysis

The study’s primary purpose was to gather evaluative feedback from
university students about a web-enhanced Turkish language course. Since
the aim of the present study is not to compare the findings in terms of some
variables but to figure out the participants’ perceptions about a web-en-
hanced course and its implications on their understanding of the course
content, the analysis of the data is performed through descriptive statisti-
cal analysis that summarizes or describes the characteristics of a data set.
Furthermore, univariate data analysis was conducted in the data analysis
of the present study since it focuses on only one characteristic or attribute:
the attitudes about a web-enhanced course. Thus, the gathered data were
analyzed through a statistical software program, findings were tabulated,
and frequency counts were generated to illustrate the participants’ attitudes
concerning the web-enhanced course. As Gravetter and Wallnau (2007)
stated, the frequency distribution represents the number of individuals in
each category on the measurement scale.

4. Findings and Discussion

The research aimed to assess students’ perceptions and attitudes to-
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ward a web-enhanced Turkish language course at the university level. The
data was collected through a survey, and participants were asked to rate
their agreement with various statements on a scale ranging from “Strongly
Disagree (SD)” to “Strongly Agree (SA).” The overall findings of the re-
search are illustrated in Table 1.

Table 1. Participants’ perceptions concerning a web-enhanced Turkish language
course.

Items SD D N A SA
) () (B () ()

1.20 4.06 7.89 24.61 62.24

1. I like participating in a web-enhanced
course

2. 1 like submitting work and getting
feedback on the web-enhanced course

3. I like having the opportunity to access
materials given in the web-enhanced course
4. I am happy with consulting the teacher
personally on web-enhanced course

5. I'like having web-enhanced courses 3.48 1230 10.52 28.48 45.02
6. I find the questions and answers on

the web-enhanced course assist my 3.15 10.02 10.52 5521 21.1
understanding of course content

7. Web-enhanced course interface is easy
to use.

8. I feel comfortable sharing my ideas on
web-enhanced course

9. I used a web-enhanced course when I
was absent in synchronous sessions

10. T use web-enhanced courses to get help
from my classmates

11. T like having discussions and debates
about topics with classmates on web- 14.20 4.22 18.42 21.05 42.05
enhanced course

12. Using web-enhanced courses has

prepared me for doing online classes in the 8.36  7.42 18.42 35.78 30

future

13. Using web-enhanced courses helped
me understand lessons better.

14. T use the library feature on web-
enhanced courses to review concepts or 3.40 4.49 13.15 36.26 42.68
topics discussed in class.

15. 1 enjoy the links, clips, and practice

quizzes uploaded on the web-enhanced 6.14 4.38 7.89 24.07 57.05
course

6.78 9 13.15 46 25.05

0 0 10.52 38.17 51.03

0 2.63 7.89 61.22 28.25

11 2.15 526 36 4557

433 356 7.89 42.16 42.05

0 2.63 526 51.10 41

4452 3026 2 13.20 10.02

0 15.78 10.52 22.18 51.05
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As summarized in Table 1, the findings revealed that participants
generally positively perceived a web-enhanced Turkish language course.
As for the participants’ preference for participation, it was found that the
statement “I like participating in a web-enhanced course” received a high
agreement rate. That is, most students (86.13%) expressed a positive atti-
tude towards web-enhanced courses, with 62.24% strongly agreeing that
they enjoy participating in such courses, indicating participants strongly
prefer this learning mode. This finding also shows similarities with the lon-
gitudinal study of Strambi (2004), who found that web-enhanced courses
can contribute to learners’ positive perceptions of the opportunities offered
by their learning environment.

The findings showed that participants demonstrated a strong desire for
feedback, as indicated by the statement, I like submitting work and getting
feedback on the web-enhanced course.” Further analysis revealed that while a
significant number of students (46%) agreed or strongly agreed that they like
submitting their work and getting feedback in a web-enhanced course, it’s
noteworthy that a quarter of the respondents (25.05%) disagreed or strongly
disagreed with this statement. This suggests that a subset of students may
have concerns or preferences about online course feedback mechanisms.

As for access to course materials, participants found it essential to
have access to all course materials in web-enhanced courses, with 89.2%
agreeing or strongly agreeing with the statement, “I like having the oppor-
tunity to reach every material given in the web-enhanced course”. Most
students emphasized the importance of accessing all course materials in
web-enhanced courses. This highlights the convenience and flexibility of-
fered by online resources, enabling students to engage with course content
more comprehensively. This finding of the present study shows similarities
with Kumar and Kumar (2002), who examined student satisfaction with
technology-enhanced traditional courses and found that students were sat-
isfied with the technology-enhanced course and liked the availability of
lecture notes, links to additional resources and online discussions.

The finding showed that consulting teachers personally on the web-en-
hanced course was preferred by a significant portion of students, as indi-
cated by the statement, “I am happy with consulting the teacher personally
on web-enhanced course”. It was found that 89.47% of participants agreed
or strongly agreed. This finding indicates that students greatly appreciated
the opportunity for personal consultation with teachers in web-enhanced
courses, and they value the ability to connect with instructors in web-en-
hanced learning environments.

Students believed that web-enhanced courses helped their understand-
ing of course content, as indicated by the statement, “I find the questions



Academic Studies in Educational Sciences- 2023 October * 11

and answers on the web-enhanced course assist my understanding of
course content covered in class”. It is found that the majority of students
(76.31%) believed that web-enhanced courses assist in their understanding
of course content. This finding underscores the potential of web-enhanced
course resources, such as discussion forums and supplementary materials,
to enhance the learning experience.

As for the usability and user-friendliness of the web-enhanced course,
the findings showed that the participants’ perceptions concerning the course
interface were highly positive. It was found that 81.57% of the participants
agreed or strongly agreed that using the web-enhanced course interface
was easy to use, and they felt comfortable using its features, such as shar-
ing content and posting replies. This suggests that if adequately tailored,
the usability and user-friendliness of web-enhanced learning platforms ap-
peal to the students’ interest and engage them in the course content.

When the data related to participants’ perceptions of comfort with par-
ticipation were examined, it is found that students generally felt comfortable
sharing their ideas on web-enhanced courses, with 49.21% agreeing or strong-
ly agreeing with the statement “I feel comfortable sharing my ideas on web-en-
hanced course”. The findings indicate that students were eager to post replies
when something was shared, and they participated in discussions, got help
from their classmates and did not hesitate to ask the teacher personally. The
finding that almost half of the students felt comfortable sharing their ideas in
web-enhanced courses might indicate that while some students are confident
in participating actively, there may be room for creating more supportive on-
line discussion environments. This finding suggests that the researcher’s role
as a moderator rather than the ultimate leader in web-enhanced courses might
give more opportunities for students to learn rather than to be taught.

The data analysis revealed that students often used web-enhanced
courses when absent in synchronous sessions (92.1%) and for collaboration
with classmates (43.22%). This finding indicates that web-enhanced class-
es served as a valuable resource for students when they were absent from
synchronous sessions and for collaborating with classmates, highlighting
the flexibility and collaborative potential of web-enhanced courses.

Participants were asked if enrolling in a web-enhanced course prepare
them for online education. The findings exposed that using web-enhanced
systems was perceived as preparing them for future online classes or class-
work, with 65.2% agreeing or strongly agreeing. It was found that a sig-
nificant majority of students believed that web-enhanced courses prepared
them for future online classes or classwork. This implies that web-en-
hanced lessons can serve as a valuable transition point for students who
may engage in more extensive online learning.
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As for the contribution of web-enhanced courses to understanding
the course content, findings uncovered that participants believed that
web-enhanced classes helped them understand lessons better, with 73.57%
agreeing or strongly agreeing. This finding showed that students mostly
agreed that web-enhanced classes helped them understand lessons better,
emphasizing the educational benefits of digital resources and interactivity
in web-enhanced courses.

In terms of the participants’ perceptions concerning the web-enhanced
course’s library feature, the findings exposed that the use of the library fea-
ture for reviewing course concepts was moderately utilized, with 58.94%
of students agreeing or strongly agreeing. This finding suggests that partic-
ipants recognize the value of course materials but may not fully exploit all
available resources.

Finally, the findings concerning the participants’ perceptions about the
shared multimedia elements like links, clips, and practice quizzes revealed
that multimedia elements were generally enjoyed by students, as indicat-
ed by 81.12% agreeing or strongly agreeing. This finding highlights the
role of multimedia in engaging and enhancing the learning experience in
web-enhanced courses.

5. Conclusion

The findings of this study reveal a generally positive perception
among participants towards web-enhanced Turkish language course. Most
students strongly prefer this mode of learning, with a significant proportion
indicating their enjoyment of participating in web-enhanced courses. This
underscores the importance of integrating web-enhanced elements into
language education, as it aligns with students’ preferences and provides a
promising avenue for enhancing engagement and learning outcomes.

Furthermore, the study highlights the students’ strong desire for feed-
back, although it’s important to acknowledge the existence of a subset who
may have different preferences regarding feedback mechanisms in online
courses. Educators should consider this diversity when designing feedback
systems to cater to individual learning styles and needs.

The emphasis on the importance of having access to all course mate-
rials in web-enhanced courses signifies the convenience and flexibility that
online resources offer. This underscores the need for educators to ensure
comprehensive accessibility to course content, thereby enhancing the over-
all learning experience.

Moreover, the preference for personal consultation with instructors in
web-enhanced environments is noteworthy. Encouraging direct communi-
cation between students and educators can contribute to a supportive and
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effective learning atmosphere, bridging the gap between traditional class-
room instruction and online education.

Additionally, the positive perception of the usability and user-friend-
liness of web-enhanced course interfaces indicates the significance of
well-designed online platforms. Such user-friendly environments not only
promote active participation but also facilitate engagement with course
content.

While many students felt comfortable sharing their ideas in web-en-
hanced courses, there is room for creating more inclusive and support-
ive online discussion environments. Encouraging student-led discussions
and adopting an instructor moderator role may foster a more participatory
learning atmosphere.

Overall, web-enhanced courses offer flexibility, collaboration oppor-
tunities, and valuable preparation for future online learning endeavors.
They also contribute to an improved understanding of course content and
are enhanced by multimedia elements. These findings provide useful in-
sights for educators and institutions, guiding them in optimizing online
course offerings to align with student expectations and improve the quality
of online education in the Turkish language learning context.

In light of the results of this study, it can be concluded that if appro-
priately applied, students can benefit from a web-enhanced learning envi-
ronment. As they are considered digital natives (Prensky, 2001), they are
familiar with using technology; however, they should be guided in using
technology for educational purposes. A web-enhanced course can provide
them with interaction skills, promote their learning and make learning
more enjoyable.

In conclusion, the present study’s findings suggest that students have
a generally positive perception of web-enhanced courses, valuing features
like access to course materials, personal consultation with teachers, and
the potential for improved understanding. These findings can inform the
design and implementation of web-enhanced courses to meet students’
preferences and needs better. Moreover, these insights can guide educators
and institutions in optimizing their online course offerings to meet their
students’ expectations better.

It should be noted that this study was limited to a web-enhanced Turk-
ish language course with 80 participants studying at the architecture fac-
ulty of a state university. Further studies should be conducted in different
settings, with varying numbers of students for more extended periods.
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Introduction

In today’s world, 21% Centrury Skills (21CS) are among the most
discussed topics in the field of education. In this age of knowledge and
communication century, individuals are expected to possess numerous
competencies considered as global skills. These competencies include
problem-solving, critical thinking, collaboration, effective communication
ability, leadership, innovation and creativity, adaptability to knowledge
and technological advancements, flexibility, resilience, and the ability to
continuous self-improvement. Each of these competencies is perceived as
essential for the personal growth of the future generation. Hence, today, in
designing school curriculum specialists’ main emphasis is on the devel-
opment of these specific competencies in conjunction with regular school
curriculum. In this section, starting from certain theoretical definitions and
classifications of 21CS, individuals’ processes of acquiring these skills
through self-regulation development is discussed.

When we examine the research carried out on 21CS skills from the
early 2000s to the present, it is noteworthy that there has been a substan-
tial growth in the number of skills offered in recent years compared to
the 2000s. During the early 2000s, skills were characterized by a broader
and more individual-centric perspective, focusing on essential competen-
cies and social adaptability of individuals. However, due to the rapid and
profound changes and advancements in the first part of the 21st century,
there has been a discernible escalation in the range of skills individuals
are expected to possess. Educators posit that schools are contributing to
the acquisition of an expanding array of skills on a daily basis, while busi-
ness leaders and corporations assert that the skillset they associate with
employees’ readiness for the 21st-century job market should be cultivated
as enduring personality traits, commencing from the preschool phase of
education (OECD, 2012; Wagner, 2008). Educators find themselves under
growing pressure from business leaders and corporations who argue that
the conventional focus on vocational skills within educational curricula
is insufficient to adequately prepare individuals for the demands of the
contemporary labor market. This shift in perspective is rooted in the recog-
nition that the job landscape of the 21st century has evolved significantly,
driven by technological advancements, globalization, and changing eco-
nomic paradigms. Consequently, employers now place greater emphasis
on hiring individuals with a multifaceted skillset that extends beyond the
technical competencies associated with specific job roles.

In this context, educators are being urged to rethink their pedagogi-
cal approaches and curricular designs to foster a more comprehensive set
of skills and qualifications in students. The idea is to nurture individuals
who are not only proficient in their chosen vocations but are also equipped
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with a broader array of attributes, including critical thinking, adaptability,
communication skills, creativity, and a strong foundation in digital literacy.
These qualities are increasingly seen as essential for success in a world
where jobs are continually evolving, and the ability to learn and adapt
quickly is paramount. Furthermore, the call for instilling these skills as
lifelong personality traits starting from preschool is grounded in the belief
that early education forms the backbone of a person’s development. By
introducing these skills at an early age, individuals can grow up with a ho-
listic skillset that becomes an integral part of their identity. This approach
not only enhances their employability but also fosters a culture of lifelong
learning and personal development (Kiraz, 2022).

In essence, the evolving dynamics of the 21C job market necessitate a
shift in educational priorities. Educators are confronted with the challenge
of not only imparting knowledge and technical skills but also nurturing a
more versatile and adaptable workforce (Yilmaz-Yildiz and Kiraz, 2022).
This shift towards a more holistic educational approach, beginning in the
preschool years, has the potential to equip individuals with the skills and
qualities required to thrive in a rapidly changing world of work.

The lack of clear and consistent understanding of terms or
concepts

In this context, educational systems have set emphasis and aim to pre-
pare students for the 21C with not only cognitive skills but also advanced
critical thinking skills and self-regulation skills (Orhan-Goksun, 2016).
However, there is still no clear consensus about skill definitions. In the lit-
erature, the presence of many similar skill labels as 21CS and the lack of a
systematic perspective create some problems for educators. Differences in
terminology for similar skills or variations in defining different skills that
appear to be the same lead to conceptual confusion. For example, when
the concept of critical thinking is mentioned, dozens or even hundreds of
definitions come to mind. In its most general definition, critical thinking in-
cludes understanding, analyzing, applying, operationalizing, delving deep
into knowledge, reaching logical conclusions, and evaluating knowledge
within a context rather than superficially accepting it. Another definition
expresses this skill as thinking open-mindedly, logically, and independent-
ly when dealing with any subject or knowledge. When the definitions of
this concept are carefully examined, it is seen that there are many sub-defi-
nitions under the general definition. In this case, when an individual with
critical thinking skills is mentioned, it becomes necessary for him or her to
acquire all sub-dimensions of the skill. For example, when taken togeth-
er with a few sub-dimensions, an individual who can think critically can
also develop the skills of in-depth examination, scrutinizing information
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instead of accepting it immediately, thinking logically and independently,
and being able to apply knowledge. Similar examples can be multiplied.
The absence of a unanimous agreement in reaching a clear understanding
of the concepts related to 21CS cannot be overlooked.

The 21C Skills and Values Research Report presented by the Board
of Education and (TTKB) in 2023 states that skills lack a systematic and
theoretical framework:

In the literature, there are numerous theoretical frameworks developed
by various organizations and researchers to define and classify 21CS...
When examining systematic research on the theoretical frameworks focus-
ing on 21CS ...it can be observed that there is no internationally accepted
common analytical theoretical framework that comprehensively conceptu-
alizes, defines, classifies, and systematizes these skills (p. 2).

Taking this viewpoint into account, it becomes imperative to method-
ically delineate the skills that hold greater significance for the 21C within
educational curricula and teaching methodologies, along with the subsidi-
ary facets that strengthen these skills. Within the same report, certain the-
oretical frameworks, rationales, and classifications come to the forefront

...some of the existing theoretical frameworks have gained more prom-
inence and wider acceptance in the literature than others. For example,
the “P21 Framework for 21C Learning” developed by “the Partnership for
21C Learning” has been widely adopted by researchers due to its thematic
relevance and well-structured nature in addressing the realities and needs
of the 21C... The P21 Framework categorizes 21CS into three categories
and includes 12 different types of skills under these categories. The main
categories in this framework are learning and innovation skills, informa-
tion, media and technology skills, and life and career skills. Within each of
these categories:

* creativity and innovation, critical thinking and problem solving,
communication and collaboration (learning and innovation skills),

* information literacy, media literacy, ICT literacy (information, me-
dia, and technology skills),

* flexibility, initiative, self-direction, social and cross-cultural skills,
productivity and accountability, leadership, and responsibility (life and ca-
reer skills) are included (p. 2).

Similar to the three-category description above, the Assessment and
Teaching of 21C Skills (ATC21S, 2010) also includes clear and explicit
descriptions. In the ATC21S framework, 21CS are grouped into four main
categories, and this framework is constructed with 10 types of skills within
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these categories...

» ways of thinking (creativity and innovation, critical thinking, prob-
lem solving and decision making, learning to learn, and metacognition),

» ways of working (communication, collaboration, teamwork),
* tools for working (information literacy, ICT literacy),

* living in the world (citizenship, life and career skills, personal and
social responsibilities) (Binkley et al., 2012 in TTKB, 2023, p. 2).

Highlighting these competencies in contemporary education is crucial
to guarantee that forthcoming individuals possess a robust set of skills.
However, reshaping, altering, and organizing self and societal life through
education takes many years. Seeing the real results of success or failure
made in educational decisions almost takes a generation. Hence, it is quite
challenging to ascertain the effectiveness of a teaching method or skill
development employed in present-day schools solely through year-end
examinations conducted using assessment instruments. It is even more
challenging to observe the acquisition of these skills, especially those re-
ferred to as 21CS. This is because the attainment of these skills should be
regarded in terms of observation, outcomes, and product.

Suppose educators have devised and executed programs, ultimately
producing graduates who fulfill companies’ expectations. Companies and
the private sector are seeking future employees to possess 21CS, but do
they have a clear vision of the kind of company or employer they will
evolve into in the future? Nevertheless, the inquiry regarding the shape
of the future business world remains a matter that requires attention. Will
21CS, just like new approaches that emerged in the early 2000s, such as
Howard Gardner’s theory of multiple intelligences mentioned in 1983,
gradually lose their significance over time? The theory of multiple intelli-
gences was extensively studied in both the field of education and scientific
research at the time. However, today, there is almost no research on this
topic, and multiple intelligences are no longer discussed among educators.
Likewise, constructivism, once a prevalent approach in education and even
responsible for curriculum program changes in the 2000s, is now a phe-
nomenon that receives less emphasis. If we look a bit further into the past,
behaviorism, a theory that had a profound impact on educational systems
in the 1950s, is now a theory that education systems seek to distance them-
selves from. Hence, it is worthwhile to contemplate whether widely ac-
cepted approaches, practices, or theories from earlier times have genuinely
diminished in significance, were forsaken due to perceived ineffectiveness,
or accomplished their objectives and subsequently waned in popularity.
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An Overview of 21* Century Skills

The prominence of 21CS in the future may follow an interesting tra-
jectory. While these skills are currently highly emphasized in contempo-
rary society, it is possible that over time, they could become so deeply in-
grained in our collective consciousness that they start to lose their distinct
significance. As we integrate these concepts more thoroughly into various
aspects of life, the education community, and the business world, they may
become more of an assumed foundation rather than a novel set of skills.
In this potential future scenario, it is conceivable that only a minority of
society will continue to actively embrace and champion these 21st-century
skills, while the rest of the population begins to pursue new and evolving
competencies and aptitudes. This shift could lead to a diversification of
skillsets and priorities, where what we currently label as 21CS may be-
come just one facet of a broader range of essential abilities.

However, it is important to note that the association of individual, so-
cial, and emotional skills with the 21st century, as depicted in contempo-
rary literature, invites critical inquiry. When we delve into the annals of
history and reflect upon the past millennia, it becomes apparent that the
enduring skills and attributes central to the present day, such as critical
thinking, communication, adaptability, and empathy, had already been in-
tegrated into educational systems and societal life nearly 2500 years ago.
Philosophers, educators, and civilizations of antiquity recognized the value
of these skills and sought to cultivate them in their citizens. In essence,
while the term “21st-century skills” may evolve and change in prominence
over time, the underlying principles of these skills have deep historical
roots and have always been integral to human development and progress.
The challenge for education and society lies not only in adapting to con-
temporary demands but also in recognizing the timeless relevance of these
core abilities that have shaped our journey through history. This is ex-
emplified by Confucius’ philosophy in the 6th century BC, as discussed
in Leonard Tan’s 2016 article, “Confucius: Philosopher of Twenty-first
Century Skills. Among these abilities are profound contemplation, critical
thinking, knowledge application, synthesis, effective communication, col-
laborative work, and patient inquiry. Notably, creativity stands out as the
sole skill in today’s world that possesses tangible value and concreteness,
whereas Confucius believed that creativity represents an ethical pursuit
and a means to foster a better world (Lucas, 2019). In ancient times, for
example, in Ancient Greece, Socrates’ teachings emphasized self-criti-
cism and conscious thinking, with the “know thyself” doctrine focusing
on individuals’ behaviors after an in-depth examination of their thought
processes. After knowing oneself, the emphasis was on developing moral
virtues. In Ancient Rome, Stoic philosophy taught self-regulation, rational



Academic Studies in Educational Sciences- 2023 October * 23

thinking, and emotional balance, helping individuals control their phys-
ical and emotional responses and develop inner resilience in the face of
environmental challenges. It is strikingly apparent that while the abilities
often categorized as 21CS skills may seem modern and emblematic of our
current era, they in fact have a lineage that extends far beyond the confines
of the 21st century. These skills have been valued and cultivated by civili-
zations throughout the millennia. They have consistently held a prominent
place in the development of individuals and societies, evolving alongside
the changing dynamics of human existence. What makes these skills par-
ticularly remarkable is their enduring relevance and applicability. They are
not merely a product of contemporary educational or professional needs;
instead, they have transcended time and maintained their position as vital
attributes on societal agendas. These enduring skills are fundamental to
human progress, shaping the way we interact with the world, solve com-
plex challenges, and navigate the ever-evolving landscape of the 21st and,
indeed, the 22nd century. As we embark on the journey into the future, it
is imperative to recognize that these skills, deeply rooted in our shared
history, will continue to serve as the bedrock of human achievement. They
are not bound by the constraints of a particular century but rather represent
timeless qualities that will continue to empower individuals and societ-
ies to thrive, adapt, and innovate in the face of whatever challenges and
opportunities the 22nd century may hold. In essence, these abilities are a
testament to the enduring nature of human excellence and the capacity to
build upon the wisdom of the past to shape a brighter future.

Key Highlights

Nevertheless, in the present day, when skills inherently timeless are
branded as 21CS, and if we aim for upcoming generations to possess these
skills through educational institutions, educators, and self-driven learning,
it becomes essential to grasp the distinctions between the 2 1st-century and
the 20th century, as well as between the 20th century and the 19th century.
While these skills are timeless, they have undergone significant evolution,
particularly in the past two centuries, driven by the rapid advancements
of the Industrial Revolution and modernization processes. The Industrial
Revolution hastened transformations in societal lifestyles and demanded
that individuals equip themselves with elevated qualifications for econom-
ic and social roles.

In this regard, it is vital to comprehend the role that present-day schools
and educators play in nurturing generations endowed with 21CS. From our
perspective, two key points warrant emphasis: (1) what aspects will remain
constant in the 21C when juxtaposed with earlier eras, and (2) whether
students themselves will cultivate 21CS as an integral part of their own
learning and attain them through the educational process. While address-
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ing what will remain unchanged in the 21C in educational programs is es-
sential, it is also necessary to develop programs that are aware of changes
and can adapt to them. Schools have been institutions where knowledge
and skills have developed for thousands of years. As knowledge and skills
evolve, the role of schools and learners also changes. The 21C is often
referred to as the “age of information and technology,” the “digital age,”
or the “technology age.” Predicting what will not change in this age is not
difficult. Lucas (2019) summarizes the conditions that are likely to remain
unchanged and widely accepted by many people in seven points:

1. The increasing complexity of problems such as climate change,
global migration, and growing resistance to life-saving drugs.

2. The ubiquity of data — it was never possible for schools to teach ev-
erything, and these days they are selecting from an ever-expanding menu.

3. The proliferation of knowledge sources from the Internet and the
wider digital world.

4. The increasing interconnectedness and global nature of our rela-
tionships.

5. The potential of automation via Artificial Intelligence and its im-
pact, often contested, on life and work.

6. Increased self-employment.
7. An aging society.

In response to each of these elements, it can be argued that the kinds
of capabilities, competencies, or dispositions we need are likely to include:

1. Complex problem-solving that is frequently multi- and inter-disci-
plinary by nature and always ethically driven.

2. Critical thinking and high-level project and time management.
3. Digital literacy, design, and computational thinking.

4. Intercultural collaborative problem-solving and emotional and so-
cial intelligence.

5. Creativity, adaptability, metacognition.
6. Creativity, communication, adaptability.
7. Learning to learn (p. 7).

As seen, in the age of technology in the 21C, traditional classrooms
will turn into digital platforms. A report published on March 10, 2016,
named “New Vision for Education: Fostering Social and Emotional Learn-
ing through Technology,” underscores the significance of technology while



Academic Studies in Educational Sciences- 2023 October * 25
also prompting queries about its ability to effectively nurture competen-

cies and character traits alongside cognitive skills.. The report suggests 16
skills that should be acquired in response to these questions:

Exhibit 1: Students require 16 skills for the 21st century

21st-Century Skills

Foundational Literacies Competencies Character Qualities
How students apply core skills How students approach How students approach
to everyday tasks complex challenges their changing environment

@ 7. Critical thinking/
problem-solving

o 8. Creativity

e 9. Communication

1. Literacy 11. Curiosity

2. Numeracy 12. Initiative

13. Persistence/

grit

4. ICT literacy
. 14, Adaptability

@ 10. Collaboration

g 5. Financial
literacy

15. Leadership

6. Cultural and
civic literacy 16. Social and cultural

awareness

Lifelong Learning

Nota: ICT stands for information and communications technalogy.

https://www3.weforum.org/docs/ WEF_New_Vision_for_Education.pdf, (p. 4)

While the focus here is on 21CS translated as lifelong learning, the
emphasis is on how students should approach subjects and how they should
adapt to changing environments. However, the most important question is
how students will acquire these skills. Although the guidance of teachers,
parents, and peers plays a crucial role in imparting skills, individuals can
autonomously structure their own learning if they possess effective learn-
ing strategies, culminating in the internalization and sustainability of skill
acquisition.

The 21C represents a period where humanity is adapting to a rapidly
changing technological era. In this era, having new skills referred to as
21CS is becoming increasingly important in addition to traditional knowl-
edge and abilities for achieving success. Technology become a fundamen-
tal component. Children must develop the ability to use technology to ac-
cess information, solve problems, and create creative projects. These skills
will help them remain competitive in the future job market. The learning
process would be more engaging and effective with the proper use of tech-
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nology. However, for all of this to occur, it requires individuals to take
leadership of their own learning processes. Regardless of whether a student
is working independently or within a group, they must possess the attri-
butes necessary to self-manage their learning, as they will encounter both
social and technological interactions.

During this phase, it becomes essential to highlight the importance
of acquiring self-regulation skills. The key is to facilitate the individual in
nurturing their self-regulation abilities and empowering them to steer their
own learning process. Self-regulation skills, encompassing an individual’s
capacity to handle time, establish objectives, self-motivate, and oversee
their learning processes, will be of greater significance than ever before.
These skills are indispensable in the complex world of the 21C. When
combined with technology, self-regulation skills provide students with the
tools they need to guide their own learning journeys. 21CS, technology,
and self-regulation skills are critical factors influencing children’s success.
These skills provide a significant advantage for advanced children. How-
ever, these skills should be cultivated as a part of every child’s learning
process. Educators, parents, and society as a whole should support chil-
dren in acquiring these skills. This way, the younger generations will better
align with the demands of the technology era and increase their achieve-
ments. 21CS appear to be straightforward on paper but actually require a
complex process for acquisition. The following diagram visually illustrates
strategies for learning these skills and simplifies comprehension.

Exhibit 3: A variety of general and targeted learning strategies foster social and emotional skills

Social and cultural
aw: s

N ; 4

How to teach all skills
+ Encourage play-based leaming
* Break down leaming into smaller, coordinated pieces
* Create a safe environment for learning
* Develop a growth mindset ’
= Foster nurturing relationships
= Allow time to focus
" Foster reflective reasoning and analysis
* Offer appropriate praise
* Guide a child's discovery of topics
= Help chikdren take advantage of their personality

and strengths
rocess ’ - Provide appropriate challenges \ ‘

- Offer engaged caregivi
+ Provide clear leaming objectives targeting explicit skills

- Use a hands-on approach
’ Curiosity
Persistencelgrit I

= Buikd in opportunilies fo leam
frem failure

Leadership

Adaptability

Character qualities

https://www3.weforum.org/docs/WEF_New_Vision_for_Education.pdf, (p. 8)
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Upon careful examination of the diagram above, it apparently related
to self-regulation. Self-regulated learning concentrates on the socio-cogni-
tive perspective that is distinctive in viewing self-regulation as an interac-
tion of personal, behavioral, and environmental processes (Bandura, 1986;
cited in Zimmerman, 2000).

Unlocking the Power of Self-Regulation

According to Zimmerman (2002), self-regulation is not “a mental
ability or an academic performance skill” but “the process of self-direction
in which students transform their mental abilities into academic skills.”
Pintrich elucidates that as an engaged and constructive procedure where
learners establish learning objectives and then endeavor to oversee, adjust,
and manage their thinking, drive, and conduct in accordance with their
goals and motivations, guided and limited by them (2000). Nakata (2019)
also supports that understanding the mechanisms of how students learn
or self-regulate their learning is part of knowing why and how we teach
ourselves, and therefore, learning from self-regulated learning theories is
likely to be one of the most important topics in the 21st-century agenda.
Regulated learning is when the person takes responsibility for his or her
own learning processes in the cognitive and affective domains together.

Self-regulated learning theories suggest that students can

(a) individually enhance their learning abilities by selectively apply-
ing metacognitive and motivational tactics.

(b) actively choose, organize, and even craft favorable learning set-
tings, as well as...

(c) wield significant influence in determining the type and quantity of
instruction they require..

This definition contrasts with those that highlight a solitary character-
istic, skill, or phase of proficiency, focusing instead on actions and under-
lying processes that are shaped by an individual’s beliefs and motivations
(Zimmerman, 2000).

21CS necessitate that the development of good self-regulation skills
is evitable for learners. Therefore, the field of self-regulation has attracted
scholars, hence, different theoretical views bloomed. As a result, today
there are many self-regulating principles exist based on metacognitive,
constructivist, social-cognitive, phenomenological, attributional, Vy-
gotskian, operant, and volitional theories (Shunk and Zimmerman, 1994).

Perry et al. (2000) indicate that self-regulated learners are students
who are “aware of their academic strengths and weaknesses and have strat-
egies they can use to meet the demands of challenging tasks in the class-
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room” (p. 238 Cited in Nakata, 2019). While cognitive constructivists and
adherents of Vygotsky’s theory concur that most elementary school-aged
children are capable of self-regulation, they employ divergent pedagogical
approaches. (Paris, Bymes, & Paris, 2001). Some students cannot learn or
use learning activities independently (Vermunt and Verloop 1999). How-
ever, teachers (Boekaerts 1997; Dignath and Biittner, 2008; Black et al.
2006) can train self-regulated learning. In early childhood, sensitivity to
the goals and standards held by others is increased and children are moti-
vated to meet these standards and demonstrate their competence. During
middle childhood, a shift from external expectations to “self-guides” be-
gins and children begin to follow their idealized selves (Paris, Paris, and
Byrnes 2001). Hence, it is prudent to initiate the teaching of self-regulation
skills to students at the earliest feasible stage (Stoeger and Ziegler 2008 in
Smul, Heirweg, Devos and Keer, 2019). Perceptions of competence have
a strong influence on children’s motivation and the organization of actions
in the classroom. Children who perceive themselves as competent are more
likely to cope and use the skills and strategies they have when they encoun-
ter difficulties (Harter, 1990; Pintrich & Schrauben, 1992, cited in Paris,
Paris & Byrnes, 2001). They participate in academic tasks more easily,
choose challenging tasks, are not discouraged by failure, and improve their
skills to reach a higher level by working harder (Pintrich & Schunk, 1996;
Schunk & Zimmerman, 1997; Cited in Paris, Paris & Byrnes, 2001).

There have been various studies conducted in Turkey related to
self-regulation. While these studies may not be directly linked to 21CS,
they serve as valuable resources for the acquisition of skills by individuals
themselves. Studies related to self-regulated learning in teacher education
in Turkey have been conducted since 2000. In Giiler’s semi-experimen-
tal study conducted in 2012-2013, Zimmerman’s self-regulated learning
processes were applied. In the pre-action phase, the study aimed to facili-
tate strategic planning, particularly in terms of goal setting and organizing.
During the action phase, the study focused on identifying environmental
regulations and learning strategies. In the post-action phase, reflective
skills that complete the learning cycle were associated with participation
in other studies. Cetin’s empirical study in 2013, titled “The Use of Hy-
permedia in Developing the Nature of Science Understanding of Science
Teacher Candidates: Examination of the Self-Regulation Factor,” self-reg-
ulation training was provided to one group (Experiment 1), while the other
group (Experiment 2) did not receive such training. Experiment 2 group
scored higher in goal setting and planning in the pre-action phase of Zim-
merman’s model. In the action phase, the Experiment 2 group exhibited
more self-regulated behaviors, such as monitoring the learning process,
strategies used, and time. They also used strategies like repetition, re-
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viewing notes, note-taking, and goal-oriented searching more frequently.
Kayacan’s study in 2014, involving teacher candidates enriched with re-
search-based inquiry teaching strategies and self-regulated learning activ-
ities, showed significant differences between pre-test and post-test scores
in conceptual assessment tests. The group that received research-based
inquiry teaching strategies enriched with self-regulated learning activities
demonstrated the highest improvement in conceptual learning. Before the
intervention, there was no significant difference in academic self-efficacy
scores among teacher candidates.

Bayram and Saribas (2009) also found that teaching self-regulated
learning strategies in a laboratory setting enhanced conceptual understand-
ing and cognitive processing skills (Kayacan, 2014). The study emphasized
the importance of strategic planning and environmental regulations in the
pre-action phase and the use of learning strategies, time management, and
seeking help in the action phase. In the post-action phase, self-assessment
and self-judgment were observed among students. Ekici’s study in 2015,
focusing on the development of self-regulated learning skills in chemis-
try teacher candidates through basic learning strategy instruction, found
that the use of self-regulated learning strategies increased. The study high-
lighted the importance of teaching strategies related to self-regulation in
improving self-regulated learning skills (Ekici, 2015). Ulutas (2016) also
conducted a study to examine the changes in motivation among chemistry
teacher candidates in a self-regulated learning environment using qualita-
tive analyses. The results showed that chemistry teacher candidates had
positive motivational beliefs, increased persistence in academic activities,
and diversified their motivation-related strategies as they developed their
writing skills. They also used self-regulated learning strategies effectively
(Ulutas, 2016).

In addition to studies related to teacher candidates’ self-regulation,
studies by Taskin and Dogan (2009) indicated that primary school teachers
lacked sufficient knowledge about self-regulated learning, and therefore,
they only implemented some related activities. Akinoglu and Sar1 (2009)
highlighted the lifelong applicability of self-regulated learning strategies
introduced at the primary education level and emphasized the need for
teacher education in this regard. When examining the impact of Pintrich’s
self-regulated learning model on elementary education teacher candidates
in a life sciences teaching course, it was found that training activities based
on Pintrich’s model increased the self-regulated learning perceptions of
future teachers (Cetin, 2017).

Regarding knowledge and skills, some researchers have emphasized
that teachers may not know which strategies to use (Griffin et al., 2012)
or how to teach these strategies (Dignath and Buttner, 2018, as cited in
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Callan and Shim, 2019). A study by Haslaman and Askar (2007) revealed
that self-regulated learning strategies, including goal setting, repetition,
self-reflection, self-efficacy, effort regulation, collaborative learning, and
time management, explained 71% of students’ success (Ciltas, 2011).

Sagirli and Azapagasi (2010) investigated whether university students
effectively used self-regulation skills and identified activities students en-
gaged in to regulate their self-regulation skills. The results showed that
students used self-regulated learning strategies in learning, such as cogni-
tive self-regulation, environmental structuring, rehearsal, elaboration, peer
learning, organization, and seeking help demonstrated changes in motiva-
tion-related factors, including test anxiety control, learning beliefs, self-ef-
ficacy, goal orientation, and task value (Ciltas, 2011).

Conclusion

This in-depth examination reveals a strong connection between 21CS
and self-regulation, which can significantly enhance both personal and
professional achievements. These skills can complement each other and
assist individuals in succeeding in a rapidly changing and competitive
world. Therefore, education systems and individuals should focus on de-
veloping and using these skills together. For instance, critical thinking, of-
ten regarded as a fundamental 21st-century skill, is the capacity to engage
in reflective and analytical thinking. It involves questioning assumptions,
evaluating evidence, and arriving at reasoned conclusions. This cognitive
process closely intertwines with self-regulation, creating a symbiotic re-
lationship that has a profound impact on an individual’s intellectual and
emotional development. When individuals actively cultivate critical think-
ing abilities, they simultaneously embark on a journey of self-regulation.
Critical thinking encourages individuals to control and direct their thought
processes effectively. It teaches them to be deliberate in their thinking,
allowing them to focus on relevant information while filtering out distrac-
tions and biases. Self-regulation is the key to maintaining this control
consistently over time. Critical thinking equips individuals with the ability
to recognize and challenge deceptive thought patterns such as cognitive bi-
ases, emotional reasoning, and fallacious reasoning. Self-regulation plays
a pivotal role in helping individuals identify and address these patterns
within themselves. Moreover, critical thinking is ultimately about reach-
ing logical and evidence-based conclusions. Self-regulation is essential to
ensure that emotions, impulsivity, or external pressures do not cloud one’s
judgment. It helps individuals stay focused on the objective analysis of
information, leading to more accurate and rational decision-making.

Critical thinking, a cornerstone of 21CS, demands the careful regu-
lation of one’s thoughts and emotions to uphold objectivity, intellectual
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integrity, and logical consistency. In this context, the practice of critical
thinking serves as a structured framework for enhancing and stimulating
self-regulation. This mutually beneficial relationship between critical
thinking and self-regulation transcends mere intellectual endeavors. It nur-
tures personal development by nurturing emotional intelligence, resilience,
and adaptability across various facets of life. In an era characterized by in-
formation saturation and rapid transformations, these proficiencies become
priceless assets, empowering individuals to adeptly navigate intricate chal-
lenges and make well-informed decisions.

Effective communication stands as a pivotal skill in the 21C with
far-reaching implications for personal and professional success. It extends
beyond mere verbal exchanges and encompasses the capacity to convey
ideas, emotions, and information proficiently and empathetically. The
synergy between communication skills and self-regulation is profound.
Effective communication entails not only articulating thoughts but also
understanding and managing emotions, both in oneself and in others. Emo-
tional intelligence, which is vital for effective communication, is closely
tied to self-regulation. Self-awareness and the ability to control emotion-
al responses during conversations are critical aspects of both emotional
intelligence and self-regulation. In addition, empathy, active listening, a
hallmark of skilled communicators, demand not only hearing but also com-
prehending and empathizing with the speaker’s viewpoint. This active en-
gagement necessitates self-regulation to avoid interrupting, manage one’s
internal dialogue, and remain fully attentive. Also, effective communica-
tion often relies on well-timed and organized interactions. Time manage-
ment and communication planning are integral components of this process.

In the rapidly evolving landscape of the 21C, individuals who mas-
ter this interplay between skills and self-regulation are better equipped to
navigate diverse and dynamic environments while fostering meaningful
learning. The most crucial advice on this matter is that both pre-service
and in-service training for teachers should be emphasized. Workshops and
training sessions should be conducted for teachers on how self-regulation
can be developed. More importantly, instead of attempting to teach chil-
dren self-regulation directly, improvements should be made in the curric-
ulum and course design, allowing students to acquire these skills progres-
sively throughout the process.

This comprehensive exploration underscores the profound connection
between 21CS and self-regulation, elucidating their potential to signifi-
cantly enhance personal and professional achievements. These skills are
not isolated entities but rather interdependent attributes that can synergize
to empower individuals in a rapidly evolving and highly competitive world.
Consequently, it is imperative for both education systems and individuals
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to prioritize the simultaneous development and utilization of these skills.

The practice of critical thinking serves as a structured framework for
enhancing and stimulating self-regulation. Turning to effective commu-
nication, a pivotal 21CS skill with far-reaching implications for personal
and professional success, we find another profound synergy with self-reg-
ulation. Within this context, the connection between communication skills
and self-regulation is profound. Emotional intelligence is also closely in-
tertwined with self-regulation. Self-awareness and the ability to control
emotional responses during conversations are critical facets of both emo-
tional intelligence and self-regulation. Additionally, effective communi-
cation often relies on well-timed and organized interactions, where time
management and communication planning are integral components.

In conclusion, the intricate relationship between 21st-century skills
and self-regulation serves as an equilibrium for personal and professional
success in the modern era. Recognizing and nurturing this interdependence
is vital for individuals and educational institutions alike, as it equips us to
thrive in a world characterized by complexity, change, and constant com-
munication.
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Introduction

Previous studies tested whether parental self-efficacy and parental in-
terest during processes of socializing, educating and rearing children me-
diated or managed the association between family socioeconomic status
and school-related ability of children. They explored the reasons behind
increasing academic performance inequalities and gaps between students
from families in lower socioeconomic status and their peers from families
in higher socioeconomic status. Research carried out on first and second
grade children revealed that maternal education and self-efficacy in so-
cializing and educating their children were directly linked to school-relat-
ed competence of students. Parental self-efficacy directed the relationship
of education associated with students’ school-related ability, and univer-
sity-educated mothers’ higher self-efficacy to socialize, educate, and rear
their children was positively related to students’ school-related ability.
As for the South Korean sample, family income was both directly related
to students’ school-related competence and indirectly related to parents’
self-efficacy during socializing, educating and rearing processes.

During lately years, educators and policy makers have increasingly
viewed parental educational interest as a means of enhancing the academic
performance of students from families in lower socioeconomic status and
social class. Education-related laws, such as the No Child Left Behind Act,
were designed to foster parents’ educational interest (U.S. Department of
Education, 2004). Parents attempted to be involved in education of their
children and often endeavored to communicate educational aspirations,
goals and attitudes to their children. Research largely embraced the view
that parental educational involvement and communication of educational
aspirations, goals, and attitudes to their children as a form of academic
socialization was strongly associated with learning skills and success of
children (Park & Holloway, 2013; Sonnenschein & Thompson, 2012).

Although it was asserted that parents from all socioeconomic status cate-
gories or all economic and educational backgrounds were engaged in activities
that supported learning and academic performance of their children (Baqueda-
no-Lopez et al, 2013; Smith, 2006), research established that it was easier for
parents from higher socioeconomic status backgrounds to engage in types of
interest valued by schools on the basis of certain forms of human, monetary,
and cultural capital they saved (McWayne, 2015). It was also suggested that
children from higher socioeconomic status categories and backgrounds were
more likely to go schools that were provided with better financial support and
employed with more qualified teachers (Crosnoe, 2006). It was hypothesized
that parental educational involvement and practices were formed and shaped
by various social contexts such as school as well as social classes, communi-
ties and cultures within societies (Holloway & Jonas, 2016).



Academic Studies in Educational Sciences- 2023 October * 39

Various studies investigated academic socialization in different societies
and cultures and often expressed the strong educational and academic perfor-
mance of students in international comparative researches (Lewis, Perry, &
Murata, 2006). For instance, South Korea and Japan moved closer to achiev-
ing equality with regard to providing public funding for the education of
students from various socioeconomic status backgrounds compared to most
other Organization for OECD (Economic Cooperation and Development)
countries (OECD, 2014a, 2014c). Educational policies strived to protect stu-
dents from the negative influences of socioeconomic status or social class in-
equalities within the society on socialization and education, and endeavored
to ascertain that students’ academic performance did not solely depend on
family background, socioeconomic status or social class, or at least was less
closely associated with such factors. Policies designed to minimize and elim-
inate the negative impacts of disadvantages and restrictions stemming from
family background, socioeconomic status or social class on socialization and
education assumed greater importance and priority. By addressing equality
of opportunity in education, policy makers and educators accentuated the
importance and priority of educational efforts and initiatives aimed at mini-
mizing and eliminating the dependence of students’ academic performance
on family background, socioeconomic status or social class. In the wake of
widening economic inequalities in the last 20 years, academic performance
inequalities and gaps between students from lower socioeconomic status
backgrounds and their peers from higher socioeconomic status backgrounds
began to grab the attention of theorists and politicians (Kariya, 2012). For in-
stance, it was asserted that the discrepancies and gaps in the magnitude of ac-
ademic performance between students who had advantage and disadvantage
in Japan were higher than the OECD average (OECD, 2014b), whereas there
were significant SES inequalities or social class discrepancies in educational
attainment among South Korean students from lower SES or social classes
and those from higher SES or social classes (Shin & Lee, 2010).

The present research aimed to contribute to this literature by exploring
the role of parental education and family income, as indicators of socioeco-
nomic status, in shaping both parents’ interest in education of their children
and their agency or self-efficacy along this process. It also investigated
the educational interest of parents and their self-efficacy in socialization,
education and rearing processes. Emphasis was placed on the association
between the educational interest of parents and their self-efficacy to social-
ize, educate and rear primary school competencies of their children. It was
pointed out that home-based parent interest in children’s education was
most apparently effective on the educational trajectories of children over
the course of primary school years (Crosnoe, 2006). Accordingly, the re-
search focused on children starting primary school as well as their families.
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Parents’ Interest in Education of Children

The concepts of parental interest and engagement refer to actions un-
dertaken by parents at home and at school in order to enhance and improve
academic performance of their children. Parents could directly teach their
children at home, help them review school material and thus support their
education (Pomerantz, Moorman & Litwack, 2007). Parents were also able
to stimulate and foster children’s curiosity, support their self-confidence,
and encourage and nurture their orientation towards learning, thereby pro-
moting children’s motivation to be successful (Bempechat & Shernoff,
2012). Parents’ involvement in school allowed them to understand and fol-
low school politics and practices and gain an insight about comparing their
children with their peers (Christenson & Sheridan, 2001).

Parental Self-Efficacy during Socialization, Education and
Rearing Processes

Self-efficacy was conceptualized as a subset of social cognitive theo-
ry and referred to the beliefs that individuals maintained concerning their
capacity to exert efforts to control the events or phenomenons in their own
lives (Bandura, 1982). Decisions about self-efficacy were shaped in terms
of specific domains, and self-efficacy was causally connected to people’s
later accession to activities in that field. The basic teachings of self-efficacy
theory were also supported in a broad range of socio-cultural contexts (Ban-
dura, 2002). Parents’ beliefs concerning their self-efficacy in socialization,
education, and rearing children were able to strongly determine parental
behaviors and actions. Parents with high self-efficacy for socializing, edu-
cating and rearing children were able to experience less stress, tension or
emotional arousal when they were confronted with a difficult situation in
such parenting practices, compared to parents with low self-efficacy. They
were inclined to consider it as a challenge, depended more on their own
skills to cope with it, and were more likely to display patience, resilience,
perseverance, and talent to be able to do so (Jones & Prinz, 2005). Paren-
tal self-efficacy during the processes of socializing, educating and rearing
children was described as a key decisive of parents’ interest in education
of their children (Hoover-Dempsey et al., 2005). Studies investigated the
role of parental self-efficacy as a predictor of primary school-based skills
in socialization, education, and rearing, along with parental interest.

Parental Socialization and Education and Academic
Performance of Students

Over the last 30 years, there has been a sharp economic slowdown in
societies that has further widened the income gap between rich and not-so-
rich citizens. Companies had to convert mostly full-time permanent em-
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ployees into part-time positions and attempted to implement wage cuts. It
was observed that the gap, inequalities between the highest paid workers
and lowest paid workers in the society was gradually widening (Nemoto,
2016). This poor economic image could give rise to class-based reflections
and reactions on parents’ attitudes towards education and their interest in
education of their children. Plenty of working-class parents in the society
lost their belief that educational attainment would be a way of getting sta-
ble long-term jobs and achieve monetary safety (Kariya, 2012). Socioeco-
nomic status or social class inequalities and discrepancies have gradually
increased in societies. Inequalities and differences associated with socio-
economic status continued to exist between parents in lower socioeconom-
ic status and parents in higher socioeconomic status in terms of providing
support for education of their children. Mothers from higher socioeconom-
ic status backgrounds seemed to be more effective than parents in lower
socioeconomic status parents and were more able to monitor homework
of their children, read to them, and also adapt to and keep informed on
classroom activities (Yamamoto, 2015). Bearing in mind this connection
pattern between socioeconomic status and parental involvement, research-
ers discovered evidence of strong socioeconomic status-related inequali-
ties and discrepancies in academic motivation and performance of students
from first to fifth grade (Kariya, 2012; Yamamoto & Brinton, 2008). 2010).
Hence, it was determined that parents’ interest in education emerged as
an important factor that influenced children’s educational and academic
performance and mediated the impacts of family socioeconomic status on
academic performance of children.

Economic and cultural conditions in societies could impact parental
involvement and parental attitude towards education. For instance, South
Korea has undergone a relatively sustained economic growth for some de-
cades. 95 % of South Korean parents aspired for their children to obtain a
university degree (Shin & Lee, 2010). Students in the society struggled and
competed intensely to get into elite universities. Many parents began to
carefully manage educational life and academic trajectory of their children
as early as preschool. Children from families with higher socioeconomic
status were able to employ and benefit from certain advantages in this vy-
ing process (Yoon & Cho, 2011). While receiving money from the state,
the best schools in the country charged tuition fees from families (OECD,
2014c). Moreover, a great private market for complementary classes
and lessons was created in South Korea, with more than 80 % of prima-
ry school students taking part in some form of complementary education
(Korean Statistical Information Service, 2015a). Thereby, socioeconomic
status-related structural conditions were clearly related to the educational
opportunities available to students in society. Significant discrepancies in
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the economy and educational system of societies could produce distinct
dynamics associated with socioeconomic status, social class, family in-
terest in the education of children and academic performance of students.

Present Research

The present research investigated the association between maternal
education and family income, as the two main indicators of socioeconomic
status, and academic socialization through parental interest in education
and parental self-efficacy. Researchers expected to uncover a strong rela-
tionship between education of mothers and parental interest (Bierman &
Boivin, 2014). It was hypothesized that there was an association between
family income and parental interest and parental self-efficacy. Wealthier
parents coordinated and integrated their children’s regular education with
supplementary courses and lessons. This practice called for greater in-
volvement as far as parents were concerned and could also support parents’
self-efficacy (Park, Byun & Kim, 2011). Researchers asserted that income
in Japan was not expected to significantly predict the way parents social-
ized, educated and reared their children. Parents of primary school children
did not rely heavily on supplementary courses and classes, and accordingly
aspirations in terms of parental involvement were assumed to be relatively
similar to one another across social classes (Matsuoka, 2015).

The present research focused on whether parents’ socioeconomic status
and their interest in their children’s education were associated with school-re-
lated ability of students. It also investigated whether parents’ the socioeco-
nomic status and social class and their interest in their children’s education
were associated with students’ school-related ability, such as learning skills,
social aptitude, and self-regulatory capacity that necessitated successful
academic performance in school. Based on the parental interest literature,
researchers hypothesized that socioeconomic status was related to parental
interest, which might be linked to school-related competence and tendencies,
respectively. Parents’ self-efficacy for socializing, educating, and rearing
children was considered to be “pan-cultural” and it was assumed that it was
associated with students’ academic performance and played a mediating role
(Yamamoto, Holloway, & Suzuki, 2006; Yoon & Cho, 2011). The objective
of the present research was to investigate whether parental interest and pa-
rental self-efficacy in socialization, education and rearing processes directed
the association between socioeconomic status and school-associated abili-
ty of students. The research hypothesized that available and usable human,
social and cultural capitals of parents in higher socioeconomic status, with
higher income levels, higher education levels and higher occupational status,
could enhance the likelihood that parental interest would be beneficial in
terms of higher school-associated ability of students.
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METHOD

Participants

Three hundred and nine Japanese mothers of first and second grade
students from four public primary schools in the metropolitan area of To-
kyo participated in the research. Invitation letters were sent to the parents
of the students through the schools administrations. Sociodemographic
characteristics of the samples were displayed in Table 1. The mean age
of the students participating in the research was 7 (83 months) and 50%
of the students were female. The mean age of mothers was 39 and 40% of
mothers reported that they did not work outside the home. A total of 32%
of mothers had a university degree or higher, 42% were graduates of some
college or a vocational program, and 26% had a high school diploma or be-
low. The median annual family income of the participants was established
as 6-7.99 million JPY (Japanese yen) or 75.00-100,000 US dollars. While
22% of the respondents had a family income of more than 10 million JPY,
41% had a family income between 6 and 10 million JPY. 37% of the par-
ticipants had a family income of less than 6 million JPY.

On the other hand, the South Korean participants comprised mothers
of 372 students from three public primary schools in the Incheon metropol-
itan area. Invitation letters were sent to the parents of the first and second
grade students to participate in the research through the schools adminis-
trations. Almost all of the parents agreed to take part in the research. The
mean age of students in the South Korean sample was 7 (93 months) and
52% of the students were female. The mean age of mothers was 38 years.
53% of mothers reported that they did not work outside the home. Only
17% of South Korean mothers had a university degree, 23% were gradu-
ates of some college or a vocational program. 60% of the mothers had a
high school diploma or below. The majority of families in the South Ko-
rean sample reported a median annual income in the 36-50 million salary
range, which was considerably less than 50.6 million (Korean Statistical
Information Service, 2015¢).
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Table 1 Sociodemographic or socioeconomic status information

Japanese South Korean

(n=309) (n=372)
Matemal age (mean) 3867401 38.21(3.86)
Education Fgure - Fgure -

(Percentage) (Percentage)
High School or Equivalent Diploma or below 77 (% 237y | 223 (%L 60.1)
Some college. vocational school or two-year higher education mstitution 126 (%0 42.0) | 84 (% 22.6)
University graduate or higher 97 (%6 323) | 64 (% 17.2)

Family Income

High income 30 (% 222 9

Median income 32 (%0 409y | 72

Low income 83 (%0 36.9) | 247

Mothers not employed outside the home 123 (% 39.8) | 196 N
Students’ age (months) 2297 (96) 03.14 (7.06)
Students’ gender (female) 154 (% 498) | 193 (%% 532.0)

Note: Figures and parentheses refer to means and standard deviations for continuous
variables, and figures and percentages for categorical/binary variables, respectively.

High income = over 10 million JPY and over 100 million KRW, Median income = 6-9.99
million JPY and 50-100 million KRW, Low income = less than 6 million JPY and less than
50 million KRW (Holloway, Campbell, Nagase , Kim, Suzuki, Wang, Iwatate, & Baak,
2016, p.262).

Measures

School-Related Competence of Students: Teachers used the 25-item
Social Competence Scale-Teacher Version [Conduct Problems Prevention
Research Group (CPPRG), 1990] to assess students’ prosocial skills, emo-
tional self-regulation skills and cognitive/academic skills. They coded stu-
dents’ responses on a five-point Likert scale from “Not at all (0),” to “Very
well (5).” Teachers assessed students’ prosocial skills such as “solving peer
problems on own”, emotional self-regulation skills such as “calming down
when excited or very angry”, and cognitive/academic skills such as “stay-
ing on task”. A composite score was calculated by averaging all scale items
(a=.97 Japan: .98 South Korea).

Parental Self-Efficacy in the Processes of Socializing, Educating
and Rearing Children

Parents used parenting self-efficacy scale of revised-first version of
Berkeley, which included 22 items, to assess their own self-efficacy in their
socialization, education and rearing processes. Parents rated their self-effi-
cacy on a 6-point Likert scale ranging from 1 = “not at all confident” to
6 = “completely confident”. The scale included items that aimed to assess
perceived parental capacity to help children acquire social/emotional skills,
cognitive/academic skills, and health-related behaviors. Parents assessed
their perceived capacity to help their children acquire both social/emotional
skills such as “getting along well with other children” and cognitive/aca-
demic skills such as “doing homework regularly and properly”, as well as
health-related behaviors such as “getting enough sleep”. On the other hand,
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parents also rated their perceived capacities to engage in general socializa-
tion, education and rearing behaviors such as “understanding children’s
feelings”. Scale items from both questionnaires were averaged to generate
a combined indicator of parents’ self-efficacy in socializing, educating and
raising processes (a = .94 Japan; .96 North Korea). A previous version of the
scale showed robust validation in a sample of mothers (Suzuki et al,, 2009).

Parents’ Interest in Education of Their Children

Parents reported how often they engaged in five types of parental
interest regarding regular and supplementary education, such as talking
about and discussing school experience, monitoring homework, aiding
children study for tests, performing spelling, math or another skills, and
reading with children. They rated how often they engaged in the five types
of parental interest on a 5-point Likert-type response scale ranging from 1
= “never” to 5 = “daily”. A combined point was calculated by averaging all
scale items (a = .76 Japan; .80 South Korea)

Maternal Education as a Main Indicator of Socioeconomic Status

Mothers participating in the study reported the highest level of their
education they had completed on a six-level scale. This point was then
converted into a 3-level variable as low = “high school degree or below”,
medium = “some college, vocational school or two-year higher institu-
tion”, and high = “university degree or above”.

Family Income as a Main Indicator of Socioeconomic Status

In the present study, family income was firstly evaluated on a 10-level
scale. This variable were then converted into three groups as low = “below
6 million JPY”, medium = “6-10 million JP”” and high = “above 10 mil-
lion JPY” for Japanese families, and as low = “below 36 million KRW”,
medium = “36-50 million KRW” and high = “over 50 million KRW” for
South Korean families.

Control Variables in the Study

The control variables in the study were presented in the form of a dual
indicator with students’ gender as male or female and the mother’s work
status as employed or unemployed.

Procedure

Questionnaires designed for the purpose of measuring parental self-ef-
ficacy and parental interest in socialization, education and rearing process-
es were sent to the parents, Then, the questionnaires completed by the
mothers were submitted back to the school. Thus, teachers assessed stu-
dents’ school-related competence.
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Initial Analysis

An ANOVA examining the three-level relationship of the mother’s
education with students’ school-related competence was conducted to
identify indicators of maternal education in the research. For the Japanese
sample, no differences in terms of school-related competence were found
between students from medium-educated families and those from high-
er-educated families. Average school-related aptitude scores of students
from low-educated families varied significantly from those of students
from medium- and higher-educated families. On that account, a dual ver-
sion of maternal education in the form of a high school diploma or below
and some college degree or higher was used in the analysis. Family income
was not associated with students’ school-related aptitude scores divided
into two or three parts. In the South Korean sample, however, education
of mothers was not significantly linked to students’ school-related aptitude
scores divided into two or three parts. School-related aptitude scores of
students from higher-income families were found to be higher compared
to those of students from low- and medium-income families. Subsequent
analysis was performed with binary variables 0 = below the national medi-
an and 1 = above the national median.

Table 2: Comparison of parents’ self-efficacy, interest of parents, and school-
associated ability of students in socialization, education, and rearing processes
according to socioeconomic status : The Japanese sample

Sample Lowe- Higher- Income Low- Higher- Educational
total income income inequalities | income income inequalities
families families families families
M (SD) M (SD) M (SI) t(df) M (SD) M(SD) t (df)

Parental self-efficacy in | 3.38 (64) | 3.63 (66) | 3.36 (67) 72(223) 336 (64) 339(63) |[-30(298)
zocialization, education,
and reanng processes
Parental interest 496 (71) | 5.01(.79) | 496 (69) A44(197) 491(80) |49%(69) |-63(23%)
Schoolrelated 3FT(71) | 332(71) | 3.62(7T) -91(20%) [ 338(61) 364(73) [-27027T)
competence of students

Note: ** p < .01. (Holloway, Campbell, Nagase, Kim, Suzuki, Wang, Iwatate, & Baak,
2016, p.265).

Descriptive Analysis

Bivariate analysis demonstrated stronger social class inequalities and
disparities here in South Korea as compared to Japan. In the Japanese sam-
ple in Table 2, t-tests revealed children of mothers with higher education
displayed higher levels of school-related competence. In the South Korean
sample in Table 3, education of mothers was related to higher parental
involvement. South Korean mothers who reported higher family incomes
felt more effective in their self-efficacy during the processes of socializing,
educating and rearing their children, were more engaged in parental in-
volvement, and had more talented children with higher levels of school-re-
lated competence.
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Table 3: Comparison of self-efficacy of parents, interest of parents, and school-
associated with ability of students in socializing, educating and rearing children
according to socioeconomic status: The South Korean sample

Sample Low- Higher- Income Low- Higher- | Educational
total income income inequalities income income inequalities
families families families families
M(SD) M (3D) M (3D) t(df) M (S5D) M (SD) t(df)

Parental self-efficacy in | 3.98 (81) | 3.95(83) [4.16(73) |-2.02(326) | 3.9%(80) |4.00(87) |-24(369)
socialization, education,

and reaning processes
Parental interest 477(87) [ 476 (83) [3.04(71) [-269(324) [472(80) |3.04(70) [-2.66(36T)
School-related 3.70(87) | 3.60(87) | 4.04(81) | 402(325) | 3.68(89) |[3.84(79) |-1.34(36%)

competence of students

Note: * p <. 05, ** p < .01, *** p <.001. (Holloway, Campbell, Nagase, Kim,
Suzuki, Wang, Iwatate, & Baak, 2016, p.265).

In Table 4, correlations were calculated as control variables between
students’ gender and mothers’ work status, parents’ self-efficacy in socializ-
ing, training and rearing, parental interest, and school-related competence
of students. It was determined that female students had higher school-re-
lated competence compared to male students. In the Japanese sample, stay-
at-home mothers engaged more in parental involvement and their children
had higher points of school-related competence. Mothers who reported
higher self-efficacy in socializing, educating, and rearing children dis-
played higher levels of parental interest, and their children scored higher
in school-related skills. Likewise, parents’ self-efficacy in socialization,
education, and rearing, parental interest, and school-related competence of
children were all positively correlated in the Korean sample.

Table 4: Correlations between main variables ((lower half=Japanese sample,
upper half=Korean sample)

Variables 1 2 3 4 3 6 7

1 Students’gender - 06 -13% 05 07 -01 JgEEE
2 Mothers’ work status -03 - S15%% [ - 17FF 02 08 -02
3 Highest levels of matemal education 01 -01 - 24qEEE 03 20EEE 03

4 Family income -10 -09 A4EEE - QGFF | 2DFEE | QP EE
5 Parental self-efficacy i socialization, | .13% 07 00 -01 - ALEEE | 16%F
education and reanng

6. Parentalinvolvement in home-based -04 8= 04 02 EEL - A1#
education

7. 8choolrelated competence of students JOEEE ] 13% 1 TEE 09 16FF 02

*p<.05, ¥ p<.01, *** p <.001. (Holloway et al., 2016, p.265).

Mediating Effects

In the study, the direct and mediating effects of socioeconomic status
on school-related competence of children were tested using the PROCESS
macro for SPSS, and a regression-based mediation analysis was performed
for each sample separately (Hayes, 2013). The gender of the students and
the work status of the mothers were incorporated as covariates. Maternal
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education was used as an indicator of socioeconomic status for the Japa-
nese sample and family income for the South Korean sample. The anal-
ysis tested whether parental self-efficacy and parental interest during the
processes of socializing, educating, and rearing children simultaneously
mediated the association between socioeconomic status or social class in-
dicators and school-associated ability of children.

In the Japanese sample, parental self-efficacy and parental interest in
socialization, education and rearing processes, together with education
of mothers and control variables, were included in the total direct effect
model as regressors determining the direction of the trend. The model ap-
peared to be significant with £ (5, 303) = 10.56, p < .001 explaining 15 %
of the variation in children’s in school-related competence points. When
their mothers had higher education (b = .25, t = 3.96, p = .002), when they
notified higher self-efficacy in socializing, educating and rearing children
(b=.14,¢t=2.18, p=.030), and when they did not work outside the home
(b=.19,t=12.44, p = .015), children obtained higher achievement scores
in school-related skills. It was established that the findings were not signif-
icant as far as parental involvement was concerned. Girls were evaluated
higher in school-related competence (b = .39, t = 5.27, p < .001). At this
point, no indirect influence was observed on parental self-efficacy in so-
cialization, education and rearing processes. To put it briefly, although it
was seen that parental self-efficacy in socialization, education and rearing
processes had a direct effect on children’s school-related competence when
various sociodemographic characteristics were controlled, it could not be
concluded that either parental self-efficacy or parental interest mediated
the impact of maternal education on school-related competence.

As for the Korean sample, the overall model was found to be signif-
icant with F' (5, 366) = 17.45, p < .001 explaining 19 % of the variation
in children’s school-related competence scores (Table 5). Students’ higher
school-related competence scores were significantly linked to family in-
come (b = .33, t=3.24, p =.001) and students’ being a girl (b = .63, t =
7.69, p < .001). The direct influence of parental self-efficacy in socializa-
tion, education, and rearing processes emerged as marginally significant
(b=.09, t = 1.70, p = .090), whereas parental involvement was not as
significant. There was no significant indirect effect of parental involve-
ment on students’ school-related competence. Parental self-efficacy had a
significant indirect effect on socialization, education and rearing and pa-
rental self-efficacy mediated the association between parents’ income and
school- associated ability of children to a certain degree.

Moderating Effects

In an effort to designate whether parental self-efficacy or parental in-
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terest significantly moderated the association between socioeconomic sta-
tus and school-associated ability of children in socialization, education and
rearing processes, researchers regressed children’s school-related compe-
tence on maternal education, parental self-efficacy, parental interest, the
interaction between maternal education and parental self-efficacy, and the
interaction of maternal education and parental involvement with two con-
trol variables. For the Japanese sample, the model was significant, with
F (7,301) =8.66, p <.001 explaining 17 % of the variation in children’s
school-related competence. Children’s gender had a significant impact (b
=.38,¢t=15.16, p <.001), as did mothers’ work status (b =.17,¢=2.26, p
=.025). The interaction between education of mothers and parental self-ef-
ficacy in socialization, education and rearing processes was also found to
be significant (b = .34, t = 2.34, p = .020). It was demonstrated that the
positive influences of maternal education were improved by higher self-ef-
ficacy of parents. For children of lower-educated mothers, maternal self-ef-
ficacy did not act as a buffer; on the contrary, higher parental self-efficacy
was associated with lower school-related scores for these children.

Table 5 Mediating effect of family income on school-associated ability of
children through self-efficacy and interest of parents: the South Korean sample

Direct influences b t P

Predictors

Family mcome (high) 33%* 3.24 001

Children’s gender (female) HIEEE 7.69 = 001

Mothers’ work status (not employed outside the home) - .04 -.530 619

Parental self-efficacy during socialization, education L9 1.70 090

and rearing processes

Parental educational involvement 03 1.03 293

Indirect influences influence | SE % 95 % 95
Cllower limit | CIupper imit

Predictors

Parental self-efficacy during socialization, education | .023 017 003 073

and rearing processes

Parental educational involvement 022 022 -016 074

Note: *p<.05, **p<.0l, ***p<.001.(Holloway et al,, 2016, p.267).

In the South Korean sample, researchers regressed children’s
school-related competence on family income, parental self-efficacy, paren-
tal interest, the interaction between family income and parental interest,
and the interaction of family income and parental interest with two control
variables. The result was a significant pattern, namely F (7, 364) = 12.47,
p <.001, that explained 19 % of the variation in children’s school-relat-
ed competence. Both the interaction between family income and parental
self-efficacy, and the interaction between family income and parental in-
volvement did not seem to be significant. Consequently, the South Korean
sample did not demonstrate any evidence of moderation.
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DISCUSSION

The present research aimed to explore whether parental self-efficacy
or parental interest during the processes of socializing, educating and rear-
ing children mediated or directed the association between socioeconomic
status and social class of parents and school-associated ability of children.
The study underlined the enhancing gap between the egalitarian origines
of public education and the expanding opportunities to benefit from the
monetary and human capital mobilized for children from families in higher
socioeconomic status. The research focused on primary school years, rel-
atively under-researched compared to middle school and especially high
school, and investigated the role of parental educational interest at home
and of self-efficacy of parents in socialization, education and rearing pro-
cesses (Holloway, 2010). The research also focused on the mediating and
managing role of parents’ socialization, education and rearing practices
and addressed the discussions that associated socioeconomic status as a
social structure with students’ learning and academic success. It tried to
investigate and clarify family-level processes that could provide opportu-
nities for children to learn and succeed at school (Lareau, 2003).

The research provided three major findings. First, socioeconom-
ic status or social class was found to be associated with school-related
competence of students, indicating that the relationship pattern displayed
differences across the two samples. While education of mothers was sig-
nificantly associated with school-related competence of children as a main
indicator of socioeconomic status in the Japanese sample, family income
more strongly predicted school-associated ability of children as a main
indicator of socioeconomic status in the South Korean sample. These find-
ings were compatible and consistent with previous research (Sirin, 2005),
showing that the relationships between components of social class or so-
cioeconomic status and students’ learning consequences might vary de-
pending on the cultural or national features.

The second finding uncovered in the study demonstrated that self-ef-
ficacy of parents in socializing, educating and rearing practices to some
extent mediated the association between family income and school-related
ability of students in the South Korean sample. Given the strong oppres-
sion to participate their children in complementary education programs,
South Korean parents with fewer monetary resources might start to ques-
tion their competence to supply these social expectations; as a result, their
self-efficacy was likely to be undermined. Family income also appeared to
be linked to parental educational involvement, and only bivariate relation-
ships were significant. In view of the fact that more than 80 % of children
attended complementary schools, parents’ own interest was likely to be less
important than if learning of all children was restricted to the orderly pub-
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lic school day. Parents paid a certain amount of money for supplementary
learning programs to act as a surrogate in engaging in the role of teaching
and motivating children. Nonetheless, it was important to carry out further
studies in this area with culturally-particular measures of parental interest.
Here, in addition to participating children in complementary courses and
classes associated with students’ academic achievement outcomes, parents
could have class-based socializing, educating and rearing activities.

The third finding obtained in the study demonstrated that self-effica-
cy of parents mediated the association between education of mothers and
school-related ability of children in socialization and education practices
in the Japanese sample. More highly educated mothers were able to offer
their children expanded advantages. In the case of less educated moth-
ers, high self-efficacy was negatively related to school-associated ability
of children. This rather unanticipated finding deserves to be addressed and
explored in future research. In Japan, assertive mothers were often dubbed
“monster parents” and were sharply criticized by the media and academic
scholars (Morotomi, 2008). Less educated women and their children were
especially labeled for speaking loudly and confidently in interactions with
the school staff. Although the fact that parental interest was not related
to school- associated ability of children emerged as a surprising result, it
was less able to adapt to the wide-ranging consequences of the parental
involvement activities that were assessed. The relationship could probably
be stronger when an consequence measure that more explicitly focused on
cognitive skills and educational success, although this was not typically the
way of children who were assessed at this young age.

A few limitations of the study should also be cited at this point. First,
it was expressed that it would not be appropriate to make a broad nation-
wide generalization of the findings obtained from the described sample, as
was the case in some specific research that required sample compatibility.
Compared to the population described, the Japanese sample was relative-
ly wealthier and more highly educated, while the South Korean sample
had relatively lower family income and education level. Moreover, it was
pointed out that causal inferences did not allow dependence on the analysis
of cross-sectional data. Finally, as expressed earlier, there might be other
country-particular forms of parental educational interest at home that sig-
nificantly predicted students’ school-related competence. As the findings
of the current research were clear, it became necessary to investigate the
role of parental interest in the social context, as their meaning and impact
depended on the socio-cultural and institutional conditions in which par-
ents were took part.

The present study paved the way for future research and policy at-
tempts. Firstly, the findings demonstrated that parental educational interest
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was often associated with school-related competence of their children, and
stressed the importance of parental self-efficacy in the processes of so-
cializing, educating and rearing children in order to increase and enhance
types of parental involvement. It was also emphasized that school clerks
could not necessarily answer positively to influential parents who chal-
lenged the authority of the school. Parents or their children from lower
socioeconomic status backgrounds were particularly likely to experience
negative reactions and repercussions since they could disrupt the tradi-
tional role hierarchy. Secondly, although many previous studies discovered
an relationship between parental educational interest and school-related
ability of children, the findings of the present research were modest in this
regard. It was asserted that specific actions encouraged by parents were not
necessarily a powerful way of handling socioeconomic status and social
class differences in students’ academic performance. In addition, it was
emphasized that the social and personal cost of the increasing phenomenon
of intensive parental socialization, education and rearing should be taken
into consideration particularly for women (Hays, 1998). Women’s chanc-
es of employment and engagement in meaningful and paid jobs were se-
verely reduced by structural barriers to their achievement in the workplace
(Nemoto, 2016). Women who quit full-time jobs during the years of child
socialization, education and rearing owing to powerful desires from the
school system were deprived of their economic freedom and the potential
cognitive and intellectual engaging related to labor power participating.
Future research should be able to focus more on studies that will serve the
significant purpose of fostering effective parental interest without return-
ing into a full-time job.
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1. Introduction

The advent of information technology has significantly impacted the
creation of educational content and access to education settings. Distance
education programmes and online learning settings have disrupted tradi-
tional educational settings by offering students greater flexibility, accessi-
bility, and convenience in the last decade. Moreover, the global pandemic
has accelerated the widespread adoption of distance education across all
levels of education, making it a dominant approach to delivering educa-
tional content.

The adequacy and effectiveness of distance education and traditional
face-to-face education in higher education programmes have been exten-
sively studied and discussed (Allen et al., 2002; Kazu & Yalgin, 2022; Si-
monson et al., 2011; Yick & Costin, 2005). Recent advances in information
technologies and the widespread use of mobile devices have improved the
learning environment of distance education, providing students with more
excellent opportunities to achieve programme competencies compared to
earlier iterations. Many factors impact students’ ability to achieve program
outcomes in both traditional and distance education environments. These
factors include individual student characteristics, such as self-efficacy,
self-regulation (Do & Lai, 2023), satisfaction, and motivation (Goulimaris,
2015), as well as institutional factors, such as faculty members (Rashid
& Rashid, 2012), information infrastructure and applications (Angolia &
Pagliari, 2016; Rahman, 2014), and online course content (Moore, 2013;
Rovai & Downey, 2010). As distance education continues to expand
globally, it has become increasingly important to identify the key factors
contributing to student satisfaction in this unique learning environment.
Among the numerous factors explored in educational research, self-regu-
lated learning (SRL) and student motivation (SM) have received consid-
erable attention because of their significant impacts on student outcomes.

Many academic studies have emphasized the importance of motiva-
tion (Chen & Jang, 2010; Deimann & Bastians, 2010; Hart, 2012; Simons
et al., 2020) and the effects of student satisfaction (Chan et al., 2020; Cole
et al., 2014; El-aasar & Farghali, 2022) in distance education programmes.

Asynchronous learning, a common characteristic of distance educa-
tion, necessitates students exhibit self-initiative and self-direction, under-
scoring the critical importance of student self-regulation (SSR). As the
Zimmerman social-cognitive model proposes, SRL empowers learners to
set challenging goals, monitor their progress, and employ adaptive strate-
gies to achieve academic success (Zimmerman, 2001). Given the increased
responsibility that students must assume in the context of distance edu-
cation, student self-regulation has become even more crucial. Similarly,
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motivation is pivotal in determining student persistence and engagement
in the distance learning process (Steinmayr, 2019). With reduced face-to-
face interactions and increased feelings of isolation, nurturing and main-
taining motivation have become paramount. Intrinsic motivation, driven
by a genuine interest in and enjoyment of learning materials, has been
associated with improved academic performance and higher satisfaction
levels, whereas extrinsic motivation, based on external incentives or pres-
sures, may not foster lasting contentment (Ryan & Deci, 2020). Moreover,
motivation is crucial in determining students’ engagement and diligence in
online learning experiences.

Student satisfaction (SS), student motivation (SM), and student
self-regulation (SSR) are complex and intricately related factors. A grow-
ing body of research has examined the complex interactions between SS,
motivation SM, and SSR using diverse research methodologies in edu-
cational contexts. Some studies have explored the individual effects of
SS, SM, and SSR in traditional education (Margrain, 1978; Shulruf et al.,
2008). However, there still exist gaps in knowledge regarding how these
factors specifically manifest in distance education environments. There-
fore, the primary objective of the current study was to provide a compre-
hensive examination of the intricate connections among SS, SM, and SSR
in distance education. This study aimed to enhance theoretical understand-
ing and offer practical implications for distance education environments
by building upon prior research and utilizing a comprehensive approach.
Specifically, this research examined and tested motivation as a mediator in
the association between self-regulation and satisfaction.

The findings are intended to inform educators, instructional designers,
and institutions on optimizing distance learning experiences and effectively
supporting online students. This research contributes valuable knowledge
to ongoing academic discussions and efforts to improve distance education
pedagogy and practice.

2. Literature Review
2.1. Student Self-Regulation and Student Motivation

Student self-regulation is a process that empowers learners to take re-
sponsibility for their learning outcomes in education. It is not a passive
reaction to teaching but an ongoing activity that learners will continue to
perform in the future. SSR is a transformative process in which learners’
mental skills evolve into academic achievement (Zimmerman, 2002).

SSR is defined differently based on different psychological theories.
The competency includes basic mental, behavioural, and motivational fea-
tures and self-control and emotion regulation processes. Pintrich (2000)
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defines SSR as learning resulting from students’ thoughts and behaviours
that they systematically create toward learning goals. SSR is the ability to
control and manage one’s thoughts, emotions, and actions to achieve spe-
cific goals or maintain focus and discipline in various situations.

SSR is a multi-component, iterative, self-directed process that targets
cognition, emotions, actions, and environmental characteristics for one’s
own purposes (Cascallar et al., 2006). The consensus within academic dis-
cussions is that SSR involves three dimensions: cognition, emotion, and
behaviour, which typically exhibit interconnections and mutual influence
(Ainley & Patrick, 2006).

Learners who possess practical SSR skills are highly regarded by re-
searchers and educators in traditional learning environments (Boekaerts,
1999). These individuals demonstrate a higher level of responsibility for
their own learning outcomes through active participation in metacogni-
tive, motivational, and behavioural learning processes (Zimmerman, 1989,
1990).

Self-regulated learning (SRL) refers to purposeful, academically ef-
fective learning forms that involve metacognition, intrinsic motivation, and
strategic action (Zimmerman, 1989). Zimmerman (1989) further described
SRL as emphasizing the dynamic interplay between self-regulation pro-
cesses, environmental factors, and behavioural events. Zimmerman’s influ-
ential model (2000) proposes that SRL consists of three iterative phases—
forethought, performance, and self-reflection which operate sequentially
and continuously to guide learners’ pursuit of academic goals. Specifically,
the forethought phase involves task analysis and goal setting; performance
involves deploying strategies monitored by self-observation; and self-re-
flection involves self-evaluation and attributions. These phases function
cyclically, with learners taking increasing responsibility for their learning
outcomes through engaged metacognitive, motivational, and behavioural
processes (Zimmerman, 1989, 1990). SRL fosters learning, enhances per-
ceived competence, and sustains motivation to achieve new goals (Schunk
& Ertmer, 2000). In summary, Zimmerman’s model conceptualizes SRL
as a strategic, self-directed process in which learners methodically plan,
implement, and reflect on their studies in a recurring cycle. The cyclical
nature of forethought, performance, and self-reflection facilitates the aug-
mentation of autonomy, capabilities, and motivation among self-regulated
learners.

SRL is of particular significance for students engaged in distance edu-
cation, where the absence of a direct instructor presence necessitates more
excellent self-organization of learning activities (Hung et al., 2010; Kebrit-
chi et al., 2017; Kizilcec et al., 2017; Wang et al., 2013). SSR has emerged
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as an essential factor for student success in distance education environ-
ments. [t involves students intentionally utilizing cognitive, metacognitive,
resource management, and motivational strategies to pursue their academ-
ic goals effectively (Barnard et al., 2009). By employing these strategies,
distance education students can take ownership of their learning processes
and optimize their educational outcomes.

Distance and online learning students encounter specific challenges
in establishing and adhering to study schedules, focusing on their course-
work, and sustaining attention and concentration (Maria, 2021). In dis-
tance education university studies, mastery of SRL strategies becomes cru-
cial because of the significantly increased workload and heightened need
for students to be independent and accountable for their learning. Sauvé
et al. (2019) conducted a study that revealed the presence of challenges
among students enrolled in distance education programmes related to their
SRL skills. Highly self-regulated students demonstrate compelling posi-
tive motivation in their learning process, content selection, organization,
and learning control, as well as identifying relevant learning objectives in
distance education environments (Albelbisi & Yasop, 2019). Choudhary
et al. (2020) conducted a comparative study focusing on science and arts
students to assess the SRL capabilities of distance learners. Their findings
underscore the importance of SRL strategies in facilitating the attainment
of higher academic objectives in the context of distance learning. While
various factors influence the distance learning experience, such as learn-
ing habits, preparedness, intelligence, thinking skills, and motivation, SRL
plays a significant role in mediating academic stress and fostering academ-
ic achievement.

SM and SSR are closely related, influencing each other (Pintrich,
2003). Individuals motivated to achieve a goal engage in self-regulatory
activities that they believe will facilitate goal attainment. The connection
between SM and SSR is evident in various theoretical models (Pintrich,
2000; Vollmeyer & Rheinberg, 2006; Zimmerman, 2000; Zimmerman &
Schunk, 2004). Pintrich model places significant emphasis on motivation,
as it underlies goal setting and pursuit and is a focal point of SRL as in-
dividuals engage in tasks. Zimmerman’s model incorporates motivation
throughout three stages: forethought (e.g., self-efficacy, outcome expecta-
tions, interest, value, goal orientations), performance control (e.g., atten-
tional focus, self-monitoring), and self-reflection (e.g., self-evaluation of
goal progress, causal attributions) (Zimmerman, 2002).

Highly motivated and determined students are more likely to adopt
a proactive, constructive, and persistent approach to learning (Zhu et al.,
2020). Motivation influences the level of effort and persistence that learn-
ers invest in learning. Understanding the interplay between motivation and
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self-regulated learning is crucial for promoting effective learning in dis-
tance education. Hood et al. (2015) demonstrated a relationship between
SSR, motivation, and work experience.

Multiple academic studies have explored SSR and motivation strat-
egies in distance education programmes, emphasizing the significance of
SSR and investigating strategies to foster it among learners. Sun and Rueda
(2011) examined the impact of situational interest, computer self-efficacy,
and SSR on student engagement in distance education. Their findings re-
vealed that SSR encompasses cognitive, motivational, and metacognitive
dimensions and is crucial to academic achievement. SSR becomes partic-
ularly important in distance learning because students may lack direct in-
structor encouragement. Another study by Ambreen et al. (2016) evaluated
the effectiveness of distance education in fostering self-regulated learning
among higher-level learners.

Researchers in these studies examined strategies employed to promote
SSR and gathered students’ perceptions regarding the efficacy of these
strategies, providing valuable insights into cultivating self-regulated learn-
ing in distance education programmes.

Meniailo et al. (2021) explored innovative training methods for teach-
ers in higher education institutions in the context of distance learning.
Their study highlights the importance of incorporating SSR and motiva-
tional strategies in training future teachers. Distance learning platforms of-
fer opportunities for prospective educators to implement innovative train-
ing methods that enhance self-regulated skills and motivation.

SSR assumes particular importance in distance education programmes
characterized by high learner independence and limited teacher involve-
ment (Lehmann, Hahn, & Ifenthaler, 2014). Supporting SSR strategies can
enhance student learning and overall success. SSR is a prominent feature
that contributes to the effective implementation of online learning environ-
ments, including distance education programmes (Rakes & Dunn, 2010;
Sun et al., 2008; You & Kang, 2014).

2.2. Student Motivation and Student Satisfaction

Motivation is essential in enhancing the success of teaching and learn-
ing processes (Schunk, 1995). The level of SM in education significantly
impacts various aspects of the learning process, including the learners’ en-
gagement, persistence, and overall academic achievement. Dérnyei and
Ott6 (1998) define motivation as an individual’s dynamic and evolving
state of emotions. It initiates, directs, coordinates, amplifies, terminates,
and evaluates the cognitive and physical processes of pursuing and realiz-
ing personal goals and aspirations. It encompasses selecting, prioritizing,
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implementing, and evaluating actions to fulfil one’s desires and intentions,
which can vary in success or failure.

As generally defined by Borophy (1983), SM is students’ desire and
willingness to engage in academic activities and seek knowledge or skills.
It is characterized by goal-directed behaviour and persistence, as motivat-
ed students persistently work to achieve their goals (Eden, 2022). Motiva-
tion is a complex psychological construct encompassing various aspects
of human behaviour that influence individuals’ choices, goal pursuit, and
the level of effort expended in particular endeavours (Ddrnyei & Ushioda,
2021). It is crucial in driving meaningful and impactful learning experienc-
es and positively correlates with educational outcomes, such as academic
well-being, persistence, and achievement (Ryan & Deci, 2020). Various
interconnected cognitive and affective factors influence motivation.

Self-determination theory distinguishes between intrinsic motivation,
which arises from internal satisfaction, and extrinsic motivation, which
stems from external pressures or rewards (Deci & Ryan, 1985). Accord-
ing to this theory, both types of motivation shape individuals’ identities
and behaviours (Deci & Ryan, 2008). Intrinsic motivation is driven by an
activity’s inherent enjoyment or challenge, whereas extrinsic motivation is
instrumental and driven by the belief that the activity leads to a separate
outcome (Deci et al., 1991).

The self-determination view emphasizes the internalization of social
values and norms. An intrinsically motivated individual participates in an
activity for its inherent pleasure or challenge without external prods or re-
wards. For example, a child reading a book for joy demonstrates intrinsic
motivation. In contrast, extrinsically motivated behaviours are performed
for instrumental reasons, not from personal interest but because they are
believed to lead to a separate consequence (Deci et al., 1991).

In summary, extrinsic motivation refers to engagement in an activity
due to its inherent engagement or delight, whereas intrinsic motivation re-
fers to engagement in an activity because it leads to a distinctive outcome
(Ryan & Deci, 2000).

In addition to the above-mentioned factors, several other constructs
significantly impact motivational states. These include self-efficacy, which
refers to individual’s belief in their capability to achieve goals (Bandura,
1977); academic self-concept, which relates to one’s perception of their
competencies in academic domains (Marsh & Shavelson, 1985); and do-
main-specific confidence and global self-esteem (Bong & Skaalvik, 2003).
When learners feel autonomously motivated, competent in their abilities,
and hold positive academic identities, they demonstrate enhanced per-
sistence, engagement, and performance (Wigfield et al., 2015). Therefore,
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fostering the development of interconnected psychological factors is cru-
cial for promoting motivated and successful learning.

Chen and Jang (2010) adapted the motivation scale developed by Val-
lerand et al. (1993) within the framework of the self-determination theory,
recognizing the importance of motivation in online learning environments.
They emphasized the relevance of motivation for online learning.

The relationship between SM and SS in distance education is intri-
cately intertwined. Numerous studies have consistently demonstrated a
positive correlation between SM and SS, particularly for students enrolled
in online courses. Motivation has emerged as a critical determinant of stu-
dents’ experiences and satisfaction with distance education (Dimitrios,
2015). Various studies have underscored its pivotal role, with some empha-
sizing it as a fundamental factor (Burbuagh et al., 2014) and a prominent
predictor of SS in online learning environments (Kirmizi, 2015). Empiri-
cal evidence from Cakir et al. (2018) reveals a compelling association be-
tween motivation levels and satisfaction outcomes. Highly motivated stu-
dents consistently exhibited elevated satisfaction levels, while those with
lower motivation reported diminished satisfaction. Similarly, Magisan and
Prestousa (2023) documented a moderately high level of motivation and a
moderate level of student satisfaction, with a robust and positive relation-
ship between motivation and satisfaction. Pinanos et al. (2022) found that
satisfaction and motivation were moderately correlated in online learning,
highlighting the interdependence between satisfaction levels and learners’
intrinsic motivation to participate in learning actively.

Psychological factors influence motivational states, including self-ef-
ficacy, academic self-concept, and confidence. Motivation plays a crucial
role in online learning environments, with a strong positive correlation be-
tween motivation and satisfaction. Highly motivated students tend to expe-
rience higher satisfaction levels, highlighting the importance of fostering
motivation for successful online learning experiences.

2.3. Student Self-Regulation and Student Satisfaction

SS is a short-term attitude from evaluating a student’s educational ex-
perience. It is achieved when the performance meets or exceeds the stu-
dent’s expectations (Elliott & Healy, 2001). In the context of this research,
SS refers to students’ attitudes resulting from an assessment of their educa-
tional experience, specifically related to services and facilities provided by
the distance institution, such as course programmes, materials, interaction,
and support.

SS is essential in higher education as it can impact various aspects of
the student experience, including engagement, motivation, learning, per-
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formance, success, and ultimately, retention and graduation rates (Martin
& Bolliger, 2022). The Sloan Consortium (Moore, 2005) recognizes SS as
one of the five pillars in the quality framework of distance education.

SS is a multifaceted construct influenced by various factors in online
learning environments. The literature identifies factors such as autonomy,
self-efficacy on the Internet, course design, instructional materials, instruc-
tor behaviours, interaction levels, platform interface, support services, use-
fulness, social and technical abilities or preparedness, and student factors
as influential in shaping SS (Martin & Bolliger, 2022).

The effectiveness of distance education programs heavily relies on
SS. Satisfied students are more likely to persist in learning and achieve
educational goals (Kerzi¢, 2021). Moreover, studies have demonstrated a
positive correlation between SS, engagement, and academic performance
in online courses, underscoring the significance of fulfilment with learning
experiences in promoting positive learning outcomes and fostering a stron-
ger connection between satisfaction, increased engagement, and improved
academic performance in distance education (Rajabalee & Santally, 2021).
Therefore, understanding the characteristics influencing SS in distance ed-
ucation is imperative for promoting effective learning in distance educa-
tion programs.

The relationship between SRL and SS in online learning has been the
subject of several studies with varying findings. Some studies suggest that
SRL impacts SS (Kuo et al., 2014), while others emphasize the signifi-
cance of SRL as a significant factor influencing SS (Inan et al., 2017; Turan
et al., 2022). However, although SRL and SS have a positive correlation
(Dinh et al., 2022), SRL alone may not be a significant predictor of SS (Wu
et al., 2023). Research conducted in online learning environments has con-
sistently demonstrated a positive correlation between SRL and SS (Inan et
al., 2017; Nicol, 2009; Puzziferro, 2008; Wang et al., 2013). For example, a
study conducted by Dissanayake et al. (2021) with undergraduate students
in tourism and hospitality management programs at Sri Lankan state uni-
versities found that internet self-efficacy and self-regulated learning levels
were above average.

Understanding and fostering self-regulated learning in online learning
environments can enhance SS and promote compelling learning experienc-
es in distance education programs.

2.4. Mediating Role of Student Motivation between Student
Self-Regulation and Satisfaction

The relationship among SSR, SM, and SS in online education has
been extensively examined. Early research provided initial evidence that
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SM and SSR are positively linked to student achievement and SM in online
courses (Artino, 2009; Artino & McCoach, 2008; Paechter et al., 2010;
Puzziferro, 2008; Yukselturk & Bulut, 2007).

A recent study by Hamdan et al. (2021) found that SSR significantly
predicts SS. However, contrary to other studies, Landrum (2020) noted that
SSR skills do not always significantly predict SM in online courses. Ad-
ditional research has identified potential mediating factors. For example,
Costa et al. (2020) observed that academic experience mediates the impact
of SSR on satisfaction. Likewise, Wang et al. (2013) reported self-efficacy
as a mediator. More recently, Zixian et al. (2022) explored how motivation
and online SSR affect SM. Their findings indicated that these attributes
positively influence satisfaction levels, and motivation indirectly impacts
satisfaction through elements of a learning community. Collectively, re-
search primarily links SSR to SS in online education, although contextual
influences were detected by Landrum (2020). Mediating factors that clarify
the SSR to SS relationship include academic experience, self-efficacy, and
community aspects. While further investigation is still needed, motivation
also appears integral. A more nuanced understanding of these constructs
and interactions can optimize online programme designs to enrich learner
experiences and outcomes.

Based on research evidence that SSR positively affects SM, and SM
positively impacts SS, hypothesizing SM mediates the relationship be-
tween SSR and SS is reasonable. As such, interventions targeting moti-
vation could boost SS. These insights may guide instructional strategies
and support that foster SSR and motivation to improve SS. Therefore, the
author aims to confirm the relationship between SSR and SS and assess
motivation mediating influence between the two constructs.

3. Research Design

3.1. Research Method

Mediation analysis is a statistical method used to identify how an in-
dependent variable (X) transmits its effect on a dependent variable (Y)
through an intervening variable (M) (Hayes, 2013). With fundamental me-
diation analysis (Model 4), there are two distinct pathways in which a spe-
cific X variable is proposed as influencing the Y variable. The pathway that
leads from X to Y without passing through M is referred to as the direct
effect of X on Y. The pathway from X to Y through M is referred to as the
indirect effect of X on Y through M. The indirect effect represents how the
path first passes from the antecedent variable X to the consequent variable
M and then from the antecedent variable M to the consequent variable Y.
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In summary, the indirect effect represents how X influences Y through
a causal sequence in which X influences M and then influences Y (Hayes,
2013). The mediation models were tested using the framework of the study.
The researcher explored motivation as a mediator by using the PROCESS
Procedure for SPSS (Hayes, 2013). Student SSR was identified as the in-
dependent variable (X), SM as the mediator (M), and SS as the dependent
variable (Y).

Informed consent forms were provided to the participants, along with
the main questionnaires. Participants were briefed about the research, and
the questionnaires were handed to them. They were also informed that they
could withdraw without penalty if they did not want to continue the survey.
In addition, participants were explicitly informed of their right to withdraw
from the survey at any point without incurring any adverse consequences.

The data were analyzed using SPSS 24 and motivation was explored
as a mediating or moderating factor using the PROCESS procedure for
SPSS (Hayes, 2013).

This study was approved by the Istanbul University-Cerrahpasa Ethi-
cal Committee (2020-146).

3.2. Data Collection Instruments

Data collection was conducted in two sections. The first section includ-
ed demographic variables, students’ gender, and age, and the second section
included the items of the “Online Self-Regulated Learning Questionnaire
(OSLQ), Online Learning Motivation Scale (OLMS), and Distance Edu-
cation Students Satisfaction Scale (DESSS). The Online Self-Regulated
Learning Questionnaire (OSLQ) was developed by Lan, Bremer, Stevens,
and Mullen (2004) with 86 Likert-type 5-point items to measure students’
SSR in online learning environments. The short form of the OSLQ has
also been validated and found reliable (Barnard et al., 2008). The OSLQ
was adapted to Turkish by Kilis and Yildirim (2018). The Turkish OSLQ
is valid, with acceptable fit values. Regarding reliability, Cronbach’s alpha
values indicating internal consistency varied between .67 and .87 for the
sub-factors and .95 for the entire instrument, which yields high reliability.
Data on students’ online learning motivation levels were collected using
the Online Learning Motivation Scale (OLMS) developed by Chen and
Jang (2010). Cronbach’s alpha values for the subdimensions of academic
motivation with eigenvalues greater than 1 (eigenvalue >1) vary between
.60 and .94. The Cronbach’s alpha value of the scale was .94. Its cognitive
reliability was .96. The subdimensions of the scale are intrinsic motivation
to know (IMTK), intrinsic motivation to succeed (IMTS), intrinsic moti-
vation to experience stimulation (IMTES), determined regulation (DR),
introjected regulation (IR), extrinsic regulation (ER), and a lack of motiva-
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tion (LOM). The scale is a 7-point Likert scale and items 5th, 12th, 19th,
and 26th are reverse-coded, as in the original scale. The lowest score that
can be acquired from the scale is 28, and the highest score is 196. OLMS
was adapted for Turkish by Ozbas1 et al. (2018). The factor analysis find-
ings calculated the RMSEA value as .08 and chi-square/sd = 5.64. Other
fit index values obtained were between .82 and .91. The internal consis-
tency coefficients calculated for each subdimension of the scale adapted
into Turkish were between .41 and .84. The Distance Education Student
Satisfaction Scale (DESSS) was developed by Volkan Kukul (2011). It
consists of 42 items rated on a seven-point Likert-type scale. It has three
subdimensions: structure and functioning of the programme, interaction,
and common problem areas. The inner consistency coefficient calculated
using Cronbach’s alpha for the whole scale was .70, and those for the sub-
scales were .93, .96, and .86, respectively. In the structure and functioning
of the programme sub-dimension of the scale, SS was measured according
to the aims and objectives of the programme, the execution of the teaching
process, considering the individual differences of the students, flexibility in
follow-up, and the content being prepared in a way that facilitates learning,
measurement, and evaluation processes.

In the interaction sub-dimension of the DESSS, SS was measured ac-
cording to interaction with the instructor in live courses, interaction of stu-
dents in live courses, management of live courses, and support services in
live courses. The common problem areas sub-dimension of the scale mea-
sures SS according to the services offered by the programme, access and
support services to the institution offering the programme, and communi-
cation problems between faculty members and students in the distance ed-
ucation programme. The reliability of each variable—independent variable
(SSR), mediating variable (SM), and dependent variable (SS)—was tested
using Cronbach’s alpha. SSR with an alpha coefficient of .91, SM with
.88, and SS with .95, all above .80, have good reliability, and all variables
pass the reliability test. KMO and Bartlett’s tests were conducted for all
variables considered in the study. The suitability of all variables for factor
analysis was verified with an SSR value of .90, SM value of .91, and SS
value of .94. The p-value for all variables was .00, indicating significance.

3.3. Study Group

Data were collected from the students who participated in teacher ped-
agogical formation courses in Istanbul via Google Forms, Turkey, between
the academic years 2020-2022 following the approval of the study by the
university institutional ethics board. A survey package including research
information, demographic form, and scales that measure the study con-
structs was given to the volunteer participants. They were informed that
the survey would take 20-25 minutes. Data were collected from the stu-
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dents who participated in the study. Nine students’ records were cancelled
because they responded to the survey questions with the same choice.

Online learning is a comprehensive term that includes several in-
structional environments and approaches. The different online learning
programmes include synchronous versus asynchronous, open schedule,
blended, and massive online courses. The Sloan Consortium (Allen &
Seaman, 2006) categorized web-based learning environments based on the
proportion of online content and activities as follows: (1) web-facilitat-
ed courses (1-29%), (2) blended/hybrid courses (30-79%), and (3) online
courses (80+%).

This study focuses on higher education courses that deliver more than
80% of content and activities online. The Theology Undergraduate Com-
pletion Programme is a distance education initiative designed for students
who have completed an associate degree programme in theology and have
demonstrated proficiency in the external transfer examination. This pro-
gramme was initially introduced as a distance education offering in Turkey
and has since expanded to encompass ten distinct universities. The pro-
gramme operates exclusively within an online learning environment, fea-
turing a structured curriculum comprising one-hour synchronous lectures
and supplementary asynchronous course materials. Student assessment
is conducted through participation in multiple-choice midterm and final
examinations administered at designated examination centres. The pro-
gramme has a prescribed duration of two years, during which web confer-
encing software facilitates live lectures, and learning management systems
support the delivery of asynchronous content. This academic endeavour
provides a flexible pathway for theology students to further their education
and acquire a comprehensive undergraduate degree.

3.4. Research Questions and Hypotheses

In this study, we propose a model to examine the relationship between
SSR, motivation, and SS in distance education programmes. Specifically,
the model proposes that motivation mediates the relationship between SSR
and SS in distance education (Figure 1). This study aimed to advance the
understanding of the factors affecting SS in distance education.

Research Question 1: To what extent does student self-regulation in-
fluence student motivation in distance education programmes?

Research Question 2: How does student motivation influence student
satisfaction in distance education programmes?

Research Question 3: How does student self-regulation impact student
satisfaction in distance education programmes?
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Research Question 4: Does student motivation mediate the relation-
ship between student self-regulation and student satisfaction in distance
education programmes?

Research Question 5: To what degree does motivation partially medi-
ate the relationship between student self-regulation and student satisfac-
tion in distance education programmes?

This study posits that SSR positively impacts motivation, increasing
student satisfaction levels. By examining these research questions and hy-
potheses, we aim to enhance our understanding of how SSR, motivation,
and student satisfaction interact in the context of distance education.

e H1: SSR influences SM.

e H2: SM influences SS.

e H3: SSR influences SS.

e H4: SM mediates the relationship between SSR and SS.

Student Motivation

H1 H2

H3

Student SSE Student Satisfaction

r

Figure 1 Study model

4. Research Findings

4.1. Demographic Findings

The data obtained from 321 students was analyzed using SPSS 24.0
software. The frequency and percentage distribution of the research partic-
ipants’ demographic characteristics were calculated. The descriptive statis-
tics method was used in the first research problem, and the findings are pre-
sented in Table 1. Male students comprised 7.2% of students, and female
students comprised 92.8% of the students in this study. The frequency and
percentage of the gender and age variables are given in Table 1.
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Table 1. Frequency Analysis of Demographic Characteristics of Students

Gender i %
Male 23 72
Gender Female 298 903
Total 321 100
21-25 60 18.7
26-30 38 18.1
31-35 36 174
Age 36-40 92 28.7
40+ 35 17.1
Total 321 100.0

4.2. Mediation Analysis Findings

4.2.1. Correlation Analysis

The results of the correlation analysis demonstrate that SSR is sig-
nificantly and positively associated with both motivation and satisfaction,
with motivation also displaying a significant and positive relationship with

satisfaction. (Table 2).

Table 2. Intercorrelations among study variables, mean (M), and standard

deviation (SD) of variables.

+ 71

¥

Variable SS SSR SM M SD
Satisfaction - 38% 27 199.69 42.02
SSR 38% — 29% 86.40 13.67
Motivation 27% 29% _ 139.13 241
*» = 0.00]

4.2.2. Model for Student Motivation

The correlation coefficient (R) between SSR and SM is .389, indicat-
ing a positive relationship. The coefficient of determination (R-squared)
is .152, indicating that SSR can explain 15.2% of the variance in SM. The
regression model was statistically significant (F (1, 319) = 56.977, p <

0.001) (Table 3).

“The correlation coefficient (R) between SSR and SM is .389, indicat-
ing a positive relationship. The coefficient of determination (R-squared)
is .152, suggesting that SSR can explain 15.2% of the variance in SM.
The regression model was statistically significant (F(1, 319) =56.977, p <

0.001) (Table 3)
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The intercept term is 97.297. The coefficient estimate for SSR is .611
(SE=.081,t(319)=7.548, p <0.001, 95% CI [0.452, 0.771]). Hypothesis
HI is accepted regarding these values.

The model indicates that SM is expected to increase by .611 units for
every one-unit increase in SSR. The standardized coefficient for SSR is
.389, indicating that one standard deviation increase in SSR is associated
with a .389 standard deviation increase in SM.

Table 3. Results for Moderator Student Motivation

Moderator: Student Motivation (SM) Model Summary

R R-sq MSE F dfl df2 p
389 152 525.134 36.977 1 319 .000
Model coeff se t p LLCI ULCI
constant 97.297 6.903 14.095 000 83716 11877
SSR 611 081 7.548 .000 452 771

Standardized coefficients SSR. 389

4.2.3. Model for Student Satisfaction

The correlation coefficient (R) between SS, SM, and SSR is .523, indi-
cating a positive relationship. The coefficient of determination (R-squared)
is .274, indicating that SSR and SM can explain 27.4% of the variance in
SS. The regression model was statistically significant (F (2, 318) = 59.942,
p <0.001) (Table 4).

The intercept term is 31.529. The coefficient estimate for SM is .465
(SE=.095, t(318) =4.870, p <0.001, 95% CI [0.277, 0.63]). Hypothesis
H2 is accepted regarding these values.

The model indicates that every one-unit increase in SM is expected to
increase SS by .465 units.

The standardized coefficient for SM is .253, indicating that a one stan-
dard deviation increase in SM is associated with a .253 standard deviation
increase in SS.

The intercept term is 31.529. The coefficient estimate for SSR is 1.069
(SE=.150,t(318)=7.137,p <0.001, 95% CI [0.775, 1.364]). Hypothesis
H3 is accepted regarding these values.

The model indicates that every one-unit increase in SSR is expected
to increase SS by 1.069 units. The standardized coefficient for SSR is .253,
indicating that a one standard deviation increase in SSR is associated with
a .253 standard deviation increase in SS.
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Table 4. Results for Model Student Satisfaction

R R-sq MSE F dfl df2 p
Model
Summary 8§ 323 274 1525.644 59.942 2 318 .000
Model coeff se t P LLCI ULCI Std coeff
Constant 31529 14988 2.104 036 2.040 61.017
S5R 1.069 130 7.137  .000 73 1.364 370
SM 465 .095 4.870  .000 277 633 253

4.2.4. Total Effect Model for SS

The correlation coefficient (R) between SS and SSR is .469, indicat-
ing a positive relationship. The coefficient of determination (R-squared) is
.220, indicating that SSR can explain 22.0% of the variance in SS. The re-
gression model was statistically significant (F(1, 319) =89.770, p < 0.001)
(Table 5).

The intercept term is 76.751. The coefficient estimate for SSR is 1.354
(SE = .143, t(319) = 9.475, p < 0.001, 95% CI [1.073, 1.635]), indicating
that for every one-unit increase in SSR, SS is expected to increase by 1.354
units.

The standardized coefficient for SSR is .469, showing that a one stan-
dard deviation increase in SSR is associated with a .469 standard deviation
increase in SS.

Table 5. Total Effect Model for Student Satisfaction

Model

Summary R R-sq MSE F dfl df2 p
469 220 1634308  89.770 1 319 .000

Model coeff se t D LLCI ULCI

constant 76.751 12177 6.303 000 32793 10.710

SSR. 1.354 143 9475 .000 1.073 1.635

Standardized

coefficients 469

4.2.5. Total, Direct, and Indirect Effects of Student Self-
Regulation on Student Satisfaction

The total effect of SSR on SS was 1.354 (SE = .143, 95% CI [1.073,
1.635]). The direct effect of SSR on SS was 1.069 (SE = .150, 95% CI
[0.775, 1.364]). The indirect effect of SSR on SS is mediated by SM, with
an indirect effect of .284 (BootSE = .078, 95% bootstrap CI 0.149, 0.452])
(Table 6).

+73
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Table 6. Total, Direct, and Indirect Effects of SSR on Student Satisfaction

Effect se t P LLCI ULCI c_cs
Total effect of X on Y 1.354 143 9475 .000 1.073 1.635 469
Direct effect of Xon' Y  1.069 150 7.137 000 75 1364 370
Effect BootSE BootLLCI BootULCI
Indirect effectof X on Y 284 078 149 452
Standardized indirect
effect of X on ¥ 098 027 051 154

Mediation analysis revealed that the indirect effect of SSR on SS
through SM was statistically significant (indirect effect = .284, BootSE =
.078, 95% bootstrap CI [0.149, 0.452]). It implies a mediating mechanism,
precisely the motivational factor of SM, through which a portion of the
relationship between SSR and SS operates. Nevertheless, it is imperative
to emphasize that the direct influence of SSR on SS remained statistically
significant (direct effect = 1.069, SE = .150, 95% CI [0.775, 1.364]). It
indicates that SSR directly influences SS independent of its effect on SM.
Therefore, the mediation can be considered partial because while SM par-
tially explains the relationship between SSR and SS, there is still a signif-
icant direct effect of SSR on SS that SM does not mediate. Based on these
results, Hypothesis H4 was verified.

Finally, the mediation between SSR and SS through the motivation to
transfer SM was treated as partial. The results indicate that while SSR has
a significant direct effect on SS, there is also an indirect effect through SM.

5. Discussion and Conclusion

The increasing prevalence of distance education has highlighted the
need to understand the students’ characteristics that affect the satisfaction
and achievement in this mode of education. This study explored the rela-
tionship between student self-regulation, motivation, and satisfaction in
distance education programmes. The findings of this study shed light on
the mediation process between SSR and SS, with SM acting as a medi-
ating factor. Examining SSR’s direct and indirect effects on SS provides
valuable insights into the role of self-regulation and motivation in shaping
student outcomes in online learning environments.

The analysis conducted in this study revealed a partial mediation
process between SSR and SS, with SM acting as a mediating factor in
distance education programs. The findings highlight two essential com-
ponents of this mediation: the direct effect of SSR on SS, and the indirect
effect through SM. Notably, the results revealed a significant direct effect
of SSR on SS, underscoring the fundamental role of self-regulated learning
skills in shaping student satisfaction independently of the mediating vari-
able motivation. The significant coefficient estimate associated with this
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direct effect further emphasized the importance of SSR as a determinant of
student satisfaction.

The direct effect of SSR on SS was substantial, indicating the funda-
mental role of SSR in shaping student satisfaction independently of other
factors. In simple terms, students’ SSR abilities directly determine their
satisfaction levels, regardless of their level of motivation. Existing litera-
ture supports the connection between SSR and SS in online learning envi-
ronments. Hamdan et al. (2021) and Landrum (2021) identified self-regu-
lated learning as a significant predictor of student satisfaction. Similarly,
Joo et al. (2012) and Miao and Ma (2022) highlighted the pivotal role of
SSR in enhancing critical aspects of the online learning experience, such
as motivation, engagement, and satisfaction. While Landrum (2021) noted
that SSR does not consistently predict satisfaction, the preponderance of
evidence reveals that SSR skills play a vital role in fostering positive and
productive online learning outcomes among students. It is also supported
by a recent meta-analysis demonstrating that SSR training programs pos-
itively affect academic performance and motivation, particularly for older
students and those with lower academic achievement (Theobald, 2021).

The relationship between SSR and satisfaction was also related to
motivation. Swafford (2018) found statistically significant relationships
between online self-regulated learning and motivation constructs such as
task value, self-efficacy, intrinsic and extrinsic motivation, control beliefs,
and test anxiety. It highlights the interplay among SSR, motivation, and
satisfaction in online learning contexts. Furthermore, the mediation anal-
ysis conducted in this study revealed a significant indirect effect of SSR
on SS through the mediating factor of SM. This finding suggests that the
motivational factors of SM explain part of the relationship between SSR
and SS. In simpler terms, students with more SSR skills are more likely
to be motivated, which, in turn, contributes to their overall satisfaction
with their education. The statistical significance of this indirect effect un-
derscores the role of motivation in the relationship between SSR and SS.
Hettiarachchi et al. (2021) emphasized the role of motivation, which is
closely related to self-regulated learning, in improving satisfaction with
online learning. It underscores the importance of SSR in creating produc-
tive and student-friendly online learning environments for higher educa-
tion. Additionally, Eden et al. (2022) conducted a study during the COV-
ID-19 pandemic and found that SM, engagement, and satisfaction were
higher in face-to-face classes. It emphasizes the importance of instructor
characteristics and classroom interaction in shaping student satisfaction,
engagement, and motivation. While online classes can be practical, certain
aspects of in-person classes may contribute to higher levels of student sat-
isfaction and engagement.
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Further research is needed to explore the mechanisms and factors
contributing to the relationship among SSR, motivation, and satisfaction.
Understanding the interplay between SSR, motivation, and satisfaction in
online learning environments can provide valuable insights for instruction-
al design and support.

In conclusion, these findings emphasise the critical role of self-regulated
learning skills for educational policymakers and distance education admin-
istrators, aiming to enhance student satisfaction and academic achievement.
Further research could provide a more comprehensive understanding of stu-
dent outcomes in education by examining the nuanced interactions between
these variables and other student characteristics. These studies highlight the
value of integrating self-regulated learning strategies and support in online
education to optimize student success and satisfaction.

5.1. Suggestions

The categorized suggestions offer a structured approach to address the
findings and improve the quality of distance education programmes. They
emphasize skill development, instructional design, monitoring and assess-
ment, ongoing research and institutional strategy, all in the context of this
study’s findings and the existing literature.

Category 1: Skill Development and Support

Encouraging SSR skills: Institutions should actively promote the
development of SSR skills among students in distance education pro-
grammes. It can be achieved through targeted training, workshops, and
resources to enhance students’ ability to manage their learning effectively.

Balanced approach: Recognizing that while SSR is important, it is
not a single predictor of student satisfaction. Institutions should adopt a
balanced approach that combines their efforts to enhance SSR skills with
strategies to boost motivation and overall satisfaction.

Personalized Support: Students may vary in their SSR abilities and
motivations. Provide personalized support and resources to help students
with different proficiency levels in SSR and motivation.

Category 2: Instructional Design and Faculty Training

Instructional Design: Instructional designers should consider integrat-
ing SRL principles into course design. Providing clear goals, structuring
content effectively, and offering opportunities for self-assessment can sup-
port students’ SSR efforts.

Faculty Training: Training instructors and faculty members to recog-
nize the importance of SSR and motivation for student success. Equipping
students with strategies to support them in these areas can positively im-



Academic Studies in Educational Sciences- 2023 October * 77

pact student satisfaction.

Cross-Institutional Collaboration: Institutions can collaborate and
share best practices in fostering SSR and motivation among distance ed-
ucation students. Cross-institutional initiatives can lead to more effective
strategies and collective efforts to improve students’ satisfaction.

Category 3: Monitoring and Assessment

Monitoring and feedback: Implementing mechanisms for monitoring
and assessing students’ SSR skills and motivation levels throughout their
distance education journey. Regular feedback and interventions can help to
identify and address issues that may arise.

Longitudinal Studies: Conduct longitudinal studies to track how SSR
skills and motivation evolve in distance education programmes. It can pro-
vide insight into these relationships’ long-term effects and potential changes.

Category 4: Research and Institutional Strategy

Research Continuation: Encourage further research to investigate the
mechanisms and factors influencing the relationship between SSR, moti-
vation, and satisfaction in distance education. It can lead to more targeted
interventions and improvements in educational practices.

Motivational Support: Recognizing the mediating role of motivation,
educational institutions should implement strategies to boost students’
motivation in online learning. It may include creating engaging and inter-
active course content, offering extrinsic incentives, and providing regular
feedback and encouragement.

5.2. Limitations

This study provides valuable insights, but there are some limitations
to consider. Firstly, the sample was drawn from a single Turkish university
and religious distance education programme; second, limiting generaliz-
ability to other cultural contexts or fields of study. Self-reported measures
also introduce subjective bias.

Future longitudinal research could better establish the directionality of
the relationship between SRL and outcomes over time. Individual differ-
ence factors influencing distance learning success, such as language abil-
ities or socioeconomic status, were not examined here but may provide a
helpful context.

Expanding the international sample to include diverse cultures and
education systems would enhance the understanding of how contextual
factors impact SRL and academic performance. Comparative studies with
traditional students could help to isolate the effects of distance learning.
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Incorporating objective measures such as course grades and self-reports
could offer a more complete picture.

Finally, qualitative approaches may offer deeper insights into distance
learners’ specific SRL challenges and practical strategies from their per-
spectives. Mixed methods combining surveys, interviews, and academic
records would provide a multidimensional view of this complex issue.
Replicating this research design with students at various educational levels
could explore how SRL needs may differ across programs.

Although this study provides valuable initial insights, opportunities
remain to build on its findings through a broader and more methodologi-
cally rigorous investigation.
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Memorized and clichéd definitions of educational concepts occupy
books and minds. However, these definitions, which lack epistemologi-
cal, ontological, and etymological foundations, cannot go beyond being
memorized information and cannot form a basis for rational discussions.
While there are misconceptions about the basic concepts of education such
as education, teaching, learning, and training (Duman, 2003), the concepts
of basic education, secondary education, or higher education cause people
to be confused. When it comes to adult education, the situation becomes a
little more complicated. Because adult education can take place in any kind
of building or without any building, covering all kinds of people, with-
out a structured curriculum, and even without being directly called adult
education, but under the name of staff development, in-service training,
continuing education, and lifelong education (Knowles, 1980). In addi-
tion, liberal adult education emerged as a concern in civil society, grew as
a social movement, and turned into a service that the state should provide
as a result of the welfare state approach, focusing on vocational education
and training in recent years (Jarvis, 1993). In other words, adult educa-
tion has turned from a community-based cultural and social initiative into
an individual and selfish project (Shizha and Abdi, 2009). Indeed, under
the influence of neoliberal policies, the concepts of lifelong education and
even lifelong learning have replaced adult education in the post-globaliza-
tion process, in a setting where international organizations have an impact
in many issues (Bowl, 2017; Iliman Piskiilliioglu, 2023). The use of life-
long learning as an umbrella concept and its global spread have negatively
affected the field of adult education (Popovi¢, 2014, cited in Popovi¢ and
Reischmann, 2017). In addition, although the relationship of adult educa-
tion with other disciplines is important, the field has suffered character ero-
sion in the process of being handled interdisciplinary, which has led to the
questioning of the importance, originality, and value of the field (Collins,
2021). Despite all these, considering that there are 773 million illiterate
adults in the world (United Nations Educational, Scientific and Cultural
Organization [UNESCO], 2020), it can be said that the demand for adult
education is high even in the context of basic literacy (Muirhead, 2017).
Moreover, when technology, leisure time activities, changing values and
changing labor markets are added to the equation, the demand for adult
education seems to be growing rapidly (Kowalski, 1998). This situation
causes many forms of adult education to become a part of government pol-
icies and makes it important to use a political understanding on the subject
(Jarvis, 1993). The existing demand and the need to build a political aware-
ness of the subject necessitate addressing adult education administration.

Adult education administration plays an important role in the devel-
opment and effectiveness of adult education organizations (Demir, 2020).



Academic Studies in Educational Sciences- 2023 October * 91

Every school and adult education program needs skilled educational ad-
ministrators to organize their educational activities (Camenson, 2008). The
adult education discipline interacts with many disciplines and departments
where adult education takes place, such as lifelong learning, higher edu-
cation, continuing education, organization and leadership, educational ad-
ministration, policy studies, student affairs, academic advising, and human
resource development (Collins, 2021). In relation to this situation, adult
education administrators can work in schools, faculties, universities, tech-
nical institutes, businesses, museums, training programs, non-governmen-
tal organizations (Camenson, 2008). The organization and administration
of adult education, which interacts with so many disciplines and depart-
ments and operates in many areas of life, is related to adult education, but
it corresponds to a different dimension of adult education. So, in order to
run adult education programs effectively, it is necessary to have a good
command of adult education literature as well as business and management
literature (Biniecki and Schmidt, 2021). Exploring educational adminis-
tration literature, which differs from business and management literature,
is also significant in this regard. Since adult education organizations have
their own unique textures, the coexistence of adult learners and educators
makes it necessary to employ an educational administration approach spe-
cific to these organizations. The primary objective of this research is to
look at adult education from the standpoint of organization and adminis-
tration, and to provide assessments on adult education organizations and
administration after looking at adult education in general. In this context,
firstly, adult education is discussed in the context of definitions, historical
development, and philosophical foundations. The study is then wrapped up
with evaluations that can serve as a conclusion on adult education from the
perspective of organization and administration.

Definitions, Historical Development, and Philosophical
Foundations

In this section of the study, which aims to make evaluations in the
context of organizations and administration in adult education, definitions
related to adult education, historical development and philosophical foun-
dations of adult education are given. In this context, firstly, how the adult is
defined is discussed. Then, adult education is tried to be defined, and adult
learning is clarified, which cannot be separated from definitions of adult
education. Andragogy and its essential characteristics are discussed with-
in the context of adult learning. Following the definitions, the historical
evolution of adult education is briefly discussed. Finally, adult education
philosophies that influence adult education quality, adult education organi-
zations and administration are presented.
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Adult is a concept that is easy to understand but difficult to define
(Hunt, 2005). Adult is used as both a noun and an adjective and can have
different connotations and emphases in different contexts. Adult is usually
defined in reference to a child (Paterson, 2010) and means someone who
has grown up, is mature or has reached the age of maturity (Hunt, 2005).
While adulthood is defined as the period after the end of childhood (Pat-
erson, 2010). Although it is possible to define adulthood in legal, biolog-
ical, social, and psychological terms (Duman, 2007), adulthood is often
defined in terms of age. However, adulthood is not about age, but about
what emerges with aging (Tight, 2002). In this context, the characteristics
of adults are tried to be understood in relation to the developmental periods
that are handled within the framework of age.

It is difficult to provide a single, universally accepted, and ubiquitous
definition of adult education. What adult education encompasses varies ac-
cording to time, culture, and institutions (Rubenson, 2010). This causes adult
education to take on a meaning that changes according to where you stand
and what you experience, as in the story of the elephant and the five blind
men (Merriam and Brockett, 1997). Apart from the changing meaning of
adult education over time, the breadth of the scope of adult education also
makes it difficult to define. The scope of adult education covers adult basic
education including basic literacy and numeracy skills, education of migrants
and citizens, adult higher education, workplace education and training, com-
munity education, popular adult education, museums, radio, television, and
libraries (Rubenson, 2010). The fact that the scope is so broad explains why
there cannot be a single definition that applies in all situations.

Definitions of adult education are generally shaped around the adult
status of the learner and the purposeful or planned nature of the activity
(Merriam and Brockett, 1997). In the International Dictionary of Adult
and Continuing Education, adult education is used in the contexts of (1) a
social institution, (2) a means of liberation, (3) an organized and empow-
ered form of communication, (4) a democratic social movement, (5) edu-
cation of adults. While it is not easy to define adult education, the concept
of education of adults is also encountered in the definition of the concept.
The term education of adults refers to a broader idea than adult education,
which encompasses all forms of adult education and is connected to the
conceptualization of both education and adults. Regarding adult education,
the dictionary also includes UNESCQO’s 1976 definition of adult education
(Jarvis & Wilson, 2005). In the context of international organizations, there
is also adult education definition of Organization for Economic Co-opera-
tion and Development (OECD) (Duman, 2007). As a result, international
organizations and the literature approach adult education in different con-
texts and define it in various ways.



Academic Studies in Educational Sciences- 2023 October * 93

Adult education, which has a very broad scope and is used in differ-
ent contexts, can be considered in three different senses. In the broadest
sense, adult education refers to the learning process of adults. This process
encompasses all the experiences of adults in acquiring new knowledge,
understanding, skills, attitudes, interests, or values. In its technical sense,
adult education refers to the organized activities conducted by several in-
stitutions to achieve certain educational goals. These activities include or-
ganized classes, study groups, seminars, planned reading programs, guided
discussions, conferences, workshops, and courses. The third meaning is a
movement or a field of social practice that encompasses all these processes
and activities. In this context, adult education is a distinct social system
that brings together all individuals, institutions and associations concerned
with the education of adults, and this system contributes to adult learning,
improves learning opportunities for adults and fosters the development of
culture (Knowles, 1980).

Definitions of adult education are often based on learning. In fact, ed-
ucation and learning are like two ends of a spectrum and it is difficult to
make clear distinctions between the two. Learning encompasses education
and training and is at the center of human life (Tight, 2002). People learn
continuously, formally, or informally, in many different settings, at work, in
the family, in leisure activities, in community activities, in political action
(Foley, 2004). The classification of learning activities according to whether
they are intentional or unintentional in terms of those who organize and
participate in the activities reveals different types of learning. In formal
learning, both the participant and the organizer of learning are willing and
conscious. In informal learning, at least one of the participants and the or-
ganizer of learning is unintentional. In incidental learning, both the learner
and the organizer of learning are unintentional (Duman, 2007). Learning
can be formal, non-formal or informal, but what needs to be questioned
here is whether learning that takes place in informal environments can be
called education (Jarvis, 1993). As a result, considering that the main fea-
ture of adult education activities is planned, programmed and intentional,
only formal learning can be considered in the context of adult education
(Duman, 2007).

Although adult learning is a phenomenon frequently encountered in
daily life, it is quite difficult to define (Merriam, 2010). Because there is
no single definition of adult learning, nor is there a single theory or model
that explains why and how adults learn. However, adult learning is one
of the main key concepts uniting the field of adult education (Merriam,
2005). The basic assumptions about adult learning put forward by Linde-
man (1926) in the early 20th century are important in the theorization of
adult learning and are still valid. In this context, it is stated that (1) adults
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are motivated to learn as the learning satisfies their interests and needs, (2)
adults have an experience-centered learning orientation, (3) experience is
important in adult learning, (4) adults need to be self-directed, and (5) in-
dividual differences increase with age (as cited in Knowles, Holton III, and
Swanson, 2005). In addition to these assumptions about adult learning, the
impact of issues such as problem solving, information processing, memory,
intelligence, and motivation, which behavioral and cognitive psychologists
address in their studies, on the life situations and experiences of adults
have contributed to the understanding of adult learning (Merriam, 2005).
In parallel with the development of adult education as a discipline, adult
learning continued to develop in the context of andragogy, self-directed
learning and transformative learning as adult education began to exist with
its professional associations, journals, and conferences (Merriam, 2010).

Although there are different assumptions regarding the theorization
of adult learning, andragogy, which emerged in the mid-20th century, is
still valid (Duman, 2007). The basic principles of andragogy are (1) the
learner’s need to find answers to what, how and why questions, (2) the
learner’s autonomy and self-orientation, (3) the learner’s previous learn-
ing experiences, (4) the learner’s readiness to learn in relation to life and
developmental tasks, (5) learning orientation, (6) learning motivation. In
addition, the learner’s own individual characteristics, situational differenc-
es and learning goals also affect adult learning. In other words, andragogy
approaches produce the best results as long as they adapt to the uniqueness
of the learner and the specificity of the learning situation (Knowles, Holton
III, and Swanson, 2005). As a result, the principles of andragogy, which is
put forward half a century ago, still outline adult learning and continue to
guide those who work with adults (Merriam, 2010).

There is no clear dating of the origins of adult education, which has such
a diversity of definitions and scope. The origins of adult education can be
traced back to antiquity (Knowles, 1980). In fact, the development of mod-
ern adult education in the West can be handled based on different criteria in
the context of different classifications (Y1ldiz, 2021). Events such as the Re-
naissance and reform movements, colonial developments, and the industrial
revolution, which changed the development of the history of thought, have
influenced adult education as well (Bowl, 2017). With the impact of the En-
lightenment on the emergence of modern thought, Albert Mansbridge, Basil
Yeaxlee and R. H. Tawney in the United Kingdom (UK), John Dewey, E. L.
Thorndike and Eduard Lindeman in the United States (USA) contributed to
the formation and development of adult education (Jarvis, 2001a). Adult edu-
cation emerged as a social movement and pioneering adult educators shaped
the field in line with the ideals set forth at the beginning. Along with social
and ethical concerns, pioneering adult educators wanted adult education to
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transform national education systems so that all adults could benefit from
education (Jarvis, 2001b). With the establishment of a department related
to adult education at the University of Nottingham in the UK in 1920 and
the introduction of the adult education course at Columbia University in the
USA in 1922, the field began to exist as a scientific discipline. In Turkey, the
establishment of Ankara University Faculty of Education in 1965, its trans-
formation into the Faculty of Educational Sciences in 1981, and public com-
mon education courses and doctoral degrees given correspond to the stages
of the development of adult education as a discipline (Duman, 2007). Since
the second half of the 20th century, adult education has been developing in
a different dimension with the influence of globalization, sometimes within
the framework of lifelong education and often within the framework of life-
long learning conceptualization (Iliman Piiskiilliioglu, 2023; Jarvis, 2001b).

Throughout the historical process, different adult education philos-
ophies have emerged as a result of the combination of the struggle for
knowledge and power with the adult education movement (Bowl, 2017).
These adult education philosophies are inextricably linked to philosophical
movements and educational philosophies (Merriam and Brockett, 1997).
In this study, Zinn’s (1998 cited in Scott, Mizzi, and Merriweather, 2021)
classification is employed:

» The key concepts of liberal adult education philosophy are lib-
eral learning and intellectual development. In this philosophy, the main
purpose of adult education is society and general education. Among the
leading names of liberal adult education are Houle, Kallen and Adler.

» The key concepts of behaviorist adult education philosophy are
learning goals and performance measurements. In this philosophy, the gen-
eral aim of adult education is the achievement of learning goals based on
competence, mastery, and performance. Thorndike, Skinner, and Tyler are
among the pioneers of behaviorist adult education.

» The key concepts of critical adult education philosophy are criti-
cal thinking and social justice. In this philosophy, the general aim of adult
education is to ensure the social action through critical thinking and trans-
formation-based education. Freire and Brookfield are among the pioneers
of critical adult education philosophy.

» The key concepts of analytical adult education philosophy are dis-
cussion, decision-making, critical and rational thinking. In this philosophy,
the aim of adult education is to develop and clarify logical reasoning. Pio-
neers of analytic philosophy include Lawson and Paterson.

» The key concepts of post-modern adult education philosophy are
deconstruction and cultural practices. In this philosophy, the aim of adult
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education is to discuss social practices using deconstruction and to draw
attention to cultural practices. Among the pioneers of post-modern adult
education philosophy are Usher, Bryant, and Johnston.

» The key concepts of progressive adult education philosophy are
experience and problem solving. The aim of adult education in this philos-
ophy is to prioritize practical knowledge, society, and democracy. Linde-
man, Dewey and Bergevin are among progressive adult educators.

» The key concepts of humanist adult education philosophy are free-
dom, autonomy, and self-actualization. The aim of adult education in this
philosophy is autonomous and self-directed individual growth. Among the
pioneers of humanist adult educators are Knowles, Though and McKenzie.

As can be seen, there are seven basic adult education philosophies,
namely liberal, behaviorist, analytical, radical/critical, post-modern, pro-
gressive, and humanistic, whose focus varies from society to the individu-
al. Because they grow simultaneously with adult education's scientization
process as well as scientific and worldwide advances, the adult education
philosophies covered by this classification have an impact on how adult
education is practically applied in various contexts. The ideas of each adult
education pioneer who contributed to the creation of various adult edu-
cation philosophies are very significant for the field. However, no adult
education philosophy is valid in all circumstances and with all its assump-
tions. Still, by comprehending each adult education philosophy, the best
adult education philosophy can be used depending on the objectives and
circumstances.

Adult Education from Organizations and Administration
Perspective

Adult education in terms of definition, historical development, and
philosophical foundations was examined in the preceding section of the
study, which goals to make evaluations in the framework of organizations
and administration in adult education. Thus, the theoretical framework for
the evaluation of adult education from the perspective of organizations and
administration has been proposed. In this part of the study, firstly, the goals
of adult education, adult education organization and administration para-
digms are discussed. Then, the factors affecting adult education organiza-
tions and administration are explored using Kowalski's (1998) classifica-
tion of environment, organization, program and learners, but not limited
to this classification. First, the environmental factors affecting adult educa-
tion organizations and administration are discussed, and in this context, the
effects of the market are also mentioned. Then, the program and learner-re-
lated factors affecting adult education organizations and administration are
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outlined. In this context, different adult education organizations are also
mentioned. Finally, organizational factors affecting adult education orga-
nizations and administration are examined. The reason for taking organiza-
tional factors last is to evaluate adult education more comprehensively in
the context of organizations and administration. Regarding organizational
factors, administrative processes in adult education organizations, adult
education administrators and leadership in adult education are presented.
Finally, the study ends with evaluations related to adult education organi-
zations and administration.

Considering that the reason organizations come together are the goals,
it can be argued that aims are decisive in organization and administration.
Based on this assumption, in this section of the study, the aims of adult
education and adult education paradigms are discussed. Although there
are many different classifications regarding the aims of adult education,
Bryson's (as cited in Merriam and Brockett, 1997) 1936 classification is the
most basic one. This classification is in line with other classifications: The
liberal purpose of adult education is to raise educated people. Knowledge
is considered valuable as its own sake. Studying social sciences or natural
sciences can be considered in this context. The occupational purpose of
adult education is vocational preparation. On-the-job and workplace train-
ing and skill development courses can be considered within the scope of
this purpose, which is fostered by the understanding of human resource
development. The relational purpose of adult education is to improve the
individual's relationships and self-confidence, and to ensure the individu-
al's self-actualization. All learning related to home, family or leisure time
can be considered in this context. The remedial purpose of adult education
is to help individuals acquire some basic skills. In this context, adult basic
education programs that assist adults in learning to read, high school com-
pletion programs, and other fundamental skill-development programs are
all offered. The political purpose of adult education is to create a demo-
cratic society. The activities necessary for citizens to be fully engaged can
be considered in this context (Merriam & Brockett, 1997). As can be seen,
the liberal, vocational, relational, remedial, and political aims of adult ed-
ucation are instrumental in enabling adults to acquire knowledge, acquire
skills, strengthen their social relations, and improve their lives and society.

There are also adult education paradigms that are structured in line
with adult education aims: Modernization and human capital theories see
adult education as a key variable in the development of traditional societies
and economic progress. Pedagogy of the Oppressed and popular educa-
tion theorists see adult education as a means for the political and peda-
gogical empowerment of lower social classes. Pragmatic idealism reflects
an international understanding of adult education that emerged based on
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andragogy, the ideas of John Dewey, the Faure Report and has evolved
over the years. In social engineering theory, adult education prepares the
ground for a post-industrial society where bureaucratic logic eliminates
or renders irrelevant all social class differences (Torres, 2013). As can be
seen, different adult education paradigms pave the way for the emergence
of different adult education organizations (Avdagic, 2017). In other words,
adult education paradigms reveal the logic of how adult education services
are carried out and organized (Torres, 2013). Like adult education philoso-
phies, it is not possible to speak of the existence of a single paradigm that is
valid in all situations or the point at which one paradigm's effect stops and
the period of another begins while considering adult education paradigms.
These paradigms give insight on the aims of present adult education and
adult education organizations. As a result, adult education organizations
and administrations are affected by the transformation of adult education
within the framework of historical, cultural, global, social, political, and
economic factors, in line with adult education philosophies and adult ed-
ucation paradigms. The current section of the study, in addition to adult
education aims and paradigms, covers factors affecting adult education or-
ganizations and administration.

Caffarella and Merriam (1999) argue that integrative approaches to
adult learning that address both the individual and the environment ho-
listically have the potential to produce the most effective results. In the
light of organizational theories, Schemmann and Bonn (2023) reveal that
the structural characteristics of the organization, organizational fabric and
organizational form mutually affect adult education organizations. No phe-
nomenon in education alone has the power to change things. In addition,
within the framework of the system approach, different variables at various
levels mutually affect each other. Taking all of this into account, it can be
stated that contingency approaches can be useful in adult education or-
ganizations and administration. In this context, within the framework of
Kowalski's (1998) conceptualization, the factors affecting adult education
organizations and administrations are addressed as environment, program
and learners, organization, respectively.

Environmental factors affecting adult education organizations and
administration are considered as society, state, laws, social needs, social
demands, pressure groups and other actors (Kowalski, 1998). Environmen-
tal factors are not limited to these, but basically it can be said that even
these phenomena can affect adult education organizations and administra-
tion. Besides, over time, the understanding that has evolved from the field
of adult education to adult learning seems to have changed adult education
paradigms, theories, goals, and practices in this direction (Usher, Bryant,
and Johnston, 1997). Muders and Martin (2021) notify that the state, firms,
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markets, and communities can offer adult education, and that the need for
adult education in each context is different. For example, adult education
administration shaped by the market includes entrepreneurship, competi-
tion, struggle for benefits, choice of educational services and freedom of
independent decision-making (Avdagic, 2017). In this context, the demand
for adult education is increasing because of the need for adults to continu-
ously improve themselves in business life, increase their performance and
contribute to workplace effectiveness (Jacobs, 20006). This situation reveals
that adult education organizations and administration have evolved in line
with market conditions. Although the current situation reveals an adult ed-
ucation shaped by market conditions, in the context of environment the
ideals at the core of adult education still preserve their potential.

The factors affect adult education organizations and administra-
tions related to program and learners are physical environment, teaching,
learner motivation, learner access to the program, curriculum, and learner
(Kowalski, 1998). As with environmental factors, factors related to cur-
riculum and learners are not limited to those listed here, but these phe-
nomena have the potential to influence adult education organizations and
administration. When considered in the context of learners, it is a necessi-
ty that the methods of andragogy and other theories of adult learning are
also considered here. In addition, Luke, Phinney, Clark, Kidd, and Kaplan
(1959) examine the administration of adult education in public schools,
libraries, cooperative extension services, voluntary organizations, and uni-
versity extension programs. Although adult education is offered in each of
these organizations, it is understood that the factors within the program and
learners differ from each other.

The organization and administration of adult education can also vary
according to who provides adult education, its legal basis, and its partici-
pants. Especially in the context of adult education programs, it is seen that
the organization of them can take place in many ways and there are many
factors that determine how these programs are organized. Considering that
these factors are constantly changing, there is no single prescription for
how programs should be organized (Biniecki and Schmidt, 2021). Howev-
er, if who provides adult education is defined, other factors become clear.
In this context, adult education can be offered by firms in the market, the
state or non-profit stakeholders. Accordingly, adult education organizations
may differ in their legal basis, financial structures, units offering adult ed-
ucation, individual participation and learning processes in adult education
(Bernhardt and Kaufmann-Kuchta, 2023). This difference is closely linked
to the educational understanding of the adult education organization, in
other words, they are related to adult education aims and paradigms. The
educational approaches of adult education organizations are structured
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within the framework of individual development, increasing professional
competencies and social integration. In this context, adult education can
be viewed as a social endeavor that supports each person's individual de-
velopment, a tool that increases the likelihood that excluded groups will
be included in society, and a private service that aims to offer professional
education in response to the demands of labor markets (Avdagic, 2017).

Organizational factors affecting adult education organizations and
administration are organizational goals, legal regulations, policies, role ex-
pectations and resources (Kowalski, 1998). As with other factors, organiza-
tional factors are not limited to these, but these phenomena are important in
adult education organizations and administration. For example, McClusky
(1950) states that there are differences in adult education organizations at
the national, state, local community, and local public-school levels in terms
of objectives, legal regulations, and administrative responsibilities. That
is, adult education aims and paradigms that result in variations in other
aspects are likewise effective on organizational factors. However, there are
similarities between general organizations and adult education organiza-
tions in administrative processes in the context of organizational factors.
To see these similarities, in the present part of the study, administrative
processes, administrators, and leadership in adult education organizations
are discussed in more detail.

As in the administration of all organizations, there are administrative
processes such as decision-making, planning, organizing, communication,
coordination, and evaluation in the administration of educational organiza-
tions (Taymaz, 2011). Similarly, in educational organizations, as in all or-
ganizations, activities are conducted in all dimensions of the organization
within the framework of purpose, structure, process, and climate (Burs-
alioglu, 2010). As a result, it is critical for administrators to understand ba-
sic organizational structural functions such as authority, division of labor,
administrative tasks related to administrative processes, different perspec-
tives on organizational administration such as power and organizational
politics, leadership approaches, organizational performance measurement
such as productivity, motivation, organizational climate and culture, and
strategies to increase organizational effectiveness (Martin, 2017). Because
all these things are required for organizations to achieve their objectives,
provide effective management, and hence thrive.

Administration processes in adult education organizations take place
in an equivalent way. In planning, priorities are defined and determined
by considering the mission of the higher unit to which the adult education
organization is affiliated. Strategies are determined to realize these priori-
ties, in other words, the goals of the organization. In organizing, resourc-
es are arranged to achieve the predetermined goals of the organization.
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In communication, plans are made by considering how the organization's
mission will be conveyed to the organization's employees and stakehold-
ers outside the organization. In coordination, the selection of personnel
who will achieve the organization's goals, the determination of the roles
and responsibilities of the personnel, and the stages to be followed for
their training and development are determined. In evaluation, the stages of
achievement of predetermined goals are monitored and the extent to which
these goals are effectively achieved is reviewed (Merrill, 2017). As can be
seen, administrative processes in general organizations and adult education
organizations are similar. Although all individuals in the organization have
responsibilities in the achievement of organizational goals, it is possible to
say that administrators have a leading position in this process.

Administrators are responsible for determining the objectives and cri-
teria and operating the policies and processes that will ensure the achieve-
ment of these objectives. In this context, administrators are responsible
for developing plans and programs, motivating, and guiding employees of
organization, creating records, preparing the budget, interacting with all
stakeholders, and conducting audits to ensure that everything is working
as intended (Camenson, 2008). In addition to these, establishing a shared
organizational vision and a positive organizational climate under the di-
rection of administrators, outlining organizational policies and procedures,
empowering, and supporting employees will enhance organizational con-
ditions, increase cooperation in the organization, and as a result the entire
organization will benefit from it (Morello, 2017). Although the preceding
information is applicable to all organizations, the goals, size, structure,
physical and human resources, culture, and diversity of the organization
can cause variations in the way the organization is formed as well as in its
administration (Biniecki and Schmidt, 2021).

Graduates of administration-related fields in higher education pro-
grams know what they may encounter when they are employed in the pub-
lic or private sector (Kowalski, 1998). However, when it comes to the ad-
ministration of adult education organizations, these differences in terms of
purpose, scope and service make the work of adult education administra-
tors a bit difficult. Adult education administrators are expected to manage
people, resources, and processes skillfully and successfully (Biniecki and
Schmidt, 2021). This administrative task can be conducted by a single per-
son, or it can be carried out by more than one person, with a different ad-
ministrator involved in each administrative process depending on the size
of the organization. In this context, although there are national differences,
the administration of a school or adult education organization is conducted
by the principal, assistant principal, central office administrators, academ-
ic deans, program coordinators, faculty or university department heads,
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deans of students or student affairs (Camenson, 2008). In Turkey, school
administrators (principals and assistant principals), administrators work-
ing in provinces and districts, rectors, deans, college directors, heads of
departments, and coordinators can be considered as adult education admin-
istrators. Adult education administrators working at many diverse levels,
and they may have different duties depending on the organization and level
they work at. However, in the 21st century, where education is accepted
as a tool to ensure personal, social, economic, and organizational devel-
opment, it is particularly important and prioritized for administrators to
ensure positive social change in society by empowering adults and closing
the education gap (Muirhead, 2017).

The prominence of leadership approaches in the administration and
educational administration literature has led to the study of the administra-
tion of adult education organizations within the framework of leadership
(Fleming and Caffarella, 2000). It is argued that leadership, especially char-
ismatic leadership, reveals effective results in adult education organizations
(Ringer, 1969). However, the symbiotic relationship between leadership
and administration is ignored in discussions of leadership in the adminis-
tration of adult education organizations (Biniecki and Schmidt, 2021). In
fact, the main characteristic of adult educators is leadership (Fleming and
Caffarella, 2000). Besides, most of the developments in adult education
have been realized thanks to innovative adult educators with leadership
qualities (Ringer, 1969). In a similar vein, leadership skills are especially
important in the administration of adult education organizations. However,
there is also a stance against leadership in adult education due to its sen-
sitivity to hierarchical and oppressive practices and democratic traditions
(Fleming and Caffarella, 2000). As a result, although it is important to have
administrators with leadership qualities and to employ leadership skills in
the administration of adult education organizations, considering the ideals
at the core of adult education and adult education organizations, it seems
more appropriate to employ inclusive and situation-specific administrative
approaches rather than leadership.

As a Conclusion

In this study, which aims to address adult education from an organiza-
tional and administrative perspective, adult education is first discussed in
the context of definitions, historical development, and philosophical foun-
dations. As a result, the required foundation for addressing adult education
from the standpoints of organization and administration has been estab-
lished. Then, evaluations on adult education organizations and administra-
tion were made within the framework of organization and administration
literature. As a result, the following can be said: (1) It is not possible to
address the adult, adult education, adult learning, the historical founda-
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tions, and philosophical background of adult education in a single defini-
tion or in a single context. (2) As adult education cannot be addressed in a
single context, it is difficult to define its organization and administration.
(3) Adult education paradigms that emerge in relation to adult education
philosophies and aims have the potential to influence the structuring and
administration of adult education organizations. (4) Each of the factors
that are effective in the structuring of adult education at the environmen-
tal level, organizational level, program and learner level are also effective
on adult education organizations and administration. (5) At the environ-
mental level, adult education aims and paradigms are also effective in the
organization and administration of adult education. Besides, it is under-
stood that adult education is managed in line with market needs as a result
of globalization and neoliberal policies. Even though the current reality
indicates that they are influenced by market conditions, the fundamental
principles of adult education still have potential in the context of environ-
ment. (6) At the program and learner level, it is seen that the organization
and administration of adult education varies depending on who provides
adult education, and similarly, adult education aims and paradigms are
also determinative at this level. (7) At the organizational level, it is under-
stood that there are differences in organizational goals, legal regulations
and roles of administrators depending on the adult education organization,
while administrative processes are like general organizations. Considering
all these, in the evaluations to be made in the context of adult education
organizations and administration, the philosophical foundations and aims
of adult education should be taken into consideration, all environmental,
organizational, program or learner-related factors affecting adult education
should be reviewed separately, situational examinations and recommen-
dations should be made for each organization. In this context, since it is
foreseen that single or multiple case studies on adult education organiza-
tions and administrations can provide in-depth information, it may be rec-
ommended to design studies that address adult education organizations and
administrations in different contexts. To increase awareness on the subject
and strengthen the scientific basis, courses on adult education, character-
istics of adult learners and administration of adult education organizations
can be added to undergraduate and graduate programs related to adminis-
tration, as well as courses on organization and administration can be added
to adult education graduate programs.
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INVESTIGATION OF STH GRADE LEARNING
DEFICIENCIES ON FRACTIONS USING THE RESEARCH
TEACHER METHOD

ENTRANCE

The aim of mathematics education is for all students to learn at the
highest level. However, although a few achieve this, it is seen as a fact
of life that the majority have difficulty in mathematics (Tall and Razali,
1993: 209). If a student has difficulty in a subject, that difficulty must be
identified and resolved (Duval, 2002: 14). Because the principle of pre-
requisite is at the forefront in mathematics, if a student has difficulty in a
subject, it becomes difficult for him to learn the following subjects. Lack
of learning in a particular subject not only brings failure in that subject, but
also opens the door to negativities. While students without learning deficits
learn subsequent subjects more easily, students with learning deficits need
more time and effort while learning the subject (Kdse, 2007).

Mathematics learning disability is expressed as a type of mathematical
disability that occurs with problems in acquiring the concept of numbers,
memorizing arithmetic facts, making accurate and fluent calculations and
mathematical reasoning. Although mathematics learning difficulties are
not supported by definitive data, they are very common in the world and
each country has different rates of mathematics learning difficulties.

It is of vital importance to diagnose students with mathematics learn-
ing difficulties at an early stage so that they can benefit from effective in-
structional interventions and are academically supported in the mathemat-
ics learning and teaching process (Geary, 2011; Passolunghi & Lanfranchi,
2012). Learning disabilities occur when the child is at an early age, but it is
usually possible to realize this when the child starts school (Akmn & Ozmen,
2019). During the early diagnosis process, some symptoms observed in stu-
dents can play a guiding role. Students with learning disabilities have differ-
ent characteristics from their normally developing peers, but they also differ
from their peers diagnosed with learning disabilities (Giizel-Ozmen, 2015).

Students diagnosed with mathematics learning disabilities have dif-
ficulty with numbers and mathematical calculations (Oz, 2019), do not
answer questions early and are slower than their peers, have difficulty in
mental calculations and are not proficient in using mathematical language
(Cowan & Powell, 2014; Butterworth, 2005). Additionally, these students
may have difficulty in measuring, telling time, calculating money, sorting,
and performing mental operations.

One of the most difficult topics in mathematics for teachers and students
is the subject of fractions. Every year, students learn the addition, subtrac-
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tion, multiplication and division of fractions, but they always forget them
and cannot remember how to do them. One of the reasons why students have
difficulty with fractions is that they memorize the formulas instead of un-
derstanding the subject. Another reason is that they perceive the numerators
and denominators of fractions as two different integers (Siap & Duru, 2004).

The difficulties that students face in learning mathematics, along with
arithmetic and geometry, are exacerbated by the initial introduction to al-
gebra. After natural numbers are taught in primary education, fractions are
taught. At this point, the teacher has teaching difficulties and the student has
learning difficulties. Students who encounter these difficulties and difficul-
ties during their primary education years may have a negative impact on
their later learning and academic success. In addition, this situation also neg-
atively affects their emotional development. Starting from primary school
periods and including the following periods, learning difficulties encoun-
tered by students, especially in the field of science and mathematics, should
be controlled and learning difficulties should be eliminated, and measures
should be taken to prevent these situations (Ersoy & Erbasg, 2005).

There has been a lot of research on the difficulties encountered when
teaching fractions. Some studies on this subject have shown that students
have difficulty understanding the division into equal parts in the definition
of a fraction (Haser and Ubuz, 2001), have difficulty understanding the
basic concepts of fractions at all levels (Aksu, 1997), have difficulty in
solving problems about fractions and make mistakes (Basgiin and Ersoy,
2001) has been reported.

In primary schools, students are taught three different meanings of the
concept of fraction: part-whole, section and ratio. Teaching the concept of
fractions starts with the part-whole relationship because it is easier (Reys,
Suydam, Lindquist, & Smith, 1998).

Students in the first stage of primary education have some well-estab-
lished ideas about the meaning of ordering, addition, subtraction, multi-
plication of fractions and problems related to fractions, even if they have
not studied these subjects, since they encounter these concepts informally.
If teachers explore these ideas and take them into account when teaching,
they can be more sensitive and effective.

Purpose of the research

The aim of this research is to understand 5th grade students’ knowl-
edge of fractions.

1. M.5.1.3.4. Understands that simplifying and expanding will not
change the value of a fraction and creates fractions that are equivalent to
a fraction.
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2. M.5.1.3.5. Lists fractions with equal numerators or denominators.

3. M.5.1.3.6 . It calculates the desired simple fraction of a quantity
and the entire quantity given the simple fraction by using unit fractions.

The aim of the study is to examine the learning deficiencies and learn-
ing difficulties they experience regarding their achievements and to make
some suggestions to eliminate these learning deficiencies and learning dif-
ficulties.

METHOD
Pattern of the Research

In this study, the teacher researcher method was used. Researcher
Teacher method; It is defined as a form of research (RPM) in which teach-
ers are recommended to conduct research on the problems of education and
training in school and classroom environments. This model is not a method
or technique for the teacher to investigate problems, but an approach that
has proven to be very convenient for teachers. Because the basis of this
approach is based on the principle of identifying and solving the problems
that the practitioner encounters in practice. In short, the practitioner, that
is, the teacher, is a researcher (Durmus & Yigit, 2012). This method is also
defined as a teacher realizing the problem of not progressing in the ex-
pected success graph in the educational process, conducting a research by
adopting a scientific approach to solve this problem, and sharing the results
obtained with other colleagues (Cohen and Manion, 1994).

The reason for conducting this research is that the researcher observed
that his students had a lot of difficulty with fractions in mathematics les-
sons.

Study Group

In this study, the sample was selected from a total of 14 5th grade
students, 7 female students and 7 male students, studying in a secondary
school in Giirpinar district of Van, according to the purposeful sampling
method and easily accessible sampling technique. Purposive sampling
method; It is a sampling method that allows in-depth investigation of sit-
uations that are thought to have rich information . In the easily accessible
sampling technique, one of the purposeful sampling types, the researcher
chooses a situation that is close to him/her and easy to access, adding speed
and practicality to the research. Generally, easily accessible case sampling
is preferred when it is not possible to use other sampling types. Easily
accessible samples are generally less costly, and a familiar sample is more
practical for researchers. However, the generalizability and reliability of
the research results are less in this sampling method compared to other
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sampling methods (Yildirim and Simsek, 2011). Since the subject of frac-
tions is also taught in the 5th grade according to the curriculum, care was
taken to select the study group from this grade level. The study group was
selected from the students who were taught by the researcher teacher. In
this way, the researcher makes more observations and has the chance to be
personally involved in the research.

Data Collection Tools

In this study, the researcher has the role of teacher, observer and re-
searcher. For this reason, the observations and experiences obtained by the
teacher were used as data collection tools. Additionally, a worksheet about
fractions was prepared as a data collection tool and administered to the
students. Since the researcher collects data as a result of observations from
his own lessons, its validity is ensured.

Analysis of Data

The answers given to the activity sheets directed to the students and
their solutions were carefully examined, and the analysis of this study was
considered as a descriptive analysis, since the data of the achievements dis-
cussed within the scope of the study were analyzed separately in the find-
ings section. The aim of descriptive analysis is to present the findings to the
reader in an organized and interpreted form (Yildirim and Simsek, 2006).
Within the framework of ethical rules, the names of the students are coded
as El, E2, E3,... for male students and K1, K2, K3,... for female students.

RESULTS

In this section, the findings obtained from the analysis of the data ob-
tained in the research will be presented. In this research, about fractions;

1. M.5.1.3.4 . Understands that simplifying and expanding will not
change the value of a fraction and creates fractions that are equivalent to
a fraction.

2. M.5.1.3.5. Lists fractions with equal numerators or denominators.

3. M.5.1.3.6. It calculates the desired simple fraction of a quantity
and the entire quantity given the simple fraction by using unit fractions.

Learning deficiencies related to 3 different achievements will be deter-
mined. These 3 gains were analyzed separately.

1) “ M.5.1.3.4. Understands that simplifying and expanding will
not change the value of a fraction and creates fractions that are equiva-
lent to a fraction. “Findings regarding the acquisition of
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The results of the first question asked to the students in the activity
sheet are given in Table 1.

Table 1. Status distribution of answers to question 1

Response All Some All All
situations TRUE TRUE wrong empty
Number of 3 6 4 one
Students

According to this table, 4 students are M.5.1.3.4. He answered all the
questions about his achievement incorrectly. 6 students answered some of

the questions correctly, 3 students answered all of them correctly, and 1
student left them all blank.

Figure 1. K7 student's answers to Question 1

As shown in Figure 1, the K7 student always expanded the fraction
when operating equivalent fractions, regardless of whether the fraction
was simplified or expanded. For example, instead of dividing 12 by 3 in
the denominator, he multiplied it by 3. Likewise, instead of dividing 15 by
3, he multiplied it by 3 again. This student has deficiencies in expanding
and simplifying equivalent fractions.
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Figure 2. K1 student’s answers to Question 1

As shown in Figure 2, K1 student thought that the numerator and de-
nominator were equal throughout his answers.

Figure 3. El student’s answers to Question 1

E1 student generally thought that the denominators in all equivalent
fractions were equal, regardless of the numerator part. But he thought
about this only for the denominator, not for the numerator. Because in two
examples, the numerator parts were left blank, but the student did not write
the number in the numerator of the equivalent fraction. In other words, he
thought of this situation only for the denominator.

2) “M.5.1.3.5. Lists fractions whose numerators or denominators
are equal.” findings regarding achievement
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The results of the second question asked to the students in the activity
sheet are given in the table below.

Table 2. Status distribution of answers to question 2

Response All Some All All
situations TRUE TRUE wrong empty
Number of 4 8 2 0
Students

As Question 2, two sub-questions were asked. One of them was given
fractions with equal denominators and they were asked to list them from
largest to smallest. The second one was given fractions with equal numer-
ators and asked to list them from largest to smallest.

Two of the students answered both of these incorrectly. Predominant-
ly, eight students answered one of these questions but could not answer the
other. Four students answered all of these correctly. It was observed that
the student had difficulty, especially when listing fractions with equal nu-
merators. It was also understood in the course attended by the researcher,
that is, the teacher, that the students had a little more difficulty in ordering
fractions with equal numerators than in ordering fractions with equal de-
nominators.

2. Asafida verilen kesirleri biiyiikten kiigiige dogru siralaymiz.

47 43 73,
- 3.5, 8 B
%502 58353

Figure 4. E3 student s answers to Question 2
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When the answers given by the E3 student were examined, he did
not have difficulty in ordering the fractions with equal denominators, and
when listing the fractions with equal numerators, he thought that the frac-
tion with the larger denominator was larger. 5 students made the same mis-
take in this question. While they correctly listed the fractions with equal
denominators, they could not correctly order the fractions with equal nu-
merators. These students have a lack of learning in this regard.

Figure 5. E2 student s answers to Question 2

When the answers of the E2 student given in Figure 5 are examined,
it is seen that while he correctly listed the fractions with equal numerators,
he could not correctly order the fractions with equal denominators. There
are 3 students who made this mistake. These students have learning defi-
ciencies in this regard.
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Figure 6. K7 student s answers to Question 2

Figure 6 shows the answers given by the K7 student. The K7 student
correctly listed both fractions with equal denominators and fractions with
equal numerators, but did not use the “greater than” sign. The K6 student
also listed the items correctly and did not use the “greater than” sign.

Figure 7. E4 student s answers to Question 2

When the answers of the E4 student given in Figure 7 are examined,
he made a mistake both in ordering fractions with equal numerators and in
ordering fractions with equal denominators. A K5 student also made this
mistake. A total of two students made this mistake.
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3) “M.5.1.3.6. It calculates the desired simple fraction of a quantity

and the entire quantity given the simple fraction by using unit fractions.
Findings regarding the acquisition of “

The results of the 3rd and 4th questions asked to the students in the
activity sheet are given in the table below.

Table 3. Status distribution of answers to questions 3 and 4

Response All Some All All
situations TRUE TRUE wrong empty
Number of 4 7 3 0
Students

The 3rd question was asked to find the desired simple fraction of a
quantity, and the 4th question was asked to find the entire quantity of a
quantity given the simple fraction. When the answers given were exam-
ined, 4 students answered all of them correctly, 7 students answered some
of them correctly, and 3 students answered all of them incorrectly.

3. Asagida verilen sayilarin istenilen kesir kadarim bulunuz.

3
a) 60°m 7 ‘i kagtir?
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Figure 8. E4 student s answers to Question 3

Figure 8 shows E4 student’s answers to Question 3. Using modeling,
the E4 student found and showed each of the 4 equal parts of the number
60, but could not write how many 3 of the 4 equal parts were. Likewise,
he found each of the 5 equal parts of the number 80 by using modeling,
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but he could not write down how many 2 of the 5 equal parts were. This
deficiency was observed in three students in total.

Figure 9. K6 student’s answers to questions 3 and 4

When the answers given by the K6 student are examined in Figure 9,
he found both the desired simple fraction of a quantity and the entire num-
ber of a given number as the simple fraction. The student answered both
questions correctly. While most of the students answered such questions
using modelling, two students answered them entirely using operations,
without using modelling.

As aresult of the researcher’s, that is, the teacher’s, observations in the
classroom, it was seen that the students did not solve enough questions and
therefore did not gain practice. For this reason, it has been observed that
the majority of students still try to solve the questions using modeling after
learning the subject. This has been observed to have a negative impact on
their economic use of time.

DISCUSSION, CONCLUSION AND RECOMMENDATIONS

The data obtained as a result of the research are given in the findings
section. In this section, the data given in the findings section will be in-
terpreted and a conclusion will be drawn. Later, some suggestions will be
made.
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As a result of the data obtained, it was understood from both the
collected data and the researcher teacher’s observations throughout the
process that the students had learning deficiencies in creating equivalent
fractions and that they had difficulty in learning. While some students did
not have difficulty in creating equivalent fractions, some students could
not distinguish whether the fraction needed to be expanded or simplified,
so they had difficulty in creating equivalent fractions. As a result of the
observation made during the teaching of fractions, it was seen that some
students made incomplete or incorrect expansion and simplification when
creating equivalent fractions. While he should have multiplied or divided
both the numerator and denominator by a natural number, he multiplied or
divided only the numerator or only the denominator.

Most of the students made mistakes when ordering fractions. While
listing fractions with equal numerators or fractions with equal denomi-
nators, more than half of the students got one of them right and the oth-
er wrong. However, while students mostly sorted the fractions with equal
denominators correctly, they sorted the fractions with equal numerators
incorrectly. A small number of students confused the rules and general-
izations used in ordering fractions. In other words, when listing fractions
with equal numerators, he made a mistake by thinking that the fraction
with a larger denominator was larger, or when listing fractions with equal
denominators, he thought that the fraction with a smaller numerator was
larger. Therefore, it was observed that students had learning difficulties and
learning deficiencies when ordering fractions.

While trying to find the desired simple fraction of a quantity or trying
to find the entire quantity given as a simple fraction, students mostly tried
to find it by using modeling. Using modeling had a positive effect on them
reaching the answer, but it had a negative effect in terms of economical use
of time. It was understood from the observations of the researcher teacher
that students who were active in the course and gained practice were able to
reach results directly and quickly without the need for modeling after a cer-
tain period of time. During the process, it was observed that while students
did not have much difficulty in finding the simple fraction of a quantity, they
had difficulty in finding the entire quantity given as a simple fraction.

It is recommended to give examples from daily life in teaching frac-
tions, to support them with educational games to make mathematics lessons
enjoyable, to make students active in the lesson, to provide students with
plenty of exercises after teaching the subject of fractions, to help students
gain practicality, and for teachers to improve themselves in their own fields
and learn and apply new methods and techniques. Thus, it is thought that
learning deficiencies and learning difficulties in mathematics and teaching
the subject of fractions will be reduced to a minimum level.
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Introduction

Using multilevel models of data from the Early Childhood Longitu-
dinal Study- Kindergarten Cohort (ECLS-K), conducted on 20,356 kin-
dergarten students, the researchers discovered that parental involvement
in children’s education mediated to some extent the relationship between
family poverty and children’s mathematics and reading achievement in
kindergarten. This outcome might display differences across racial/ethnic
communities. In Asian families, poor and non-poor children achieved sim-
ilar levels of academic performance. Poverty was not associated with par-
ticipation of children from Black families in organized activities. However,
the Black children’s participation in organized activities was not linked
to their academic achievement. Parents’ home learning activities predict-
ed children’s reading performance only in Hispanic families. The findings
rendered support for the application of the family process model to educa-
tional outcomes during children’s the transition to primary school.

A vast body of literature confirmed the negative impacts of poverty on
early education. Poor children were more prone to receive lower grades and
test scores in primary school, and were more likely to be placed in special
education and fail classes compared their wealthier peers (Blair & Scott,
2002; Lee & Burkam, 2002; Raver, Gershoff, & Aber, 2007; Yeung, Linver
& Brooks-Gunn, 2002). Taking into account the long-term importance of
early education (Pianta et al., 2007), the differences, inequalities and gaps
in academic achievement between children from poor and non-poor fami-
lies at the beginning of school had particular implications for educational
life and academic trajectories. The differences in academic achievement,
inequalities and gap observed between children from poor and non-poor
families could prevent young people born into and living in poor families
from potentially obtaining educational documents and sustain the intergen-
erational cycle of poverty or the passage of poverty from one generation
to the next (Mayer, 1997; McLoyd, 1998; Oreoopoulos, Page, & Stevens,
2006). Thus, social science researchers continued their research aimed at
understanding and explaining how poverty influenced early education and
what its greatest risk was.

By applying developmental theory to nationally-representative data, the
present research was designed to address, understand and explain how pov-
erty influenced early education and what was at greatest risk. The research
particularly focused on the theoretical perspective of human development
and the family process model (Elder, 1999; McLoyd, 1998) to explore the
transition to school. Utilizing data from the Early Childhood Longitudinal
Study-Kindergarten Cohort (ECLS-K), the study examined whether educa-
tion-related family processes mediated the association between family pov-
erty and children’s kindergarten success. Demographic variables, as well as
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a wide variety of student, grade-level and school-level control variables were
included in the study to understand and identify the a wide array of factors
associated with poverty and children’s kindergarten success.

The study aimed to contribute to research and policies on the early
education of children from poor families. The family process model was
applied to children’s transition to primary school based on remarkable and
noteworthy educational data. The research sought to bridge the gap be-
tween family science and early education research, and to help identify
educational policies that can serve and deliver benefits to a better under-
standing of family-school connections. This study evaluated the generaliz-
ability of the family process model by exploring children’s school life and
addressed the most potentially effective goals of educational policies.

Impact of Poverty on Child Development and the Family Process
Model

There has been an increase in poverty and inequalities between SES
strata or social classes. For instance, 17% of children lived in families be-
low the annual official poverty status of $20,614 for a family of four in the
United States (U.S. Census Bureau, 2007). Compared to any other specific
industrialized society, there are more children born into and living in pov-
erty today that there were 30 years ago (Children’s Defense Fund, 2004).
Children are more likely than adolescents or adults to be exposed to and
experience poverty (Arnold & Doctoroff, 2003). Although poverty tran-
scends racial/ethnic boundaries, children from racial minority groups were
more often born into and lived in poor families compared to White children
(U.S. Census Bureau, 2007).

Research revealed that children from poor families were at risk for
physical, cognitive, and socio-emotional problems that persisted for gener-
ations (Collins, David, Prachand & Pierce, 2003; Emanuel, Filakti, Alber-
man & Evans, 1992; Oreopoulos et al., 2006) (McLoyd, 1998; Seccombe,
2000). Even at the beginning of school, the differences, inequalities and
gaps in academic achievement between children from poor and non-poor
families appeared evident and were clearly displayed. Children from poor
families received significantly lower scores on mathematics and reading
tests at the beginning of kindergarten compared to children from middle-
and upper-class families (Lee & Burkam, 2002; Raver et al., 2007). It was
expressed that this problem also existed particularly for children in racial
minority groups (Duncan & Magnuson, 2005).

It was argued that some of the clearly-proven and well-documented
impacts of poverty on children’s cognitive development emerged through
family processes such as marriage and parent-child relationships and in-
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teractions (Conger et al., 1992; Gutman & Eccles, 1999; McLoyd, 1998;
Mistry, Vandewater, Huston & McLoyd, 2002; Yeung et al., 2002). A mod-
el based on environmental and life process theories was proposed to ex-
plain the role of family dynamics in the socio-emotional development of
children within the impacts of poverty and economic hardship (McLoyd,
1990). According to this model, psychological distress related to poverty
could understandably reduce the capacity and power of positive social-
ization and child-rearing behaviors of parents who could improve and
promote healthy growth and development of children. It was asserted that
family processes were associated with the impacts of poverty on a wide
array of socio-emotional problems such as anxiety, depression and poor
social skills (Conger et al., 1992; Parke et al., 2004) as well as on certain
behavioral problems related to youth adjustment, impulse control, aggres-
sion and drug use (Clark-Lempers & Simons, 1989; Mistry et al., 2002).

Significantly, parents were able to produce and enhance the educa-
tional experience of their children within the family process. The stress
and strain of parents stemming from poverty and economic hardships, as
well as their depressed mood, could lead to poor socialization, education
and rearing of children. Such parenting practices had a negative impact on
the academic achievement of children and adolescents. Otherwise stated,
parental depression and poor socialization, education and rearing of older
children and adolescents explained the negative impact of economic stress
and strain on their academic performance (Conger et al., 1992; Gutman
& Eccles, 1999). Considering the prominent role of family contexts in
children’s early cognitive, social, and emotional development, the family
process model could be applied to young children. Studies implied that
parental behaviors and practices, such as non-punitive discipline, cogni-
tive stimulation, house rules and routines, to socialize, educate and rear
children in a positive way, helped explain the relationship between family
income and children’s initial learning (Burchinal, Roberts, Zeisel). , Hen-
non & Hooper, 2006; Raver et al., 2007; Yeung et al., 2002).

In spite of strong empirical support, debate continued over how well
the family process model could be applied to children’s transition to school
and family processes related to education. It was underlined that further
research was needed on this topic. In view of the fact that the probabili-
ty of poverty and its negative consequences was expressed more in early
childhood than later periods (Arnold & Doctoroff, 2003; Duncan, Yeung,
Brooks-Gunn & Smith, 1998), it was asserted that the highest risk for cog-
nitive, academic and educational development or intelligence occurred
during the early childhood years. The beginning of formal and regular edu-
cation served as a basis for students’ educational life and careers and could
play the most pivotal role in the formation of students’ learning trajecto-
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ries. The beginning of formal and regular education was a crucial point
of intervention for children from poor families, as it served as a basis for
students’ educational lives and careers and was a period when learning tra-
jectories were most malleable (Alexander & Entwisle, 1988). Determining
the greatest impact of family processes on the academic outcomes of chil-
dren from poor families was regarded as a first step in handling long-stand-
ing educational inequalities.

The Present Study

The present study aimed to explore the benefits of the family process
model in explaining children’s transition to primary school, having a fo-
cus on family processes related to education. Parental educational involve-
ment was broadly defined as efforts and attempts provided by parents to
work with schools and children in order to increase and enhance children’s
academic performance. Parental involvement was linked to school-relat-
ed outcomes of low- and high-achieving students across socioeconomic
status (SES) and demographic factors such as gender, age, race/ethnicity
(Crosnoe, 2001; Englund, Luckner, Whaley & Egeland, 2004; Epstein &
Sanders, 2002; Hill et al., 2004; Suizzo & Soon, 2006). Children of parents
who were especially involved in their children during the early years of
education demonstrated better reading and math skills than the children of
less involved parents (Hill, 2001; Crosnoe & Cooper, 2010). Parents’ early
educational involvement predicted children’s motivation, self-efficacy, and
prosocial behaviors (Dickinson & DeTemple, 1998; Fantuzzo, Tighe, &
Perry, 1999; Parker, Boak, Griffin, Ripple & Peay, 1999).

Researchers hypothesized that poverty in the family could reduce pa-
rental involvement behaviors owing to circumstances, compulsions, life
stresses and tensions, covert or overt discrimination, obstruction and dis-
couragement that might restrict poor parents’ involvement. Economically
disadvantaged parents often worked long hours, held multiple jobs, and
were likely to have less access to transportation that restricted and con-
strained their’ educational involvement (Lareau, 2003; Newman & Chin,
2003). Poor parents were less optimistic about their children’s education-
al options and opportunities and felt less confident intervening on behalf
of their children at a school or believed that their involvement was less
important for increasing their children’s success compared to wealthier
parents (Crosnoe, Mistry & Elder, et al. 2002; Furstenberg, Cook, Eccles,
Elder & Sameroff, 1999; Lareau, 2003). Teachers were likely to negative-
ly influence the involvement of poor parents when they reduced their ex-
pectations about their children and had negative perceptions of parental
attitudes and values (Alexander, Entwisle & Thompson, 1987; Lareau &
Horvat, 1999). The study argued that lower levels of parental educational
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involvement were linked to poverty and this parental involvement might
disrupt children’s mathematics and reading achievement during transition
to primary school, and it also addressed significant differences in family
conditions in early childhood care and kindergarten entry and school qual-
ity related to poverty. (Lichter, 1997; Waldfogel, 2006).

Based on family process models, the present study hypothesized that
the psychological distress, stress, and tension related to poverty could im-
pair and hamper positive socialization, education and child rearing prac-
tices. Factors associated with past and present racial discrimination could
change parental responses to poverty (Collins, David, Handler, Wall &
Andes, 2004). Poor racial-minority families were more likely than White
families to live in persistent poverty and isolated areas of extreme poverty
(Kozol, 1991; McLoyd, 1998). The long-standing difficulties, disadvan-
tages, restrictions, and lack of resources confronted by poor families could
intensify the negative impacts of poverty on socialization, education and
rearing behaviors and practices of parents.

Despite the fact that parents from various racial/ethnic backgrounds en-
gaged in many of the same involvement behaviors, their education-related
beliefs and expectations might demonstrate differences (Garcia Coll, Meyer
& Brillon, 1994). Studies indicated that Asian parents held higher education-
al expectations for their children’s performance at school and their general
educational attainment compared to parents from other racial/ethnic groups
(Chao, 1996; Chen & Stevenson, 1995; Okagaki & Frensch, 1998). Such
similar socialization, education and child rearing behaviors and practices
could be moderated by different parenting goals, and these could guide their
socialization, education, and rearing behaviors and practices. Consequently,
they produced different impacts on the academic performance of their chil-
dren. Moreover, race/ethnicity could affect school personnel’s responses to
parental involvement behaviors. Similar types and levels of parental educa-
tional involvement could provide benefits to White parents compared to their
peers from other racial-minority groups (Lareau, 1999).

The degree to which parental involvement influenced children’s tran-
sition to school varied owing to racial differences in terms of opportuni-
ties for accessing and utilizing high-quality education-related resources.
As stated earlier, racial-minority families predominantly resided in areas
of severe poverty compared to White families. When education-related re-
sources such as activities organized for children by schools and commu-
nities in extreme-poverty areas were of a lower quality compared to the
resources accessible and available to poor White parents, the relationships
between involvement behaviors and initial academic achievement could
vary accordingly (Furstenberg et al., 1999). The present study discussed
to what extent the family process model could be applied to an important
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period in early childhood and to what extent it could be generalized across
different strata of society.

Method
Sample

The Early Childhood Longitudinal Study-Kindergarten Cohort
(ECLS-K) was designed by the National Center for Education Statistics
(NCES) to provide comprehensive data for education policies and to create
a nationally representative database on young children that can be used
by scientific research. A total of 21,260 students enrolled in full-day or
half-day kindergarten programs in both public or private schools partici-
pated in the study. In-depth interviews were conducted with the parents by
telephone or in person. The teachers both assessed the children and filled
out self-administered questionnaires about their background, experience,
teaching style and classroom environment. Data related to the basic de-
mographic, structural and environmental characteristics of schools were
collected from school administrators. Children were given tests prepared
to diagnose certain cognitive skills including verbal language, reading, and
mathematics.

Measures
Children’s Cognitive Achievement

In the study, children’s cognitive achievement was measured and as-
sessed based on their math and reading skills. Children concluded and
completed timed assessments in reading and math. Children’s math perfor-
mance was measured and assessed by their math skills on numbers, shapes,
relative sizes, addition, addition and subtraction, subtraction, and multipli-
cation and division with scores ranging from 7 to 60. Children’s reading
performances were measured and assessed by skills such as recognizing
and identifying letters, starting and ending sounds, recognizing and com-
prehending the meaning of words with scores ranging from 10 to 71. The
research first assessed children’s math and reading performance and then
based their performance on low-, medium-, and high-level difficulty.
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Table 1 Descriptive Data for Variables in the Study (N = 20,356)

Variables % M SD Range
Cognitive Achievement in Kindergarten

Mathematics achievement 2748 [8.84 |7-60
Reading achievement 31.58 |10.85 [10-71
Parental Educational Involvement

Cognitively stimulating and enhancing 2.63 096 |1-4
materials

Organized activities 1.13 1.29 |0-8
Parents’ home learning activities for their 2.78 049 |1-4
children

Parental involvement in school learning 4.27 1.79 |0-7

activities of children

Family Economic Status

Below the official poverty line 20.77 0-1
On the official poverty line 23.11 0-1
Over the official poverty line 56.12 0-1
Family Characteristics
Parental education 291 1.17 |1-5
Maternal full-time employment 43.81 0-1
Maternal part-time employment 25.07 0-1
Non-working mothers 31.12 0-1
Paternal full-time employment 81.84 0-1
Paternal part-time employment 14.01 0-1
Non-working fathers 4.15 0-1
Family structure (parents) 66.92
Student Control Variable
Age (school starting age) 5.68 0.35 |4,5-6,58
Gender (female) 49.32 0-1
School Control Variable
School sector (private) 21.45

Source: The Early Childhood Longitudinal Study—Kindergarten Cohort

(ECLS-K).

Parental Educational Involvement

Parental educational involvement was assessed using items from the
Home Observation for the Measurement of the Environment (HOME)
Scale (Caldwell & Bradley, 1984) based on Early Childhood Longitudinal
Study- Kindergarten Cohort (ECLS-K) (Crosnoe, 2006; Gershoff, Aber,
Raver, & Lennon, 2007; Magnuson, Meyers, Ruhm, & Waldfogel, 2004).
In the study, parents’ provision of cognitively stimulating and enhanc-
ing materials at home was assessed by taking the average of three items.
Number of children’s books was determined using a four-point scale that
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included options such as 1 = 0-24; 2 = 25-49; 3 = 50-99, 4 = 100-200;
children’s recordings or CDs using a four-point scale such as 1 = 0-3; 2 =
4-9; 3 = 10-24; 4 = 25-100 . Whether the family had a computer used by
the children was determined using a two-point scale including options such
as 1 = no, 4 = yes (a = .67). Enrollment in organized activities reflected
the sum of whether the children were involved in eight outdoor activities
(1=yes), such as art, sports, and music (a =.61). In order to identify home
learning activities, parents were asked how often they engaged their chil-
dren in home activities related to reading, telling stories, singing, nature or
science, physical exercise and practice, art, building, games or puzzles, and
household chores. Parents reported how often they engaged their children
in home learning activities on a four-point scale: 1 =not at all, 2 = once or
twice a week, 3 = three to six times a week, 4 = every day (a =.72). Parents
were also asked whether they contacted and communicated with the teach-
er, attended an open house, parent-teacher conferences, Parent-Teacher
Association (PTA) meetings, school or classroom organizations, or volun-
teered at school events (1 = yes) and their school-based involvement was
then measured and assessed (a = .60).

Family Poverty

Family size as well as annual family income was reported by parents.
Family economic status was determined as three variables: poor (below the
official poverty line), low income (on the official poverty line), and non-
poor (above the official poverty line).

Controlling Children

In view of the fact that poverty was combined with family background
and dynamics and due to certain observed impacts of poverty on paren-
tal involvement or children’s academic performance, other family char-
acteristics were taken into consideration. Accordingly, family structure,
educational level and job status of parents were included in the study as
control variables. Family structure was determined as biological parents or
step-parents, with parents’ educational level described as 1 = lower than
high school, 2 = high school graduation, 3 = some post-secondary educa-
tion, 4 = university graduation, 5 = postgraduate degree. The job status of
the parents was defined as full-time, part-time and non-working.

Analysis Plan

In order to test the mediation model, data analysis followed five gen-
eral steps. (1) Each parent’s educational involvement variable, economic
status variables, control variables and other involvement variables were
regressed to explore whether family poverty was related to parental edu-
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cational involvement. (2) The variables of kindergarten success, poverty
and control were regressed to assess the magnitude and significance of
the association between poverty and kindergarten success,. (3) Parental
educational involvement variables were added to the previous model to ex-
plore whether they were linked to preschool achievement and whether they
explained the association between poverty and preschool achievement.
(4) The statistical significance of each indirect effect was estimated using
the Sobel (1982) test. (5) These stages were followed within the sample
groups. Multilevel models included interactions between poverty and race,
and between parental educational involvement and race, and they were
used to explore whether racial differences existed in statistically significant
focal relationships.

Results

A Family Process Model for Children’s Transition to Primary
School

Descriptive statistics on key factors for children from poor families
(below the official poverty line), low-income families (on the official pov-
erty line), and non-poor families (above the official poverty line) were il-
lustrated in Table 2. (1) Black and Hispanic children were more widely
represented in poor families, while White and Asian children were under-
represented in these families. (2) Non-poor parents had the highest educa-
tional level and educational attainment, and were most likely to be married
and hold full-time jobs. (3) Non-poor parents had the highest mean scores
on measures of parental educational involvement, followed by low-income
parents and then poor parents. (4) Poor children obtained the lowest lev-
els of kindergarten success, while non-poor children achieved the highest
levels.
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Table 2 Descriptive Data by Poverty Level

Poor Low income | Non-poor
N=4228 |[N=4.707 |[N=11421
Family Background
Black families (%) 30.46* 19.59* 8.77*
Asian families (%) 7.94 7.54%* 8.07*
Hispanic families (%) 30.79* 23.10* 10.49*
White families (%) 25.86%* 47.35% 71.49%
Family Characteristics
Parental education 2.00* 2.44* 3.44*
Maternal full-time employment (%) 31.87* 43.82%* 48.23*
Paternal full-time employment (%) 58.33* 79.55% 91.48%*
Family structure (% parents) 38.83* 58.44* 80.80*
Parental Educational Involvement
Cognitively stimulating and enhancing|1.85* 2.33* 3.04
materials
Organized activities 0.55%* 0.78* 1.48*
Parents’ home learning activities for |2.69* 2.76* 2.82%
their children
Parental involvement in school learning | 3.18* 3.95% 4.81%*
activities of children
Kindergarten achievement
Mathematics achievement 22.69* 25.47* 30.08*
Reading achievement 25.95 29.24%* 34.63*

Note: Families below the poverty line were defined as poor, families on the poverty
line as low income and families above the poverty line as non-poor. Means with
the same superscript within each series differed significantly at the P = .05 level as
determined by Duncan’s multiple range test. Parental education ranged from 1 =
below high school to 5 = graduate degree. Cognitively stimulating and enhancing
materials were arranged from 1 to 4, organized activities from 0 to 8, parents’
home learning activities for their children from1 to 4, and parental involvement in
school learning activities of children from 0 to 7. Scores for children’s kindergarten
achievement ranged from 7 to 60 for math achievement and from 10 to 71 for
reading achievement (Cooper, Crosnoe, Suizzo, & Pituch, 2010, p. 870).

Utilizing the family process model, the present study aimed to explore
the extent to which parental educational involvement mediated the associ-
ation between family poverty and children’s academic achievement during
their transition to primary school. Researchers sought to predict the associ-
ation between poverty and each parent’s educational involvement variable.
After checking for other measures of involvement and all sets of controls,
poor parents were observed to be less able than wealthier parents to engage
their children in organized activities (B = -0.11, p < .001). Poor parents
were less able to provide cognitively stimulating and enhancing materials
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for their children compared to wealthier parents (B =-0.27, p <.001) and
were less able to become involved and engaged in their children’s educa-
tion at school (B =-0.46, p <.001). Contrary to all expectations, poor and
non-poor parents reported similar levels of home learning activities for
their children.

Table 3. Results of Multilevel Models Predicting Kindergarten Achievement

Math achievement Reading achievement

Model 1 Model 2 Model 1 Model 2
Variable B SE B SE B SE B SE
Family Economic Status
Below the official poverty | -1.73*** | 0.21 [-1.09%** [0.21 |-2.80*** |0.37 |-2.14*** 10.34
line
On the official poverty line | -0.91*%**|0.17 [-0.50** [0.17 |-1.31 0.22 |-0.91%** 10.21
Demographic
Characteristics
Age (school starting age) | 5.74%** |0.19 [S5.61%*%* [0.18 [4.71*** [0.24 |4.59%** |0.23
Gender (female) 0.06 0.12 |-0.22 0.12 | 1.95%** 0.87 |1.70*** ]0.15
Black S3.01%¥% 1 0.22 | -2.49%** 1022 | -1.42%** 1032 |-091** [0.35
Asian 0.41 0.35 | 1.17#*¥* 10.34 |2.37*%* 1049 |3.14*** |0.52
Hispanic -1.99%** 1021 |-1.32%** 10.21 |-2.45%* 10.69 |-1.70* 0.64
Family Characteristics
Parental education 1.58*** 10.07 |1.14*¥** 10.07 | 1.95%** [0.14 | 1.50*** |0.12
Maternal full-time -0.11 0.18 |-0.09 0.17 |-0.27 0.24 |-0.27 0.24
employment
Maternal part-time 0.23 0.18 |0.07 0.18 [0.26 0.27 10.08 0.26
employment
Paternal full-time 0.72* 0.33 ]0.57 0.32 0.62 0.38 |0.46 0.38
employment
Paternal part-time 0.94** 10.36 |0.80* 0.36 | 0.81 0.55 |0.66 0.53
employment
Family structure (parents) | 0.81%** |0.16 [0.59*** |0.15 |0.63* 0.27 |0.43 0.28
Parental Educational
Involvement
Cognitively stimulating 1.37%*%*% 10.09 1.38%*%* 10.15
and enhancing materials
Organized activities 0.46*** 10.05 0.40%** 1 0.07
Parents” home learning -0.02 0.13 0.34 0.18
activities for their children
Parental involvement in 0.10* 0.04 0.12%* 0.05
school learning activities
of children

Note: All models included control variables. The poor category referred to families
with incomes below the official poverty line for family SES and the low-income
category to families on the official poverty line. Maternal/paternal employment or
not employed categories were used for the job status of parents; *p < .05, **p <
.01, ** *p <001. (Cooper, Crosnoe, Suizzo, & Pituch, 2010, p. 871).
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The study assessed whether the inverse relationship between family
poverty and children’s preschool success was statistically significant after
the control variables were explicated. The results of the multilevel models
that predicted children’s kindergarten success and reading success were
presented in Table 3. Model 1, which started with mathematics, showed
that family poverty was negatively associated with kindergarten math
achievement for poor children (B = —1.73, p < .001) and for low-income
children (B =-0.91, p <.001). The difference between poor and non-poor
children displayed approximately one-fifth of the standard deviation in
kindergarten mathematics.

In the third stage, the research established whether all forms of pa-
rental educational involvement were significantly related to kindergart-
ner’s mathematics achievement. Model 2 indicated a significant positive
relationship (B = 1.37, p <.001) between cognitively stimulating and en-
hancing materials and children’s kindergarten mathematics achievement.
Organized activities (B = 0.46, p < .001) and parental involvement at
school (B = 0.10, p < .05) also predicted children’s kindergarten mathe-
matics achievement. Learning activities at home did not predict kindergar-
ten math achievement. Against all expectations, home learning activities
did not predict math achievement. The coefficient of economic status for
children from the lowest income families decreased by approximately 40%
with the inclusion of the four educational involvement variables of the
parents. In the fourth stage, the research assessed each mediator utilizing
the Sobel test. Not only cognitively stimulating and enhancing materials
and organized activities, but also parental involvement in school mediated
the association between family poverty and children’s kindergarten math
achievement.

Similar results were obtained for kindergartner’s reading achieve-
ment, as well. The inverse relationship between family poverty and chil-
dren’s reading achievement in kindergarten was found to be statistically
significant for poor children (B = —2.80, p < .001) and for low-income
children (B = -1.31, p <.001) after all control variables were explicated.
Compared to children of less involved parents, kindergartners had higher
reading scores when their parents provided cognitively stimulating and en-
hancing materials (B = 1.38, p <.001), when they engaged their children
in organized activities (B = 0.40, p < .001) and when they were involved
in the education of children at school (B = 0.12, p <.05). Compatible and
consistent with the findings for children’s kindergarten math achievement,
home learning activities did not predict kindergartners’ reading success.
The coefficient for family poverty decreased by approximately 25% when
the four measures of parental educational involvement were included, As
proposed by the Sobel test, cognitively stimulating and enhancing materi-
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als, organized activities, and involvement in children’s education at school
served as significant mediators.

Discussion

This study endeavored to explore the educational life and academ-
ic trajectories of poor children in transition to primary school during the
critical period of their early childhood years. Previous research revealed
that poor children started school with significantly lower cognitive skills
than their richer peers, and the cognitive skills and academic achievement
inequalities and gaps observed between children from poor families and
their peers from wealthier families widened as they progressed through the
education system (Lee & Burkam, 2002). The present study aimed to con-
tribute to the literature by examining whether the differences in parental
involvement in children’s education, which might be caused by and related
to poverty, influenced the differences in children’s primary learning, and
whether the educational and academic role of parents changed in certain
families and groups.

Against all expectations, the study discovered that home learning ac-
tivities did not explain poorer children’s lower achievement levels. For
the most part, poor parents reported that they were just as involved and
engaged as their non-poor parents when it came to children’s learning ac-
tivities at home. However, the way poor parents engaged in their children’s
learning activities at home did not appear to improve children’s early ac-
ademic success. Separate examination of learning activities at home re-
vealed that reading and science-related activities significantly mediated the
association between family poverty and children’s kindergarten success.
As a form of educational involvement, parents’ engaging their children in
reading and science-related activities at home was more closely associat-
ed with the academic demands children were exposed to in the classroom
compared to other learning activities, and could be more beneficial for
meeting academic demands.

Consistent with expectations, the study found that poorer parents pro-
vided fewer cognitively stimulating and enhancing materials, less engaged
their children in organized activities, and were less involved and engaged
in their child’s school than wealthier parents. Although poor parents want-
ed to be involved and engaged in their children’s education, the financial
hardships, time-restrictions and poverty-related difficulties could limit
their educational involvement (Newman & Chin, 2003). When schools
held negative perceptions about the values and attitudes of poor parents or
their children’s academic potential, this might discourage parents from dis-
playing educational involvement (Alexander et al., 1987; Lareau, 2003).
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Irrespective of why economically disadvantaged or poor parents
were less involved in their children’s schools, the results of the present
study asserted that lower levels of parental educational involvement did
not augur well for poor children’s ability to transition to school. When
parents demonstrated less involvement in their children’s school and had
less contact and communication with school staff, then poor parents who
didn’t demonstrate involvement might be deprived of critical information
about their children’s educational and academic performance and progress,
about how they could intensify, support and strengthen learning at home
and about the services and resources of the school (Lareau, 2003). Conse-
quently, these poor parents were less able to support and shape their chil-
dren’s educational and academic development during this critical period of
educational transition. That being said, when poor parents were less able
to provide valuable educational materials that could stimulate and enhance
their young children cognitively, or engage less in organized activities that
would help them prepare for school, then their children might find them-
selves in a disadvantageous position in the educational institutions where
they contended and competed with one another.

For the entire research sample, the findings rendered support for the
application of the family process model to educational outcomes in chil-
dren’s transition to primary school, and were compatible and consistent
with relevant research on family income in the Early Childhood Longitu-
dinal Study-Kindergarten Cohort (ECLS-K) (Gershoff et al., 2007; Cros-
noe & Cooper, 2010). The research also established that parental forms of
educational involvement served the function of key family processes in
children’s transition to primary school as a critical period.

The research indicated that the impact of being born into and living in
poverty on children’s academic performance was highly race-specific, and
discovered that poor children had more academic problems while transi-
tioning to school than non-poor children from Black, Hispanic, and White
families. Conversely, Asian children born into and living in poor and non-
poor families had similar math and reading achievement levels. It was pro-
posed that one reason for this unexpected finding might be associated with
the educational and academic expectations and beliefs of Asian parents.
The fact that Asian children born into and living in poor and non-poor fam-
ilies had similar levels of mathematics and reading achievement was tried
to be explained on the basis of educational and academic expectations and
beliefs of their parents. Across socioeconomic statuses and various ethnic
subgroups, research asserted that Asian parents held higher expectations
than other racial/ethnic parents for their children’s educational and aca-
demic performance and for the amount of effort their children exerted for
school-related activities (Chao, 1996; Chen & Stevenson, 1995; Okagaki
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& Frensch, 1998). The higher educational and academic expectations of
parents in Asian families were able to protect to some extent children from
the risks of poverty related to academic achievement.

Impacts of poverty on early childhood education displayed variations
across racial-ethnic groups. Only in Hispanic and White families, poor par-
ents were less able than wealthier parents to engage their children in orga-
nized activities. As the coefficient for Asians was not significantly different
from that of other racial/ethnic groups, only the findings for Black families
were addressed. Poor and non-poor children in Black families were equal-
ly able to take part in organized activities. Separate analyses of organized
events revealed that Black children were more involved and engaged in
sports or organized performances such as church choir compared to other
events, irrespective of their SES. Considering the importance of sport and
church involvement and participation in Black communities, poor Black
parents might have had greater opportunities to involve and engage their
children in these activities compared to poor parents from other racial/
ethnic groups (Furstenberg et al., 1999).

Research findings revealed that the view that parental educational in-
volvement implied the early academic achievement of children was not
necessarily true for children from different racial/ethnic groups. Although
poor and non-poor Black parents reported that they had involved their chil-
dren in organized activities, the academic outcomes or rewards for these
activities were lower for Black children compared to other activities. The
research investigated each organized activity separately, including home
learning activities, and did not find any association with the education-
al and academic success of Black children. Although understanding this
finding required further research, it might be associated with communities
in which Black families lived. When they resided in isolated communities
with less access to high-quality activities for children (Brooks-Gunn, Dun-
can & Aber, 1997; Furstenberg et al., 1999), then young Black children
might have less of an impact on their educational and academic achieve-
ment related to available and usable activities.

The study also determined that only Hispanic children, whose parents
engaged them in learning activities at home, had higher reading achieve-
ment levels than those whose parents were less involved. The positive im-
pact of home learning activities on children’s reading was maintained in
this sample by virtue of English-speaking parents. Hispanic parents born in
the United States might have been more likely to speak English and were
mostly found to engage their children in home learning activities more
compared to foreign-born parents. Moreover, the positive relationship be-
tween learning activities at home and reading achievement in kindergarten
was significant for children of parents born in the United States, but not for
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children of foreign-born parents.

Although the present study on the educational involvement of par-
ents endeavored to contribute to the foundation of knowledge on the early
childhood education of poor children, it had certain limitations. The study
was limited to the measures provided in The Early Childhood Longitudinal
Study-Kindergarten Cohort (ECLS-K) data. Although The Early Childhood
Longitudinal Study-Kindergarten Cohort (ECLS-K) did not totally focus on
these forms of involvement, previous research indicated that the emotional
and motivational forms of parental involvement in their children’s educa-
tion at home strongly predicted their educational outcomes (Suizzo & Soon,
2006; Yan & Lin, 2005). Besides, this research explored parental educational
involvement and children’s academic achievement at a given point in time.
Previous research on adolescents demonstrated the value and significance of
examining patterns of parental educational involvement over time (Crosnoe,
2001). Taking into account the studies that addressed the interrelationships
between parental educational involvement and children’s academic success,
research conducted to explore the trajectories of children’s educational and
academic success allowed more careful consideration of causal effects in the
relationship between parental educational involvement and children’s aca-
demic success (Shumow & Miller, 2001).

As indicated by Lee and Burkam (2002), academic achievement in-
equalities and gaps between children from lower SES families and their
peers from higher SES families were initially quite real and persisted in
kindergarten and primary school; thus, they could nurture and support the
transmission of poverty from one generation to the next or the intergen-
erational reproduction of poverty. It has been argued that the educational
disparities, inequalities and gap between children from poor and wealthier
families at the entry to school were not only a financial issue. This research
established evidence that parental involvement had a role in the educa-
tional life of economically disadvantaged children. Governments and the
Ministry of Education should concentrate more on educational policies
designed to enhance the academic achievement of economically disadvan-
taged children. High priority and importance should be attached to policies
seeking to protect children from the negative and harmful impacts of pov-
erty on educational life and academic achievement. Economic, social and
cultural measures and interventions aimed at reducing or eliminating the
risk as well as negative and harmful effects of poverty on educational life
and academic achievement should be implemented.
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INTRODUCTION

In recent years, researchers have begun to investigate the concept
known as metacognition, which involves individuals being aware of their
own learning and thinking processes and consciously controlling them.
According to Schunk (2009), metacognition is a high-level form of cogni-
tion. Essentially, metacognition is the act of individuals reflecting on their
own thinking and learning processes (Gardner, 1987; Yorulmaz, 2006).
Therefore, in recent years, in addition to understanding the problem, de-
veloping strategies for problem solving, solving the problem using the de-
veloped strategies, and evaluation, there has been a growing emphasis on
the concept of metacognition in the problem-solving process. Individuals
with high metacognitive abilities tend to perform better in problem-solv-
ing tasks (Montague, 1998; Pugalee, 2001; Veenman, Kok & Blote,
2005). However, it remains a question to be answered what teachers do in
problem-solving environments to activate their students’ metacognition.
Nevertheless, there is still an unanswered question regarding the actions
educators take in problem-solving situations to stimulate their students’
metacognitive processes.

When examining research conducted with teachers on the development
of metacognition, it is observed (Houtveen & van de Grift, 2007; Kramar-
ski, 2008) that direct transfer of theoretical knowledge to teachers occurs,
but there is limited opportunity for the application of this knowledge and
subsequent discussion of these applications. Additionally, in-service cours-
es have both positive and negative aspects (Nartgiin, 2006; Ozen, 2006).
To address these shortcomings, the concept of “lesson study” emerged in
Japan as a means of enhancing teachers’ professional development (Fer-
nandez, Cannon & Chocksi, 2003). In our country, it is a relatively new
practice (Baki, 2012). The term corresponding to this approach in Japanese
is translated into English as “lesson study.”

Through the lesson study, teachers encounter new and different
knowledge, enhance their own knowledge, acquire collaborative skills
with group members for a common purpose, learn to create tools and re-
sources to establish an effective environment, and have the opportunity to
test methods that facilitate teach together (Lewis, Perry & Hurd, 2009).
This distinguishes lesson study from in-service courses. On the other
hand, external experts may also participate in lesson study activities to
support the work of teachers and teacher candidates (Watanabe, 2005). In
this particular situation, the researcher in this study partnered with educa-
tors to engage in lesson study exercises with the goal of assisting teachers
in enhancing their methods for encouraging their students’ metacognitive
engagement. Thus, instead of focusing solely on students, this approach
focuses on a long-term collaboration with teachers during the lesson study
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process to enhance teachers’ behaviors that activate their students’ meta-
cognition. This can serve as a roadmap for educators, given the importance
of problem-solving in the education system.

When examining existing studies, it is observed that while research
involving metacognition with teachers is considered important, it is gener-
ally underrepresented in the literature. On the other hand, when reviewing
the literature on lesson study, it is seen that studies investigate whether les-
son study activities have an impact on teachers’ professional development
(Back & Joubert, 2011; Yoshida & Jackson, 2011; Werhoef & Tall, 2011).
The researchers have determined that, the subject matter and pedagogical
content knowledge of each participating teacher improved as a result of
their involvement in lesson study. However, none of these studies have
chosen to focus on enhancing teachers’ professional development in the
context of the problem-solving process and thereby aiding students. There-
fore, this study aims to investigate the impact of lesson study activities
conducted with middle school mathematics teachers on teachers’ behaviors
to promote their students’ metacognition in problem-solving environments.
In this context, the research problem can be stated as, “What has been the
effect of lesson study activities conducted with middle school mathematics
teachers on teachers’ behaviors to promote their students’ metacognition in
problem-solving environments?”

METHODOLOGY

In this section, information about the research design, research partic-
ipants, data collection, and analysis is provided.

Research Design

The research was conducted in three stages to address the research
problem. These stages included the preparation phase, pilot implementa-
tion, and the main implementation.

Main Implementation

The implementation began in the second semester of the 2011-2012
academic year and concluded at the end of the 2012-2013 academic year,
involving four middle school mathematics teachers. At the outset of the
implementation, classroom practices of the teachers were observed, and
interviews were conducted with them. In order to more effectively tackle
the research’s sub-problems, the duration of observation periods changed
on a weekly basis. Diversity was sought by attempting to enter different
classes taught by these teachers as each week approached. Subsequently,
in the final months of the second semester of the 2011-2012 academic year
and the first semester of the following academic year, lesson study activi-
ties were administered with the teachers. These activities were conducted
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separately with two groups: one consisting of two teachers, including the
researcher, working at the same school, and the other consisting of two
teachers, including the researcher, working at a different school. In this
context, five independent lesson study cycles were completed with the two
separate groups. Each meeting during these activities, held outside regu-
lar class hours, lasted approximately 150 minutes per week as the group
members gathered.

In the lesson study processes, the researcher facilitated the acquisition
of information by the group members through discussions rather than di-
rectly providing information from the literature during the briefing stages.
They collectively planned for the discussed topics, and the plan was sub-
sequently implemented by the teacher who participated in the lesson study
with other teachers. Following this, a lesson study cycle was completed
with the stage of discussing the effectiveness of the plan and observing the
situations related to it.

Following a certain time frame subsequent to the lesson study activ-
ities, another observation was carried out to assess if there had been any
modifications in the way teachers engaged their students’ metacognition
in problem-solving scenarios. This observation began at the beginning of
November. Subsequently, monitoring and evaluation observations were
continued to assess the continuity of these behaviors.

Participants

The participants in the research consist of four middle school mathe-
matics teachers who are currently working in Kirsehir. The teachers were
selected from those who showed willingness to participate in the lesson
study activities. All of the teachers who participated in the research were
male, and they were working in schools affiliated with the center of Kirse-
hir. Burak and Emre teachers were working at the same school, while
Gokhan and Baris teachers worked together at a different school. In this
research, as in previous sections, pseudonyms were used for the teachers.

Data Collection

Under this heading, information about data collection tools and the
data collection process will be provided.

Instruments

In this study, data was collected using an observation developed by
the first researcher. In the relevant literature, behaviors that teachers can
exhibit to activate their students’ metacognition in problem-solving envi-
ronments are briefly and somewhat scattered. However, the information
in the literature was compiled, expressed as behaviors that teachers can
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exhibit, and categorized by adding problem posing to the problem-solving
steps. Categorizing behaviors based on these steps is one of the original
aspects of the research. Thus, by considering the problem-solving steps,
the behaviors in the literature were further detailed after discussions with
experts in the field. Furthermore, the behaviors in the observation were
arranged in order of occurrence. This will enable systematic observation
to be conducted.

After all of these processes, a draft observation was created, and revi-
sions were made following the pilot study. However, for examining the be-
haviors of teachers as part of this research, it is not sufficient to merely put
certain guidelines into the form as outlined above to obtain a valid, reliable,
and useful observation. In the process of developing measurement instru-
ments, measurement tools are prepared in theoretical form-experimental
form or only in theoretical form (Yurdugiil, 2005). In this research, which
does not involve experimental implementation, expert opinions were uti-
lized during the development of the observation, following the theoretical
form. The Lawshe technique was employed in the process of determining
the content validity ratios.

Data Collection Process

Before the lesson study activities, the exact purpose of the research
was not fully disclosed to the teachers. Abbreviations were used, and notes
were taken in a condensed manner while observing the teachers’ lessons.
This was done in an attempt to prevent data loss. After the relevant lessons
were observed, the observation checklists were filled out. When filling out
the observation, information such as the teacher’s name, the grade they
were teaching, and the topic for which they posed a problem were recorded
in the appropriate sections. In the “Comments” section of the observation,
occasional notes were also taken regarding the teacher’s behaviors in ques-
tion. Then, in each problem-solving process, markings were made in the
relevant sections to determine which of the behaviors that teachers could
exhibit to activate their students’ metacognition were performed by the
teachers listed in the tables. During this process, the aim was to determine
the number of times each behavior was exhibited in each problem-solv-
ing process, so one marking was made for each behavior in each process.
Another expert in the field repeated this process. For this purpose, the rel-
evant data was provided, and they were asked to fill out the observation
as described above. In this way, the final analysis of each observation was
achieved by bringing together independent analyses and discussing them.
This practice is an important requirement to ensure the validity of the re-
search.
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Data Analysis

The data obtained in the study was analyzed using quantitative data
analysis methods. In the analysis of the observation, the first step was to
determine how many times each behavior listed in the checklists was ex-
hibited by the teachers before, after, and during the follow-up evaluation
processes of the lesson study activities. Finally, the distribution of behav-
iors among the classes was examined in each process.

After these examinations, each behavior listed in the tables was as-
signed a code, as shown in Table 1, and interpretations were attempted
using these codes within the text of the findings.

Table 1. The codes provided in the observation are intended to capture the
behaviors exhibited by teachers to promote students’ metacognitions during
problem-solving environment.

Steps Metacognitive behaviors Codes
The instructor informed the students to evaluate their Al
understanding of the problem, specifically whether they had
grasped it correctly.

After asking the students to express the problem in their own A2
words, they were further tasked with verifying its consistency

with the original problem statement.

The students were required to assess whether they had A3
accurately identified the information provided within the
problem.

The students were requested to verify whether they had A4
correctly identified the requisite information outlined in the
problem statement.

The students were instructed to assess whether the information Bl
they intended to use for solving the problem would contribute

to the solution.

The students were asked to make predictions about the B2
outcome before solving the problem and evaluate whether the

path that led them to this prediction was correct.

The students were tasked with reviewing the strategies they B3
could employ and deciding which strategy might be more
effective for solving the problem.

The students were required to evaluate which of their chosen B4
strategies, compared to the different strategies chosen by their

peers, would be more effective in terms of reaching a solution.

The teacher asked the students how they could guarantee that B5
the plans they had devised would contribute to the solution.

understand the problem

devising a plan
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The students were instructed to evaluate whether the next Cl
step they decided upon would lead them closer to a solution

during the problem-solving process.

The students were told to assess whether the actions they C2
were taking contributed to the resolution of the problem.

The students were asked to reevaluate their problem- C3
solving processes if they realized they had made mistakes.

carrying out the plan

The instructor inquired how the students could ensure the C4
accuracy of the actions they were taking.

The students who were unable to solve the problem were D1
asked to reassess their problem-solving processes to
determine the reasons for their difficulties.

Students who couldn’t solve the problem were encouraged D2
to rethink their problem-solving processes and consider an
appropriate strategy for finding a solution.

The students were instructed to reevaluate their answers in D3
light of the predicted outcome and to verify them.

The instructor inquired how the students could be confident D4
that their reached solution was correct.

looking back

The students were tasked with comparing their own D5
solutions with those of their peers to decide which one was
more accurate regarding the problem.

The students were requested to evaluate whether the El
problem they formulated was comprehensible.

The students were asked to assess whether the problem they E2
formulated could be solved using relevant data.

problem posing

FINDINGS

In presenting the findings, data obtained from various data collection
tools have been presented together. The findings have been presented sep-
arately for each teacher, aiming to provide detailed information about the
teachers’ situations and the specifics of changes throughout the process.

Influence of Lesson Study Activities on the Behavior of Burak
Teacher

The impact of lesson study activities on Burak Teacher’s behavior to
stimulate his students’ metacognition in problem-solving environments is
summarized as follows:
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The numerical values represent the rates of occurrence (the number of times the behavior
is exhibited / the total number of problems posed during the process). The highlighted
area in the first column represents pre-lesson study data, the second column represents
post-lesson study data, and the third column contains data related to the monitoring and
evaluation phase.

Figure 1. Changes in Burak teachers behavior

Figure 1 shows the change in Burak Teacher ‘s behaviors. When ex-
amining Figure 1, it can be observed that prior to the lesson study ac-
tivities Burak Teacher did not emphasize behavior A2 in the understand
the problem step, but significantly increased it in the other stages of the
study. Additionally, the occurrence rate of behavior Al decreased during
the monitoring and evaluation observations. Therefore, it can be said that
the teacher’s increased emphasis on behavior A2 was effective in engag-
ing students’ metacognition because the teacher believed that this behavior
helped in assessing whether students understood the problem. On the other
hand, behavior A4 only occurred in class B, which lagged behind in terms
of levels before the lesson study activities. Hence, it can be concluded that
the teacher attached importance to verifying whether the correct informa-
tion was identified in the problem before the lesson study activities, espe-
cially in the class where students were lagging behind in terms of levels.
This is evident from the fact that the teacher included this behavior in three
out of four problems posed to class B before the lesson study activities.

In the subsequent two stages, it can be observed that Burak Teacher
exhibited behavior B1 (devising a plan step) in every problem. In this case,
the teacher believed that evaluating the information to be used allowed stu-
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dents to immediately solve the problem. Additionally, the occurrence rate
of behavior B3, which was a behavior that the teacher paid less attention
to before the lesson study activities, increased significantly in the other
stages. However, it was observed that the occurrence rate of behavior B4,
which would further enrich the plan for the solution, decreased during the
monitoring and evaluation observations compared to the previous stage.
Furthermore, behavior B2 was not observed in any of the three stages, as
the teacher’s views on the importance of prediction skills remained un-
changed.

Burak Teacher did not emphasize behavior C3 before the lesson study
activities for engaging students’ metacognition in the carrying out the plan
step. However, in the subsequent stages, the teacher began to include this
behavior significantly. Furthermore, it is evident that the teacher’s behav-
ior C1 increased significantly as the study progressed. On the other hand,
the teacher did not exhibit behavior C4 in any of the three stages, likely due
to the teacher expecting students to provide the correct answer immediate-
ly at this step rather than engaging in control.

The occurrence rate of Burak Teacher’s behavior D2 decreased during
the monitoring and evaluation observations compared to the previous stage
in the looking back step. Additionally, the graph shows that the teacher’s
behavior D4 increased significantly in this step as the process progressed.
On the other hand, Burak Teacher did not exhibit behaviors D1, D3, and
D5 at all during the research period. The teacher’s hesitations regarding
time played a role in not displaying these behaviors. Furthermore, the
teacher did not engage in activities that involved problem posing, which
is why these behaviors were not observed during the process. The teacher
considered problem posing as an unnecessary activity since it was seen as
a waste of time in problem-solving.

Influence of Lesson Study Activities on the Behavior of Emre
Teacher

The impact of lesson study activities on Emre Teacher’s behaviors that
stimulate his students’ metacognition in problem-solving environments
has been determined as follows:



156 - Avni YILDIZ, Biilent GUVEN

14 1
as |
06 : =
a4 :
02
Q T T T T
BL B2 B3 B4 BS
= § 14
08 4 08
0E o - 06 .
LY 044
oz B |—L 02 B
) - | o 7 T v :
L=3 L= = <« oL D2 D3 04 s

The numerical values represent the rates of occurrence (the number of times the behavior is
exhibited / the total number of problems posed during the process). The highlighted area in
the first column represents pre-lesson study data, the second column represents post-lesson
study data, and the third column contains data related to the monitoring and evaluation
phase.

Figure 2. Changes in Emre teacher’s behavior

When examining Figure 2, it can be observed that in understand the
problem step, Emre Teacher significantly increased the occurrence rates
of behaviors A3 and A4 as the study progressed. Additionally, it is noticed
that Emre Teacher only included behavior A2 during the monitoring and
evaluation observations. This is because the teacher believed that this be-
havior took too much time. After no students in the underperforming class
(class K) were able to understand the problem, Emre Teacher attempted to
incorporate this behavior to engage his students’ metacognition. Conse-
quently, the students were able to make attempts to solve the problem as a
result. However, it is clear from Figure 2 that the teacher did not empha-
size these behaviors significantly at this step. This is due to Emre Teacher
‘s unchanged opinions regarding students providing the information they
thought about for the solution after directing the problem to them.

When examining the changes in Emre Teacher ‘s behaviors in the de-
vising a plan step, it can be seen that behaviors B1 and B5 were performed
in every problem after the lesson study activities. Additionally, it is evi-
dent from Figure 2 that the occurrence rate of behavior B4 significantly
increased as the study progressed. This is because Emre Teacher had the
opportunity to implement group work for the first time during the lesson
study activities and realized the potential of group work, expressing state-
ments to this effect. However, before the lesson study activities, the teacher
only displayed this behavior in the low-performing class (class B). Hence,
it can be stated that Emre Teacher’s focus on ensuring the active involve-
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ment of at least one student in the problem-solving process had an impact,
as this behavior was lacking in the earlier phases. Prior to this, there were
no efforts made for a solution. On the other hand, Emre Teacher did not
perform behavior B2, as seen in Figure 2, throughout the study. This is be-
cause Emre Teacher, like Burak Teacher, did not believe in the importance
of prediction skills.

In the carrying out the plan step, Emre Teacher’s behavior C1 was the
most frequently exhibited behavior throughout the study. However, the oc-
currence rate of behavior C3 remained almost the same in all three stages.
Furthermore, it was observed that Emre Teacher only performed behavior
C4 during the monitoring and evaluation observations, as seen in Figure 2.

In the looking back step, it is seen that Emre Teacher’s most frequently
displayed behavior throughout the study was behavior D2, as shown in
the graph. Additionally, the occurrence rate of behavior D4 increased in
the subsequent stages of the study, despite not being included before the
lesson study activities. On the other hand, Emre Teacher did not perform
behaviors D1, D3, and D5 throughout the study, as seen in Figure 2. The
teacher’s time constraints played a role in not displaying these behaviors,
as did the other teacher. Furthermore, it was found that Emre Teacher did
not perform any of the behaviors in the problem posing step. This is be-
cause the teacher’s belief that problem posing is time-consuming and that
the curriculum cannot be completed in this manner remained unchanged.
Therefore, the lesson study activities had no effect on these behaviors in
this step.

Influence of Lesson Study Activities on the Behavior of Gokhan
Teacher

The impact of lesson study activities on Gokhan Teacher’s behaviors
that stimulate his students’ metacognition in problem-solving environ-
ments has been determined as follows:
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The numerical values represent the rates of occurrence (the number of times the behavior is
exhibited / the total number of problems posed during the process). The highlighted area in
the first column represents pre-lesson study data, the second column represents post-lesson
study data, and the third column contains data related to the monitoring and evaluation
phase.

Figure 3. Changes in Gokhan teacher s behavior

When examining Figure 3, it can be seen that Gokhan Teacher signifi-
cantly emphasized behavior A3 to activate his students’ metacognition in
understand the problem step throughout the research period. This suggests
that the teacher’s belief in the importance of moving on to the solution
process after correctly analyzing the problem was effective. Additionally,
it is observed that the occurrence rates of behaviors Al and A2 increased
significantly in the 5th grade compared to the 8th grade during the study.
This is because the teacher was curious about how the 5th-grade students
understood the problem and made more efforts to help them understand
the problem.

In the devising a plan step, it is observed that Gékhan Teacher most
frequently included and exhibited behavior B1, which he performed in ev-
ery problem during the monitoring observations. This indicates that the
teacher generally preferred to communicate more with students at this
point, as he wanted them to choose the right information before moving
on to solve the problem. However, it is noticed that the occurrence rate of
behavior B4 decreased during the monitoring observations. This is because
the teacher preferred to engage students in a dialogue about the effective-
ness of the chosen strategies instead of directly involving them. Therefore,
the occurrence rate of behavior B3 increased steadily. On the other hand,
as seen in Figure 3, behavior B2 was not included at all. This is because
the teacher believed that prediction skills would never be a way to solve
the problem.
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When examining the changes in Gokhan Teacher’s behaviors that
stimulate his students’ metacognition in the carrying out the plan step
throughout the process, it can be seen from Figure 3 that behavior C1 was
performed in almost every problem during the research period. The teach-
er believed that this approach engaged students in the solution process by
maintaining a dialogue with them. On the other hand, the occurrence rate
of behavior C3 increased significantly during the monitoring phase.

In the looking back step, the occurrence rates of behaviors D2 and D5,
which are behaviors that stimulate his students’ metacognition, increased
with the lesson study activities. However, it is noted that the occurrence
rate of behavior D4 increased only in the 5th grade with the lesson study
activities. This is because the teacher tended to ask Sth-grade students
about what they found, how they found it, and whether it was correct,
while in the 8th grade, he tended to seek the correct answer immediate-
ly. Additionally, when examining the graph, it is evident that behaviors
D1 and D3 were not included at all. Furthermore, it is found that Gokhan
Teacher did not include any behaviors in the problem posing step through-
out the process. This is because Gokhan Teacher was the teacher who com-
plained the most about the curriculum. Indeed, the teacher did not include
this behavior in the process as he thought that problem posing activities
were time-consuming.

Influence of Lesson Study Activities on the Behavior of Baris
Teacher

The impact of lesson study activities on Baris Teacher’s behaviors that
stimulate his students’ metacognition in problem-solving environments
has been as follows:
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The numerical values represent the rates of occurrence (the number of times the behavior is
exhibited / the total number of problems posed during the process). The highlighted area in
the first column represents pre-lesson study data, the second column represents post-lesson
study data, and the third column contains data related to the monitoring and evaluation
phase.

Figure 4. Changes in Baris teacher s behavior

Figure 4 shows that Baris Teacher exhibited only the A4 behavior in
understand the problem step before the lesson study activities. This was
because the teacher tried to keep the problem-solving process short before
the lesson study activities by structuring it as giving time to think, collect-
ing answers, discussing answers, and solving the problem. His approach
before the lesson study activities was effective in encouraging his students
to exhibit other behaviors that stimulate metacognition. On the other hand,
it can be seen that after the lesson study activities, Baris Teacher started
to include the A2 and A3 behaviors in understanding the problem step.
Moreover, A3 behavior was not exhibited by any teacher before the lesson
study activities to stimulate students’ metacognition. However, the lesson
study activities led to an increase in the occurrence rates of A2, A3, and A4
behaviors by the teacher. Despite this, as seen in Figure 4, the teacher did
not include the A1 behavior throughout the study.

In the devising a plan step, Barig Teacher exhibited the B1 behavior in
every problem throughout the study. In addition, the occurrence rates of B3
and B5 behaviors increased during the process. However, as seen in Figure
4, the occurrence rate of the B4 behavior decreased during the observa-
tions. The teacher’s belief that communication among students would cre-
ate chaos influenced him not to include this behavior. Furthermore, the B2
behavior was not exhibited throughout the study. The teacher’s decision
not to include this behavior was influenced by the belief that predicting
would not be a useful approach to solve the problem.
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In the carrying out the plan step, Barig Teacher consistently exhibited
the C2 behavior in every problem during the observations, and the occur-
rence rate of this behavior significantly increased during the process. On
the other hand, as seen in Figure 4, the teacher did not include the C4 be-
havior throughout the process. Instead of this control, the teacher preferred
to provide feedback to the students by saying “correct” or “incorrect” when
they told their solutions.

In the looking back step, the teacher included the D2 behavior con-
sistently, except for 2 problems during the process. However, as seen in
Figure 4, the D1, D3, and D5 behaviors were not included at all during the
study. The teacher cited time as the reason for not including these behav-
1ors, as other teachers did. Moreover, like all other teachers, Baris Teacher
did not include any behaviors related to problem posing activities during
the study, as he still considered them time-consuming.

DISCUSSION AND CONCLUSION

Sarkar Arani, Keisuke, and Lassegard (2010) stated that the collabo-
rative learning interventions such as cooperative learning may not lead to
entirely positive changes. In this study, when examining the findings, it is
observed that collaorative learning has been effective in enhancing several
behaviors among teachers in problem-solving environments, particular-
ly in activating their students’ metacognitive skills. However, it must be
noted that the effectiveness of cooperative learning varies across different
behaviors, and some behaviors do not show significant improvement. The
discussion in the subsequent sections delves into which behaviors were
affected and explore the factors influencing their execution. Moreover, it is
evident that teachers’ beliefs play a pivotal role in determining which be-
haviors they engage in to stimulate their students’ metacognition. Handal
and Herrington (2003) have also found that teachers tend to rely more on
their beliefs rather than contemporary educational practices in their class-
rooms. Consequently, some classroom practices related to problem-solv-
ing remain unchanged due to the influence of teachers’ beliefs.

Many researchers highlight the significance of understanding the
problem-solving process as a crucial factor affecting problem-solving
performance (Garderen & Montague, 2003; Jitendra et al., 2007; Polya,
1973). However, when examining the distribution of behaviors that stim-
ulate students’ metacognition in the problem-solving steps in this study, it
is striking to observe that Emre and Baris teachers demonstrated the least
amount of these behaviors during understanding the problem step through-
out the research. This suggests that both Emre and Barig teachers may pri-
oritize the correct selection of procedures over fostering an understanding
of the problem, following a more traditional approach to problem-solving.
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When examining the behaviors of Burak, Emre, and Barig teachers
in the problem comprehension step, it is observed that they started to ex-
hibit the behavior of requesting students to check the consistency of their
problem statements with the problem text in their own words after students
express the problem in their own sentences, following cooperative learn-
ing interventions. Montague (2008) has emphasized that expressing the
problem correctly is fundamental to understanding the problem. As Naser
(2008) suggests, students find it easier to solve a problem that they have ar-
ticulated in their own words. Interestingly, before the cooperative learning
interventions, Gokhan Teacher was the first to exhibit this behavior, and
he increased this behavior through the interventions. Gokhan Teacher’s
emphasis on engaging students in discussing the problem situation led to
this finding. Indeed, this is the expected behavior from teachers as it allows
students to break free from traditional approaches and achieve the desired
success in problem-solving. Therefore, students should be encouraged to
express the problem situation in their own words.

Another finding related to the problem comprehension step reveals
that all teachers gradually increased their behavior of asking students to
check whether they correctly identified the given and requested informa-
tion in the problem. From this, it can be inferred that teachers began to
attach importance to students’ ability to correctly identify the given and
requested information in the problem, thanks to the cooperative learning
interventions. On the other hand, it is observed that Baris Teacher did not
exhibit the behavior of asking students to evaluate whether they under-
stood the problem correctly throughout the study. However, understanding
a problem correctly is crucial when encountering a problem (Altun, 2005).
This enables the determination of students’ thoughts about the problem,
identification of misunderstandings, and the implementation of necessary
precautions (Bayazit & Aksoy, 2009). Nevertheless, it is noteworthy that
the occurrence rate of this behavior decreased in Baris and Burak teachers
during the observation sessions. This situation in Baris and Burak teachers
corresponds to the assertion of Artzt and Armour-Thomas (1998), which
suggests that teachers often do not place great importance on evaluating
what students understand. Despite the cooperative learning interventions,
this behavior was not effectively addressed among Barig and Burak teach-
ers. In this regard, it can be said that the resistance to change teachers’
beliefs may have played a role. In this context, it can be concluded that a
limited number of cooperative learning cycles with teachers may not be
sufficient to change some beliefs.

When analyzing the dispersion of teachers’ actions aimed at stimulat-
ing their students’ metacognition throughout the problem-solving stages, it
is significant to observe that, in general, all teachers consistently displayed
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behaviors to engage their students’ metacognition during the planning
phase throughout the study. This finding contradicts Fai’s (2005) study,
as Fai found that teachers rarely allocate time to the devising a plan step
during the problem-solving process. When examining the behaviors in this
step, it can be observed that Emre Teacher significantly increased the oc-
currence rate of the behavior of asking students to evaluate which strategy,
either their own or their peers’ chosen strategies, would be better for solv-
ing the problem as the study progressed. Emre Teacher had the opportunity
to implement group work for the first time through cooperative learning in-
terventions, and he expressed that he realized the potential of group work.
This is an expected outcome, as similar claims have been made by Lee
(2008) and Yarema (2010), suggesting that cooperative learning interven-
tions improve teachers’ teaching methods by providing them with an op-
portunity to learn something new. Therefore, teachers should be given the
opportunity to implement the theory presented in this study.

It was observed that none of the teachers asked students to predict
the outcome before solving the problem and to evaluate whether the path
they followed to reach that prediction was correct during the planning step
throughout the study. This finding is in line with Cilingir and Tiirniiklii’s
(2009) claim that the skill of making predictions, which is among the fun-
damental objectives of mathematics, is often neglected in practice. The
reason for teachers not including this behavior may be that they focus on
choosing problem-solving methods and subsequently performing the ap-
propriate operations. In fact, this situation can be attributed to all teachers
in our country. In this study, it was not possible to make teachers exhibit
this behavior. However, as soon as this situation becomes prominent, a
cooperative learning cycle focusing only on prediction could be conducted
with teachers during the cooperative learning interventions.

When examining the findings in the carrying out the plan step, it is clear
that Burak, Gokhan, and Barig teachers increasingly included the behavior
of asking students to evaluate whether the next operation they decided on
during problem solving would lead them to the solution thanks to cooper-
ative learning interventions. Gokhan Teacher believed that he approached
students towards the solution by engaging in a dialogue with them. On the
other hand, when examining the change in another behavior in this step,
it is striking that Burak and Barig teachers did not ask students how they
could be sure of the accuracy of their operations in all three phases. Yayan
(2010) found that students performed poorly in controlling and evaluating
their actions during the problem-solving process. This particularly led to
unrealistic answers when solving non-standard verbal problems (Oktem,
2009). In this study, students often failed to provide realistic answers to
problems. Therefore, teachers should insist on students to control each step
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they take in the problem-solving process.

During the looking back step, it was found that Emre teacher’s behav-
ior of asking students how they could be sure that their reached conclusion
was correct, which he did not exhibit before the cooperative learning inter-
ventions, increased in occurrence rate in the subsequent phases of the inter-
ventions. Burak, Gokhan, and Baris teachers also exhibited this behavior
more frequently as the process progressed. In fact, Polya (1973) noted that
even successful students tend to lose interest in the problem-solving pro-
cess after reaching a solution and do not bother with the crucial step of
checking. Therefore, in order to ensure that teachers consistently exhibit
this behavior, they should undergo similar educational processes as in the
research. When examining another aspect of this step, it was observed that
none of the teachers asked students to reevaluate their problem-solving
processes to determine why some students couldn’t solve the problem, or
to have students rethink the answer they found alongside the predicted
result for control. Teachers’ hesitation due to time constraints played a
role in their failure to exhibit this behavior. Similarly, Depaepe, Corte, and
Verschaffel (2010) stated that one of the factors affecting the content and
implementation in classrooms is time pressure and the need to cover the
curriculum. In fact, all teachers with a traditional approach do not priori-
tize the evaluation step after the problem is solved. This situation is also
evident in this study.

In the problem posing step, it is evident that all teachers did not make
any attempts to activate their students’ metacognition throughout the pro-
cess. The reason is the teachers’ belief that problem posing activities are
unnecessary and time-consuming has never changed. However, as soon as
this situation becomes prominent, another cooperative learning cycle fo-
cusing solely on problem posing could be conducted with teachers during
the cooperative learning interventions. This could help teachers change
their perspective on this matter. Nevertheless, changing this situation is
not an easy task, as teachers do not even prioritize the looking back step,
let alone problem posing. English (2001) and Dede and Yaman (2005) also
found in their studies that problem posing activities are used less frequent-
ly in classrooms compared to problem-solving activities.
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Introduction

Every individual wants to fulfill his needs and develop own innate
potential. Despite the fact that luck and coincidences are important
in human life, the correct use of learning methods and effective lesson
preparation with the desire and ability to achieve success also plays a very
important role (Yilmaz, 2004, p.164). The society in its turn tries to help
individuals to fulfill the qoals through education (Kuzgun, 1997, p.24).

Tutoring in tertiary education is an counseling tool that helps each
student individually, and also guides students in solving difficulties arising
within the framework of their relations with the higher education institution
and other people. Tutoring service helps students to successfully solve
their professional training, social activities, individual entrepreneurship
and other social problems. Taking into the consideration that there are
not enough professional tutors in higher schools and that teachers are also
trainers, we can mention that the counseling services of teachers are also
a kind of tutoring activity (Pauk & Owens Ross, 2005, p.114). Another
factor which makes career guidance services necessary is the increase
of occupational accidents due to the rapid development of industry and
technology. Considering that people who are able and skilled according
to the nature of the work will be less likely to have accidents at work the
importance of getting to know the individual’s qualities and capabilities
and preparing oneself according to the requirements of the field in which
he will work in the future has increased.

In order to know a person better, it is important to determine his
qualities and interests, and to search for accordance between the individual
and the professional field. For these reasons, vocational guidance and
vocational tutoring activities are widespread and has become a field of
specialization in the modern world (Ozgiiven, 2012, p.145).

The tutoring assistance allows the student to know better the high
school he studies, to learn the internal rules, to adapt to the social and
academic environment more quickly and comfortably, to reveal and
develop his personal qualities, self-confidence, to increase the opportunities
for making the right choice, and has a positive effect on the acquisition of
qualities and necessary skills required for his profession. In ideal tutoring
depending on qualitative education, the tutor is a means and qualitative
education is the goal. Research study about the tutoring has shown that
differences in classrooms have a certain influence on success, as well as the
differences in student characteristics. In the study, it was observed that a
teacher who is successful in one classroom may be unsuccessful in another
class (Slavin, 2003, p.132).

Innovations related to tutoring services in tertiary education, based on
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existing conditions arose a need for university tutoring centers to be able
to effectively perform their functions in 9 main service areas, readjust the
principles of operation based on the standards determined by the “Interna-
tional Association of Psychological Consulting Services” (IACS) (Boyd &
Hattauer, 2003, p.168).

For becoming an information society, students should be taught the
behavior rules in accordance with the requirements of the information so-
ciety. This can be possible only with proper education. Education consists
of learning and teaching experiences that follow each other and comple-
ment each other (Fidan ;& Erden, 1998, p.60).

Nowadays when it is very difficult to keep up with the rapid develop-
ment in the field of information and technology, the mission of education
is great in helping the individual to adapt to this development. Educational
programs and training plans given to students in tertiary education should
be determined in advance. Professors and tutors should give students the-
oretical and practical information provided by the program systematically
(Erden, 1998, p.50).

According to teachers, in order to be able to work effectively and be
successful in their work, devoting more time to students, seeing what is
happening in the classroom by personally, and being in regular contact
with students should be very important features for administrators (Bal-
c1, 1993, p. 28). Active study should include how the student learns, how
to remember, how to motivate himself and how to control his individual
learning (Weinstein, 1986, p.73).

The students’ study preparation level is accepted as a criterion in terms
of determining whether or not the target behaviors are implemented at any
level, and it is also accepted as a unit of measurement in terms of deter-
mining their specialization. It is the duty of the educational system to make
the right decision about their future, to direct the student to professions
according to their interests and abilities, based on the results obtained by
evaluating their behavior and success inside and outside the audience (Si-
lah, 2003, p.103).

Tutoring plays a great role in identifying, preventing and correcting
the factors that negatively affect their scientific achievements within the
current education system, which helps to achieve the desired result in
terms of the formation of students’ behavior rules. There are many phys-
ical, psychological and social factors that affect their academic achieve-
ments. Here, 22 options are provided in the questionnaire designed to as-
sess the influence of the individual, teacher, family, educational institution
and environment on student achievement.
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Three of the questions presented in the survey are aimed at obtaining
personal information about students, and the other questions are aimed at
determining the level of influence of factors such as individual, teacher,
family, management, academic care and environment that affect the suc-
cess of students, and the appropriate option for them is expressed in the
form of “I agree”. they were asked to do. The survey with the participation
of 657 students regarding the factors affecting students’ achievements was
conducted by random sampling among students.

Table 1: The gender distribution of the students participating in the survey is as

follows:
Gender Number %
Female 326 49.6%
Male 331 50.4%

Table 2: The distribution of respondents by faculties is as follows:

Faculty Number %
Economics and management 258 39.3%
Engineering 136 20.7%
Pedagogical 263 40%

The ratio of the participants in the survey according to the faculties
was directly proportional to the total number of students of the faculties. In
the term when the survey was conducted, the ratio of students studying at
the bachelor’s level by faculty was Pedagogical faculty 40%, Economics
and Management faculty 39.3%, Engineering faculty 20.7%.

Table 3: The distribution of the respondents by class was as follows:

Class Number %

1 170 25.9%
2 189 28.7%
3 171 26.1%
4 127 19.3%

The impact of individual reasons on students’ following achievement
as: inability to choose the speciality they want, inappropriate faculty to
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their skills, interests and moral values, the necessity to work after school
due to the financial problems, a fear of not being able to find a job after
graduation, unawareness of the lesson learning methods, and fear of not
being able to communicate with teachers and classmates, not being able to
succeed despite working hard, exam anxiety and health problems has been
studied

Table 4: According to the students, individual reasons that prevent them from
achieving success.

Variants Number %
I am very excited at the exams 113 17,2
I can’t be successful because of my personal problems which I 22 125
can’t tell to anyone ’
I do not believe that I will find a job in my field after graduation

L 172 26,2
(lack of motivation)
I’'m very distracted in classes, I can’t listen well 130 19,8
I don’t find the lesson interesting 154 23,5
Conclusion 651 99,2

When evaluating the responses to this survey, it was found that 17.2%
of students were very excited about exams, 12.5% had personal problems
that they could not share with anyone, 26.2% did not have enough motiva-
tion for classes because they thought they would not be able to find a job
in their specialty after graduation, 19.8%- 23.5% of them said that they
could not listen well because they were distracted in classes, and 23.5%
mentioned that classes were not interesting as a reason that prevented them
from succeeding. According to the obtained data, we can mention that the
majority of students think that personal reasons have a more or less in-
fluence on their failure. This shows that the students are not able to solve
some of their problems by themselves, and the necessary support in solv-
ing their problems is not at the required level.

Another factor that affects student achievement is the teacher factor.
Many of the teachers, while carrying out their pedagogical activities, com-
municate closely with their students, teach them scientific knowledge and
moral values and concepts, get to know their family situation, and do not
spare their help as close friends and advisors [Hasenov & Agayev, 2007,
p-450). While the positive behaviors demonstrated by the teacher in the
classroom and the communication established with the students have a
positive effect on their success, (Kayaalp, 2002, p.183) the teacher’s strict
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regime and strict behavior in the classroom, his inability to communicate
with students, his indifferent approach to their problems, his bias towards
weak students, misusing pedagogic methods, skimming over topics that
are unclear to students, not repeating lessons when necessary, and not be-
ing able to control the audience hinder students’ achievements.

In the research conducted to determine the teachers’ opinions about
the reasons affecting student achievement 5 questions have been asked,
and the students’ answers to these questions were as follows.

Table 5: Teacher-related reasons that prevent students from achieving success:

Variants Number %
The teacher does not come prepared to the lesson 30 4.5
The inability of the teacher to arouse interest in the
. 83 12.6
subject
The inability of the teacher to explain the lesson as
. 72 10.9
clearly as possible
The student’s inability to have a good relationship with
64 9.7
the teacher
The teacher’s inability to use teaching methods effectively 81 12.3
Conclusion 330 50.7

While evaluating the answers to the questions presented in the sur-
vey,we see that 4.5% of the students said that the teacher did not come to
the lesson prepared, 12.6% said that the teacher could not create interest
for the subject, 10.9% said that the teacher could not explain the lesson in
an understandable way, and 9.7% said that the teacher could not communi-
cate well with the students, and 12.3% of them mentioned the teacher’s in-
ability to effectively use pedagogic education methods as a factor affecting
their success. Therefore, 2/4 of the students said that teachers were the rea-
son for their failure. These statistics show that the teacher’s behavior in the
classroom and lack of communication with the students, along with factors
such as the lack of motivation and the teacher’s failure to come prepared
to the lesson, and the inability to explain the lesson as clearly as possible,
also prevent students from succeeding academically and professionally.

One of the student’ achievement influencing factors is the family. The
family, which is the most important part of society, has a very import-
ant role in the formation of student behavior. Every parent endures certain
difficulties and tries to do his best for the healthy and happy growth of
his child. From the first days of education, mutual relations between the
school and the family are established, and these business and useful rela-
tions bring them closer to each other (Hosonov & Agayev, 2007, p.448).
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From the child’ birth many factors, as upbringing, education, finan-
cial situation, separation of parents, studying away from the family, com-
munication within the family, have a negative effect on student achieve-
ment. For this reason, the close participation of parents in the upbringing of
the child, the orientation of educational influences to a single channel, the
presence of clarity of thought in the upbringing of the young generation,
the systematic, consistent and uninterrupted conduct of upbringing work,
respect for the child’s personality, mutual respect and kindness between
parents will create a healthy environment for upbringing (Hosonov & Aga-
yev, 2007, p.448).

The tertiary education administrations’ activities are also factors af-
fecting student achievement. Thus, their decisions and attitudes affect stu-
dents indirectly, if not directly. Many factors, such as statutes, disciplinary
rules, social activities planning, teaching process organization, break hours,
exam time and periods between exams, which form the organizational
structure of university, are among the factors that directly or indirectly af-
fect the students’ success. University leaders instead of applying restrictive
or prohibitive norms, should create an opportunity for students’ wishes and
desires to be realized without conflicting with the goals of the university
with student-indexed and more lenient norms, so that the research on the
role of management in the development and success of students, the lead-
ership of administrators in the development of education and the success of
students shows that it is an important factor. Managerial leadership is not
limited only to the rector, but also covers the heads of many structural units
operating in a university. Active administrators spend most of their time
concerned with educational issues. Such administrators see their individual
“roles” in the school as educational leaders. One indicator of educational
leadership is to achieve effective organization of all activities in the insti-
tution in the direction of educational development.

The results of the research conducted by university tutors in the di-
rection of students’ abilities, academic achievements, professional devel-
opment, interests, motivation levels and personal problems will permit for
better organization of teaching and learning activities, the use of more ap-
propriate pedagogical methods and the organization of various activities.
This will authorize the tutoring services to better convey the activities,
goals and rules of the university or faculty to parents and the public, will
make it possible for the public to better understand educational activities,
and will create conditions for increasing their relationship and support with
the educational institution.

In the research conducted to determine students’ opinions about the
management of the institution affecting student achievement, students
were asked 5 questions and the answers to are below.
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Table 10: Perceptions of Institutional Management Factors Affecting Student
Achievement

Variants Number %
Lack of teaching laboratories 39 5.9
Lack of scientific activities related to my specialty 82 12.4
Lack of activities in the direction of practical experience 108 16.4
Failure to timely information about changes and innovations 26 3.9
related to students

Lack of tutoring services 97 14.7
Conclusion 352 533

The answers to the questions presented in the survey were evaluated
in this way - 5.9% of the students said that the educational laboratories
were insufficient, 12.4% said that the scientific activities related to their
specialization were insufficient, 16.4% said that the opportunities for prac-
tical experience were insufficient, and 3.9% were aware of the innovations
and changes related to the students in a timely manner and 14.7% stated
that insufficient tutoring services affected their achievements. The survey
shows that the administration’ support for students and teachers’ success
in their activities is important.

One of the important factors in student achievement is the environ-
ment. Based on the concept of “Show me your friend, Il tell you who you
are”, we can say that the environment plays an important role in the stu-
dent’s failure. The social environment is constantly changing and updat-
ing. In this environment, a person is not passive, but active, and in the pro-
cess of activity, he constantly changes his environment. When the social
environment is chosen correctly, the natural possibilities of the personality
are opened and developed (Pasayev & Riistamov, 2007, p. 77).

In student’s academic failure every responsible ones blame each oth-
er. Against the academic failure, which is a significant problem that affects
students’ development, the administrators of education propose such mea-
sures as giving students the right to recovery and re-examination, or mak-
ing internal legal norms more flexible and interpreted (Anderson, 2009,
p. 76).

The formation of the preparation awareness for the lesson, and the use
of the right effective methods which plays an important role in academic
achievement, will allow success in both student and employment activities.

Another factor that affects student achievement is the ability of effec-
tive use of free time. During the university years, students have enough
time to ensure their academic, professional and personal development. In
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order to be successful in any profession, it is very important to understand
the concept of time and adjust it correctly. This habit, which directly affects
student achievement, must be taught and acquired in the student’s educa-
tion process. These habits will enable the student to use every phase of his
life effectively and will play a significant role in his achievement.

The proper use of learning strategies is very important for individuals
to adapt to innovations in a developing and changing world, especially to
have timely information about the innovations and changes related to their
specialties. In the concept of modern education with a student index, the
ability to obtain the necessary information, the correct and efficient use of
the obtained information depends on the conscious study of the available
information (Mayer, 2001, p. 33).

Learning strategies that facilitate the student’s self-learning, include
the necessary methods to understand and assimilate the meaning of the
information presented to them during the teaching-learning process or in-
dividually, through a mental process, affect the individual’s learning not
only from a scientific, but also from an emotional point of view, directs
students to learn the correct information and keeps the learning process
under control (Ozer, 1993, p.61).

Facilitating and enhancing learning through learning strategies can
make learning permanent.

The lack of information at the root of students’ inability to use learn-
ing strategies effectively makes it more important to teach learning strat-
egies to all students in the educational process. This can really boost the
self-confidence of students who have difficulty learning or who have not
acquired the effective study habits necessary for learning. This will help
to eliminate the thinking of students that “I can’t succeed even if I try.”
(Pressley, Harris, 1990, p. 87).

In this direction, teachers have a very important task of acquisition
of the effective learning habits and lesson preparation for new students.
However, teachers usually advise their students to “work hard” rather than
teaching them how to study effectively. This is not so sufficient and effec-
tive in terms of meeting the learning needs of students (Ozer, 1993, p.43).

The success of students in modern education largely depends on their
awareness of their own learning methods and their proper orientation to
individual learning. This shows how important learning strategies are for
students and teachers (Senemoglu, 2003, p.34).

The individual differences between students make it necessary to or-
ganize education taking these differences into account. In this process, the
importance of the concept of effective classroom management (tutoring)
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should not be overlooked. The common feature of various definitions giv-
en about education is that it is a set of activities carried out with the aim of
changing behavior and forming new behaviors. Education is the first step
towards the formation of learning behavior. Diplomas (documents) are an
indicator of people’s education levels, and behavior is an indicator of their
learning levels.

Tutoring is the management of the student’s school life as an orches-
tra and the provision and continuation of the necessary opportunities and
processes, learning order, environment, and rules to create an environment
in which the learning process is realized. Minimization of the factors that
hinder the work of teachers and students, the correct distribution of time
in education, ensuring the participation of students in certain activities, the
management of funds, human resources and time available in the audito-
rium.

The first stage of the tutoring activity is made up of issues related to
the physical conditions of the audience. We can especially mention issues
such as the size of the classroom (auditorium), the ability to divide the
auditorium into sections for the purpose of organizing various events, heat-
ing, light, sound devices, colors, cleanliness, teaching aids, seating system,
dividing students into groups.

The main purpose of improving the physical conditions is to ensure
the comfort of the student in the class, to further increase the interest of
the student in his classes and the educational institution, to ensure that the
student is involved in the educational institution on his own accord. The
change in activity that we call “education” must be carried out under ap-
propriate conditions.

The third stage is focused on correct timing. Effective education de-
pends on sufficient and succesful use of time allocated for study. The time
spent in the auditorium for various activities, preventing monotony, ensur-
ing that the majority of the student’s time spent in the educational institu-
tion, in the auditorium, preventing absenteeism and dropping out of school
can be managed at this stage.

The fourth stage of tutoring activity is making relationships. At this
stage, the internal rules and laws of the auditorium should be mastered by
students, relationship between students and between students and profes-
sors should be formed. This stage forms the basis for the next stage

The fifth stage consists of behavior rules. Issues such as the fact that
the audience environment is a place where positive behaviors are formed,
identifying and preventing problems before they arise, ensuring compli-
ance with internal rules and laws in the audience, and eliminating negative
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behaviors are resolved at this stage.

The question of valuing leisure time is irrelevant as long as it is not
valued in terms of “student development”. It is meaningless to evaluate
free time activities carried out in the direction of goals that do not provide
any financial or moral benefit to the academic, professional and personal
development of the student. Neither the individual nor the society in which
he lives can develop in a healthy way. In Table 7, in order to measure the
effect of effectively valuing leisure time on student achievement, students
were asked 4 questions about how they value their leisure time, and the
students’ answers to these questions were as follows.

Table 11.
Variants Number %
Not 'participating in scientific activities related to my 112 17.0
specialty
Not participating in student association activities 185 28.1
Working on jobs related to my specialty in my free time from 97 14.7
classes
Not using the library enough 68 10.3
Conclusion 462 70.1

The answers to the questions presented in the survey are evaluated
in this way: 17% of the students do not participate enough in scientific
activities related to their major, 28.1% do not participate in the activities of
student associations, 14.7% do not participate in activities related to their
major during their free time from classes, and 10.3% that adequate use of
libraries and information centers is important for academic and profession-
al achievement indicates the need for professional assistance to students on
how to use their leisure time more effectively.

Tutoring is a very difficult process that requires multi-directional and
long efforts.

Within the current tutoring concep, it was observed that tutors per-
form the function of delivering information to the relevant management
bodies, not making decisions about problems. It has been seen that tutoring
services in higher education institutions are not managed by a specially
qualified department, but directly by the management of the institution. Al-
though this situation is understood as tutors being directly supported by the
university management, in fact, we believe that it would be more useful to
provide tutoring services through a special tutoring center to be established
at the educational institution.
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Tutoring services in tertiary education should be provided by the tu-
toring center operating within the university through professional tutors.
The main purpose of tutoring services should be to help students in plan-
ning their educational life correctly, to guide them in academic, social and
cultural matters, and to help in the formation of a student as a personality
from a mental, physical, social and psychological point of view.
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