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Abstract

Background: Self-regulatioffrelated to cognition and behaviour is an important factor in learning
and academic achievement. Self-regulated learning is defined as the process of learning in which
students activate and develop their own cognition, motivation and behaviour through self-
regulatory processes.

Objectives: The aim of this study was to determine the self-regulation skills of nursing students
on a health education course in a state university in Turkey.

Methods: The study sample consisted of 110 students who attended the class on the day @Jthe
survey and agreed to participate in the study. Data were collected with the Turkish version of the
Alotivated Strategies for Learning Questionnaire’, which was adapted by Buytikéztirk etal. (2004).
Data were analyzed usflz descriptive statistics such as frequency, percentage and mean, as well as
the Mann—Whitney U test, t-test and analysis of variance (ANOVA).

Results: The results showed that the participants were motivated by external factors, using the
elaboration strategy more frequently than other learning strategies. Second- and third-year students
had various motivational levels and preferred different types of learning strategies, and those
students who had more positive perceptions of the school, the course and the instructor evinced
higher levels of internal responsibility and benefited from learning strategies more frequently.

Conclusion: Nussing students were found to be predominantly motivated by extrinsic factors and
preferred the elaboration learning strategy.

Keywords: gf-regulated learning, motivated strategies for learning, learning strategies, nursing
students, nursing, nursing education
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INTRODUCTION

Self-regulation behaviour related to cognition and behaviour plays a key role in learning and academic
achievement (Pintrich and Groot 1990). Self-regulated learning 1s defined as the process of learning
in which students construct their own cognition, motivation and behaviour through self-regulatory
processes (Altun and Erden 2006). As a process, self-regulated learning is one in which individuals
plan, control and evaluate their learning objectives, using a variety of strategies and resources in the
light of their own previous learning experiences (Sart and Akinoglu 2009; Song and Hill 2007). In
other words, it 15 the ability to learn by organizing feelings, thoughts and behaviours appropriately
(Zumbrunn, Tadlock and Roberts 2011).

?here are several models of self-regulated learning, the most significant being the models proposed
by Zimmerman, Pintrich and Winne (Sar1 and Akinoglu 2009). Zimmerman’s self-regulation model
consists of forethought, performance and selfffeflection phases. According to Pintrich’s model, self-
regulatory processes consist of planning, monitoring, control and reflection phases and self-
regulatory activities take place in cognitive, motivational, behavioural and contextual domains (Cleary
and Zimmerman 2004; Montolvo and Torres 2004; Pintrich and Groot 1990; Vural 2011;
Zimmerman 1990; Sardareh, Saad and Boroomand 2012). Winne’s model consists of stages of task
definition, goal setting and planning, enacting tactics and reflection (Sart and Akinoglu 2009). All
these models are based on the notion that self-regulatory behaviours help learners acquire strategies
to shape lifelong learning. Thus, self-regulatory learning is essentially composed of cognitive strategies
focusing on learning, recalling and comprehending a certain task, the desire to receive feedback
regarding the efficacy of learning and motivation (Cleary and Zimmerman 2004; Pintrich and Groot
1990; Vural 2011; Zimmerman 1990).

Students with self-regulatory skills are distinguished from their peers by their proactive competence
and self-motivation skills and their tendency to claim a higher level of responsibility for their own
learning (Zumbrunn, Tadlock and Roberts 2011). Research suggests that students with self-regulatory
skills are likely to have qualities such as a higher level of motivation and the ability to control their
cognition and behaviours in line with their goals, to manage time efficiently, to choose appropriate
learning strategies for their learning objectives and to actively cope with problems (Sari and Akinoglu
2009; Sardareh, Saad and Boroomand 2012).

In the light of these mformations, research was planned to investigate nursing students’ self-
regulation skills and contributing other factors to them. The Health Education course originally
started to be offered in the second year, thanks to a curricular revision in 2013, and students who had
been engaged in the previous version of the curriculum took this course in their third year of study
as well. Therefore, this study included students in different years of their education who attended the
course in the same term. Both the student groups were given two theoretical and two practical lessons
in a week, amounting to 28 theoretical and 28 practical sessions in total. For the practical lessons, the
students were asked to choose a relevant topic, prepare an educational learning resource on the topic
and make a class presentation.

MATERIEZS AND METHODS
Purpose: The purpose of this study was to determine the self-regulation skills of nursing students
on a Health Education course in a state university in Turkey.

Population and Sample: The study population included 140 students in their second and third year
of study who were enrolled in the Health Education course. Th§udy sample consisted of 110
students who were present in the lesson on the survey day and who agreed to participate in the study.




Data Collection Tools: Data were collected using the Motivated Strategies for Learning
Questionnaire developed by Pintrich et al. (1991) and adaptedfpr use in the Turkish culture by
Biytikoztirk et al. (2004). The theoretical framework of the motivation and learning strategies
sections of the Motivated Strategies for Learning Questionnaire (MSLQ) can be summarized as

follows.

Table 1. Motivation Scale

Components Facns
Value s Intonsic Goal Onientation Focus on leaming and mastery
S e | O R Focus on grades, rewards and evaluation by others
The student’s evaluation of how interesting, impottant
2 1N
o “Task Value and how useful the task is.
Expectancy e Control of Learning Beliefs The micnr’s evaluation of his or her own etforts.
The student’s beliet that his or her eftorts will result in
e Selt-etticacy for learning and positve outcomes.
petformance
Affective e Test Anxiety Emotional reactions to a task

Table 2. Learning Strategies Scale

COMPONENTS

FACTORS

Cognitive Strategies

Rehearsal

Basic activity, mental repetition and learning through memonzing

Used for |mi11g by heart

Organization

Selecting appropriate mformation and constructing connections
in the information to be leamed

Clustering or classitication, outlining, selecting the main idea and
50 01

Elaboration

Critical thinking

Helping learners store information in their long-term memory by
building internal connections between new information and prior
knowledge

Paraphrasing, summarizing, creating analogies, note-taking and so
on

Applying previous knowledge to new situations in order to solve
problems, reach decisions or make critical evaluations

Metacognitive

ganning

Goal setting, task analysis

Monitonng

Tracking of one’s attention as one teads, self-testing and

Regulating

questioning
Continuous adjustment of learners’ cognitive activities to improve
performance by assisting them in checking and correcting their
behaviour 7

Resource Management

Help Seeking

Knowing when one does not know something and being able to
identity someone to assist

Er Learning
Ettort Regulation

Learning through collaborating with one’s pecrsd
Ability to control one’s effort and attention and a commitment to
completing one’s study goals

Continued use of learning strategies and goal commitment despite
ract1011s and finding the task uninteresting:

Time and Study Environment

Scheduling, planning and managing one’s study time
Setting aside blocks of time to study, the effective use of that study
time, and setting realistic goals




Relating statements to themselves, individuals rate their level of agreement with each statement on a
seven-point Likert scale from “not at all true’ (1) to ‘completely true” (23 Consisting of two different
sections and 15 scales, the MSLQ is modular and the scores on the scales can be used together or
singly to fit the needs of the researcher or instructor.

Data Analysis: Data were anal@#kd using descriptive statistics such as frequency, percentage and
mean, and the Mann-Whitney U test, t-test and analysis of variance (ANOVA).

Ethical Considerations: The administration of the school of health where this study was conducted
gave written permission for the study. Scale was used after getting permission.

RESULTS

Socio-demggraphic variables

Of the participants in this study, 77.3% (n = 85) were female, 52.7% (n = 58) were in their third
vear of study, their academic achievement average was good level (3.40 + 6.80) , 42.7% (n = 47) liked
the school, 34.5% (n =§8) liked the Health Education course and 37.3% (n = 41) had neither positive
nor negative opinions about the instructor.

Levels of Motivation and Learning Strategies

Students on the Health Education course recetved the highest scores on the extrinsic goal orientation
scale of the motivation section (Table 3). This suggests that they tended to be motivated by external
factors (e.g. approval by others, rewards). The highest scores were recorded on the elaboration scale
B¥ the learning strategies section. The most popular learning strategy for the students was storing
information in their long-tedf) memory by building internal connections between new information
and prior knowledge, using techniques such as paraphrasing, summarizing, creating analogies and
note-taking,

Table 3. Motivation Strategies for Learning Questionnaire Mean Scores

X 8D
o Intrinsic goal orientation 4.40 +1.19
S Extrinsic goal orientation 496+ 1.21
g Task value 449 L 116
B _ﬂ)nt:ol beliet about learmning 415+ 1.11
S Selt-efticacy for learning and performance 472+ 1.02
= Test anxiety 3.02%.95
Rehearsal 451+ 1.15
Organization 455 £ 1.30
oA Elaboration 4.64 + 1.25
Z 5 Critical thinking 4411117
z & Help secking 431 E 116
E é Peer leaming 419+ 132
= E Metacognitive selt-regulation 444+ 91
Effort regulation 423+.79
Time and study envitonment 442% 82




Analysis of the scores on the MLSQ) scales based on the gender variable showed that males scored
significantly higher than females on the control of learning beliefs scale in the motivation section (p

< 0.05) (Table 4).

Table 4. Motivation Strategies Based on the Gender Variable

Gender n X+SD Zau, p
% Male 25 468 +1.21
E -2.814
g Control of beliets about 005
g learning Female 85 3.99 % 1.04
=

Based on the year-of-study variable, students” scores [pwed a significant difference between
students i therr third year and those in the second year on all the scales except for the test anxiety
scale of the motivation section and the effort regulation scale of the learning strategies section (p <
0.05). This suggests that the students in their third year had a higher level of motivation than students
in their second year and that the third-year students employed a variety of learning strategies (Table

5i and 5ii).

Table 5i. Motivation Strategies Based on the Year-of-Study Variable

YEAR OF N XiSD L, p
STUDY
Intrinsic goal | Second Year 52 394112 4.127
orientation Third Year 58 482+ 1.10 0.000
Extonsic goal | Second Year 52 4.64 £ 1.31 2.708
% otientation Third Year 58 5241 1.04 0.008
=
g Task wvalue Second Year 52 4.05+£1.09 4.126
= Third Year 58 4.90 £ 1.07 0.000
g Control of beliefs | Second Year 52 380t 1.14 2.653
about learning Third Year 58 441 £1.03 0.009
Selt-ethicacy for | Second Year 52 449+ 1.06 2.283
learning and | Third Year 58 493 % .95 0.024
performance
Test anxiety Second Yeat 52 2.85+.78 1.772
Third Year 58 3.17%1.07 0.079




Table 5ii. Learning Strategies Based on the Year-of-Study Variable

YEAR OF N XiSD t,p
STUDY
Rehearsal Second Year 52 414 110 3.376
Third Year 58 4,851 1.05 0.001
& Organization Second Year 52 4.05% 1.32 4.053
T] Third Year 58 500+ 1.12 0.000
E Elaboration Second Year 52 4.13% 1.34 4.391
é Third Year 58 511+ .94 0.000
; Ciitical thinking Second Year 52 4.00%1.24 3.688
o Third Year 58 4.78 £ .97 -000
Z Help secking Second Year 52 3.80% 1.30 3.825
Z ‘Third Year 58 4.69 £ .86 0.000
E Peer leaming Second Year 52 383+1.17 2.716
K Third Year 58 450 £ 138 0.008
Metacognitive self- | Second Year 52 4.09+ 1.05 4.145
regulation Third Year 58 476 £ .62 0.000
Time and study | Second Year 52 413 91 3.705
environment ‘Third Year 58 4.68 £ .64 0.000

Analysis of students’ scores in the motivation section of the Motivated Strategies for Learning
Questionnaire in relation to attitudes towards the school showed a sigrf@iBant difference among
students who liked the school compared with those who did not, on the intrinsic goal orientation,
task value and self-efficacy for learning and performance scales (p < 0.05) (Table 6 1). This suggests
that the students who liked the school had a higher level of ntrinsic refonsibility and commitment
to a task and, therefore, a higher level of self-efficacy. Similarly, on the organization, critical thinking
and metacognitive self-regulation scales of the learning strategies section, there was again a significant
difference among students who liked their school compared with those who did not (p < 0.05) (Table
6 11). Thus, it may be suggested that students who reportedly liked their school employed learning
strategies more often than students who did not.

Analysis of the students’ scores on the scales in the motivation section in relation to attitudes towards
the course showed aflgnificant positive difference between students who liked the course and those
who did not, on the intrinsic goal orientation, task value, control of learning beliefs and BIE-cfficacy
for learning and performance scales (p < 0.05). Similarly, on the rehearsal, organization, elaboration,
critical @linking, peer learning, and metacognitive self-regulation scales in the learning strategies
section, there was again a significant positive difference between students who liked the school and
those who did not (p < 0.05).

Finally, students’ scores on the scales in the motivation section 1n relation to attitudes towards the
mstructor showed a significant positive difference between students who liked the instructor and
those who did not, on the task value and control of learning beliefs scales (p < 0.05). Similarly, on
the rehearsal and elaboration scales in the learning strategies section, the scores of students who liked
the instructor showed a significant positive difference compared with those who did not (p < 0.05).
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Analysis of th@@tudents’ scores in the motivation section of the MSLQ) with respect to their academic
achievement showed that there was only a slightly Efbitive correlation between academic
achievement and the control of learning beliefs (r = 0.196, p = 0.047).

DISCUSSION
The results of this study included the motivation and learning strategies and self-regulation
behaviours of students in their second and third year of study on a Health Education course.

The principal type of motivation that the students had with regard to the Health Education course
was found to be extrinsic goal orientation, which was associated with students’ satisfaction, values
and the desire to get higher grades than others (Turan et al. 2011). In their research, Salamonson et
al. (2009) and Puteh and Ibrahim (2010) found a similarly high level of extrinsic goal orientation. On
the other hand, Sungur and Tekkaya (2010) found that the extrinsic goal oridflfation scale scores were
higher before the students engaged in problem-based learning, whereas the task value and control of
learning beliefs scales scores were higher following the implementation of the learning method.

Motivation is the basis for self-regulatory skills. Motivated students can effectively regulate their own
learning by accepting responsibility for it. Nevertheless, for an effective use of learning strategies,
extrinsic motivation needs to be developed first and then knowledge, skills and attitudes should
gradually be transformed into internal motivation. Naturally, teachers play a key role in this process
(Vavrova et al. 2012). Motivation 1s an important factor in activating and maufifiining behaviour in
self-regulated learning. Students’ opinions and beliefs about the reason why they are required to
complete a certain activity and the level of effort they need to perform that activity play an important
role in the formation of their behaviour. If students do not see learning objectives as valuable or feel
adequately equipped to meet those objectives, formation of the appropriate behaviour will be difficult
(Zumbrunn, Tadlock and Roberts 2011). In the light of these findings, it seems that the instructor in
our study activated the students’ extrinsic motivation but the students did not fully comprehend the
outcomes. In line with the findings reported by Sungur and Tekkaya (2010), the students enrolled in
the HEPEh Education course could participate more actively in the teaching and learning process by
using methods such as problem-based learning and active learning, which could enhance their
intrinsic goal orientation.

Of the learning strategies, th@bne that students in our study employed most was the elaboration
strategy. This involves storing #formation in the long-terflmemory by building internal connections
between new information and prior knowledge, using learning techniques such as paraphrasing,
summarizing, creating analogies and note-taking. Mahmodi et al. (2014) and Artino Jr. and Stephens
(2009) similarly reported that learning strategies that connected prior knowledge with new knowledge
were preferred to other strategies. Petuh and Ibrahim (2010), however, found that the regulation of
tume and the study environment was the most favoured among other learning strategies. Research
conducted in Turkey also suggested different @gclusions. According to these studies, the most
popular learning strategies among students were metacognitive self-regulation and regulatiofFjf time
and the study environment (Sagirl and Azapagasi 2009); problem-based learning, increasing students’
use of elaboration, critical thinking, metacogmtive self-regulation, effort regulation and peer learning
(Sungur and Tekkaya 2010); strategies based on rehearsal (Vural 2011); metacognitive learning
strategies in the field of health sciences (Ozan et al. 2012); and rehearsal, organization and elaboration
(Karatas et al. 2014).

These findings suggest that different groups of students prefer different learning strategies. On the
other hand, a preference for the elaboration strategy, which allows students to make interpretations,
may be considered a positive outcome, but we also recommend a revision of the syllabus of the




Health Education course in such a way as to gure more frequent use of other learning strategies as
well. The least popular learning strategy used by students in both the second and third year of study
was peer learning. Similarly, Salamonson et al. (2009) found that the learning strategy employed least
often by nursing students was peer learning. In the Health Education course, this result could be
attributed to the lack of time allocated for group activities to support peer learning, although it could
also be explamned by the increasing individualization of the present day, which ssolates individuals
from internal groups. People with an individualistic approach see their own agendas as being more
important than the goals of their group, and they tend to demonstrate behaviours based on individual
risk-benefit analysis, under the influence of a predominantly competitive social structure. In contrast
with the ‘collectivist’ tenor of Turkish society, there appears to have been a rapid rise in individualism,
particularly among the well-educated and the young in urban areas (Kagitcibast 2005). The declining
use of peer collaboration as a learning strategy among nursing students in this study can be considered
a reflection of a changing social structure.

Students” scores in the motivation section of our survey revealed a significant difference between
mal@@nd female students on the control of learning beliefs scale (p < 0.05, Table 4), meaning that
the male students had a higher level of control of learning beliefs than the females. This belief refers
to students’ trust in the capacity of their own efforts, rather than external factors, to vield positive
learning outcomes (Turan et al. 2011). Thus, the male students in our study appeared to believe more
strongly than the female students that they should strive for success. However, the effect of gender
on self-regulation behaviour is a controversial issue and there are conflicting findings on this issue.
Fettahlioglu (2011), for instance, reported that male students used all learning strategies mor@ften
than female students but the difference was not significant. Sahin (2010) reported that female
students scored significantly higher than males on motivation and s@-regulation behaviors. Iflazoglu
and Tiimkaya (2008) argued that female students tended to have a higher level of @ghvation than
male students. The study by Karatag et al. (2014) with university students reported that gender did
not have any significant effect on motivation. The variability among these findings indicates the need
for more evidence on the effect of gender on self-regulation behaviours.

Scores i the present study showed a significant positive difference between students in their third
vear and those in the second year on all scales except for the test anxiety scale in the motivation
section and the effort regulation scale in the learning strategies section (p < 0.05, Table 5i-5ii).
Students in the third year thus had a higher level of motivation than students in the second year, and
the third-year students employed a variety of learning strategies. Sagul et al. (2010), on the other
hand, reported a decrease in the level of motivation in later years of study. The lack of a significant
difference between the students in their second and third years of study on the test anxiety and effort
regulation scales could be attributed either to the fact that neither of the groups suffered from test
anxiety or to the fact that they had similar levels of test anxiety and had similar feelings and thoughts
about maintaming not only the effort required but also sustained attention in the face of obstacles
that arise n the learning process.

In the motivation section, students who liked the school scored significantly higher on the intrinsic
goal orientation, task value and self-efficacy for learning and performance scales than those who did
not (p < 0.05, Table 61). Thus, students who liked the school felt a higher level of intrinsic
responsibility for the course; they tended to find the course content more interesting, useful and
important and therefore they had a higher level of self-efficacy. This result could be attributed to the
social judgment theory, which suggests that, the higher the level of personal involvement, the greater
1s the scope of rejection. That is, individuals with higher ego involvement are more likely to reject
opposing potentials. By the same token, the lower the level of personal involvement, the greater 1s
the latitude of acceptance (Kagitcibasi 2005). Thus, students who reported that they liked the school
or who had positive attitudes towards the school and were committed to this opinion were committed




to all courses in general and were personally nvolved in the Health Education course m particular.
Social judgment theory also asserts that if an individual associates a totally new object with another
object towards which he or she already has an attitude or position, assimilation will occur and the
original attitude will be transferred to the new object (Kagitgibag 2005). When liking the school 1s
considered to be the pre-existing attitude, the original position, that of liking the Health Education
course and being more motivated towards it, could be regarded as an expected outcome. In addition,
the students’ positive attitudes may have caused them to feel more personally involved in the course,
which i turn may have encouraged them to claim more individual responsibility.
Similarly, on the organization, eritical thinking, and metacognitive self-regulation scales of the
learning strategies section, students who liked the school again scored significantly more highly than
those who did not (p < 0.05, Table 611). Students who liked the school seemed to develop and
implement skills such as establishing connections between their prior and new learning experiences,
conducting critical evaluations, setting goals and performing necessary revisions by constantly
monitoring their own performance.
In terms of motivation, students who liked the course scored more highly on the ntrinsic goal
orientation, task value, control of learning beliefs and self-efficacy for learning and performance
scales than those who did not (p < 0.05, Table 61). Thus, students who liked the course felt a higher
personal involvement in learning; they tended to find the course content more interesting, useful and
important and therefore they had a higher level of self-efficacy, more frequently employing individual
control and intrinsic motivation. In fact, if extrinsic goal orientation and test anxiety are regarded as
external sources of motivation, it is only to be expected that there was no significant difference on
these scales.

(1)

Similarly, on the rehearsal, organization, elaboration, critical thinking, peer learning and metacognitive
self-regulation scales of the learning strategies section, students who liked the school registered
significantly higher scores (p < 0.05, Table 611). These students employed learning strategies such as
mental rehearsal and memorization, establishing connections between their prior and new learning
experiences, carrying out interpretations and critical evaluations, peer learning and performing
necessary revisions by constantly monitoring their own performance in accordance with their learning
goals. In general, therefore, the students who reported that they liked the course used cognitive and
metacognitive learning strategies more frequently than those who did not, but they used and cared
about resource management strategies less often. This result is consistent with another finding of the
present study, that the students who liked the course tended to employ intrinsic types of motivation.
Given that the level of motivation is a powerful activator of students’ learning strategie@jKelecioglu
1992), it may be suggested that intrinsic types of motivation will probably increase the frequency of
the use of cognitive and metacognitive strategies that generally indicate internal processes.

Students who liked the mstructor registered significantly higher scores on the task value and control
of learning beliefs scales than those who did not (p < 0.05). Students who liked the instructor also
tended to find the course content more interesting, useful and important; they felt a higher personal
mvolvement in learning and believed that their efforts would yield positive outcomes.

Similarly, on the rehearsal and elaboration scales of the learning strategies section, students who liked
the mstructor again scored significantly more highly than those who did not (p < 0.05). The students
who liked the instructor seemed to employ learning strategies such as rehearsal, making
interpretations and trying to store knowledge in their long-term memory for longer durations of time
and more frequently than students who reportedly did not like the instructor.




Analysis of tlf students’ scores on the scales of the MSLQ with respect to their academic
achievement showed that there was only a shghtly positive correlation between academic
achievement and the control of learning beliefs scale i the motivation section (r = 0.196, p = 0.047).
Broadbent and Poon (2015) found a slightly positive correlation between online learners’ academic
achievement and the metacognitive self-regulation, time management, critical thinking and effort
regulation scales. Sahin (2010), however, reported that there was no relationship between academic
achievement and self-regulation skills. 1flazoglu and Ttimkaya (2008) found that students with higher
levels of academic achievement recorded significantly higher scores on the test anxiety scale.
Although our study suggests that students tended to have more positive perceptions of success as
their level of academic achievement increased, there still seems to be a need for future research to
provide more detailed data on the subject.

Limitations: The study is limited to the students enrolled in the particular Health Education course
offered and to their responses.

CONCLUSION

Nursing students were found, overall, to be motivated by extrinsic factors, but students who liked
the course and the school were additionally motivatd by intrinsic factors. They preferred the
elaboration learning strategy, which involves storing information in the long-term merfiry by
building internal connections between new information and prior knowledge, using learning
techniques such as paraphrasing, summarizing, creating analogies and note-taking. However, students
on the Health Education course who liked the nursing faculty preferred responsibility and task value
over other strateges.
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