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Moderating role of learning strategies
through student assessment of distance learning

Abstract: The growing use of communication and information technology (ICT) allows for the
improvement of distance learning, at the same time challenging teachers to apply ICT effectively in
designing interactive lessons which would involve all students as active participants. Students should
be able to monitor themselves by self-regulating and exerting control over their learning, taking
responsibility, and directing the process.

The aim of the research is to explore students” evaluation of distance learning, as well as the
strategies they apply in the learning process, while also determining the connection between their
assessment and strategy use. The Student Evaluation of Online Teaching Effectiveness (SEOTE)
was used to examine the students’ evaluation of online teaching, while the Motivated Strategies for
Learning Questionnaire (MSLQ) was used to examine the use of motivated learning strategies.

The results show that students who feel more confident in learning, who set internal goals and
are able to self-regulate, evaluate online teaching more positively. Furthermore, students who use
cognitive strategies more often rate communication with teachers higher and report spending more
time on mastering the content and completing academic assignments. On the other hand, students
who experience test anxiety tend to avoid working with peers. These findings imply that students with
higher levels of self-efficacy, intrinsic motivation, self-regulation, and strategy use give higher rates
to the overall quality of online teaching, while anxiety hinders social interaction and joint learning.
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Introduction

Teaching and learning via the internet are
becoming more common, especially in higher ed-
ucation institutions. The development of technolo-
gy enables universities to explore the possibilities of
distance (online) learning to meet the needs of stu-
dents who cannot or do not want to attend class-
es in person (Bangert, 2004). The COVID-19 pan-
demic led to a sudden transition to distance learn-
ing. Teachers had to adapt to online teaching very
quickly, which highlighted the need for the profes-
sional development of teaching staff, educational
reorganization, including the development of digi-
tal competencies of teachers and the reorganization
of educational institutions (Flores, 2020; van der
Spoel et al., 2020). The effects and consequences of
the COVID-19 pandemic in education remain to be
seen. The current situation creates and even wors-
ens inequality in access to education, but also pro-
vides opportunities for reshaping the education sys-
tem and additional teacher education (Flores, 2020).
The “new normal” announced in the education sys-
tem brings with it doubts, challenges, questions, but
also opportunities.

According to Sangeeta and Tandon (2020),
teachers have faced a number of challenges in tran-
sitioning to online teaching. One of the biggest chal-
lenges has been to actively involve students in the
process of teaching and learning, emphasizing the
need to design lessons which will enable the acqui-
sition of new content and students” active partici-
pation in learning. Teachers needed to invest time
in improving their classes, grading, and interaction
with students, as well as interaction among students
(Sangeeta & Tandon, 2020).

A significant amount of research has been
conducted with the aim of establishing the variables
which influence learning in the context of higher
education (Bangert, 2004), including distance learn-
ing. The question arises as to what improves student
learning, especially when information and commu-
nication technology (ICT) is used in teaching.

Nowadays, most teachers are digitally literate,
but it is still important to explore the ways in which
ICT can be efficiently and meaningfully applied in
the classroom (Angeli & Valanides, 2009; Ertmer
& Ottenbreit-Leftvicht, 2010; van der Spoel et al.,
2020). Not all educators perceive ICT in the same
way. The efficiency of ICT application in teachers’
previous experiences creates attitudes towards com-
puter use in education and prospective computer
use (So et al., 2012).

To ensure high quality education, it is nec-
essary to apply assessment instruments for stu-
dent evaluation of effective teaching which pro-
vides teachers with valuable insight into the qual-
ity of their classes (Bangert, 2004; Marsh & Roche,
1997). Carefully constructed assessment instru-
ments should be reliable, valid, multidimensional,
nonbiased, and useful for the improvement of teach-
ing practices (Marsh, 2001; Young, 2006).

Literature review

The seven principles of effective teaching, con-
structed by Chickering and Gamson (1987), repre-
sent the most well-known list of variables affecting
student learning. It was determined that the success
of learning depends on encouraging the following
components: “1) student-faculty contact; 2) cooper-
ation among students; 3) active learning; 4) prompt
feedback; 5) time on task; 6) high expectations; and
7) respect for diverse talents and ways of learning”
(Bangert, 2004). Most teaching activities based on
these seven principles are in accordance with con-
structivist teaching practices (Bangert, 2004).

The principle of active learning involves the
organization of authentic learning activities to pro-
mote effective learning in which students can re-
late their experiences to previous knowledge (Bang-
ert, 2004; Hacker & Niederhauser, 2000). Authentic
learning activities also facilitate interactive learning
and high expectations in students (Bangert, 2004).
The teacher’s role involves the shaping and managing
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students” experiences in the classroom, with the aim
of encouraging students’ thinking activity. The pur-
pose of teaching is for a student to be a creative par-
ticipant who, in cooperation with peers and teachers,
takes part in the preparation, planning, implemen-
tation and evaluation of the learning process (Peri¢
Prkosovacki, 2015).

The principle of cooperation among students
is in accordance with the constructivist viewpoint
that social interaction facilitates learning (Bangert,
2004; Svinicki, 2002), since students understand the
content better when they have the opportunity to talk
with their peers while solving problem tasks in which
they need to apply newly acquired knowledge and
skills (Bangert, 2004; Millis & Cottrell, 1998). Social
interaction among students helps them to organize
and clarify questions and ideas and notice how their
theories differ from those of their peers. The collab-
oration process can lead to knowledge formation or
to modification of original ideas based on feedback
from others (Gibson & Skaalid, 2004).

According to constructivism, students should
be responsible for their own learning by taking con-
trol over the process (Bangert, 2004; Jonassen, 2003).
Prompt feedback encourages students to be respon-
sible for their level of self-efficacy, i.e., their self-con-
fidence in solving tasks (Bandura, 1986; Bangert,
2004; Jackson, 2018). Self-efficacy facilitates partici-
pation in class activities (Huang, 2008; Zimmerman,
1995) and enables students to exert control over their
learning process by observing and evaluating their
own learning, including the time they spend study-
ing, perseverance in solving difficult tasks, and qual-
ity evaluation of their own work (Bangert, 2004; Pa-
jares, 2002).

Academic self-efficacy and the sense of con-
trol also rise when students have the opportunity to
choose and participate in the organization of class
activities because each student has different talents,
preferences and experiences in learning. It is impor-
tant to take into consideration that students’ motiva-
tion for learning is one of the subfactors of self-effi-

cacy. In other words, self-efficacy should not be over-
looked when exploring learning motivation because
it facilitates learning (Pajares 1996; Shin, 2018; Shunk
& Pajares, 2004) and is a very significant predictor of
academic performance and achievement (Jackson,
2018). Teaching methods directed at students are
ideal because they enable students to organize their
own learning content. However, the use of technol-
ogy in designing effective teaching activities repre-
sents a significant challenge (Bangert, 2004). Bang-
ert (2004) believes that the aforementioned principles
can be applied in the design of online courses but em-
phasizes that the evaluation of this type of teaching
is a very valuable source of information for teachers
whose task is to provide quality activities.

Bangert (2004) conducted research with the
aim of determining in which way the student evalua-
tion via questionnaire can contribute to the improve-
ment of online teaching quality. The questionnaire
was constructed based on the Seven principles of ef-
fective teaching according to constructivist principles.
The results established that the contact between stu-
dents and teachers is a crucial factor which motivates
students to achieve best possible results. Successful
communication with teachers creates a pleasant and
safe environment for students when they need help
with solving tasks. The majority of students positive-
ly evaluated their interaction with teachers during
the online course. The results also showed that on-
line activities encouraged interaction and coopera-
tion among students, since the course was designed
to implement joint learning activities, facilitate in-
teraction, and provide opportunities for discussion
(Bangert, 2004).

Furthermore, it was established that online
teaching facilitates active learning since students re-
ported that they were encouraged and motivated by
class activities to engage in tasks and discussion, and
to exert control over their learning process (Bangert,
2004). The factor which also facilitates active learn-
ing is receiving prompt feedback from teachers. Ad-
ditionally, participants reported that, besides prompt
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feedback, teachers also offered support and improved
motivation in their students (Bangert, 2004). When it
comes to time spent on solving tasks, most students
reported that the course was well organized and ef-
ficiently taught, and that learning activities could
be carried out in different environments (Bangert,
2004). Regarding students’ and teachers expecta-
tions, participants reported that course requirements
were clear and precise, while the content and tasks
were of an appropriate level (Bangert 2004). Finally,
a significant number of participants reported that the
teacher was willing to adapt to their needs and de-
sign activities which would cater to different types of
learning (Bangert, 2004).

After the initial research in 2004, Bangert
(2006) conducted another research in order to es-
tablish the psychometric properties of the Student
Evaluation of Online Teaching Effectiveness (SE-
OTE) questionnaire, including factor analysis. Re-
search showed that, from Seven principles of effective
teaching, four factors were the most relevant: student-
faculty contact, cooperation among students, active
learning, and time on task (Bangert, 2006).

Bangert (2006) believes that these four factors
are in accordance with the psychological principles of
learning directed towards students, creating an opti-
mal learning environment (Bangert, 2006; McCombs
& Vakili, 2005). Namely, the interaction between stu-
dents and teaching staff involves the teachers’ ability
to pass knowledge, encourage strategic thinking and
organize online communication, discussion, and ap-
propriate tasks (Bangert 2006; Pajares, 2002), which
can raise learners’ self-confidence and provide oppor-
tunity to find solutions to possible issues in the learn-
ing process (Pokic et al., 2021). Concerning student
cooperation, the teacher should successfully incorpo-
rate activities which require joint work and interac-
tion for quality distance learning. Time on task in-
volves the assessment of course effectiveness and task
difficulty. Setting attainable goals encourages students
to monitor their learning, invest more effort and per-
severe even when the task is challenging (Bangert

2006; Pajares, 2002). Active learning involves student
perception of quality online activities organized in
such a way that they promote authentic experiences,
enabling them to apply knowledge in everyday situa-
tions (Bangert, 2006).

Considering the results of Bangerts study
(2006), it can be concluded that the SEOTE question-
naire provides important feedback for teachers about
their students’ perception and allows for improve-
ments in online teaching practices (Poki¢ & Peri¢
Prkosovacki, 2021; Ravenscroft, Luhanga & King,
2017). Even though the SEOTE was published “more
than ten years ago’, it remains one of the most val-
idated instruments for online teaching assessment
(Reyes-Fournier et al., 2020).

Learning in person and online should be dy-
namic and interactive processes which involve cogni-
tive, emotional, and behavioral functions, so that an
individual is an active participant in their education.
In that sense, students oriented at achieving a certain
academic goal, by acquiring learning strategies, can
significantly influence the results in different phases
of learning (Mazzetti et al., 2020). What is more, the
acquisition of self-regulated learning corelates with
the use of learning strategies. Teachers can instruct
students on different learning strategies, but they will
not be skilled in using these metacognitive tools if
they are not able to self-regulate learning (Khan &
Rasheed, 2019).

To examine student motivation and strategy
use, the Motivated Strategies for Learning Question-
naire (MSLQ) by Pintrich and de Groot (1990) was
used. According to the authors, the questionnaire in-
cludes three components of motivation which can be
linked to three components of self-regulated learn-
ing: “(a) an expectancy component, which includes
students’ beliefs about their ability to perform a task,
(b) a value component, which includes students’” goals
and beliefs about the importance and interest of the
task, and (c) an affective component, which includes
students’ emotional reactions to the task” (Pintrich &
de Groot, 1990).

78



Moderating role of learning strategies through student assessment of distance learning

According to Duncan and McKeachie (2005),
the MSLQ was constructed in accordance with the
social-cognitive understanding of motivation and
learning strategies which conceptualizes the student
as an active participant in learning whose beliefs and
cognition influence the process. The social-cognitive
view suggests that motivation and learning strate-
gies are not inherent traits. Instead, they can be dy-
namic, dependent on context, and controlled by the
learner (Duncan & McKeachie, 2005). Pintrich and
de Groot (1990) constructed and tested the question-
naire to determine the connection between motiva-
tional and self-regulated learning components, the
interactions among these components, and how they
affect student performance in academic activities.
Factor analysis identified three distinct factors of mo-
tivation - self-efficacy, intrinsic value, and test anxi-
ety, and two cognitive scales — cognitive strategy use
and self-regulation (Pintrich & de Groot, 1990). Stu-
dents’ academic performance was assessed by gath-
ering data on performance in classroom activities in
three categories: in-class and homework tasks, quiz
and test questions, and essays and reports (Pintrich &
de Groot, 1990).

Based on the results obtained by Pintrich and
de Groot (1990), it was determined that motivational
components had significant connections both to stu-
dents’ cognitive engagement and class performance.
Academic self-efficacy had a positive effect on cog-
nitive engagement and performance. In other words,
students with a higher level of self-efficacy were more
likely to use cognitive strategies, apply self-regulation
and metacognitive strategies, and persevere in solv-
ing difficult and wearisome tasks. Furthermore, the
connection between an intrinsic value and cognitive
strategies and self-regulation was established, mean-
ing that students who were motivated to learn and
found the material engaging and relevant were more
likely to apply cognitive strategies, self-regulation,
and to persist in solving tasks. On the other hand,
cognitive variables proved to be more accurate pre-
dictors of academic performance. Namely, students
who reported the use of cognitive strategies and self-

regulation also achieved better academic results, pro-
vided that they knew when and how to apply these
strategies properly. Finally, test anxiety was not con-
nected to the use of cognitive strategies or self-reg-
ulation but exhibited a negative effect on academic
self-efficacy and performance (Pintrich & de Groot,
1990). The authors concluded that self-regulation in
learning is in close relation to academic self-efficacy
and beliefs about the relevance of tasks. On the oth-
er hand, self-regulation seems to have a more signifi-
cant influence on performance than efficacy beliefs,
meaning that students need to be taught both the
skills and the proper ways of using them in the class-
room (Pintrich & de Groot, 1990).

Cook, Thompson and Thomas (2011) evaluat-
ed the validity and test-retest reliability of the MSLQ
for measuring student motivation. The scores showed
“good to excellent external consistency reliability” and
“moderate” reliability. The authors conclude by rec-
ommending that the original MSLQ should be used
and further tested in new learning contexts and with
new students (Cook, Thompson & Thomas, 2011),
considering that it has been translated into numerous
languages and used in different cultures (Duncan &
McKeachie, 2005), while remaining valid and reliable
(Erturan Ilker, Arslan & Demirhan, 2014). Further-
more, the MSLQ can be used for different purposes:
for researchers to conduct various types of studies,
for teachers to evaluate the quality of courses, and for
students to evaluate their learning process (Duncan
& McKeachie, 2005).

Methodology

The aim of the research

Considering that, since the COVID-19 pan-
demic, online teaching has become and remained a
very common type of teaching on its own or in com-
bination with teaching in-person, the researchers
wanted to explore the success of its implementation
at the University of Novi Sad. The study focuses on
student assessment because their feedback can of-
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fer a valuable insight into practices which need to be
improved. Apart from identifying the areas which
call for improvements, the researchers also wanted
to offer the ways in which teachers can work togeth-
er with students to raise the quality of classes. Hav-
ing in mind that motivated learning strategies can
significantly impact learning outcomes (Mazzetti et
al., 2020), while self-regulation facilitates the appli-
cation of these strategies (Khan & Rasheed, 2019),
acquiring these skills may prove beneficial to stu-
dent performance in online settings, resulting in
satisfaction with class practices. Therefore, the aim
of the research is to examine the students™ assess-
ment of distance learning, as well as the strategies
they use in the learning process, and to determine
the connection between their assessment and strate-
gy use. The authors hypothesize that a positive eval-
uation of distance learning corresponds with the ac-
tive application of learning strategies, and vice ver-
sa. The findings of the research could identify signit-
icant predictors of effective learning during online
teaching, which would provide a basis for support of
students and teachers trough continuing education
of all participants in learning. Furthermore, the re-
search will identify the most relevant factors of the
Student Evaluation of Online Teaching Effective-
ness (SEOTE) (Bangert, 2004; Bangert, 2006) and
the Motivated Strategies for Learning Questionnaire
(MSLQ) (Pintrich & de Groot, 1990), including the
connections between these factors, within the con-
text of online teaching at the University of Novi Sad.

This research deals with the students” evalu-
ation of online teaching and their use of motivat-
ed learning strategies. To examine the students’ as-
sessment of online teaching, the Student Evaluation
of Online Teaching Effectiveness (SEOTE) was used
(Bangert, 2004; Bangert, 2006). The SEOTE is a self-
report questionnaire on a 6-point Likert scale rang-
ing from “1 = strongly disagree to 6 = strongly agree”
(Bangert, 2004; Bangert, 2006). To examine the use
of motivated learning strategies among students,
the Motivated Strategies for Learning Question-
naire (MSLQ) was used (Pintrich & de Groot, 1990).

The MSLAQ is also a self-report questionnaire, on a
7-point Likert scale ranging from “1 = not at all true
of me to 7 = very true of me” (Pintrich & de Groot,
1990). The instruments were modified by translat-
ing them from English into Serbian to ensure the
proper understanding of all questions.

The sample in the study included 226 stu-
dents of the University of Novi Sad, Serbia. After
obtaining the consent from the Ethics Committee,
the questionnaires were distributed electronically
via Google Forms. The participants voluntarily re-
sponded to online questionnaires. They were in-
formed that the research was anonymous and their
answers would be used solely for research purposes
and publication in a scientific journal.

Socio-demographic characteristics
of the examined sample

The sample included 226 students at the Uni-
versity of Novi Sad. Most of the participants were fe-
male (around 77%). At the moment of completing
the survey, the highest percentage of participants
were in their second year of study - 50.4%, while
there was 8.4% of first-year students. Furthermore,
16.4% of students attended third year, and 18.1% at-
tended the fourth. Only 6.6% of students were in
their fifth year of study.

Statistical data analysis

The Statistical Package for the Social Scienc-
es (SPSS) 20.0 program was used for the entry and
analysis of the data. To analyze and describe the
structure of the sample in accordance with relevant
variables, frequency and percentage displays were
used to determine the presence of a certain category
or answer. Descriptive statistics methods were im-
plemented to establish the measures of central ten-
dencies (arithmetic mean), variability (standard de-
viation) and extreme values (minimum and maxi-
mum) of the observed numerical characteristics. In
the domain of comparative statistics, the following
techniques were applied: ‘Student’s’ t-test for inde-
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pendent samples and Pearson’s linear correlation
coefficient. In the implemented tests, limits of risk
probability are at the significance level of 95% (p <
0.05) (significant difference in statistical parame-
ters) and 99% (p < 0.01) (highly significant differ-
ence in statistical parameters). The measure of in-
ternal consistency expressed by the Cronbach’s al-
pha coeflicient was used to assess the reliability of
the scale as a whole.

Results

Reliability of the questionnaires

The internal consistencies of the Motivated
Strategies for Learning Questionnaire (MSLQ) and
Student Evaluation of Online Teaching Effectiveness
(SEOTE) were evaluated by calculating the Cron-
bach’s alpha coefficient. The results of the evaluation
are shown in Table 1.

Table 1. Measure of scales reliability

Number of Cronbach’s

items alpha

Intrinsic motivation 9 .783
Self-efficacy 9 773

g

Cé’ Test anxiety 4 .759
Cognitive strategy use 13 781
Self-regulation 9 .697
'Student.—faculty 10 932
interaction

% Student cooperation 3 778

B Active learning 4 .899
Time on task 7 .842

* MSLQ - Motivated Strategies for Learning Questionnaire;
SEOTE - Student Evaluation of Online Teaching
Effectiveness

Based on the data obtained in this research, it
was determined that the reliability of the domains of
the Motivated Strategies for Learning Questionnaire
(MSLQ) ranged from a=0.697 to a=0.783. These
measures are considered acceptable. Regarding the
domains of the Student Evaluation of Online Teach-
ing Effectiveness (SEOTE), the coefficients of inter-
nal consistency (Cronbach’s alpha) proved to be ex-
cellent in all four domains and ranged from 0.778
to 0.932.

Description of the participants’ answers
to the subdomains of the questionnaire

Table 2. Mean values and basic characteristics of the
scales of the questionnaires

min max AM SD

Motivated Strategies for Learning Questionnaire
(MSLQ)

Self-efficacy 233 6.44 5.08 0.69
Intrinsic motivation 2.56 6.89 5.08 0.79
Test anxiety 1.75 7.00 4.40 0.96
Cognitive strategy use 338 7.00 5.01 0.73
Self-regulation 233 6.67 4.88 0.85

Student Evaluation of Online Teaching Effectiveness
(SEOTE)

Student-faculty interaction 1.00 6.00 436 1.05

Student cooperation 1.00 6.00 4.55 0.98
Active learning 1.00 6.00 4.44 1.15

Time on task .86 5.00 3.63 0.85

As it can be observed in Table 2, the analy-
sis indicates that, when it comes to the MSLQ, the
highest average means were determined for the Self-
efficacy and Intrinsic motivation domains, while the
lowest average mean was present in the Test anxiety
domain. Concerning the SEOTE, the highest aver-
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age means were determined for the Student coopera-
tion and Active learning domains, while the lowest
average mean was present in the Time on task do-
main.

In the next stage, the differences between
male and female participants, according to the do-
main values of the two questionnaires (MSLQ and
SEOTE), were examined by using a series of t-tests
for independent samples. In Table 3, the values of t-
tests and significancy levels are presented, as well as
arithmetic means and standard deviations, while the
effect size is expressed by the Cohen’s d coefficient.

As it can be observed in Table 3, the results
of the t-tests show that the differences in the values

Table 3. Gender differences in MSLQ and SEOTE

of arithmetic means of the two examined groups of
participants in the MSLQ are present only in the
Cognitive strategy use domain. By observing the ta-
ble with arithmetic means, it can be concluded that
female participants exhibit a higher average score
compared to the male participants. The size of the
difference for the Cognitive strategy use domain,
expressed by the Cohen’s d coefficient, equals to
d=0.38. The effect size can be considered average.
Concerning the SEOTE, the results show that there
is no statistically significant difference in the values
of the arithmetic means of the two observed groups
of participants in all four domains.

Arithmetic Star'ldz'ird i p-level J
mean deviation
Motivated Strategies for Learning Questionnaire (MSLQ)
male participants 491 0.76
Self-efficacy p P -1.963 220 .051 -
female participants 5.13 0.66
. L male participants 4.94 0.85
Instrinsic motivation o -1.434 220 .153 -
female participants 5.13 0.77
Test anxiet male participants 4.21 1.00 1593 220 3
est anxie -1. . -
Y female participants 4.46 0.94
Coenitive strat male participants 4.77 0.67 5 555 20 001 038
ognitive strategy use -2. ) .
§ &Y female participants 5.08 0.74
. male participants 4.71 0.84
Self-regulation o -1.570 220 118 -
female participants 4.93 0.85
Student Evaluation of Online Teaching Effectiveness (SEOTE)
, . male participants 4.40 1.01
Student-faculty interaction o 0.179 220 .858 -
female participants 4.37 1.05
) male participants 4.57 1.01
Student cooperation o 0.141 220 .888 -
female participants 4.55 0.98
Active learning male participants 4.54 1.19
C 0.579 220 563 -
female participants 4.43 1.13
Time on task male participants 3.63 0.90 -0.79 -
particip 220 937
female participants 3.64 0.83

*d - Cohen’s d, effect size measure
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Correlation between the MSLQ and SEOTE

To determine whether there is a connection
between motivated strategies for learning and stu-
dent evaluation of online teaching effectiveness, the
Pearson’s linear correlation coefficient was applied.

Based on the obtained results presented in
Table 4, it can be concluded that there is a signif-
icant connection between the MSLQ domains and
the majority of the SEOTE domains. The Self-effica-
cy, Intrinsic motivation, and Self-regulation domains
of the MSLQ correlate with all SEOTE domains. The
results indicate that these correlations are of low in-
tensity and positive direction, ranging from 0.132 to
0.258. The students who have developed strategies
of Self-efficacy, Intrinsic motivation, and Metacog-
nitive self-regulation rate all parameters of online
teaching higher.

Table 4. Correlation coefficients and significancy
levels

o o &
2 s 5 =
s 2 S £ g
> ] > @ =
g &89 §F Lo =
e 22 E £2 B
5 23 £ 52 Yo
o B g k7 g o = ('7}
s S5 B 038 &3
Student-faculty oo 515 080 158 144
interaction
Student 2127 208 143 115 132
cooperation

Active learning 183" 212" .057 .127 .155

Time on task 220" 2587 109 .148" .187"

Pp <.001, **p <.01, *p < .05

The Test anxiety domain establishes one sta-
tistically significant correlation with Student cooper-
ation domain, with low intensity and negative direc-
tion. This indicates that the students who have test
anxiety rate the Student cooperation domain lower
in online teaching. The Cognitive strategy use do-
main correlates with two domains of the SEOTE

scale: Student-faculty interaction (r=.148) and Time
on task (r=.158). The results indicate that these cor-
relations are low in intensity and positive in direc-
tion, meaning that the students who use cognitive
strategies more often give higher rates to the com-
munication with the faculty and asses that they have
spent more time completing the required tasks.

Discussion

Both instruments in this research were test-
ed for reliability by the Cronbach’s alpha coeflicient.
The Motivated Strategies for Learning Question-
naire (MSLQ) was established as reliable, while the
Student Evaluation of Online Teaching Effectiveness
(SEOTE) was established as very reliable.

By exploring the subdomains of the MSLQ,
it was determined that the domains of Self-efficacy
and Intrinsic motivation were most relevant. Con-
sidering that self-efficacy represents students’ be-
liefs in their own academic capabilities to master
content, solve tasks, and persist in completing chal-
lenging activities (Bangert, 2004; Huang, 2008; Pa-
jares, 2002; Zimmerman, 1995), it does not come as
a surprise that this domain would exhibit high sig-
nificance for motivation and strategy use. Similar-
ly, intrinsic motivation reflects the students’ inter-
nal motivation to succeed in learning (Pintrich and
de Groot, 1990) because they find the subject mat-
ter interesting and relevant, exceeding the limits of
instrumental academic goals. On the other hand,
the Test anxiety domain exhibited the lowest scores,
indicating that anxiety over achievement does not
necessarily hinder motivation and strategy use, and
is not as influential as other domains.

When it comes to the subdomains of the SE-
OTE, it was established that Student cooperation
and Active learning domains were most significant.
These results indicate that the evaluation of on-
line learning is mostly influenced by activities in
which students are able to participate actively and
work with their peers. Active learning and cooper-
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ation enable students to take control over the pro-
cess (Bangert, 2004; Jonassen, 2003; Svinicki, 2002),
exchange and compare ideas and possible solutions
to exercises, and critically approach the activities
by passing knowledge or adjusting their own views
according to their peers’ suggestions. On the other
hand, the Time on task domain showed the lowest
significance, implying that the time spent on solving
tasks is not as important for the evaluation of online
learning.

The research also explored whether there
were any differences in motivation and strategy use
or online learning assessment depending on the
participants’ gender. Regarding the motivated strat-
egy use, female students reported that they had used
cognitive strategies more often than male students.
When it comes to the assessment of online teach-
ing, no gender differences were established. Other
studies that have dealt with this topic have obtained
conflicting results. The most common findings are
that female students tended to use rehearsal, organ-
ization, metacognition, time management skills,
elaboration, and effort (Bidjerano, 2005). On the
other hand, when considering studying with peers,
help-seeking, and critical thinking skills, no signif-
icant differences were observed (Bidjerano, 2005).
The uniformity of student attitudes towards online
classes has also been confirmed by another research,
which does not mention the gender dependence of
this assessment (Chen and Hoshower, 2003). There
is an unequal representation of male and female re-
spondents within our sample, so additional studies
are necessary for further conclusions.

Finally, the research also aimed to establish
the connections between the online teaching assess-
ment and the use of motivated strategies in learning.
The results established that students who have de-
veloped strategies of self-efficacy, intrinsic motiva-
tion, and metacognitive self-regulation give higher
rates to all parameters of online teaching effective-
ness. These findings indicate that students who feel
more confident in learning, have internal goals and

interests, and are able to self-regulate learning, also
assess online teaching more positively. On the oth-
er hand, students who experience anxiety over test-
ing tend to avoid cooperation with peers, probably
because anxiety also lowers their willingness to in-
teract socially. When it comes to cognitive strategy
use, it correlated positively with student-faculty in-
teraction and time on task, indicating that the learn-
ers who apply cognitive strategies more frequently
rate communication with the teachers higher and
report spending more time on mastering content
and completing academic assignments. These find-
ings imply that students who are able to apply cogni-
tive strategies in learning also give more importance
to their communication with teachers, probably be-
cause teachers are the ones who can help them in
mastering these skills. Furthermore, the use of cog-
nitive strategies implies spending more time on ac-
ademic activities because strategies enable students
to be more thorough and persistent in solving even
more difficult tasks. To conclude, these findings im-
ply that students with higher levels of self-efficacy,
intrinsic motivation, self-regulation, and cognitive
strategy use give higher rates to the overall quality of
online teaching, while anxiety hinders social inter-
action and joint learning (the identification of these
factors as most relevant corresponds to the find-
ings of Pintrich & de Groot, 1990). In other words,
teachers could improve the quality of their classes
by working on developing the use of learning strate-
gies and self-regulation skills, as well as raising their
students’ self-confidence and desire to participate in
online activities. On the other hand, lowering anxi-
ety in online settings can improve knowledge acqui-
sition and, ultimately, student performance. Having
in mind that the research determined group work
and active learning as very important predictors of
student satisfaction with online classes (which is
in accordance with the findings of Bangert, 2006),
teachers could work on developing activities which
would require active participation of all students.
Instead of focusing online teaching on recorded or
real-time online lectures, and online tests or quizzes,
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teachers could develop group assignments, such as
joint seminar papers, oral presentations or practical
projects, which could be presented in online envi-
ronments. In turn, these cooperative tasks would re-
quire the application of different learning strategies
and regulation of the learning process in which the
teacher takes on the role of the facilitator, support-
ing the growing roles of students in the construction
of their learning experience. As students take more
control over their learning and are given more op-
portunities to work with each other, it may be ex-
pected that their anxiety level will spontaneously
decrease. However, since the study established that
test anxiety may negatively impact peer collabora-
tion, teachers would need to closely supervise group
assignments and provide support (for example, by
setting up regular online meetings with all partici-
pants in a particular project).

Conclusion

Distance learning is becoming more common
in institutions of higher education. Considering the
changes in education caused by the COVID-19 pan-
demic, and the development of ICT, there is an op-
portunity to improve distance learning. However,
teachers have had to face many challenges in ap-
plying ICT effectively to design lessons and activi-
ties which would ensure active participation of stu-
dents. By actively participating in lessons, students
can monitor themselves by self-regulating and ex-
erting control over their learning, taking responsi-
bility, and directing the process.

The purpose of the research was to examine
how students evaluate online teaching, and to what
extent they apply strategies in their learning process,
while also aiming to determine the connections be-
tween the students’ evaluation of teaching and their
use of strategies. The SEOTE was used to examine
the student’s evaluation of online teaching effective-
ness, while the MSLQ was used to examine the use

of motivated learning strategies. The questionnaires
ranged from reliable to very reliable.

The research established that the MSLQ’s
most relevant domains include Self-efficacy and In-
trinsic motivation, while the Test anxiety domain
was the least relevant. The SEOTE’s most signifi-
cant domains include Student cooperation and Ac-
tive learning, while the Time on task domain was the
least significant. These results suggest that the mo-
tivated learning strategies are mostly influenced by
students’ self-confidence and internal motivation
for learning, while the assessment of online teach-
ing effectiveness mostly depends on activities which
enable peer cooperation and active participation.
The research also investigated if the students’ gen-
der influenced the use of motivated learning strate-
gies and distance learning assessment. No differenc-
es were found in distance learning assessment, while
female students reported more frequent use of cog-
nitive strategies compared to male students.

When it comes to the interplay of online
teaching effectiveness and motivated learning strat-
egies, the results established that students who are
more confident in learning, set intrinsic goals, and
are able to self-regulate, give higher rates to online
teaching effectiveness. Moreover, students who re-
port using cognitive strategies more frequently at-
tach more importance to their interaction with
teachers and the time they spend on completing
tasks. On the other hand, students who feel anx-
ious about testing report the lack of desire to work
with peers in class. These results indicate that stu-
dents who are more confident, internally motivated
and self-regulated, and who use cognitive strategies
more often, tend to assess online teaching as more
effective compared to others, while anxious students
feel discouraged to participate in joint work. Tak-
ing these results into consideration, teachers need to
work on developing different sets of skills with their
students, while trying to lower anxiety in learning,
in order to facilitate the successful acquisition of
knowledge and high academic performance.
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Yuueepsuinein y Hoeom Cagy, Meguuuncku daxynitieit,
Hoeu Cag, Cpduja

MOJEPAIIMJA YIIOTE CTPATEIMJA YUYEILA KPO3
CTYOJEHTCKY ITPOLIEHY YYEILA HA JA/bVIHY

Yuerwe Ha gamuHy je cée euuie 3aciliyliveHo y ycianosama éucokoi odpasosarva. Yewha
yiotpeda uHHopMayUOHUX U KomyHukauuonux iexronoiuja (MIKT), tiocedHo wiokom tlangemuje
supyca xopona (KOBM-19), omoiyhasa yHatipeherwe yuerwa Ha gamuHy, UCHIO8peMeHO
momusuwyhu nactmasnuxe ga epuxacto tpumeryjy KT y ocmumimasary uHmiepakimiusHux
ipegasara koja du akimiueHo yKbyuusna cee ciiygeniie y Hactasy. Ciiygeniiu du wpedano ga
ipaitie u ycmepasajy ce0j upouec yueroa camoperyiauujom, OgHOCHO ipey3umarbem 0gio60pHOCHIU
3a ceoje yerve.

Ha ocHosy gocagawiroux uciipaxcusarea, camopeiynuuyhu u epuiehu Kowiipony Hag
ceojum yuerem, cllygenitiu 6u thpedano ga 0ygy akTUBHU YHeCHUUU Y C60M UPOUeCcy yHerva.
AxifiueHo yuerve, tpaheHo UHIepAKIAUSHUM UPUCTHLYTIOM Yuery Kao gpyuwliileeHoj gumeH3uju,
oimiiiomane pazeoj camopeiynayuje u sewiiuna camopayunuiiayije, Koje cy inasHe KomMioHeHe
memmakoinuyuje. Cillygeniliu ca pa3eujeHum MeilakoiHUMAUBHUM BeUTIUHAMA CY AKAJeMCKU
ycuewHuju, 3atio Willo pasymejy u KOHMWPOAUULY C80je pasmMuLLbarbe u upoyece y4erba.

»~Hosa Hopmanxociii”, 10080 kao Hosa Hapaguima, yiliuve HA paHuje yiiepheHe HayuHe
Yurenuye o ipoyecy yuerwad. HeoiixogHo je uciipaxcuitiu kaxae yimiuyaj uma udmeroeHu upuciiyi
Hacimiasu usaszean angemujom KOBU/I-19 na yciiex y yuervy.

Hum uctupancusarea je ga ce uciuilia Ciliygeniticka e6anyayuja yueroa Ha gampumy, Kao u
citipaitieiuje Koje ce upumerbyjy y tipouecy yuerba, y3 yiephueare 6ese usmehy rwuxoee iipouere
u ynoupede cupatieiuja. Ciliygenilicka esanyauuja epuxacHociiu oHnajH-Haciase (eni. Student
Evaluation of Online Teaching Effectiveness - SEOTE) kopuwihena je 3a uctiuitiusarve tpouee
Hactiiase Ha garpbuHy, gox je YaumiHuk o Moliueucanum ciipaiieiujama 3a yuewe (eui. Motivated
Strategies for Learning Questionnaire - MSLQ) kopuwihen 3a uctiuitiusarve yuioiipede mMoitiusuca-
HUX ciipaitieiuja yueroa.

Cegam tipunyuiia epuxacte Haciase, koje cy koncipyucanu Yukepuni u Iamcon (Chickering
and Gamson, 1987), ipegcitiaémwajy Hajio3Hattiufy nUciily eapujadnu Koje yiiudy Ha yueroe. Yciiex
yuerwa 3asucu 0g KomyHuxkayuje usmehy citiygenatia u HaciliaéHoi ocodma, capagrwe mehy ciliy-
geHmuma, akimueHol yuervd, dp3e tiospailine undopmayuje, epemera iposegeHol y peuiasarvy
3agatfiaka, BUCOKUX O4eKUBAatba, U HOWIL08AA PASTUMUTHUX TANeHATHA U HA4UHA yuerba. Behu-
HA HACTHABHUX AKIMUBHOCHIU 3ACHOBAHUX HA 08UX Cegam UPUHUULA je y CKAagy ¢a aKiiuHUM
yuervem, apomosumyhu epukacHo yueroe y Kojem clilygeHitiu mMoiy ga Hoeeicy c60ja UcKyciiea ca
upeitixogHum 3Harwem. AyttieHitiuune HACTHABHE AKIMUBHOCTHU 071aKWABAfy JoCiiu3arbe UCOKUX
ouexusearwa citiygenaiia. Cepxa KoHCHPYKIMUBUCTHUYKe HACTHABE je 00n1UK0BaAtbe U YUPABbAlbe UC-
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Kycileuma cillygeHaila pagu Uogciiuyarea aKxiiueéHol pasmuipbara 0 HACasHUM jequHUUAMA.
Cinygenin ou u7pe5a/zo ga 6yge KpeaiiueHu yuecCHUK Koju, y capagru ca 8puirayuma u Haciias-
HUUUMA, UMA Y7oty y upuiipemu, uaaHuparey, peanrudayuju u esanyauuju iupovyeca y4era.

Y3opak y osom ucttipaxcusary odyxeaiiuo je 226 citiygenaiia Ynueepsuiiieiia y Hosom
Cagy. Oxo 77% cy Sunu uciuinianuyu xeernckoi iona. Y wipeHyiKy tollyrwasatba aHkeiie Hajaehu
upoueHaili yuecHuka je duo Ha gpyioj iogunu ciiyguja — 50,4%, gok je citiygenaitia tipée ToguHe
ouno 8,4%. Taxohe, mpehy toguny ioxahano je 16,4% citiygenaitia, a uemiepiny 18,1%. Camo 6,6%
cittygenaitia je Suno Ha tetiloj ioguHu clilyguja.

IIpumervene cy metiioge geckputiitiugHe cilailiucitiuke ga ou ce yiiepguse mepe UeHPaTHux
iieHgeHyuja, 8apujaduHoCiiu U eKCIPeMHUX BPeGHOCTIU HOCMATAPAHUX HYMEPUUKUX KAPAKTHe-
puciiuxa. Y gomeny yiopegHe ciiaiiuciiiuke ipumerbere cy cregehe mexHuke: ili-illecii 3a He3a-
sucHe y3opxe u ITupconos Koedpuyujeniti nuneapue kopenayuje. Mepa yHyitipauiroe KOH3UCTAEHTT-
Hocitiu uspancena Kpondaxosum anga xoedpuyujenitiom xopuuihena je 3a upouery noy3ganociiu
cKazne y uenuHu.

Pesyniniaitiu fioxasyjy ga ciliygeHitiu Koju umajy éuuie camoiioy3garea y yuerwy, cedu tiocitia-
876ajy yumese, U ymejy ga ce camopeiynuuly, io3uiiusHuje oyeryjy naciiasy na gamuny. Ilopeg
woia, cilygeHiliu Koju Kopuciie KoiHUuillueHe ciipaitieiuje yinasHoM KOMYHUKAUUJY ca HACTLA6-
HUUUMA HO3UTUBHO OuervYjy U HAB0ge ga Hposoge suuie spemeHa y casnagasarby HACiasHoi
cagpxaja u usepuwasarwy sagaimiaxa. C gpylie citipane, cillygeHiiu Koju ¢y aHKCUO3HU fipeq Hiecii
ueciio u35eia3ajy pag ca spuirwayuma. Osu pesyniniaitiu ykasyjy Ha o ga cillygeHiliu ca 6Uium
HUBOOM camoegﬁumcnocmu, YHYUIpawibe Mottiusayuje, camopeiynayuje u koju yeuthe upumerbyjy
ciipaitieiuje yueroa gajy sehe oyene YKYUHOM K8anuillelly Haclliase Ha gampury, oK aHKCUO3HOCI
omeilia gpyuwiiéeHy UHIepaKuujy u 3ajegHudxo yueroe.

Kmyune peuu: ciipaitieiuje yuerva, meillakolHUMUSHA camopelynauuja, MoMueayuja,
yuere HA JarbUuHy




