
 

 

 University of Groningen

Teaching for student self-regulated learning
van Beek, Jantine

IMPORTANT NOTE: You are advised to consult the publisher's version (publisher's PDF) if you wish to cite from
it. Please check the document version below.

Document Version
Publisher's PDF, also known as Version of record

Publication date:
2015

Link to publication in University of Groningen/UMCG research database

Citation for published version (APA):
van Beek, J. (2015). Teaching for student self-regulated learning: Studies in secondary vocational
education. [Thesis fully internal (DIV), University of Groningen]. University of Groningen.

Copyright
Other than for strictly personal use, it is not permitted to download or to forward/distribute the text or part of it without the consent of the
author(s) and/or copyright holder(s), unless the work is under an open content license (like Creative Commons).

The publication may also be distributed here under the terms of Article 25fa of the Dutch Copyright Act, indicated by the “Taverne” license.
More information can be found on the University of Groningen website: https://www.rug.nl/library/open-access/self-archiving-pure/taverne-
amendment.

Take-down policy
If you believe that this document breaches copyright please contact us providing details, and we will remove access to the work immediately
and investigate your claim.

Downloaded from the University of Groningen/UMCG research database (Pure): http://www.rug.nl/research/portal. For technical reasons the
number of authors shown on this cover page is limited to 10 maximum.

Download date: 24-05-2023

https://research.rug.nl/en/publications/6f864230-4a11-4f20-b1b5-36f257133e24


This chapter is submitted for publication as: 
Van Beek, J. A., Opdenakker, M.-C, Minnaert, A. E. M. G., Wubbels, Th., & De 

Jong, F. P. C. M. (2015). Do student perceptions of teacher regulating activities 
matter when it comes to students’ self-reported learning outcomes? 

Do student perceptions of teacher regulating activities 
matter when it comes to students’ self-reported 

learning outcomes?

5Chapter



Chapter 596

Abstract

The relationship between teacher regulating of student learning activities and students’ 
self-reported learning outcomes has received little attention in research. The present 
study investigated this relationship, taking into account teacher demographics such as 
gender, age, and years of teaching experience, and the students’ liking of the teacher. 
Results revealed that teacher regulating activities predicted 78% of students’ self-reported 
learning outcomes, of which two-thirds overlapped with the effect of liking the teacher. 
The remaining 27% was a unique effect of teacher regulating activities. There was no 
significant effect of teacher gender on learning outcomes. Teacher age and teaching 
experience were significantly correlated, and teacher age was also significantly correlated 
with students’ self-reported learning outcomes. Further analyses, however, showed that 
this effect appeared to be jointly associated with liking the teacher. It seems that as teachers 
become older, students like them less and, in turn, report reduced learning outcomes.
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Introduc  on

Learning is a social, cultural and interpersonal process influenced by many factors (Shuell, 

1993), with one of these factors being the teacher and his or her teaching activities. 

According to Hattie (2009), 15-30% of the differences in students’ learning outcomes are 

related to what teachers do. For example, Den Brok, Brekelmans and Wubbels (2004) 

found that the teacher has an important role in creating learning environments and 

interactions that stimulate students’ learning processes and develop students’ learning 

skills. The relationship between teacher activities intended to regulate student learning 

activities and student outcomes is the topic of this paper.

Teacher activities may fulfil many functions, often simultaneously; for example, 

motivating, instructing and organising. The complexity of teaching practice can be 

investigated from different perspectives, such as a focus on a particular subject matter, 

interpersonal skills, learning activities, moral authority or in terms of classroom 

management (Wubbels, Brekelmans, Den Brok, & Van Tartwijk, 2006). In the present study, 

we investigate teaching from a learning activities perspective, examining in particular the 

relationship between teaching and self-reported student outcomes. 

From a learning activities perspective, teaching is conceptualised in terms of the 

regulation of students’ learning processes (Den Brok, 2001). Teachers perform activities 

that elicit learning in students, and the teacher’s role may include, for example, modelling 

and coaching students in their learning, as well as instruction in these activities (Kyriakides, 

Creemers, & Antoniou, 2009). These different teaching activities constitute different levels 

of teacher regulation. Therefore, the degree of control students are expected to exert 

over their own learning also varies depending on the teacher activities. It seems that 

learning and teaching activities mirror each other and may be described in the same terms 

(Vermunt & Verloop, 1999). Vermunt and Verloop (1999) distinguish different teaching 

strategies: teacher or external regulation, shared regulation and process-oriented teaching 

or internal regulation. 

Teacher – or external – regulation refers to teachers controlling the learning activities 

by performing these themselves and, in doing so, minimising the need for students to utilise 

their own thought and learning strategies. Instructional activities such as ‘highlighting 

main points’, ‘presenting and clarifying the subject matter’ and ‘explaining in detail step 

by step’ belong to teacher-regulated activities. In a shared-regulation teaching strategy, 

the teacher takes on the task of stimulating students to perform the learning functions. 
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Examples of shared- regulation activities include: ‘ask students to summarize’ or ‘encourage 

students to evaluate their performance’. The strategy in which teachers hand over the 

responsibility for performing learning functions to the students themselves is called 

process-oriented teaching (Vermunt & Verloop, 1999), which facilitates and enhances the 

students’ ability to employ appropriate thinking strategies in order to construct, change 

and utilise their knowledge (Lonka & Ahola, 1995; Vermunt & Verloop, 1999; Volet, 1995). 

In this strategy, the teacher assumes that students will employ the appropriate learning 

and thinking activities on their own initiative when learning. Teachers monitor students’ 

internal regulation, provide feedback and assistance when needed or, in more extreme 

cases, even transfer monitoring activities completely to the students’ themselves. In such 

cases, the reliance on students’ own thinking capacity is maximal, and they are expected 

to be able to cognitively and affectively process the subject matter and regulate their 

learning processes by themselves (Vermunt & Verloop, 1999). 

In a previous study (Van Beek, De Jong, Minnaert, & Wubbels, 2014), we investigated 

the extent to which various modes of regulation were present in classroom practice. 

A survey of students’ perceptions of teacher practice and an observation study were 

conducted to gain an understanding of teacher regulating activities. Based on theories in 

which a distinction is made between external, shared and internal regulation (Boekaerts 

& Cascallar, 2006), we expected that teachers would differ in the manner in which they 

carried out these regulating activities in practice: we expected some teachers to be 

stronger in external regulation and others to use more internal regulation. The results of 

the study, however, revealed that all teachers employed a combination of external, shared 

and internal regulating activities. Our results also showed that teachers differ in the extent 

to which they executed this combination of regulating activities: to a low, medium or high 

degree. Teachers who used a combination of regulating activities to a high degree, for 

example, combined a high degree of external regulation activities with a high degree of 

shared and internal regulation activities (Van Beek et al., 2014).

The present study focuses on the relationship between teachers’ use of regulating 

activities and student learning outcomes, a topic that to our knowledge has received 

little attention to date. Our study uses student perceptions to map these activities, as 

these perceptions represent a primary source of information on the quality of learning 

environments (Fraser, 1998; Levy, Den Brok, Wubbels, & Brekelmans, 2003) and are useful 

to gain an understanding of teaching practices. The way in which students perceive, 

interpret and process information in the instructional situation is an important determinant 



99Do student perceptions of teacher regulating activities matter

of what students learn (Opdenakker & Minnaert, 2011; Shuell, 1988; 1993). Several studies 

have demonstrated that the perceptions of secondary education students are reliable 

(d’Apollonia & Abrami, 1996) and valid (Van Beek et al., 2014), with the results of the 

latter study revealing that there was concurrent validity between students’ self-report 

measures and observations of teacher practice. 

Furthermore, study of student perceptions allows the combining of many different 

individual perceptions from one classroom, based on a large number of lessons and 

several situations and contexts. Student perceptions, when averaged over a group of 

students, are less subject to mood swings, personal preferences and other personal or 

situational factors than individual perceptions (Den Brok, Bergen, Stahl, & Brekelmans, 

2004), which means that they provide a more complete overview of teacher behaviour 

than, for example, the observations of one or two people (Den Brok, Brekelmans, et al., 

2004; Fraser, 1998). It was these features of student perceptions which led us to use them 

to gain an understanding of teacher practices. 

To gauge learning outcomes in this study, we used students’ self-reports of their 

learning outcomes. Although the appropriateness of using self-report data in research 

and assessment has been widely debated, several studies (Carini, Kuh, & Klein, 2006; Cole 

& Gonyea, 2010) have found positive correlations between self-reported learning gains 

and other measures of outcomes (Pike, 2011).

In the present study, we wanted to investigate the relationship between student 

perceptions of teacher regulating activities and students’ self-reported learning outcomes, 

taking into account the possible influence of other variables in order to gain the most 

accurate estimate of the influence of teacher regulating activities. We chose to include 

student liking of the teacher, teacher gender, teacher age and years of teaching experience. 

We will discuss these factors below.

For evidence on the influence of liking a teacher on self-reported learning outcomes, 

we can use research on teacher-student relationships. The study by Den Brok, Brekelmans 

et al. (2004) for example, reported on the relationship between the Proximity Dimension 

(Opposition – Cooperation) and student outcomes. In classes where students perceive 

high emotional proximity to their teachers, that is, where teachers give their students 

the feeling that they are understood, students’ learning outcomes are relatively high 

(Brekelmans, 2010). Davis (2003) also found evidence of a relationship between students’ 

perceptions of their teacher as caring (Wentzel, 1997) and supportive (Dubow & Ullman, 

1989), and student academic outcomes. Teachers can demonstrate their concern for 
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students by being helpful/friendly and understanding (Den Brok, Brekelmans et al., 

2004), but also by directing learning activities, for example, by modelling and promoting 

students’ use of strategies (Moje, 1996). Students want to have teachers who are fair 

and friendly, who make learning fun and interesting and relate to them well, and who 

have a sound knowledge of their subject (Cushman, 2010). Assuming that these teacher 

qualities influence students’ self-reported learning outcomes, it will be useful to include 

the variable of liking the teacher in our analyses.

We also took the possible influence of teacher gender into account. There is little 

research into the differential influence of teacher gender on the learning outcomes of 

students, with Winters, Haight, Swaim, & Pickering (2013) concluding that the influence of 

teacher gender on students’ learning outcomes is still an unresolved research issue. Results 

of research on the influence of teacher gender on teacher practice are also ambiguous. 

Atjonen, Korkeakoski and Mehtäläinen (2011) found that female teachers saw students’ 

special needs and disruptive behaviour as more challenging. Such beliefs held by female 

teachers about their students might influence their practice. Ross (1998) found that male 

and female teachers differ in efficacy, but whether and how teacher efficacy influences 

teacher practice is not clear (Rubie-Davies, Flint, & McDonald, 2012). More recent studies, 

however, have reported no differences in teacher efficacy by gender (Rubie-Davies et al., 

2012). Due to the diverse and contradictory evidence on the effects of teacher gender, 

we found it appropriate to take this factor into account when studying the relationship 

between teacher regulating activities and learning outcomes. 

Finally, teacher age and years of teaching experience might be factors that influence 

teacher practice and therefore student learning outcomes. The question is whether 

students attain higher levels of achievement when taught by more experienced teachers. 

Teacher age and teaching experience might be elements of teacher development, 

and it is supposed that experience gained over time enhances the knowledge, skills 

and productivity of teachers (Rice, 2010). For example, Kyriakides et al. (2009) found 

that students of teachers who used a variety of teaching approaches achieved better 

learning outcomes. Van de Grift and Lam (1998) reported that teaching skills such as the 

intensification of the lesson, activating students and being attuned to differences between 

students, can be regarded as higher teaching skills that result in better student learning 

outcomes. One can assume that more experienced teachers are better able to perform 

more advanced teaching activities, which in turn might influence student engagement 

(Appleton, Christenson, & Furlong, 2008), resulting in higher levels of student achievement. 
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Therefore, when investigating the relationship between teacher practice and learning 

outcomes, we found it appropriate to take into account the variables of teacher age and 

teaching experience. 

This study addresses the question: To what extent do student perceptions of teacher 
regulating activities predict students’ self-reported learning outcomes, when liking the 
teacher and teacher characteristics such as gender, age and years of teaching experience 
are taken into account? To answer this question we used data from an inventory study 

performed in secondary vocational education.

Method

Procedure and par  cipants

For this study, 28 secondary schools belonging to Agricultural Educational Centres (AOCs) 

in the Netherlands were approached. The schools were chosen because they collaborate 

with the University of Applied Sciences and Teacher Education (where the first author is 

employed), providing opportunities for student teacher placements. Of the 28 schools, 

16 agreed to participate. 

In this study, data were collected from 170 secondary vocational education teachers 

and their students. Student perceptions of teacher regulating activities were determined 

using the Pedagogical Practices Inventory (PPI) (Van Beek et al., 2014). In addition to the 

PPI, we also administered questions on student learning outcomes and their liking of 

the teachers. At the same time, data on teacher characteristics (gender, age and years of 

teaching experience) were collected directly from the teachers, who completed a paper 

and pencil form. 

Between March 2010 and June 2011, data were collected during the second half 

of the school year. This was deliberate, as it would give students sufficient experience 

of the pedagogical practices of their teachers before completing the questionnaire. An 

eighth grade student population was chosen because the students would be accustomed 

to secondary education and the style of teaching within the school (it is the second 

year of secondary education in the Netherlands). This also ensured that the students 

had experienced the practices of several teachers and thus had a clear sense of the 

variety of teacher behaviours. Moreover, eighth grade classrooms in the Netherlands 

are comprehensive, while by ninth grade, students have chosen a more specific field of 
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study, and this decision might be based on preferences for the pedagogical practices of 

particular teachers.

To obtain an overall picture of teacher practices, student perceptions from at least 

two eighth grade classes taken by each teacher were collected. The students completed 

the questionnaire for two randomly assigned teachers (students in eighth grade are taught 

by several teachers). Randomisation was based on a schedule ensuring that at least 14 

students from at least two different classes completed the questionnaire for one teacher. 

Before the administration of the questionnaires, all of the teachers were informed about 

the aims and procedures of the study, and all agreed to participate. The study followed 

the ethical research guidelines of the Netherlands Educational Research Association. 

Teachers who taught subjects such as music, physical education and religion were 

excluded from the study because the items in the questionnaire were not applicable to 

these subjects. Furthermore, the selection of teachers ensured that students did not 

complete the questionnaire about a teacher who was also their mentor, as it was thought 

that the students might have a different relationship with them. The questionnaire was 

administered during classroom lesson time, with students receiving detailed instructions 

on how to complete it. 

The participants in this study belonged to a homogeneous Dutch-speaking group. 

Agricultural vocational education schools have few students or teachers from ethnic 

minority groups (Forum, Institute for Multicultural Affairs, 2011; Council of Agricultural 

Education, 2011). In total, 2,961 questionnaires were completed, 1,478 by boys and 

1,478 by girls. For five of the questionnaires, gender was not indicated. Overall, 558 

questionnaires were completed by 13-year olds; 1,785 by 14-year-olds; 605 by 15-year-

olds; and age was not specified on 13 questionnaires. 

The inventory data provided information on 170 teachers: 101 teachers of theoretical 

subjects (general subjects such as mathematics, English and geography); 56 teachers of 

a vocational subject (such as animal husbandry and flower arranging); and 13 teachers 

of both. The teachers were between 22 and 64 years old (M = 40.7; SD = 10.6), and had 

between one and 40 years of teaching experience (M = 12.6; SD = 10.3). The study included 

information about 88 male and 82 female teachers.
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Instruments and variables

As described above, the Pedagogical Practices Inventory was used to gather student 

perceptions of teacher regulating activities. The PPI was developed and used in an earlier 

study (Van Beek et al., 2014), in which the five subscales of the PPI appeared to have 

sufficient to good internal reliability scores (alphas between .75 and .89). Results also 

revealed that student perceptions of teacher practices were congruent with observed 

classroom pedagogical practices, indicating that student perceptions collected with the 

PPI, are a valid indication of teacher practices (Van Beek et al., 2014). 

The 47 items concerning teacher regulating activities constitute five subscales, 

including ‘Direct instructing’ (Sample item: This teacher indicates exactly how we can 

improve our schoolwork, item 21); ‘Instructing information processing’ (Sample Item: 

This teacher lets us search for information in a text, item 34); ‘Supporting self-regulation 

activities’ (Sample Item: With a new subject, this teacher asks us what we already know 

about the subject, item 35); ‘Probing self-regulation activities’ (Sample item: The teacher 

asks us how we think to address an assignment in a proper way, item 29); and ‘Allowing 

self-regulated learning’ (Sample item: With this teacher, as students, we reflect on what 

we know about a new subject, item 38). The responses to the 47 items in the questionnaire 

were given on a five-point Likert scale (1 = almost never and 5 = very often). Results of an 

earlier study (Van Beek et al., 2014) showed that there is one dimension underlying the 

five subscales. The teacher’s position on this dimension is expressed as a factor score: it 

indicates the degree of perceived teacher regulating activities on the five subscales as a 

whole; for example, a high factor score indicates that all five subscale means were high. 

In addition to the PPI, we administered questions on students’ perceived learning 

outcomes (‘From the teacher about whom I am completing this questionnaire, I learn: 

a little [1]; more than a little but not much [2]; much [3]’) and liking the teachers (‘The 

teacher about whom I am completing this questionnaire is: not so nice [1]; not so nice 

but also not bad [2]; nice [3]’). Data on teacher characteristics were collected by filling 

in teacher gender (male = 1; female = 2), and by asking the teachers their age (in years) 

and their years of teaching experience (in years). 

Data analysis

To obtain an overall picture of teacher practices, we used student perceptions from different 

classes. For the analyses, therefore, all of the data gathered with the PPI were aggregated at 
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the teacher level. In addition, mean student scores were calculated on a three-point scale for 

each teacher for the questions on students’ perceived learning outcomes and whether they 

liked their teacher. To be able to present descriptive results, we calculated the average scores 

on teacher regulating activities and self-reported learning outcomes for male and female 

teachers, and for teachers of different ages and years of teaching experience categories. 

Since we were dealing with hierarchically nested data (teachers within schools), 

multilevel modelling was employed (Snijders & Bosker, 1999), and we decided to define a 

two-level structure: teacher level and school level. We used the MLwiN 2.23 program for 

our analysis (Rasbash, Browne, Healy, Cameron, & Charlton, 2011), which is specifically 

developed to analyse this kind of data. 

We started with an empty model to analyse to what extent variances in perceived 

learning outcomes are related to differences between teachers within schools and 

between schools. To analyse to what degree student perceptions of teacher regulating 

activities predict students’ perceived learning outcomes, we added the variable ‘perceived 

teacher regulating activities’ to the ‘teacher regulating activities model’ (TRA model). 

In addition to the perceived teacher regulating activities, we included the variables of 

teacher gender, age, years of teaching experience and liking the teacher in the corrected 

model (corrected TRA model). 

Results 

Table 5.1 presents the average scores on teacher regulating activities and self-reported 

learning outcomes for male and female teachers, and for the categories of teacher age 

and years of teaching experience. 

With respect to teacher age and teaching experience, the results of the descriptive 

analyses revealed that an increase in the age of the teacher and greater teaching 

experience were related to a decrease in students’ perceptions of teacher regulating 

activities and students’ self-reported learning outcomes. The means of teacher regulating 

activities of the two most extreme categories of teacher age and teaching experience 

showed a decrease of .48 (age) and .47 (experience). This difference between means 

divided by the mean standard deviation is .5, which in terms of Cohen’s d (Cohen, 1988) 

can be considered a medium effect. Comparison of the means of self-reported learning 

outcomes for the two most extreme categories of teacher age and teaching experience 

showed an effect size of .3, which can be considered a small effect. With respect to gender, 
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there was almost no difference between male and female teachers concerning teacher 

regulating activities and self-reported learning outcomes.

Furthermore, we examined plots in which the relationship between liking the teacher 

and teacher regulating activities, and between liking the teacher and self-reported learning 

outcomes, were defined. Results of these analyses showed no deviations from the linearity 

assumptions between these variables. We subsequently calculated correlations between the 

variables of teacher regulating activities, liking the teacher, teacher gender, years of teaching 

experience and self-reported learning outcomes (see Table 5.2). The results revealed that 

there was a strong relationship between teacher age and teaching experience (.72) and 

negatively significant correlations (less than .30) between teacher age and liking, and between 

teaching experience and liking. Regarding self-reported learning outcomes, results revealed 

that age was significantly correlated to self-reported learning outcomes (p < .05), with a 

correlation of less than .30. Teacher regulating activities and teacher liking were significantly 

correlated to self-reported learning outcomes (p < .01), with correlations above .75. 

Table 5.2 Correlations between teacher regulating activities, liking the teacher, teacher gender, age, years of 
teaching experience and self-reported learning outcomes

Teacher 
regulating 
activities

Liking 
the 

teacher

Teacher 
gender

Teacher 
age

Years of 
teaching 

experience 

Self-
reported 
learning 

outcomes

Teacher regulating activities 1 .70** .09 -.24** -.19* .89**

Liking the teacher 1 -.06 -.19* -.19* .75**

Teacher gender
(male = 1, female = 2)

1 -.25** -.18* .07

Teacher age 1 .72** -.17*

Years of teaching experience 1 -.12

Self-reported learning 
outcomes

1

* p < .05, ** p < .01

The results for the empty model with the two levels (schools and teachers) revealed 

that the total variance in self-reported learning outcomes may be attributed almost 

solely to differences between teachers. Table 5.3 presents the effect of teacher regulating 

activities (TRA) on self-reported learning outcomes, as well as the effect of all variables 

together on perceived self-reported learning outcomes.
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The variable of teacher regulating activities explained 78% of the variance in self-

reported learning outcomes (see TRA model in Table 5.3). The corrected TRA model 

showed that all variables together explain 82% of the variance in self-reported learning 

outcomes, of which the variables of teacher regulating activities and liking the teacher 

significantly predict self-reported learning outcomes. The variables of teacher gender, age 

and years of teaching experience showed no significant effects on self-reported learning 

outcomes. The correlation matrix (see Table 5.2) showed a significant correlation between 

teacher age and self-reported learning outcomes, but further analyses showed that the 

effect of teacher age decreased when the variable of liking the teacher was inserted into 

the multilevel analyses. 

Because the effect of teacher regulating activities on self-reported learning outcomes 

also decreased when the variable of liking the teacher was added, further analyses were 

performed to investigate to what extent there was a joint effect of the two variables. 

Results revealed that two-thirds of the explained variance in self-reported learning 

outcomes (78%) was the result of a joint effect. The remaining one-third was a unique 

effect of teacher regulating activities on self-reported learning outcomes. This means that 

the level of teacher regulating activities is a strong predictor (Cohen, 1988) of self-reported 

learning outcomes, even when corrected for the variables of teacher gender, age, years 

of teaching experience and liking the teacher.

Table 5.3 Model estimates for the variable effects on perceived learning outcomes (n = 168) 

Model Empty TRA model Corrected TRA model

Fixed part Coefficient SE Coefficient SE Coefficient SE

Intercept

Teacher regulating activities

Teacher gender
Teacher age
Years of teaching experience

Liking the teacher

2.361** .031 2.357**

.361**

.019

.014

2.343**

.292**

.030

.001

.002

.238**

.022

.019

.027

.002

.002

.043

Random part Variance SE Variance SE Variance SE

School level
Teacher level

.000

.164
.000
.018

.003

.033
.002
.004

.002

.028
.002
.003

Deviance (-2*log likelihood) 173.053 -86.103 -115.309

* p < .05, ** p < .01
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Conclusions and discussion

The purpose of this study was to investigate to what degree student perceptions of teacher 

regulating activities predict students’ self-reported learning outcomes, when teacher 

characteristics such as gender, age and years of teaching experience and students’ like or 

dislike of the teachers are also taken into account. The results of the multilevel analyses 

carried out at the teacher and school levels showed that almost all variance in the students’ 

self-reported learning outcomes could be attributed to differences between teachers. The 

results showed that teacher regulating activities predicted 78% of students’ self-reported 

learning outcomes. Although further analyses suggested that two-thirds of the explained 

variance was linked with the effect of liking the teacher, the remaining one-third was the 

result of a unique effect of teacher regulating activities on self-reported learning outcomes. 

Apparently, the extent to which teachers perform regulating activities in classrooms does 

matter in terms of students’ self-reported learning outcomes.

In this study, we also asked whether teacher characteristics such as gender, age and 

years of teaching experience influenced the relationship between students’ perceptions of 

teacher regulating activities and students’ self-reported learning outcomes. With respect 

to teacher gender, the results of the multilevel analyses showed no significant effect on 

the self-reported learning outcomes. Apparently, learning outcomes have more to do with 

teacher quality than with teacher gender (Cushman, 2010; Francis, 2008). 

With respect to teacher age and teaching experience, results showed that these 

variables were strongly correlated. Furthermore, teaching age appeared to be significantly 

correlated to students’ self-reported learning outcomes. However, further analyses showed 

that the effect of teacher age on self-reported learning outcomes appeared to be a joint 

effect with liking the teacher, in which the effect of the variable of liking on self-reported 

learning outcomes was much larger. It seems that when teacher age, and thus also years 

of teaching experience, increases, students like teachers less and in turn report lower 

learning outcomes. These findings are contrary to theories (Kyriakides et al., 2009; Van 

de Grift & Lam, 1998) that assume that an increase in the complexity of teaching skills in 

more experienced teachers results in greater engagement and therefore in higher levels 

of student achievement. 

An explanation for this can be found in the effect of liking the teacher on self-reported 

learning outcomes. The extent to which students perceive teacher regulating activities, 

together with the variable of liking the teacher, substantially predict students’ self-reported 
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learning outcomes. Of this effect, two-thirds is a joint effect, which means that the two 

variables are partly related to each other in terms of their influence on students’ self-

reported learning outcomes. It may be that an important part of the positive effect of 

teacher regulating activities depends on the degree to which the teacher is liked, which 

results in better student performance. Perhaps this is a way in which teachers might 

influence student learning activities and therefore student learning outcomes. Whether 

liking a teacher can actually be considered as a mediating variable between teacher 

regulating activities and student learning outcomes could be explored in further research 

and we recommended that this be tested in future models. 

As a result of our study, we might suggest that being liked as a teacher facilitates a 

positive effect of teacher regulating activities on learning outcomes. This reasoning is 

in line with theories on teacher-student relationships such as those of Davis (2003) and 

Den Brok, Brekelmans et al. (2004), which claim that teacher behaviour that promotes 

a cooperative relationship between students – such as listening, being supportive and 

being responsive – is associated with enhanced student engagement and performance. 

Appleton et al. (2008) also claimed that students who feel connected to and cared about 

by their teachers report other reasons for engaging in positive school-related behaviours 

(Ryan, Stiller, & Lynch, 1994), which in turn affects their learning outcomes. 

The results of our earlier study (Van Beek et al., 2014) demonstrated that teachers 

perform a combination of regulating activities, that is, direct instruction and stimulating 

students, as well as promoting the students’ use of their own learning strategies. The 

present study reveals that teacher regulating activities are important, in terms of students’ 

self-reported learning outcomes. The question, however, is what constitutes good teacher 

regulating activities in relation to students’ self-reported learning outcomes. Is it the 

clarity and pace of instruction, the amount of structure provided (Boekaerts & Cascallar, 

2006), the enhancement of students’ perceived control by granting them opportunities 

for choice and self-directed learning (Eshel & Kohavi, 2003), feedback, and/or teachers’ 

communication of expectations (Den Brok, Brekelmans et al., 2004)? This question should 

be explored in future research. A detailed study of teacher classroom practices is required 

to gain an understanding of the precise nature of their classroom regulating activities. 

The results of our study are based on a student perceptions questionnaire, and 

although this is a sufficiently reliable measurement instrument in itself, a combination 

of different methods may more adequately cover different aspects of teaching and 

therefore do justice to the enormous variability in classroom contexts (Dwyer, 1998; 
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Uhlenbeck, Verloop, & Beijaard, 2002). It would be interesting to combine data from the 

questionnaire with more detailed observational data to gain further insight into teacher 

regulating activities oriented towards improving student learning outcomes and student 

learning in general.
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