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Abstract
The aim of this study is to examine the effect of SCM-based self-regulation writing instruction on the expository
writing and self-regulation skills of middle school 7th grade students. In the research, explanatory sequential
mixed method, in which qualitative and quantitative research designs are used together, was used. In the
quantitative dimension of the study, the quasi-experimental pre-test-post-test paired control group design was
used, and in the qualitative dimension, the case study was used. The study group consists of 66 middle school
students attending the 7th grade. It was used two quantitative data collection tools in the study. T-test and
Covariance (ANCOVA) analysis were used for independent samples to compare the means of pre-test post-test
scores. On the other hand, the qualitative data of the study were collected with a semi-structured interview form
and analyzed through content analysis. As a result of the findings obtained from the post-test results in the study,
it was observed that the expository writing and self-regulated writing skills of the experimental group students
were significantly higher compared to the control group students. Qualitative data were grouped under four main
themes: motivation, text production, use of strategy, and negativities.
Keywords: Self-Regulated Writing, The Social Cognitive Model of Sequential Skill Acquisition, Writing
Instruction, Expository Texts

1. Introduction
Writing skill is a language skill that including knowledge of the process as well as requires accumulation of
knowledge of the product. In fact, it has been understood that product based approach to teaching writing is not

* This study was presented as an oral presentation at the 3rd International Symposium of Limitless Education and Research held in Bodrum /
Muğla on 24-27 April 2019.

414

Asian Institute of Research

Education Quarterly Reviews

Vol.4, Special Issue 1, 2021

sufficient in the world especially in the last quarter of the twentieth century. Moreover, the prominence of
cognitive processes in learning has also affected the teaching of writing, made the process of creating this
product as important as the product presented in the writing process. In this direction, primarily, the first models
of process-based writing (Britton, 1979; Graves, 1975; Rohman, 1965) have emerged. But these models have
been criticized by Flower and Hayes (1981) in terms such as being linear, focusing more on the written product,
neglecting the author's internal processes and these researchers presented a cognitive process model that
included follow-up, the author's long-term memory, and task environment in the writing process. After this
model, a great improvement was achieved in understanding the cognitive processes in the writing process
(Garcia-Sanchez & Fidalgo-Redondo, 2006) and interest in writing has increased. With further studies, it was
understood that writing is a demanding and complex skill that requires a high level of self-regulation, which is
related to working memory and motivational structures as well as long-term memory (Graham & Harrris, 1997;
Harris, Graham, Mason & Saddler, 2002; Hayes, 1996; McCutchen, 2000; Zimmerman & Risemberg, 1997).
It is very difficult to make a precise and comprehensible definition of the term self-regulation, which is at the
center of writing; because self-regulation has a complex structure consisting of all high-level processes such as
cognition, problem solving, decision making, metacognition, motivation, and self-control (Boekaerts & Corno,
2005). On the other hand, considering the Social Cognitive Learning Theory, which forms the basic theoretical
basis of this study, according to the self-regulation capacity, the individual; evaluates and directs their own
personal, behavioral and environmental processes through sub-functions such as self-judgment and self-reaction
(Bandura, 1991). According to this theory, learning is the interaction of environmental, personal and behavioral
processes (Bandura, 1977, 1986). From the point of view of Social Cognitive Learning Theory, writing includes
self-regulation processes that are planned, initiated, maintained by the author (Zimmerman & Risemberg, 1997)
and requires the author to constantly compare his / her goals with his / her performance (Zimmerman &
Bandura, 1994). Accordingly, self-regulation in writing is that the author directs the writing process and
supervises the personal (cognitive and affective), behavioral and environmental processes that interact during
this process and related strategies (Zimmerman & Risemberg, 1997).
Zimmerman and Kitsantas (2007), who discuss writing in the context of Social Cognitive Learning Theory,
developed a cyclical model of self-regulation for writing. According to this model self-regulation in writing
consists of forethought, performance / volitional control and self-reflection stages. To summarize briefly, at the
forethought stage, the writer sets goals for herself/himself by considering her/his environment and writing tasks
and does strategic planning (Zimmerman & Kitsantas, 2007). In this direction, the author will set goals for both
the text s/he will write (content of the text, structure, etc.) and the writing process (completing the article in three
hours, etc.) and develops strategies for both. One of the key elements of the forethought phase is motivation.
According to Zimmerman (2000), if the individual is not motivated enough to use self-regulated learning skills,
these skills have no value for her/him. Motivational structures such as interests, self-efficacy belief, outcome
expectations, task values, goal orientation are effective in determining goals and strategic planning (Zimmerman,
2002; Zimmerman & Schunk, 2008). This is also valid for the writing process.
Another stage of the cyclical model for writing is the stage of performance. Writer at the performance stage; uses
strategies to help her/him effort by focusing on the task. Successful writers; effectively use personal (affective
and cognitive), behavioral and environmental self-regulation strategies (Zimmerman & Kitsantas, 2007;
Zimmerman & Risemberg, 1997). Cognitive strategies take place at the top of the self-regulation strategies in
writing. These strategies include actions for editing, producing and transforming the text, such as planning,
drafting, and revising the text specified by researchers who focus mainly on the cognitive aspect of writing skill
(Albertson & Billingsley, 2001; Flower & Hayes, 1981; Zimmerman & Risemberg, 1997). In addition to these,
successful authors also use personal, behavioral and environmental strategies such as goal setting, time planning
and management, focusing attention and organizing the environment, social modeling of writing knowledge,
self-recording and monitoring their own performance, self-rewarding or punishing, self-instruction, seeking
social assistance (Graham & Harris, 2000; Graham, Harris & Troia, 1998; Zimmerman & Kitsantas, 2007;
Zimmerman & Risemberg, 1997).
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The last stage of the cyclical model for writing is the stage of self-reflection. At this stage, the author compares
her/his performance with a certain standard and purpose, gives positive or negative reactions, and bases her/his
results on the causes (Zimmerman & Kitsantas, 2002). Because, at this stage, the authors make inferences about
how to improve their behavior in their following actions. In this direction, successful writers avoid defensive
inferences such as escaping from the task, postponing the task, and make adaptive inferences such as setting
hierarchical goals, choosing a more effective strategy (Zimmerman, 2000; Zimmerman & Kitsantas, 2007). With
these aspects, the stage of self-reflection is extremely important for following writing tasks. The aspect that
enables the model to be cyclical is the author's attitude, reaction and inferences in self-reflection.
According to the perspective of Social Cognitive Learning Theory, cyclic self-regulation processes can be taught
through “a social cognitive model of sequential skill acquisition” (SCM) with four-stage (Schunk, 1999; Schunk
& Zimmerman, 1997, 2007; Zimmerman, 2000, 2002). This model, which is generally valid for all skill
acquisitions, can also be applied to writing skills and can be used for students to acquire cyclical processes of
writing (Zimmerman & Kitsantas, 1999, 2002, 2007). According to SCM, observing master models gives
students information about learning how to successfully develop successive actions (Schunk & Zimmerman,
2007). In compliance with SCM, learning starts through social resources (teacher, student, etc.) and is gradually
transferred to the control and supervision of the individual (Schunk & Zimmerman, 2007). SCM basically
consists of four phases: observation, emulation, self-control and self-regulation.
To summarize briefly, in the observation phase, the teacher becomes a writer and expresses the writing process,
which passes until a qualified text is created, and his feelings and thoughts in this process through thinking
aloud. Thus, is/he becomes a model for students (Garcia-Sanchez & Fidalgo-Redondo, 2006). In this process, the
student observes the teacher and cognitively learns the observed skill and strategy (Schunk & Zimmerman,
2007). In the emulation phase, students learn to simulate the performance of an expert. The student does not
copy the actions of the expert / teacher who is a model, but instead tries to emulate the general style of the expert
/ teacher (Schunk, 1999). The emulation phase provides some kind of feedback for aspiring writers to improve
their self-regulation standards (Zimmerman & Kitsantas, 2002). To give an example, the student can start by
asking questions to the text, similar to the teacher / expert, but does not copy the teacher's sentences. At the
phase of self-control, students can use the skill or strategy independently while performing the task. At this
phase, the skill or strategy is internalized by the student, but the performance of the expert / teacher is taken into
account (Schunk, 1999). For example, the student has now learned that the text can be started by asking
questions, if the student is at the phase of self-regulation, students can adapt and use skills and strategies
according to the situation. At this level, students can make adjustments according to the characteristics of the
task, set personal goals and implement plans for them, and maintain their motivation through a sense of selfefficacy to achieve their goals (Schunk & Zimmerman, 1997, 2007; Zimmerman & Kitsantas, 2002). When
faced with a different writing task at this level, students can adapt the strategies they have acquired according to
their own writing goals.
SCM, whose theoretical framework is presented, is similar to other models (e.g. the Self-Regulated Strategy
Development Model, Cognitive Strategy Instruction in Writing Model, Strategy Content Learning Instruction,)
that can be considered within the scope of self-regulated writing instruction interventions. All these models
provide strong evidence for the effectiveness of self-regulated writing strategies in improving writing
performance (Garcia-Sanchez & Raquel Fidalgo-Redondo, 2006). In this study, the effectiveness of SCM in
writing instruction has been tested. The reasons and importance of discussing SCM in this study can be
explained as follows.
When the studies in the literature are examined, it is seen that the Self-Regulated Strategy Development Model
(SRSD) is predominantly applied in the intervention studies in the field of writing instruction based on selfregulation. Graham and Perin (2007), in their meta-analysis study on adolescents, determined that this model is
very effective in developing the writing skills of different target audiences (students with learning disability,
child with typical development etc.). Similarly, in studies supported by SRSD and SRSD applied in the dates
after this meta-analysis study, it has been revealed that this model is also effective on different target groups
(e.g., Festas et al. 2015; Ozdowska, Wyeth, Carrington, & Ashburner 2021; Palermo and Thomson 2018;
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Rosário et al. 2019; Traga Philippakos, & MacArthur). However, the SRSD model is a strategy teaching model
(Garcia-Sanchez & Raquel Fidalgo-Redondo, 2006; Uyar, 2015). SCM compared to SRSD, SCM includes the
processes of modeling more than SRSD, in SCM, students can encounter different models (e.g. expert / teacher,
novice / student) and SCM is more effective in improving students' self-efficacy perceptions (Garcia-Sanchez &
Raquel Fidalgo-Redondo, 2006). The main reason for using SCM in this research is that SCM is more dominant
in terms of modeling processes.
Secondly, research is important for the following reasons. This research has been implemented in Turkey.
Intervention studies in the field of writing instruction based on self-regulation in Turkey are quite limited.
Moreover, in these studies, similar to the general literature, the SRSD model was predominantly applied (e.g. Bi,
2020; Can & Güneş, 2017; Çağlayan Dilber, 2014; Güzel-Özmen, 2006; Öğülmüş & Melekoğlu, 2021; Uygun,
2012). It was seen that the SCM was applied together with SRSD in writing teaching studies, and only one
study related to this was found (Müldür & Yalçın, 2019). A model that is quite similar in scope to the SCM has
been applied only in the reading education, and studies in this direction are also very limited (Türkben, 2019;
Uyar, 2015). For these reasons, investigating the effect of these reasons SCM of literacy education in Turkey has
been remarkable.
Thirdly, the research is important in terms of dependent variables of the research. One of the dependent variables
of this research is the expository writing. Referring to the situation in Turkey, students expository writing is
weak (e.g. Duran & Özdil, 2020; Müldür & Çevik, 2019; Temel & Katrancı, 2019; Ülper, 2011). In addition,
researches conducted within the scope of intervention in both national and international literature focus on
students' narrative, persuasive and argumentative texts. Intervention studies on students' expository texts are very
limited (e.g. Graham & Perin, 2007; Karatosun, 2014; Temizyürek & Çevik, 2017; Ülper, 2008; Müldür &
Yalçın, 2019). In this study, expository texts in which students are weak are discussed. It is thought that the
study will contribute to the literature in this respect. A second variable of this research is students' self-regulated
writing skills. In the literature, mostly products are evaluated in the studies conducted within the scope of selfregulated intervention and there are a limited number of studies aiming to examine the effects of the model such
as self-efficacy perception, metacognitive knowledge for writing, and self-regulation (e.g. Chen, 2020; Graham,
Harris, MacArthur & Schwartz, 1991; Harris, Graham & Mason, 2006; Sawyer, Graham & Harris, 1992; Müldür
& Yalçın, 2019; Zumbrunn, 2010). This research is thought to be important in terms of filling this gap in the
literature.
In line with this justification and importance, the main purpose of this study is to determine whether there is a
significant difference at expository writing and self-regulated writing skills between 7th grade secondary school
students who are given writing instruction based on the SCM in line with the cyclical model of self-regulation
and the Turkish Teaching Program. In this respect, the sub-problems of the research can be listed as follows:
Sub problems
1. Is there a significant difference between the students who are given writing instruction based on the
SCM and Turkish Teaching Program in terms of expository writing?
2. Is there a significant difference between the students who are given writing instruction based on the
SCM and Turkish Lesson Curriculum (TCC) in terms of self-regulated writing skills?
3. What are the experimental group students' opinions about the SCM?
2. Method
2.1. Research Design
In the study exploratory sequential mixed method was used. In the exploratory sequential mixed method,
quantitative data are collected first, and then qualitative data are collected. In this pattern where the research
problem is more quantitatively oriented, the researcher uses the qualitative stage to explain quantitative data in
more detail (Creswell & Clark, 2017).
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For the quantitative dimension of the study, quasi-experimental design with pretest-posttest control group was
used. Quasi-experimental designs are an effective model that can be used in research in the field of education
where it is not possible to control all variables (Cohen, Manion & Marrison, 2007). The qualitative research
design in the research is a case study. In case of studies, one or more events, settings, social groups, programs or
interconnected systems are examined in depth (McMillan, 2000). The case study represents a method by which a
phenomenon is studied in its own reality (Yin, 1984). In this research, SCM is examined within its own context
and reality.
2.2. Participants
Quantitative Study Group: The quantitative study group of the study consists of 66 middle school students
studying in the 7th grade of a state school with a middle socioeconomic level, from a province located in the
center of the Mediterranean region, in Turkey. In determining the study group, the unbiased assignment method
was used, in which the subjects were assigned to the experimental or control group objectively (Eckhardt &
Ermann, as cited in Büyüköztürk, 2011). In the school where the study was conducted, two classes were
considered to be equal to each other in academic and socio-economic terms by the administrators and teachers.
And one of these classes was assigned as the experimental group and the other as the control group.
Qualitative Study Group: Thirteen students in the experimental group constitute the qualitative study group of
the study. The maximum variation sampling method was used in determining the qualitative study group. In the
maximum variation sampling method, the researcher increases the possibility of reflecting on different
perspectives and differences of the findings by selecting the participants that differ from each other (Creswell,
2013). In this study, the experimental group students were divided into three groups: those with low performance
in terms of writing performance, those with moderate performance and those with high level of performance,
considering the difference scores between pre-test and post-test scores. In this direction, five students were
selected from each group and a semi-structured interview was conducted with fifteen students in total.
2.3. Intervention
In the research, before starting the experimental applications, pre-tests were applied. Following the pre-tests,
writing instruction based on the SCM was applied to the students in the experimental group for sixteen lesson
hours during eight weeks. Writing instruction was applied to the students in the control group in line with the
activities in the textbooks prepared according to the Turkish Teaching Program. At the end of the process, final
tests were conducted and qualitative data were collected after the quantitative data collection process.
In the first two sessions, which were applied to the experimental group students, the students' general knowledge
of the writing process, text structures knowledge, and self-regulation processes were developed. For this
purpose, teaching techniques such as brainstorming, group discussion, direct and explicit instruction, activating
previous knowledge, and gamification were used. Since the third session, the SCM has been applied so that a
different expository text structure is addressed each week. Accordingly, the sequence text structure in the third
session, the description text structure in the fourth session, the cause and effect text structure in the fifth session,
the problem and solution text structure in the sixth session, and the comparison text structure in the seventh
session were discussed. Between the third and seventh sessions, the teacher initially modeled her students by
using cognitive modeling and think aloud techniques in accordance with the SCM.). She applied self-regulation
processes loudly in writing through cognitive modeling (forethought, performance and self-reflection) and selfregulated writing strategies (such as goal setting, clustering, graphic organizers, organizing and transforming,
self-monitoring and self-evaluation, focusing attention and environmental structuring, seeking social assistance,
self-instruction) in the classroom. Later, students collaborated with their peers and teachers and received
feedback from them and prepared a text about the text structure of that day. In this process, they applied the
cyclical writing process based on self-regulation. From the third to the end of the seventh session, the teacher
gradually reduced the processes of modeling, observation processes and social support through thinking aloud.
In the eighth session, students wrote a text by using the text structure they choose and by managing their own
self-editing processes.
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Applications in the control group were carried out in eight sessions as in the experimental group. In the control
group, a writing training based on the Turkish Lesson Curriculum (2015) was applied and the students did the
writing activities in their Turkish textbooks. Within the scope of the writing activities in the textbooks, the
students were given the activities of creating a text by putting the displaced sentences in a logical order,
completing the text, creating an expository text about a topic, and creating an expository text about a maxim.
While implementing the activities instructions in the book were taken into account. In this direction, pre-writing
preparatory work such as question-answer, sample text analysis was carried out in some activities. Students were
asked to draft their articles, share their drafts with their desk mates, and rewrite their articles by taking into
account their friends' evaluations. In some activities, students were asked to obey spelling and punctuation rules,
plan their writings around a main idea, support the main ideas in their writings with supporting ideas, put the
information in order, conclude their writings with impressive expressions, enrich them with idioms, and evaluate
them in terms of spelling and punctuation. While the activities are being implemented, the course of nature has
not been interfered with. In line with his / her field and professional knowledge, the teacher reminded the
students in a number of issues such as limiting the topic, developing main ideas and supporting ideas, and ways
of developing ideas, and gave examples. The process of being a model, starting with the cognitive modeling of
the teacher and continuing to independent writing, applied in the experimental group, was not included in the
control group. When the students in the control group requested help, they have not been refused, and the
students received help from their teachers and friends whenever they wanted. The teacher mostly gave feedback
to the students about the texts they produced when needed. Post-tests were applied after the intervention studies.
Qualitative data were then collected.
2.4. Data Collection Tools
Expository Writing Evaluation Form: In the research, the Expository Writing Evaluation Form (EWEF)
developed by Müldür and Yalçın (2019) was used to determine students' writing skills. The form consists of
seven parts; main idea/focus, supporting details, organization and coherence, language and style, cohesion,
spelling and punctuation, legibility. The criteria are scored 1-5 in the form, which is designed as a rubric. In the
research process, for the reliability study of the rubric, the texts written by the students in both the pre-test and
the post-test were scored separately by two experts and the correlation coefficient (Pearson correlation) between
the scores was examined. By means of Pearson correlation analysis, the correlation coefficient between the two
raters was 0.82 for the pre-test and 0.86 for the post-test. Since this result is above 0.80, it can be said that there
is a high level of reliability between the scores given by 2 raters.
Self-Regulated Writing Scale: The Self-Regulated Writing Scale (SRWS) developed by Müldür and Yalçın
(2019) was used to determine students' self-regulation writing skills. The scale developed in 5-point likert type
was graded as "I never do: 1", "I rarely do: 2", "I occasionally do: 3", "I often do: 4" and "I always do: 5".
According to the exploratory factor analysis, the scale consists of four factors with an eigenvalue greater than 1
and explaining 46.543% of the total variance. These sub-dimensions are effort, monitoring and managing the
process, seeking assistance and text generation. The 21-item scale includes 6 items in the effort sub-dimension, 6
items in the monitoring and managing the process, 5 items in the seeking assistance sub-dimension, and 4 items
in the text generation sub-dimension. As a result of the confirmatory factor analysis of the scale, fit indices were
determined as RMSEA=0.044, GFI=0.916, AGFI=0.894, CFI=0.927 and NFI=0.827. The internal consistency
coefficient of the scale was calculated as 0.85. The Cronbach Alpha internal consistency coefficient of the scale
was calculated for the sample included in this study. For the pre-test Cronbach Alpha is 0.87 and for post-test
Cronbach Alpha is 0.90. This result shows that the SRWS is reliable enough to be used within the scope of the
research.
Semi-Structured Interview Form: In the research, semi-structured interview form was used to determine the
opinions of the experimental group students on self-regulated writing instruction. A semi-structured interview
form was used in this study, and while preparing the interview form, criteria such as the form being suitable for
the purpose, being clear and understandable, and not containing directive expressions were considered (Creswell,
2013; Merriam, 2009; Patton, 2014). Form was applied after reviewing and editing by three experts.
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2.5. Data Analysis
Analysis of Quantitative Data
Independent samples t-test and Covariance (ANCOVA) analysis were used to interpret the scores obtained
through EWEF and SRWS in the pre-test and post-test stages of the experimental design. ANCOVA is a
sensitive and useful method to examine the differences between groups in random control design when random
assignment to groups is not possible (Tabachnick & Fidell, 2013). In order for both analyzes to be carried out,
some assumptions must be provided. According to the assumptions of the independent samples t-test, the
measurements of the dependent variable should exhibit normal distribution in both groups. The variances of the
distributions of measurements in both groups should be equal. Samples whose averages are to be compared
should be unrelated (Büyüköztürk, 2012). According to the assumptions of ANCOVA analysis, the intragroup
regression slopes should be equal, there should be a linear relationship between the dependent variable and the
covariate, the scores of the dependent variable should be normally distributed in each group, and the variances of
the scores should be equal (Büyüköztürk, 2012). Before applying both analyzes, the assumptions for both
dependent variables were examined and it was concluded that the assumptions were met. Further the
intervention’s effect size was interpreted using partial eta squared (ηp2) with the traditional decision rules: .01–
.059 = small, .06–.139 = medium, and ≥ .14 = large (Cohen, 1988).
2.6. Analysis of Qualitative Data
In the research, the qualitative data collected through semi-structured interviews were analyzed with content
analysis. In the content analysis, the stages of organizing the data obtained, creating codes based on the data,
separating the codes into categories or themes, organizing and reviewing the material according to these
categories and evaluating in the light of previous studies (Creswell, 2013) were followed.
In qualitative research, validity and reliability are considered differently from quantitative studies. Qualitative
research requires criteria such as credibility, consistency, conformability and transferability rather than validity
and reliability. Researchers in a qualitative research should meet these four criteria by using different strategies
such as participant confirmation, expert opinion, purposeful sampling, and negative situation analysis (Creswell,
2013; Merriam, 2009; Patton, 2014). In this study, maximum variation sampling was used and students were
classified as low (LP), medium (MP) and high (HP) performance students in terms of difference scores between
pre-test and post-test. While giving quotations about student views, the performance qualities of the students are
specified. Thus, the different perceptions and experiences of the participants with different qualities were tried to
be presented as a whole. In addition, direct quotations on students' views were included. Adverse situation
analysis was also used in the study. In the research, unexpected findings such as seeing some practices boring
and negative were encountered and these were also reported. Finally, expert opinion was consulted, and
qualitative data were analyzed by the researcher and another expert. After the analysis, the codes and themes
were reviewed and rearranged by another expert. In this way, the credibility, transferability and consistency of
the research were tried to be increased.
2.7. Ethic
Before the study, administrators and Turkish-language teachers of three schools in the city center where the
application was conducted were interviewed, and administrators and teachers in one of the schools stated that
they could participate in the study voluntarily. For the school to volunteer to participate in the study, official
permission was obtained from the Provincial Directorate of National Education. In addition, the parents of the
participants were informed about the content and duration of the application through the Parent Consent Form,
and the parents were asked to sign the participation consent.
Confidentiality was adhered to during the research process. It was stated to the participants that their
participation in the research was on a voluntary basis. It was stated that their names would not be used either in
the experimental application process or in the interviews. For this, the participants were asked to identify a
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pseudonym that would not reveal their identity. In this way, the confidence of the participants about the
application was tried to be increased.
3. Results
3.1. Quantitative Results
The quantitative findings of the research are discussed under separate headings in terms of dependent variables
and sub-problems of the research. In this direction, first the pre-test results, then the post-test results are reported.
3.1.1. Results Related to Expository Writing
Before the experimental procedure, independent sample t-test was applied to compare the pre-test scores of the
students obtained from EWEF. The pre-test scores of the experiment and control groups obtained from EWEF
were compared with the independent sample t-test. Analysis results are presented in Table 1.
Table 1: Independent Samples T -Test Results for the EWEF Pre-test Scores of the Groups
Variable
Group
N
Sd
t
p
𝑋
Expository
Experimental 33
12.394
3.544
0.531
writing
Control
33
12.909
4.297
Note: The highest score that can be obtained from the form consisting of 7 items is 35.

0.597

η2
0.00

According to t-test results for independent samples given in Table 1, there was no significant difference between
the pre-test scores of the experimental group (x=12.091, Sd=3.565) and control group (x=12.909, Sd=4.297)
students obtained from EWEF [t(64)=0.531 , η2=0.00, p=0.597>0.05]. According to the pre-test results, it was
seen that the groups were similar in terms of expository writing.
Although there was no significant difference between the EWEF pre-test scores of the groups, the post-test
scores were compared with one-way analysis of covariance (ANCOVA) in order to eliminate the effect of the
pre-test scores. ANCOVA analysis results that reveal whether there is a significant difference between the
posttest scores when the EWEF pre-test scores of the groups are taken under control are given in Table 2.

Source
variation
Pre test
Group
Error
Total

of

Table 2: ANCOVA Results for the EWEF Post-test Scores of the Groups
Sum
of df
Mean Square F
p
Squares
641.109
1
641.109
67.251
0.000
337.886
1
337.886
35.443
0.000
600.588
63
9.533
1521.939
65

η2
0.156
0.360

One-factor ANCOVA analysis was conducted to determine the effect of the experiment on the expository
writing of middle school 7th grade students and the results are presented in Table 2. In the analysis, the type of
education students received (writing instruction based on the SCM for the experimental group, writing
instruction based on the TCC, for control group) were defined as the independent variable, the posttest EWEF
scores were defined as the dependent variable, and the pretest EWEF scores were defined as the covariate.
Accordingly, when the pre-test scores of the students were under control a significant difference was found
between the post-test scores of the control (corrected x= 13.763) and experimental (corrected x== 18.298)
groups.
These results show that writing instruction prepared according to the SCM has a significant effect on students'
expository writing. On the other hand, the effect size calculated for the difference of group averages is η2 =
0.360. This value shows that the intervention has a broad impact on expository writing.
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3.1.2. Results Related to Self-regulated Writing Skills
Before the experimental procedure, independent sample t-test was applied to compare the pre-test scores of the
students obtained from SRWS. The pre-test scores of the experimental and control groups obtained from SRWS
were compared with the independent sample t-test. Analysis results are presented in Table 3.

Variable

Table 3: Independent Samples T - Test Results for the SRWS Pre-test Scores of the Groups
Group
N
Sd
t
p
η2
𝑋

self-regulated
Experimental 33
68.939
12.420
-1.267
0.210
writing skills
Control
33
64.667
14.867
Note: The highest score that can be obtained from the form consisting of 21 items is 105.

0.00

According to t-test results for independent samples given in Table 3, there was no significant difference between
the pre-test scores of the experimental group (x=68.939, Ss=12.420) and control group (x=64.667, Ss=14.867)
students obtained from SRWS [t(64)=-1.267, η2=0.00, p=0.210>0,05]. According to the pre-test results, it was
seen that the groups were similar in terms of self-regulated writing skills.
Although there was no significant difference between the SRWS pre-test scores of the groups, the post-test
scores were compared with one-way analysis of covariance (ANCOVA) in order to eliminate the effect of the
pre-test scores. ANCOVA analysis results that reveal whether there is a significant difference between the
posttest scores when the SRWS pre-test scores of the groups are taken under control are given in Table 4

Source
variation
Pre test
Group
Error
Total

of

Table 4: ANCOVA Results for the SRWS Post-test Scores of the Groups
Sum
of df
Mean Square F
p
Squares
6105.597
1
6105.597
75.885
0.000
1517.934
1
1517.934
18.866
0.000
5068.888
63
80.459
13859.955
65

η2
0.546
0.230

One-factor ANCOVA analysis was conducted to determine the effect of the experiment on the self-regulated
writing skills and the results are presented in Table 4. In the analysis, the type of education students received
(writing instruction based on the SCM for experimental group, writing instruction based on the TCC for control
group) were defined as the independent variable, the post-test SRWS scores were defined as the dependent
variable, and the pretest SRWS scores were defined as the covariate.
Accordingly, when the pre-test scores of the students were under control a significant difference was found
between the post-test scores of the control (corrected x= 69.554) and experimental (corrected x= 79.265) groups.
These results show that writing instruction prepared according to the SCM has a significant effect on students'
self-regulated writing skills. On the other hand, the effect size calculated for the difference of group averages is
η2 = 0.230. This value shows that the intervention has a broad impact on expository writing (Cohen, 1988; Gay
& Airasian, 2000).
3.2. Qualitative Results
The qualitative findings obtained from the semi-structured interviews conducted with the experimental group
were collected under four main themes (categories): motivation, text production, use of strategy and negativities.
These are presented as subheadings.
3.2.1. Results Related to Theme of Motivation
Sub-themes and codes under the motivation theme are presented in Table 5.
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Table 5: Motivation
Sub-themes

Codes

f

Self-efficacy

More confidence in writing

14

To be able to easily share texts with others

2

Ability to write on any topic

2

Ability to send articles to the journal, to write a book

1

Being able to help others

1

Being able to write without the support of someone else

1

Total

21

Love to write more

13

To love Turkish lesson more

8

Total

21

To put more emphasis on writing

8

Believing that one can always use it in life

7

To give more importance to Turkish lessons

5

Total

20

Writing better and more effectively

8

To impress one’s readers

3

Improve oneself

2

Total

13

Attitude

Percieved value

Goal Orientation

Total

75

Students in the qualitative study group stated that their self-efficacy perceptions and positive attitudes towards
writing increased after the SCM. Some of the students also stated that their goal orientation had changed.
Students who had performance goal orientation such as getting rid of, wanting to finish, writing for writing,
writing texts better than the ones of their friends before the application, had a goal-goal orientation such as being
able to write more beautiful texts, impress readers, and improve themselves. It has been observed that, students
value writing and Turkish lesson more after the instruction and find writing useful throughout their lives. Some
of the students' statements regarding their motivations are as follows:
“I used to think that I would never write. Now I can even send my article to a children's magazine. I can easily
participate in composition competitions. “(Student 4, MP).
“I think the activities were great, I wouldn't have written beforehand. I wouldn't want to write. But thanks to the
activities, my enthusiasm for writing increased… So I like to write more. “(Student 8, LP).
“… I used to write so that I could get rid of it in 10 minutes, in 5 minutes. Now I do not think like that. I'm
trying to write better. “(Student 13, MP).
3.2.2. Results Related to Theme of Text Production
Sub-themes and codes under the text production theme are presented in Table 6.
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f

Limit the subject

14

Determining the main idea

8

Total

22

Include a different idea in each paragraph

13

Generating ideas more easily

6

Ability to develop ideas

2

Total

21

Getting started with text effectively

5

Ending text effectively

4

Finding the right title

4

Total

13

Using expressive expressions

4

Using words in their proper meaning

2

Total

6

Lengthening of the text

3

Total

3

Toplam

65

The students stated that they found a focus by limiting the subject and determining the main idea in their text
during the instructions and did not pay attention to these issues before the intervention. The students stated that
they were more successful in producing ideas, and stated this with expressions such as generating ideas more
easily, being able to develop ideas, and including a different idea in each paragraph. Some of the students stated
that they had difficulties in starting and ending the text effectively, finding an effective title for the text before
the instruction; they stated that they started to be more successful in these subjects with the intervention. Four of
the students pointed out that their expressions changed by taking into account the issues such as using impressive
expressions, using words correct and in accordance with their meaning. Three of the students stated that their
texts were lengthened. One of the students' views on the subject is as follows:
“I did not know that I had to address different supporting ideas in each paragraph. I used to write whatever
comes to my mind. I was not limiting the subject. Now I started to pay more attention in the lessons. … Before
starting this activity, I did not know what to do at the introduction. I did not know how to develop ideas… Later,
I used ways to improve my ideas, for example. … Now I see if the ideas are compatible, the title is compatible.”
(Student 2, HP).
3.2.3. Results Related to Theme of Use of Strategy
Sub-themes and codes under the use of strategy theme are presented in Table 7.
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Table 7: Use of Strategy
Sub-themes

Codes

f

Seeking Help from Teachers and
Friends

Have the text read in order to have it checked

6

When having difficulty generating ideas

5

When having difficulty starting text

5

When having difficulty in the writing process

5

To increase motivation

1

Total

22

Using the clustering

8

Using graphic organizers

8

Total

16

Increase motivation by talking by oneself

5

Reward oneself

2

Prepare motivation cards

1

Try to make writing fun

1

Total

9

Control text paragraph by paragraph

6

Reading after finishing text

3

Total

9

Modeling the teacher's writing process

7

Model the teacher's text

2

Total

9

Noise reduction

3

Prepare to arrange your stuff

3

Sit next to a friend where one can get help

1

Total

7

Planning

Self-motivation

Text Review

Modeling the Teacher

Organizing the Environment

Total

72

Students in the qualitative study group stated that they did not use most of the strategies specified in Table 7
before applying the SCM. They stated that they used the strategies specified in the relevant table together with
SCM. Two of the students expressed their views as follows:
“… we sometimes argued with friends about how to write. In particular, I was having difficulty at introduction
and asked for your help. I got help from my friends. I thought about how I could write a paragraph on this
subject, I asked him. I also wouldn't have done it before, but now I say myself you can do it, if you write you can
do this…. ” (Student 1, LP).
“In this tutorial, the clustering and graphic organizer worked best for me. It was helpful in limiting the subject,
generating ideas, and drafting. In the past, I could not produce ideas; I would list whatever I had in mind. I
empty the ideas in my brain with the clustering. I choose the ones I like. I put it in my graphic editor.” (Student
3, HP).
3.2.4. Results Related to Theme of Negativities
Sub-themes and codes under the negativities theme are presented in Table 8.
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Table 8. Negativities
Sub-themes

Codes

f

Noise

Due to the crowded class
The noise generated during the teacher support
process
Students, who do not like to write, do not focus on
the activity
Total

5
2

Dislike to write
Lack of time

2
1

Having no idea

2

Dislike expository text

1

Total

6

Individual problems

Total

2
9

15

The experimental group students stated that they were disturbed by the crowd of the class, the students, who do
not like to write, not wanting to write, and the noise generated during the teacher support process, and that this
interrupted the writing processes. Some students stated that they did not like to write, they had difficulty in
generating ideas, they wanted to write simpler texts such as stories instead of expository texts, and that they
could not use time efficiently.
“I did not try hard with these events. … I did not want to participate. I don't like to write anyway. I did not feel
like it. I did not want to write either. I'm already tired of studying. Frankly, I don't want to write. ” (Student 14,
LP)
"Sometimes some of our friends in the classroom started talking while you were helping us." (Student 7, MP).
4. Discussion, Conclusion and Suggestions
Within the scope of the research, firstly, the effect of the intervention on the seventh grade students' expository
writing was examined. The findings revealed that the SCM has a wide effect on students' expository writing.
Qualitative findings, especially in the theme of text production, revealed that the students in the experimental
group have showed improvement in determining the focus of the text, planning the text, generating
supplementary ideas, expressions and length of the texts compared to the pre-experimental application. This
result shows that the SCM is effective in improving expository writing. Researches in the literature show that
SCM and SCM-like models are effective on writing skills (Garcia-Sanchez & Fidalgo-Rodendo, 2006; Müldür
& Yalçın, 2019; Zimmerman & Kitsantas, 1999, 2002) and reading skills (Türkben, 2019, Uyar, 2015). In
addition, previous studies on strategy training models using cognitive modeling processes also support the
findings (e.g. Adams, 2020; Englert, Raphael & Anderson, 1992; Festas vd., 2015; Mason, Snyder, Sukhram &
Kedem, 2006; Palermo & Thomson, 2018; Rodríguez-Málaga, Cueli, & Rodríguez, 2020; Rosário et al. 2019;
Saddler, Asaro-Saddler, Moeyaert, & Cuccio-Slichko 2019; Uygun, 2012).
Secondly, the effect of the intervention on seventh grade students' self-regulated writing skills was examined.
The findings obtained from the research revealed that the SCM has a wide effect on students' self-regulated
writing skills. The motivation and use of strategy findings of the qualitative results support the quantitative data.
In the qualitative findings, seventh grade students in the experimental group stated that their self-efficacy
perceptions, positive attitudes and positive perceived values increased after the intervention. Moreover, students
who had performance-goal orientation before the intervention showed goal-goal orientation after the
intervention. Students' use of self-regulation strategies for writing also increased. Some previous studies also
support these findings (e.g. Adams, 2020; Can & Güneş, 2017; Englert et al., 1992; Güzel Özmen, 2006; Harris
et al.2006; Müldür & Yalçın, 2019; Sawyer et al., 1992; Uygun, 2012, Zimmerman & Kitsantas, 1999; 2002;
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Zumbrunn, 2010). However, Akhmedjanova (2020) has found that the implementation of strategy does not affect
self-regulation skills. The researcher associated this result with the inadequacy of the measurement tool.
All results reveal that the SCM is more effective than writing education based on Turkish Education Program
and SCM is applicable in Turkey. It is thought that the reasons why SCM is effective are as follows. The cyclical
model of self-regulation is a cognitive, social and affective model, includes cognitive writing strategies such as
goal setting, planning, reviewing, drafting, and different processes and strategy training such as self-teaching,
self-assessment, organizing the environment (Zimmerman & Bandura, 1994; Bandura, Zimmerman & Kitsantas,
2007; Zimmerman & Risemberg, 1997). Writing in the experimental group was handled within this framework,
and not only the cognitive but also the social and motivational structure of writing was emphasized. In the
observation phase of the SCM, the teacher benefited from cognitive modeling, and produced sample texts as
models for students not only on cognitive strategies in writing, but also on different strategies such as affective
and environmental. In the experimental group, teacher and peers also supported each other in the writing process
during the emulation and self-control stages. Students also applied the cyclical writing model in the writing
process. Modeling processes were not used in the control group and a collaborative learning environment was
not created. In the control group, students did the activities in the textbooks.
It is thought that the aforementioned intervention in the experimental group facilitated the writing process by
guiding students, improved their texts, and developed self-regulation writing strategies. In this context, it can be
said that peer and teacher support is effective in the experimental group considering that students model their
peers who are similar to them in terms of their characteristics such as especially age, gender, achievement,
interest, etc. (Schunk, 1987) and classroom dialogues is an impressive element improve students' writing skills
(Englert et al., 1992). But, the experimental group students stated in their opinions that the noise that emerged
during peer and teacher support made the writing process difficult. In environments with crowded classes like in
the Turkey, the implementation of SCM can complicate the process of writing. It can be said that one of the most
important factors affecting the development of the writing skills of the students in the experimental group is the
steps that students put into practice what they have taken as a model. Self-regulated learners effectively construct
their own paths, goals, methods based on the information in their own minds and the information in the external
environment (Pintrich, 2000). In the current study, modeling has been reduced over time, allowing students to
use strategies independently. As can be seen in the qualitative findings, in their writing process students made
use of techniques such as clustering, graphic organizers, idea generation and drafting, idea generation and
editing, and strategies such as teacher modeling, help-seeking, planning the process, self-instruction, reviewing
the text, organizing the environment independently. It can be said that students' use of these strategies has an
effect on all sub-problems of the research. However, in line with the qualitative findings, it is seen that the SCM
may not be effective on students who do not like to write at all. The result in the control group can be explained
by not including cognitive modeling and peer support. On the other hand, the result in the control group is
thought to be related to the writing approach adopted in the textbooks. Müldür and Çevik (2020), in their
research examining the writing activities in Turkish textbooks, revealed that the activities in the textbooks are
weak in terms of process-oriented. The result in the control group is thought to be related to not adopting a
writing and genre-based writing approach in the textbooks.
In line with the findings and limitations of the study, the following suggestions can be made for future studies:
This research was conducted with middle school seventh grade students. Similar studies can be conducted at
different grade levels. In this study, the effect of SCM on expository writing and self-regulation writing skills
was examined. The effects of the model on variables such as self-efficacy perception and metacognitive
awareness can also be examined. In this study, a retention test was not applied. A retention test can also be
applied in similar studies to test whether the development of students' writing skills is permanent or not. In this
study, in accordance with the exploratory sequential mixed method, quantitative data were collected and the
qualitative data were limited to the interviews made with the experimental group students after the experiment.
In order to investigate and examine the effectiveness of this instruction in depth, qualitative data can be collected
by using different ways such as observation besides interview. In addition, these can be applied to cover the preexperiment, the post-experiment and the experimental process. Since it shows the effectiveness of SCM in the
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research, self-regulated writing instruction can be included in Turkish teaching programs, and programs and
textbooks can be prepared accordingly.
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