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Purpose: The present study aimed to predict the academic guidance of secondary 

school students based on cognitive and emotional factors using a structural equation 

modeling approach. 

Methods and Materials: The present study employed a descriptive-correlational 

design using structural equation modeling. The statistical population consisted of all 

male and female lower secondary school students, with a total population of 

3,806,310 students. Based on Cochran’s formula, 384 participants were selected 

through multistage cluster random sampling. To prevent sample attrition, 430 

questionnaires were distributed, of which 395 were returned and 384 valid 

questionnaires were included in the final analysis. Data were collected using the 

Sternberg Intelligence Questionnaire (Sternberg, 2013), Towler and Dipboye 

Learning Styles Questionnaire (Towler & Dipboye, 2003), Harter Motivation Scale 

(Harter, 1980), Pekrun et al.’s Achievement Emotions Questionnaire (Pekrun et al., 

2002), and the Academic Guidance Questionnaire developed by Nazarinia et al. 

(Nazarinia et al., 2022). Data analysis was conducted using SPSS version 24 and 

SmartPLS version 4 software. 

Findings: The findings indicated that both cognitive and emotional factors had direct 

and positive effects on the academic guidance of secondary school students. 

Cognitive factors significantly predicted academic guidance with a direct path 

coefficient of 0.682 and a significance value of 16.032, confirming the hypothesis at 

the 95% confidence level. Emotional factors also demonstrated a significant positive 

effect on academic guidance, with a direct path coefficient of 0.703 and a significance 

value of 18.137. Furthermore, the coefficient of determination revealed that cognitive 

and emotional factors jointly explained 57.9% of the variance in academic guidance.  

Conclusion: The findings demonstrated that academic guidance is strongly 

influenced by students’ cognitive and emotional characteristics. Intelligence, 

learning styles, motivation, and achievement emotions collectively contribute to 

students’ educational decision-making and academic adaptation.  
Keywords: Academic guidance, cognitive factors, emotional factors, student, secondary 

education. 
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1. Introduction 

cademic guidance is considered one of the most 

important educational and counseling processes in 

contemporary educational systems because it plays a central 

role in directing students toward educational pathways that 

are compatible with their interests, abilities, motivations, 

and personal characteristics. Educational systems 

increasingly recognize that inappropriate academic 

placement may lead to academic failure, low motivation, 

reduced educational engagement, emotional distress, and 

even school dropout. Consequently, academic guidance has 

become an essential mechanism for improving educational 

quality, enhancing student well-being, and promoting long-

term academic and career success (Kumari et al., 2022; 

Yashvee et al., 2022). In modern educational contexts, 

academic guidance is no longer viewed as a simple 

administrative process limited to assigning students to 

educational streams; rather, it is considered a 

multidimensional developmental process involving 

cognitive, emotional, social, motivational, and 

environmental dimensions that collectively influence 

students’ academic decision-making and educational 

trajectories (Sharifi et al., 2020; Tajri & Javanneshan, 2020). 

The growing complexity of educational systems and the 

rapid transformation of labor market requirements have 

further increased the importance of academic guidance 

services. Students are expected to make educational 

decisions at increasingly earlier stages of schooling, often 

before they have fully developed the cognitive maturity and 

emotional readiness necessary for making informed choices. 

This issue becomes particularly important during 

adolescence because this developmental period is 

characterized by identity formation, emotional fluctuations, 

social sensitivity, and rapid cognitive development (Terziev, 

2019; Yashvee et al., 2022). Therefore, identifying the 

factors that influence academic guidance during secondary 

education can provide valuable insights for educational 

policymakers, counselors, teachers, and families. 

Recent studies have emphasized that academic guidance 

is strongly associated with students’ psychological and 

educational characteristics. Cognitive factors such as 

intelligence, learning styles, analytical thinking, and 

problem-solving abilities significantly influence the ways 

students perceive educational opportunities and make 

academic decisions (Fitri & Mudjiran, 2022; Mizhir Krebt, 

2023). At the same time, emotional and motivational factors 

such as achievement emotions, intrinsic motivation, 

emotional regulation, and academic engagement also shape 

students’ educational behaviors and their ability to adapt to 

academic demands (N. Wang et al., 2024; Xie & Li, 2024). 

Consequently, academic guidance should be understood as 

the outcome of interactions between cognitive and emotional 

dimensions rather than as a purely academic or 

administrative process. 

One of the major cognitive dimensions associated with 

academic guidance is intelligence. Contemporary theories of 

intelligence emphasize that intellectual functioning extends 

beyond traditional academic achievement and includes 

practical, analytical, and creative dimensions that influence 

students’ educational adaptation and decision-making 

processes. Sternberg’s triarchic theory of intelligence, for 

example, highlights analytical, creative, and practical 

abilities as essential dimensions of successful intelligence 

that enable individuals to solve problems, adapt to 

environmental demands, and make effective decisions 

(Mizhir Krebt, 2023). Students with higher cognitive 

abilities are generally more capable of evaluating 

educational opportunities, understanding their own strengths 

and weaknesses, and selecting educational pathways that 

align with their abilities and future aspirations. 

Learning styles constitute another important cognitive 

factor influencing academic guidance. Learning styles refer 

to individuals’ preferred methods of processing information, 

interacting with educational content, and engaging in 

learning activities. Research has shown that students differ 

substantially in exploratory, experiential, structured, 

observational, and group-based learning preferences, and 

these differences can affect academic performance, 

educational satisfaction, and career planning (Fitri & 

Mudjiran, 2022; Himami et al., 2023). When educational 

pathways are aligned with students’ preferred learning 

styles, students are more likely to demonstrate academic 

engagement, persistence, and educational achievement. 

Conversely, a mismatch between educational environments 

and students’ learning preferences may lead to frustration, 

low academic motivation, and inappropriate academic 

choices (Abdullah et al., 2024). 

The significance of learning styles becomes increasingly 

important in secondary education because adolescents begin 

to develop stronger preferences regarding academic subjects 

and learning environments. Educational guidance systems 

that fail to consider students’ cognitive preferences may 

contribute to educational dissatisfaction and weak academic 

adjustment. Studies examining educational counseling and 

academic advising have repeatedly emphasized the necessity 

A 
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of considering individual cognitive differences in the 

guidance process (Iatrellis et al., 2017; McGill et al., 2020). 

Similarly, phenomenological investigations have 

demonstrated that students perceive personalized academic 

guidance as more effective when counselors recognize their 

cognitive characteristics, interests, and learning needs 

(Yazdankhoo et al., 2022). 

In addition to cognitive dimensions, emotional factors 

represent a critical component of academic guidance. 

Educational experiences are inherently emotional because 

students constantly encounter success, failure, evaluation, 

competition, and social comparison in school settings. These 

experiences generate emotional reactions that influence 

motivation, engagement, academic self-concept, and 

educational decision-making (N. Wang et al., 2024). 

Achievement emotions, including positive emotions such as 

enjoyment and pride as well as negative emotions such as 

anxiety and hopelessness, significantly shape students’ 

academic experiences and future educational expectations. 

Positive academic emotions can enhance students’ 

intrinsic motivation, increase persistence in challenging 

learning situations, and strengthen educational aspirations. 

Students who experience positive emotions during learning 

activities are more likely to engage actively in academic 

tasks and demonstrate confidence in educational decision-

making (Xie & Li, 2024). In contrast, negative academic 

emotions may impair concentration, reduce motivation, and 

create uncertainty regarding academic pathways. Therefore, 

emotional experiences play a substantial role in determining 

whether students perceive educational opportunities as 

attainable and meaningful. 

Academic motivation is another emotional and 

psychological construct strongly associated with academic 

guidance. Motivation reflects the internal and external forces 

that direct students’ educational behaviors and influence 

their persistence in academic activities. Intrinsic motivation 

emerges when students engage in learning because of 

personal interest, curiosity, and satisfaction, whereas 

extrinsic motivation is driven by external rewards, social 

expectations, or academic pressures (Y. Wang et al., 2024). 

Both dimensions of motivation are relevant to academic 

guidance because motivated students are more likely to seek 

information about educational opportunities, participate in 

counseling activities, and make informed academic choices. 

Research has demonstrated that teacher-student 

relationships and educational environments significantly 

influence students’ emotional experiences and motivational 

orientations. Supportive educational relationships can 

strengthen academic confidence, improve emotional 

adjustment, and promote educational engagement among 

students (Karpouza & Emvalotis, 2019; N. Wang et al., 

2024). Similarly, academic counseling systems that provide 

emotional support and individualized guidance may 

facilitate better educational decision-making and increase 

students’ satisfaction with academic pathways (Chan, 2016; 

Chan et al., 2019). 

The increasing integration of technology into educational 

systems has also transformed approaches to academic 

guidance. Contemporary educational institutions are 

increasingly utilizing digital advising systems, artificial 

intelligence, and online educational guidance platforms to 

improve students’ access to counseling services and 

educational information (Majjate et al., 2023; Yang, 2024). 

These systems attempt to personalize educational 

recommendations based on students’ interests, cognitive 

characteristics, and academic performance. However, 

despite technological advancements, effective academic 

guidance still requires a deep understanding of students’ 

emotional and cognitive characteristics because educational 

decisions are influenced not only by academic performance 

but also by psychological readiness and motivational factors. 

Several empirical studies have examined factors 

influencing academic guidance and advising effectiveness. 

Systematic reviews have shown that effective academic 

advising contributes to educational achievement, academic 

adjustment, student satisfaction, and retention rates (Chan et 

al., 2019; Iatrellis et al., 2017). Students who perceive 

advising systems as supportive and personalized report 

greater academic confidence and stronger educational 

commitment (Ismail et al., 2021; Junita et al., 2020). 

Furthermore, studies investigating educational counseling 

have emphasized that guidance programs should address 

students’ emotional and psychological needs in addition to 

academic concerns (Kumari et al., 2022; Yashvee et al., 

2022). 

Research conducted within the Iranian educational 

system has also highlighted the multidimensional nature of 

academic guidance. Studies have shown that academic 

guidance is influenced by educational policies, family 

expectations, psychological characteristics, and institutional 

support systems (Manbari et al., 2022; Sharifi et al., 2020). 

Investigations focusing on the modernization of academic 

guidance processes have emphasized the importance of 

integrating psychological assessment, counseling services, 

and educational planning into guidance programs (Rezaei 

Madani et al., 2019). Furthermore, researchers have 

https://portal.issn.org/resource/ISSN/2645-3460
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identified numerous indicators associated with effective 

academic guidance among secondary school students, 

including academic interests, motivation, emotional 

readiness, cognitive abilities, and family support (Nazarinia 

et al., 2022). 

The role of social adaptation and interpersonal support 

should also be considered when examining academic 

guidance processes. Adolescents’ educational decisions are 

often influenced by peers, teachers, counselors, and family 

members. Students who perceive strong social support are 

generally more likely to seek academic assistance and 

participate actively in educational planning processes 

(Schlusche et al., 2021). In contrast, difficulties in social 

adaptation may negatively affect students’ confidence and 

educational engagement (Alasmari, 2023; Terziev, 2019). 

Therefore, academic guidance systems should address not 

only academic competencies but also students’ social and 

emotional adaptation. 

Another important issue in academic guidance concerns 

educational transitions. Educational transitions, particularly 

during the first years of secondary or higher education, often 

involve uncertainty, stress, and adjustment difficulties 

(Trautwein & Bosse, 2017). Students may struggle to 

understand educational requirements, identify suitable 

academic pathways, or cope with increased academic 

expectations. Academic guidance services can reduce these 

difficulties by providing structured support and helping 

students align their educational choices with personal 

abilities and career goals (Hutson et al., 2023; Silver, 2023). 

The relationship between academic guidance and 

educational outcomes has also attracted significant scholarly 

attention. Effective guidance systems have been associated 

with reduced academic procrastination, increased academic 

engagement, and improved educational achievement 

(Realfan et al., 2025). Furthermore, guidance programs that 

incorporate cognitive and emotional dimensions may help 

students develop stronger academic identities and greater 

educational commitment. This issue is particularly important 

in secondary education because academic choices made 

during adolescence can significantly influence future 

educational and occupational opportunities. 

Despite the growing body of research on academic 

guidance, several gaps remain in the literature. Many 

previous studies have focused primarily on institutional 

advising systems or educational policies while paying 

limited attention to the combined role of cognitive and 

emotional factors in shaping academic guidance outcomes. 

Moreover, relatively few studies have examined these 

relationships simultaneously using structural equation 

modeling approaches capable of analyzing complex 

interactions among latent psychological constructs. 

Understanding the integrated effects of intelligence, learning 

styles, motivation, and achievement emotions on academic 

guidance may provide a more comprehensive explanation of 

students’ educational decision-making processes. 

Additionally, the majority of previous research has 

focused on higher education contexts, whereas fewer studies 

have investigated academic guidance among secondary 

school students. Since adolescence represents a critical 

developmental stage characterized by educational 

exploration and identity formation, examining academic 

guidance during this period is particularly important. 

Furthermore, cultural and educational differences across 

societies necessitate context-specific investigations into the 

factors influencing academic guidance within national 

educational systems. 

Given the importance of academic guidance in students’ 

educational development and the significant roles of 

cognitive and emotional factors in shaping academic 

behaviors and decisions, the present study aimed to predict 

the academic guidance of secondary school students based 

on cognitive and emotional factors using a structural 

equation modeling approach. 

2. Methods and Materials 

2.1. Study Design and Participants 

The present study employed a descriptive-correlational 

research design and, more specifically, the data were 

analyzed using the structural equation modeling (SEM) 

approach. The statistical population of the study consisted of 

all male and female students enrolled in the first level of 

secondary education. According to the statistics provided by 

the Ministry of Education, the total population size was 

3,806,310 students. Based on the size of the statistical 

population and according to Cochran’s sampling formula, 

the minimum required sample size was determined to be 384 

participants. Considering the diversity and geographical 

distribution of the statistical population, a multistage cluster 

random sampling method was used for participant selection. 

To compensate for possible sample attrition and incomplete 

questionnaires, a total of 430 questionnaires were distributed 

among students. Of these, 395 questionnaires were returned, 

and after screening for incomplete or invalid responses, 384 

questionnaires were considered suitable for statistical 

analysis and included in the final dataset. 

https://portal.issn.org/resource/ISSN/2645-3460
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2.2. Data Collection Tools 

The Sternberg Intelligence Questionnaire (Sternberg, 

2013) was used to assess students’ intellectual abilities. This 

questionnaire was developed based on Sternberg’s triarchic 

theory of intelligence and evaluates different dimensions of 

intelligence, including analytical, creative, practical, and 

memory-related abilities. The instrument contains multiple 

items rated on a Likert-type scale, and respondents indicate 

the extent to which each statement reflects their cognitive 

abilities and learning behaviors. Higher scores on the 

questionnaire indicate stronger intellectual functioning in 

the corresponding domains. Previous studies have reported 

acceptable psychometric properties for this instrument, 

including satisfactory levels of reliability and validity across 

adolescent and student populations. 

The Towler and Dipboye Learning Styles Questionnaire 

(Towler & Dipboye, 2003) was employed to evaluate 

students’ preferred learning styles. This standardized 

instrument measures several dimensions of learning 

preferences, including exploratory, experiential, structured, 

observational, and group-based learning styles. The 

questionnaire is designed using a Likert-scale response 

format in which respondents express their degree of 

agreement with each statement. The instrument provides a 

comprehensive assessment of the cognitive and behavioral 

approaches students use during learning processes. Previous 

empirical studies have confirmed the construct validity, 

convergent validity, and internal consistency reliability of 

the questionnaire in educational settings. 

To assess motivational dimensions, the Harter Motivation 

Scale (Harter, 1980) was utilized. This instrument measures 

both intrinsic and extrinsic motivation among students and 

is widely used in educational and psychological research. 

The questionnaire includes items related to students’ internal 

interest in learning activities as well as their motivation 

driven by external rewards, expectations, and reinforcement. 

Responses are scored on a structured scale, with higher 

scores indicating stronger levels of academic motivation. 

Previous research has demonstrated that the scale possesses 

acceptable reliability coefficients and appropriate validity 

indicators for use among adolescent student populations. 

Achievement emotions were measured using the 

Achievement Emotions Questionnaire developed by Pekrun 

and colleagues (Pekrun et al., 2002). This instrument 

evaluates students’ emotional experiences associated with 

academic achievement situations and includes dimensions 

related to both positive and negative emotions. The 

questionnaire assesses emotions such as enjoyment, pride, 

anxiety, frustration, and hopelessness within educational 

contexts. Participants respond to the items using a Likert-

type scale, and higher scores represent stronger emotional 

experiences in the relevant dimensions. The psychometric 

properties of the instrument, including content validity, 

convergent validity, and Cronbach’s alpha reliability 

coefficients, have been confirmed in numerous educational 

and psychological studies. 

2.3. Data Analysis 

The collected data were analyzed using SPSS version 24 

and SmartPLS version 4 software packages. Initially, 

descriptive statistics including mean, standard deviation, 

variance, skewness, and kurtosis were calculated to 

summarize the characteristics of the study variables. The 

Kolmogorov–Smirnov test was then employed to assess the 

normality of data distribution. Since the results indicated 

non-normal data distribution, the partial least squares 

structural equation modeling (PLS-SEM) approach was 

adopted for inferential analysis. In the structural modeling 

stage, the measurement model was first evaluated through 

reliability and validity assessments, including Cronbach’s 

alpha coefficient, composite reliability, convergent validity 

using Average Variance Extracted (AVE), and discriminant 

validity using the Fornell–Larcker criterion. Subsequently, 

the structural model was examined through path coefficients, 

t-statistics, and coefficients of determination (R²) in order to 

test the research hypotheses and evaluate the predictive 

power of cognitive and emotional factors in explaining 

students’ academic guidance. 

3. Findings and Results 

The findings of the study are presented in two sections: 

descriptive and inferential findings. In the descriptive 

section, the demographic variables were first analyzed, 

followed by an analysis of the descriptive indicators of the 

model variables. Table 1 presents the results of the analysis 

of demographic variables. 

  

https://portal.issn.org/resource/ISSN/2645-3460


 Farajpoor et al.                                                                                                                                      Iranian Journal of Educational Sociology 9:3 (2026) 1-16 
 

 

 6 
E-ISSN: 2645-3460 
 

Table 1 

Demographic Information of the Respondents 

Variable Category Frequency Percentage 

Gender Female 237 61.71 

Gender Male 91 23.69 

Gender No response 56 14.58 

Age 13 years 11 2.86 

Age 14 years 32 8.33 

Age 15 years 193 50.26 

Age 16 years 88 22.91 

Age 17 years 26 6.77 

Age No response 34 8.85 

Type of School Public 142 36.97 

Type of School Private 155 40.36 

Type of School Shahed School 72 18.75 

Type of School No response 15 3.91 

Father’s Occupation Self-employed 133 34.63 

Father’s Occupation Government employee 198 51.56 

Father’s Occupation No response 53 13.80 

Mother’s Occupation Self-employed 42 10.93 

Mother’s Occupation Government employee 184 47.91 

Mother’s Occupation No response 158 41.14 

Number of Children in the Family Only child 106 27.60 

Number of Children in the Family Two children 168 43.75 

Number of Children in the Family More than two children 47 12.23 

Number of Children in the Family No response 63 16.40 

Total Total respondents 384 100.00 

 

According to Table 1, 237 respondents were female and 

91 respondents were male, while 56 participants did not 

respond to this item in the questionnaire. Furthermore, the 

largest proportion of respondents consisted of 15-year-old 

students (193 individuals), followed by 16-year-old 

students. In terms of school type, the majority of respondents 

(155 individuals) were studying in private schools, followed 

by public schools. The findings also indicated that the largest 

proportion of fathers (198 individuals) were government 

employees. Similarly, regarding mothers’ occupational 

status, 184 mothers were employed in governmental 

positions. Finally, concerning family size, the majority of 

respondents (168 individuals) belonged to two-child 

families, followed by only-child families with 106 

respondents. Table 2 presents the descriptive indicators of 

the variables, including mean, standard deviation, skewness, 

kurtosis, maximum, and minimum values. To examine the 

normality of data distribution, the Kolmogorov–Smirnov 

test was employed. Since the significance level of this test 

was lower than 0.05, the findings indicated non-normal 

distribution of the data. Therefore, SmartPLS version 4 

software was used for structural modeling. 

Table 2 

Results of Descriptive Indicators and Kolmogorov–Smirnov Test of the Research Variables 

Variable Minimum Maximum Mean SD Variance Skewness Kurtosis K.S Significance Level 

External Motivation 1.00 5.00 4.8507 1.33463 1.781 -0.17 0.156 0.000 

Internal Motivation 1.08 4.31 4.0904 1.00235 1.005 0.087 -0.042 0.000 

Exploratory 1.741 4.876 3.0429 1.34391 1.806 0.105 -0.934 0.000 

Experiential 1.27 4.358 2.3333 1.07552 1.157 0.661 0.298 0.000 

Analytical–Creative Ability 1.87 4.065 2.3333 1.10794 1.228 0.902 0.474 0.000 

Reproductive or Retelling Ability 1.65 4.154 2.4175 1.25533 1.576 1.025 0.661 0.000 

Memorization Ability 1.77 4.457 3.4510 1.45233 2.109 2.635 2.384 0.000 

Practical Ability 1.09 4.665 4.2723 0.91490 0.837 -0.238 0.752 0.000 

Structured 1.09 4.457 4.5149 0.92908 0.863 -0.723 1.003 0.000 

Observational 1.47 4.521 3.6328 0.98052 0.961 -0.296 -0.686 0.000 

Positive Emotions 1.67 5.00 3.5591 0.86209 0.743 -0.330 -0.275 0.000 

Negative Emotions 2.25 4.985 3.6381 0.52126 0.272 -0.379 0.504 0.000 

Group-Based 1.80 4.452 3.7093 0.61077 0.373 -0.330 -0.275 0.000 
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After examining the descriptive indicators, inferential 

analyses were conducted. According to the data analysis 

algorithm in structural equation modeling using the partial 

least squares (PLS) approach, evaluating the validity and 

reliability of the model is considered one of the most 

important stages of structural analysis. To assess reliability, 

two indicators were used: composite reliability and 

Cronbach’s alpha coefficient. Acceptable values for both 

indices are above 0.70. Regarding validity assessment, two 

indicators were also utilized. The first indicator was the 

Average Variance Extracted (AVE), which was used to 

determine convergent validity. The value of this coefficient 

ranges between 0 and 1, and values above 0.40 are 

considered acceptable, although values above 0.30 may also 

be accepted with caution. Discriminant validity represents 

another criterion for evaluating the fit of measurement 

models and includes two aspects: (a) comparing the 

correlation between the indicators of a construct with that 

construct against the correlation of those indicators with 

other constructs; and (b) comparing the correlation of a 

construct with its own indicators against its correlation with 

other constructs. The Fornell–Larcker criterion was used to 

determine discriminant validity. Table 3 presents the results 

of convergent validity and reliability coefficients. 

Table 3 

Results of Convergent Validity and Reliability Assessment 

Variables and Subscales of the Research Model Cronbach’s Alpha Composite Reliability Average Variance Extracted (AVE) 

Motivation 0.835 0.881 0.559 

External Motivation 0.740 0.809 0.590 

Internal Motivation 0.888 0.930 0.816 

Exploratory 0.809 0.887 0.723 

Experiential 0.814 0.890 0.730 

Analytical–Creative Ability 0.837 0.902 0.754 

Reproductive or Retelling Ability 0.863 0.917 0.786 

Memorization Ability 0.861 0.915 0.783 

Practical Ability 0.852 0.910 0.771 

Structured 0.784 0.875 0.701 

Learning Styles 0.921 0.932 0.483 

Cognitive Factors 0.936 0.943 0.381 

Emotional Factors 0.873 0.900 0.453 

Observational 0.816 0.890 0.729 

Academic Guidance 0.866 0.904 0.705 

Intelligence 0.928 0.939 0.563 

Achievement Emotion 0.770 0.848 0.522 

Positive Emotions 0.785 0.775 0.572 

Negative Emotions 0.781 0.775 0.572 

Group-Based 0.919 0.948 0.860 

The results presented in Table 3 indicate that the values 

of Cronbach’s alpha and composite reliability coefficients 

were higher than 0.70, confirming the reliability of the 

model components. Furthermore, the AVE values were 

greater than 0.30, indicating that the convergent validity of 

the model was confirmed. Subsequently, discriminant 

validity was examined. In the partial least squares method, 

discriminant validity can be assessed using two methods: 

cross-loadings and the Fornell–Larcker criterion. In the 

present study, the second method was employed. The 

Fornell–Larcker criterion examines the extent of the 

relationship between a construct and its indicators in 

comparison with its relationship with other constructs. 

Discriminant validity is considered acceptable when a 

construct demonstrates stronger relationships with its own 

indicators than with other constructs, meaning that the 

values on the main diagonal of the matrix should be greater 

than the off-diagonal values within the same column. Based 

on the findings presented in the table, the correlation 

between the indicators of each research variable and their 

respective construct was greater than the correlation between 

those indicators and other constructs. In addition, the 

principal diagonal values of the Fornell–Larcker matrix were 

greater than the values below and to the left of the diagonal, 

indicating that all variables met this criterion and that the 

model was suitable for proceeding to the next stages of 

structural model evaluation. 

https://portal.issn.org/resource/ISSN/2645-3460
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Table 4 

Results of Discriminant Validity (Fornell–Larcker Matrix) 

 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 

1 0.74 

                  

2 0.53 0.76 

                 

3 0.93 0.58 0.90 

                

4 0.40 0.39 0.34 0.85 

               

5 0.66 0.66 0.55 0.49 0.85 

              

6 0.29 0.19 0.30 0.42 0.21 0.86 

             

7 0.44 0.24 0.50 0.48 0.27 0.68 0.88 

            

8 0.49 0.21 0.58 0.47 0.25 0.49 0.74 0.88 

           

9 0.39 0.29 0.38 0.42 0.26 0.59 0.74 0.54 0.87 

          

10 0.74 0.78 0.590 0.462 0.716 0.262 0.332 0.334 0.343 0.837 

         

11 0.737 0.736 0.610 0.726 0.906 0.349 0.415 0.405 0.393 0.521 0.695 

        

12 0.717 0.597 0.668 0.740 0.702 0.669 0.791 0.719 0.723 0.705 0.465 0.617 

       

13 0.917 0.701 0.895 0.395 0.565 0.377 0.632 0.605 0.475 0.619 0.665 0.421 0.673 

      

14 0.741 0.667 0.660 0.355 0.571 0.320 0.440 0.459 0.377 0.661 0.709 0.699 0.412 0.854 

     

15 0.017 0.017 0.035 0.108 0.014 0.020 0.060 0.110 0.106 0.093 0.068 0.091 0.011 0.005 0.840 

    

16 0.480 0.280 0.522 0.531 0.298 0.804 0.939 0.818 0.846 0.373 0.458 0.852 0.617 0.469 0.087 0.751 

   

17 0.661 0.444 0.684 0.326 0.364 0.377 0.691 0.608 0.440 0.380 0.473 0.648 0.904 0.601 0.053 0.627 0.722 

  

18 0.608 0.385 0.645 0.322 0.325 0.293 0.595 0.621 0.312 0.346 0.437 0.576 0.836 0.549 0.091 0.540 0.452 0.756 

 

19 0.608 0.385 0.645 0.322 0.325 0.293 0.595 0.621 0.312 0.346 0.437 0.576 0.836 0.549 0.091 0.540 0.945 0.562 0.756 

 

Before entering the hypothesis testing stage in structural 

methods, examining the structural relationships among the 

model components is considered one of the main 

prerequisites. To evaluate structural relationships, the 

internal components were examined using two indices: path 

coefficients and significance values. If the significance 

values exceed 1.96, this indicates the correctness of the 

relationship between constructs and confirms the 

relationships among the variables and dimensions of the 

model at the 95% confidence level. Table 5 presents the 

results of structural relationships. 

Table 5 

Significance Coefficients of the Relationships Among the Main Factors 

Relationship Between Main Factors T Statistics Path Coefficient (B) Result 

Motivation → External Motivation 29.685 0.833 Confirmed at the 95% confidence level 

Motivation → Internal Motivation 113.362 0.934 Confirmed at the 95% confidence level 

Learning Styles → Exploratory 16.034 0.726 Confirmed at the 95% confidence level 

Learning Styles → Experiential 76.180 0.906 Confirmed at the 95% confidence level 

Learning Styles → Structured 32.376 0.826 Confirmed at the 95% confidence level 

Learning Styles → Observational 18.011 0.709 Confirmed at the 95% confidence level 

Learning Styles → Group-Based 35.014 0.836 Confirmed at the 95% confidence level 

Cognitive Factors → Learning Styles 33.701 0.855 Confirmed at the 95% confidence level 

Cognitive Factors → Intelligence 41.824 0.852 Confirmed at the 95% confidence level 

Emotional Factors → Motivation 69.559 0.917 Confirmed at the 95% confidence level 

Emotional Factors → Achievement Emotion 64.790 0.904 Confirmed at the 95% confidence level 

Intelligence → Analytical–Creative Ability 27.901 0.804 Confirmed at the 95% confidence level 

Intelligence → Reproductive or Retelling Ability 139.105 0.939 Confirmed at the 95% confidence level 

Intelligence → Memorization Ability 22.949 0.818 Confirmed at the 95% confidence level 

Intelligence → Practical Ability 42.129 0.846 Confirmed at the 95% confidence level 

Achievement Emotion → Positive Emotions 137.820 0.945 Confirmed at the 95% confidence level 

Achievement Emotion → Negative Emotions 137.820 0.945 Confirmed at the 95% confidence level 
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Finally, the last criterion for evaluating the fit of the 

structural model in this study was the coefficients of 

determination (R²) related to the latent endogenous variables 

of the model. These coefficients indicate the effect of an 

exogenous variable on an endogenous variable. Values of 

0.19, 0.33, and 0.67 are considered benchmarks for weak, 

moderate, and strong coefficients of determination, 

respectively. Based on the obtained results, the coefficients 

of determination were considered strong. Table 6 presents 

the results of the coefficients of determination. 

Table 6 

Coefficients of Determination and Adjusted Coefficients of Determination 

Variables and Subscales Coefficient of Determination (R²) Adjusted R² Predictive Power 

Motivation 0.840 0.840 Strong 

External Motivation 0.693 0.692 Strong 

Internal Motivation 0.873 0.872 Strong 

Exploratory 0.527 0.524 Strong 

Experiential 0.820 0.819 Strong 

Analytical–Creative Ability 0.647 0.645 Strong 

Reproductive or Retelling Ability 0.882 0.881 Strong 

Memorization Ability 0.669 0.667 Strong 

Practical Ability 0.716 0.715 Strong 

Structured 0.683 0.681 Strong 

Learning Styles 0.732 0.731 Strong 

Observational 0.503 0.500 Strong 

Academic Guidance 0.579 0.576 Strong 

Intelligence 0.726 0.724 Strong 

Achievement Emotion 0.817 0.817 Strong 

Positive Emotions 0.893 0.892 Strong 

Negative Emotions 0.893 0.892 Strong 

As previously stated, the partial least squares approach 

was used in this study to analyze the hypotheses. In this 

technique, two models are used: (1) the model in the 

standardized estimation state and (2) the model in the 

significance values state. One of these models is the 

standardized estimation model. Standardized estimates are 

homogeneous coefficients, meaning that their scales are 

unified and therefore comparable. In the standardized 

estimation state, it is possible to compare the observed 

variables explaining the latent variables. The results of 

confirmatory factor analysis demonstrated that the 

measurement model of the variables was appropriate and 

that all model parameters and coefficients were statistically 

significant. Figure 1 presents the research model in the 

standardized estimation state. 
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Figure 1 

Research Model in the Standardized Estimation State 

 

The second model is the significance values model. 

Estimation in this state is referred to as the estimation of t 

coefficients. The model in the t-values or significance state 

presents the t-statistic values used to judge the significance 

of relationships. Specifically, if the t-statistic values fall 

between -1.96 and +1.96, the coefficients are considered 

non-significant, resulting in the rejection of the research 

hypotheses. Conversely, values outside this range are 

considered statistically significant. Figure 2 illustrates the 

significance of the coefficients and parameters obtained 

from the model, which serves as the basis for confirming or 

rejecting the research hypotheses. 
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Figure 2 

Research Model in the Significance Values State 

 

 

Based on the research model, two hypotheses were 

examined in this study. The first hypothesis investigated the 

effect of cognitive factors on the academic guidance of 

secondary school students, while the second hypothesis 

examined the effect of emotional factors on the academic 

guidance of secondary school students. As indicated by the 

research model in the significance values state, the 

significance value for the effect of cognitive factors on 

academic guidance was 16.032. Since this value was greater 

than 1.96, the relationship was considered statistically 

significant. Furthermore, in the standardized estimation 

model, the direct effect coefficient was found to be 0.682. 

The positive value of this coefficient indicates that an 

increase in cognitive factors leads to an increase in the 

academic guidance of secondary school students. In other 

words, a one-unit increase in cognitive factors increases 

academic guidance by 0.682 units. 

Regarding the second hypothesis, which examined the 

effect of emotional factors on the academic guidance of 

secondary school students, the significance value was 

obtained as 18.137. Since this value was greater than 1.96, 

the relationship was statistically significant. In addition, the 

standardized estimation model showed that the direct effect 

coefficient was equal to 0.703. The positive value of this 

coefficient indicates that increasing emotional factors leads 

to higher levels of academic guidance among secondary 

school students. In other words, a one-unit increase in 

emotional factors results in a 0.703-unit increase in 

academic guidance among secondary school students. 

4. Discussion and Conclusion 

The present study aimed to predict the academic guidance 

of secondary school students based on cognitive and 

emotional factors using a structural equation modeling 

approach. The findings demonstrated that both cognitive and 

emotional factors had a direct and positive effect on 

students’ academic guidance. Furthermore, the coefficient of 

determination indicated that cognitive and emotional factors 
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were able to explain a substantial proportion of the variance 

in academic guidance among secondary school students. 

These findings emphasize that academic guidance is a 

multidimensional phenomenon influenced not only by 

institutional and educational structures but also by students’ 

internal psychological and cognitive characteristics. 

One of the major findings of the present study was the 

significant positive effect of cognitive factors on academic 

guidance. The results indicated that learning styles and 

intelligence were among the strongest cognitive dimensions 

associated with academic guidance. This finding suggests 

that students who possess stronger analytical, practical, 

memory-related, and creative abilities are more capable of 

understanding educational opportunities, identifying their 

academic strengths, and selecting educational pathways 

aligned with their competencies. In addition, students with 

adaptive learning styles appear to engage more effectively 

with educational environments and counseling processes, 

thereby demonstrating better academic guidance outcomes. 

The findings regarding the role of intelligence are 

consistent with the literature emphasizing the importance of 

cognitive abilities in educational adaptation and academic 

decision-making. Research has shown that students with 

stronger intellectual abilities tend to demonstrate greater 

educational self-awareness, improved problem-solving 

capacities, and more effective academic planning (Mizhir 

Krebt, 2023). Cognitive competencies enable students to 

process educational information more accurately, evaluate 

alternatives more critically, and make educational decisions 

that correspond with their long-term goals. These findings 

are also consistent with studies suggesting that successful 

academic guidance depends heavily on students’ capacity to 

evaluate their interests and abilities in relation to educational 

opportunities (Nazarinia et al., 2022; Sharifi et al., 2020). 

The significant association between learning styles and 

academic guidance also aligns with prior empirical evidence. 

Learning styles influence how students interact with 

educational materials, process information, and engage with 

classroom activities. Students whose learning preferences 

are recognized and supported within educational settings 

often display stronger academic engagement and 

educational satisfaction (Fitri & Mudjiran, 2022; Himami et 

al., 2023). The current findings support the argument that 

academic guidance systems should not rely solely on 

academic grades or standardized testing, but should also 

consider students’ preferred modes of learning and cognitive 

engagement. When educational guidance is aligned with 

students’ learning characteristics, the likelihood of academic 

compatibility and educational persistence increases 

significantly. 

The present findings are also supported by studies 

emphasizing the importance of personalized educational 

counseling and advising systems. Educational counseling 

becomes more effective when counselors recognize 

students’ cognitive diversity and individual learning 

characteristics (Iatrellis et al., 2017; McGill et al., 2020). 

Similarly, phenomenological investigations have 

demonstrated that students perceive academic guidance as 

more meaningful when educational advisors pay attention to 

their abilities, interests, and learning preferences 

(Yazdankhoo et al., 2022). Therefore, the findings of the 

present study reinforce the idea that academic guidance 

should be individualized and psychologically informed 

rather than implemented as a generalized administrative 

process. 

Another major finding of the study was the significant 

positive effect of emotional factors on academic guidance. 

The results indicated that motivation and achievement 

emotions significantly contributed to predicting students’ 

academic guidance. More specifically, intrinsic and extrinsic 

motivation, as well as positive and negative academic 

emotions, played important roles in shaping students’ 

educational guidance experiences. These findings suggest 

that students’ emotional and motivational states strongly 

influence their willingness to engage in educational 

planning, seek academic support, and make educational 

decisions. 

The role of motivation in academic guidance can be 

interpreted from several perspectives. Motivated students 

are generally more engaged in educational activities, more 

interested in future planning, and more willing to participate 

in counseling and advising programs. Intrinsic motivation, 

in particular, encourages students to pursue educational 

goals based on curiosity, personal interest, and internal 

satisfaction. Such students are more likely to explore 

educational opportunities actively and make educational 

decisions that align with their personal values and abilities. 

On the other hand, extrinsic motivation may also influence 

educational guidance through social expectations, family 

pressures, and future occupational aspirations (Y. Wang et 

al., 2024; Xie & Li, 2024). 

The findings regarding motivation are consistent with 

previous studies emphasizing the central role of academic 

motivation in educational achievement and educational 

planning. Studies have shown that students with stronger 

motivational orientations demonstrate greater academic 
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engagement, stronger persistence, and improved educational 

adjustment (N. Wang et al., 2024; Xie & Li, 2024). 

Furthermore, motivational processes influence students’ 

confidence in their educational abilities and their readiness 

to commit to academic pathways. The positive relationship 

identified in the present study indicates that motivation may 

function as a psychological driving force that facilitates 

educational exploration and informed academic decision-

making. 

Achievement emotions also emerged as important 

predictors of academic guidance. Positive emotions such as 

enjoyment, pride, and academic satisfaction appear to 

strengthen students’ confidence and willingness to 

participate in educational activities, whereas negative 

emotions may reduce educational engagement and create 

uncertainty regarding academic pathways. These findings 

align with contemporary educational psychology theories 

suggesting that emotions influence students’ cognitive 

functioning, academic behaviors, and educational decision-

making processes (N. Wang et al., 2024). Positive emotional 

experiences may increase students’ sense of competence and 

educational optimism, thereby encouraging active 

participation in academic planning and guidance activities. 

The current findings are also consistent with studies 

highlighting the role of teacher-student relationships and 

educational support systems in shaping students’ emotional 

experiences. Supportive educational environments 

contribute to positive academic emotions, stronger academic 

self-concepts, and increased educational engagement 

(Karpouza & Emvalotis, 2019). Similarly, students who 

perceive academic advising systems as supportive and 

responsive tend to report greater educational satisfaction and 

stronger academic confidence (Chan, 2016; Chan et al., 

2019). Therefore, the emotional dimension of academic 

guidance appears to be closely connected to the quality of 

interpersonal and institutional support available to students. 

Another important implication of the present findings is 

the interconnected nature of cognitive and emotional 

dimensions in academic guidance. The structural equation 

modeling results demonstrated that cognitive and emotional 

factors do not operate independently; rather, they 

collectively shape students’ educational behaviors and 

academic decision-making processes. Students with strong 

cognitive abilities may still experience difficulties in 

academic guidance if they lack emotional support, 

motivation, or positive academic emotions. Similarly, highly 

motivated students may struggle to make appropriate 

educational choices if they lack sufficient cognitive skills or 

learning strategies. Consequently, effective academic 

guidance systems should simultaneously address both 

cognitive and emotional dimensions. 

The findings of the present study also support previous 

research emphasizing the multidimensional nature of 

academic guidance systems. Investigations conducted 

within educational systems have demonstrated that 

academic guidance is influenced by institutional structures, 

counseling quality, psychological readiness, social 

adaptation, and educational expectations (Manbari et al., 

2022; Salari et al., 2022). The present study extends this 

literature by empirically demonstrating the structural 

relationships among cognitive factors, emotional factors, 

and academic guidance outcomes using a partial least 

squares structural equation modeling approach. 

The substantial predictive power of cognitive and 

emotional variables observed in the current study further 

highlights the necessity of integrating psychological 

assessment into academic guidance systems. Educational 

institutions often focus primarily on students’ academic 

performance while neglecting emotional readiness, 

motivational orientation, and learning preferences. 

However, the present findings indicate that such 

psychological dimensions significantly influence 

educational guidance outcomes. These findings are 

consistent with studies suggesting that effective academic 

advising systems require comprehensive assessment 

strategies that incorporate cognitive, emotional, and 

behavioral indicators (Iatrellis et al., 2017; McGill et al., 

2020). 

The results may also be interpreted within the broader 

context of educational transition and adolescent 

development. Adolescence is characterized by identity 

formation, emotional fluctuations, and increasing 

educational responsibility. During this developmental stage, 

students begin to formulate educational aspirations and 

career expectations while simultaneously coping with social 

pressures and academic demands (Terziev, 2019; Yashvee et 

al., 2022). Consequently, academic guidance during 

secondary education plays a critical role in helping students 

navigate educational uncertainties and develop realistic 

educational goals. 

The findings related to social and educational support are 

also indirectly supported by prior literature. Students who 

perceive stronger social resources and educational support 

are more likely to seek academic help, engage in counseling 

services, and participate actively in educational planning 

(Schlusche et al., 2021). Likewise, educational systems that 
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provide structured counseling and personalized guidance 

contribute to stronger academic adaptation and educational 

persistence (Ismail et al., 2021; Junita et al., 2020). 

Therefore, academic guidance should be viewed not merely 

as a decision-making process but also as a supportive 

developmental experience that enhances students’ 

psychological and educational adjustment. 

The findings of the present study are additionally 

consistent with contemporary developments in educational 

guidance systems and technological innovation. Recent 

research has emphasized the growing use of artificial 

intelligence and digital advising systems to improve 

personalized educational guidance (Majjate et al., 2023; 

Yang, 2024). These systems attempt to provide 

individualized recommendations based on students’ 

interests, academic profiles, and cognitive characteristics. 

Nevertheless, the present findings indicate that even 

technologically advanced guidance systems must account 

for emotional and motivational dimensions because 

educational decisions are inherently psychological and 

developmental in nature. 

Moreover, the results support studies highlighting the 

importance of academic counseling in improving 

educational commitment and reducing educational 

uncertainty. Effective guidance systems can strengthen 

students’ educational identities, improve educational 

engagement, and reduce maladaptive academic behaviors 

such as procrastination and disengagement (Realfan et al., 

2025). This issue is particularly relevant in secondary 

education because educational decisions made during 

adolescence may substantially influence future educational 

and occupational opportunities. 

Overall, the findings of the present study indicate that 

academic guidance is a complex and multidimensional 

process shaped by the interaction of cognitive and emotional 

factors. Students’ intelligence, learning styles, motivation, 

and achievement emotions collectively influence their 

educational decision-making processes and academic 

adaptation. Therefore, educational institutions should design 

academic guidance systems that are comprehensive, 

psychologically informed, and responsive to students’ 

cognitive and emotional needs. 

One limitation of the present study was the reliance on 

self-report questionnaires for data collection, which may 

have increased the possibility of response bias and socially 

desirable responding. Another limitation was that the 

participants were selected only from secondary school 

students, which may reduce the generalizability of the 

findings to students at other educational levels. In addition, 

the cross-sectional nature of the study limited the ability to 

draw causal conclusions regarding the relationships among 

cognitive factors, emotional factors, and academic guidance. 

Future research is recommended to examine academic 

guidance using longitudinal designs in order to investigate 

the developmental changes in cognitive and emotional 

predictors over time. Researchers may also explore the 

moderating role of family support, socioeconomic status, 

and school climate in the relationship between psychological 

factors and academic guidance. Furthermore, comparative 

studies across different educational systems and cultural 

contexts could provide broader insights into the 

effectiveness of academic guidance models. 

Educational practitioners and policymakers should 

develop integrated academic guidance systems that 

simultaneously address students’ cognitive abilities, 

emotional experiences, motivational orientations, and 

learning preferences. Schools should provide specialized 

training programs for counselors and teachers to improve 

their understanding of psychological factors influencing 

academic guidance. In addition, educational institutions 

should implement supportive counseling environments that 

encourage students to participate actively in educational 

planning and career exploration processes. 
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