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Purpose: This study aimed to compare the effectiveness of parental involvement training 

in academic affairs with academic self-regulation training for students in improving 

academic engagement among junior high school students. 

Methods and Materials: This study employed a quasi-experimental design with pretest, 

posttest, and follow-up assessments, involving two experimental groups and one control 

group. The statistical population consisted of all male junior high school students studying 

in Famenin County, Hamadan Province, during the 2023–2024 academic year. The study 

sample comprised three groups of 15 students each, who were selected from Shahid 

Modarres School through convenience and voluntary sampling and were then randomly 

assigned to the three groups. Data were collected using Reeve’s Academic Engagement 

Questionnaire (2013) and analyzed using mixed-design analysis of variance (mixed 

ANOVA). 

Findings: The results showed no significant difference between the effectiveness of 

parental involvement training in academic affairs and academic self-regulation training in 

improving students’ overall academic engagement. However, parental involvement training 

had significant effects on behavioral, agentic, cognitive, and emotional engagement that 

were maintained through the follow-up assessment, whereas academic self-regulation 

training had sustained effects on agentic and emotional engagement through the follow-up 

stage. 

Conclusion: Parental involvement training influenced a broader range of dimensions of 

academic engagement, whereas academic self-regulation training was primarily associated 

with agentic and emotional engagement. These findings indicate that both approaches can 

be employed as complementary interventions to enhance the quality of learning and 

students’ academic investment. 
Keywords: parental involvement training in academic affairs, academic self-regulation training, 

academic engagement. 

1. Introduction 

cademic engagement is one of the central constructs 

in contemporary educational psychology because it 

reflects the extent to which students actively participate in, 

invest effort in, and psychologically connect with learning 

activities. Academic engagement is not limited to observable 

classroom participation; rather, it encompasses behavioral, 
A 
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emotional, cognitive, and agentic dimensions that jointly 

shape the quality of students’ involvement in learning. 

Behavioral engagement includes effort, persistence, 

attention, and participation in academic tasks, whereas 

emotional engagement reflects students’ affective reactions 

toward teachers, classmates, school, and learning activities. 

Cognitive engagement refers to the use of strategic, 

thoughtful, and self-directed approaches to learning, while 

agentic engagement describes students’ constructive 

contribution to the instructional process through expressing 

preferences, asking questions, seeking clarification, and 

actively influencing the conditions of their learning. 

Accordingly, academic engagement is increasingly regarded 

as a multidimensional indicator of the quality of students’ 

educational experiences rather than merely the amount of 

time they spend completing academic tasks. A substantial 

body of evidence has shown that higher levels of student 

engagement are associated with better academic 

achievement and greater subjective well-being, indicating 

that engagement is simultaneously relevant to educational 

performance and psychological adjustment (Wong et al., 

2023). Consistent with this perspective, research among 

secondary school students has identified a positive 

relationship between academic engagement and academic 

achievement, emphasizing the importance of strengthening 

students’ active involvement in learning during adolescence 

(Abid & Akhtar, 2020). Student engagement and 

connectedness are therefore important targets for preventive 

and educational interventions designed to improve 

persistence, participation, learning quality, and adjustment 

within school settings (Pinzone & Reschly, 2021). 

The importance of academic engagement becomes 

particularly evident during junior high school, when students 

experience considerable developmental, social, and 

academic transitions. Adolescence is characterized by 

increasing demands for independence, greater complexity of 

academic tasks, changes in social relationships, and 

heightened expectations regarding personal responsibility 

for learning. At the same time, students are required to 

develop increasingly sophisticated motivational, cognitive, 

and behavioral strategies to meet academic demands. 

Research on adolescent learning suggests that self-regulated 

and externally regulated learning follow meaningful 

developmental trajectories and are associated with both 

academic achievement and the behavior of significant adults, 

including teachers and parents (Bardach et al., 2023). This 

finding is important because it indicates that students’ 

academic functioning is shaped not only by individual 

abilities but also by environmental regulation and 

interpersonal support. In this context, school engagement 

can be viewed as the product of an interaction between 

students’ internal regulatory capacities and the external 

resources available within their family and educational 

environments. Studies examining school climate, quality of 

life, and self-regulation similarly suggest that self-regulation 

plays an important mediating role in explaining students’ 

academic enthusiasm and engagement (Tajalli et al., 2021). 

Thus, understanding academic engagement requires 

attention to both intrapersonal mechanisms, such as self-

regulation, and contextual mechanisms, particularly parental 

involvement. 

One of the most influential contextual factors in students’ 

academic development is parental involvement. Parental 

involvement in academic affairs refers to the range of 

behaviors through which parents support, monitor, 

encourage, structure, and participate in their children’s 

educational experiences. These behaviors may include 

helping establish study routines, discussing school activities, 

communicating with teachers, monitoring homework, 

supporting educational decision-making, encouraging 

autonomy, and creating an appropriate learning environment 

at home. Evidence suggests that parental involvement can 

contribute to students’ academic performance through both 

direct and indirect pathways. Studies conducted across 

different educational settings have reported associations 

between parental involvement and academic achievement, 

emphasizing the role of family participation in students’ 

educational success (Asumadu & Sika-Bright, 2021). 

Similar findings have been reported in secondary-school 

contexts, where the quality of the parent–child relationship 

has been related to academic achievement (Rathee & 

Kumari, 2022). Moreover, parental involvement has been 

associated with students’ academic motivation, suggesting 

that active and supportive parental participation may 

influence not only performance outcomes but also the 

motivational processes underlying sustained academic effort 

(Elahi et al., 2020). Evidence from primary school 

populations has likewise shown that parental involvement is 

meaningfully associated with students’ academic motivation 

(Yousefi Goharian et al., 2023). 

The mechanisms through which parental involvement 

affects academic engagement are likely to be 

multidimensional. Supportive parental behavior may help 

students interpret academic demands as manageable, 

strengthen perceptions of competence, increase confidence 

in their ability to succeed, and provide motivational and 

https://portal.issn.org/resource/ISSN/2645-3460
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emotional resources that facilitate persistence. Research has 

shown that the parent–child relationship may influence 

adolescents’ learning engagement through sequential effects 

on learning motivation and academic self-efficacy (Shao & 

Kang, 2022). This suggests that parental involvement is not 

simply an external supervisory mechanism; rather, it may 

affect the psychological processes through which students 

become motivated, confident, and actively engaged in 

academic activities. Similarly, studies of parent–adolescent 

interaction indicate that self-regulated learning can mediate 

the association between parent–adolescent relationships and 

academic engagement (Mohammadi Baghmollaei & 

Yousefi, 2022). This finding provides an important 

theoretical connection between the two intervention 

approaches examined in the present study because parental 

involvement may partly operate by strengthening students’ 

capacity for autonomous and self-regulated learning. 

Parenting styles and family relationships have also been 

linked to academic engagement through emotional 

intelligence and self-regulation, further demonstrating that 

parental behavior may influence engagement through 

multiple psychological pathways (Besharati et al., 2022). 

Intervention research provides additional support for the 

educational value of parental involvement. Programs 

designed to increase parental participation have been shown 

to influence children’s academic and socioemotional 

outcomes, although the magnitude and form of these effects 

can vary depending on the characteristics of the intervention, 

child age, and target outcome (Cosso et al., 2022). Parental 

involvement may be especially valuable when it is structured 

around responsive support rather than excessive control, 

because developmentally appropriate involvement can 

simultaneously provide guidance and preserve the student’s 

emerging autonomy. Training parents in how to participate 

effectively in homework and academic affairs has been 

associated with improvements in achievement motivation 

and reductions in school-related anxiety, suggesting that the 

quality of parental involvement may be modified through 

systematic educational programs (Rahimi et al., 2019). 

During periods of disrupted or technology-mediated 

learning, parental involvement has also been identified as a 

meaningful factor in supporting students’ academic 

performance, as demonstrated in studies of online learning 

during the COVID-19 period (Qasim et al., 2022). More 

recent studies continue to emphasize the relevance of 

parental involvement in educational outcomes within 

contemporary digital environments (Dianawati et al., 2025). 

In addition, school-based parental involvement has been 

linked to students’ mathematics performance through 

academic self-efficacy, further illustrating the indirect 

motivational pathways through which parents may influence 

learning outcomes (Djekourmane et al., 2025). 

The importance of parental involvement is not restricted 

to direct academic supervision. Contemporary research 

increasingly emphasizes the need to create meaningful 

interaction spaces between families and educational 

institutions. Effective parental participation often depends 

on communication quality, accessibility, and the extent to 

which teachers and schools encourage constructive parent 

engagement. Studies of home–school engagement have 

highlighted differences and similarities in teachers’ and 

parents’ perspectives regarding family involvement and 

children’s learning, demonstrating that collaboration 

between home and school can shape educational 

experiences, particularly in disadvantaged settings (Lynch, 

2021). More recent work has examined strategies used by 

teachers to design interactive spaces that promote parental 

involvement, suggesting that educational institutions can 

actively structure conditions that facilitate family 

participation rather than treating parental involvement as an 

exclusively home-based responsibility (Guo, 2025). Parental 

roles may also influence broader aspects of students’ 

personal and developmental functioning beyond academic 

performance, indicating that family involvement has 

implications for holistic student development (Murdiani & 

Wulandari, 2025). Therefore, parental involvement training 

may represent a potentially powerful intervention because it 

targets the environmental context in which students’ 

academic behavior develops. 

Alongside parental involvement, academic self-

regulation represents another major determinant of students’ 

engagement and educational functioning. Self-regulated 

learning refers to the processes through which learners 

proactively plan, monitor, control, and evaluate their 

cognition, motivation, emotion, and behavior in relation to 

academic goals. Self-regulated learners are not passive 

recipients of instruction; they establish goals, select learning 

strategies, monitor their progress, manage distractions, 

regulate effort, seek assistance when necessary, and adapt 

their behavior according to feedback and task demands. The 

ability to self-regulate is therefore directly relevant to 

academic engagement because students who regulate their 

learning effectively are more likely to sustain attention, 

persist in difficult tasks, employ deeper cognitive strategies, 

and maintain active involvement in learning. Studies among 

high school students have demonstrated meaningful 

https://portal.issn.org/resource/ISSN/2645-3460
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relationships between self-regulated learning strategies, 

metacognitive awareness, intelligence beliefs, deep 

cognitive engagement, and academic vitality (Jabbari et al., 

2022). These findings suggest that self-regulation may 

support not only academic performance but also the depth 

and quality of students’ cognitive involvement. 

Research on self-regulated learning further indicates that 

students’ implicit beliefs about their capacity to regulate 

learning are associated with achievement goals, learning 

strategies, and metacognition (Hertel & Karlen, 2021). Such 

findings reinforce the idea that self-regulation includes both 

skill-based and belief-based components. Students must 

possess regulatory strategies, but they must also perceive 

themselves as capable of applying these strategies 

effectively. Moreover, emotional regulation is closely 

related to learning motivation and academic functioning. 

Students who can manage negative emotions, frustration, 

anxiety, and motivational fluctuations may be better able to 

remain engaged in academic tasks despite obstacles. 

Research in higher education has shown that regulation of 

emotions and learning motivation are interconnected 

processes that contribute to adaptive academic functioning 

(Alonso-Tapia et al., 2020). Although such research has 

frequently focused on older students, these processes are 

highly relevant during adolescence, when emotional 

reactivity and increasing academic demands may challenge 

students’ ability to maintain consistent engagement. 

The effectiveness of self-regulation can also be 

strengthened through direct educational interventions. Self-

regulation training typically incorporates goal setting, 

planning, self-monitoring, inhibitory control, attention 

regulation, emotional regulation, self-evaluation, and 

strategic help-seeking. Experimental evidence suggests that 

self-regulation training can improve educationally relevant 

outcomes such as perceived teaching quality, critical 

thinking, and school belonging among high school students 

(Ghodsi & Amanzadeh, 2022). Earlier intervention research 

has also demonstrated that self-regulation skills can be 

taught systematically and can improve broader cognitive and 

behavioral competencies (Jelvehgar et al., 2014). In 

technology-mediated learning contexts, structured self-

regulation supports, including planning tools, have also been 

associated with improved academic performance, 

reinforcing the importance of explicit mechanisms for 

planning and monitoring learning activities (Jarmillo et al., 

2022). Recent research employing process-mining 

approaches has further demonstrated the complex and 

dynamic nature of self-regulated learning among secondary 

school students, highlighting the value of examining 

regulation as a sequence of learning behaviors rather than as 

a static personality characteristic (Cheng et al., 2024). 

The relationship between self-regulation and engagement 

may also help explain why students differ in their response 

to similar educational environments. Two students may 

receive the same instruction but show very different levels 

of persistence, strategy use, emotional investment, and 

active participation because they differ in their capacity to 

regulate attention, motivation, and behavior. Self-regulated 

learning enables students to transform external educational 

demands into internally organized action. This perspective is 

particularly relevant to agentic engagement, because 

students who monitor their learning and recognize their 

needs may be more likely to ask questions, seek clarification, 

request support, and constructively influence their learning 

environment. It is also relevant to cognitive engagement, as 

regulatory skills support deeper information processing and 

strategic learning. Similarly, behavioral and emotional 

engagement may benefit from enhanced inhibitory control, 

goal commitment, and emotion regulation. Studies linking 

self-regulation to academic enthusiasm and engagement 

support this multidimensional relationship (Tajalli et al., 

2021). Furthermore, the relationship between parent–

adolescent interaction and academic engagement through 

self-regulated learning indicates that self-regulation may 

represent a central mechanism connecting family support to 

students’ active participation in education (Mohammadi 

Baghmollaei & Yousefi, 2022). 

Although parental involvement and academic self-

regulation have each been extensively discussed in the 

educational literature, relatively fewer studies have directly 

compared interventions targeting these two levels of 

influence. This comparison is theoretically important 

because the two approaches operate through different but 

potentially complementary pathways. Parental involvement 

training primarily modifies the student’s interpersonal and 

environmental context by improving parental support, 

structure, communication, monitoring, and responsiveness. 

In contrast, academic self-regulation training primarily 

targets students’ internal learning processes by 

strengthening goal setting, cognitive regulation, emotional 

regulation, self-monitoring, planning, and self-evaluation. 

Existing evidence suggests that both pathways may 

contribute to academic engagement. Parental involvement 

can facilitate motivation, achievement, and engagement 

(Naite, 2021), while self-regulation can promote strategic 

learning and deeper academic involvement (Hertel & 

https://portal.issn.org/resource/ISSN/2645-3460
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Karlen, 2021). At the same time, parental behavior and self-

regulated learning appear to interact developmentally, such 

that supportive parent behavior may facilitate the 

development of stronger self-regulatory capacities (Bardach 

et al., 2023). Consequently, a direct comparison of these 

interventions can clarify whether changing the family 

context or directly training student self-regulation produces 

broader or more persistent changes across the dimensions of 

academic engagement. 

This issue is especially important because contemporary 

educational environments have become increasingly 

complex. Students are expected to operate across traditional 

classroom settings, digital platforms, independent learning 

tasks, and collaborative activities, making both family 

support and self-regulatory competence increasingly 

important. The expansion of digital learning has heightened 

the need for students to organize their own learning while 

also creating new forms of parental participation (Dianawati 

et al., 2025). Research on parental involvement in online and 

technology-supported learning demonstrates that family 

participation remains relevant even when instruction is not 

confined to the traditional classroom (Qasim et al., 2022). At 

the same time, recent research on digital and process-based 

learning environments indicates that self-regulated learning 

is increasingly central to understanding how students 

navigate complex educational tasks (Cheng et al., 2024). 

These developments suggest that interventions targeting 

both external and internal regulation may have considerable 

relevance for current educational practice. 

Another important consideration is that academic 

engagement is multidimensional, and interventions may not 

influence all dimensions equally. An intervention that 

strengthens parental structure and responsiveness may 

produce broad changes across behavioral, emotional, 

cognitive, and agentic engagement, while an intervention 

centered on self-regulation may have more pronounced 

effects on dimensions closely linked to goal-directed agency 

and emotional control. Meta-analytic evidence indicates that 

engagement itself is heterogeneous and that different 

components may relate differently to achievement and well-

being (Wong et al., 2023). Likewise, family-based 

intervention research suggests that parental involvement 

programs can generate diverse academic and socioemotional 

effects depending on their specific components (Cosso et al., 

2022). Therefore, evaluating only an overall engagement 

score may obscure meaningful differences in how 

interventions operate. Examination of behavioral, agentic, 

cognitive, and emotional engagement separately may 

provide a more precise understanding of intervention 

effectiveness. 

Despite the growing literature on parental involvement 

and self-regulated learning, several gaps remain. Much of 

the existing research has been correlational, limiting 

conclusions about whether modifying parental behavior or 

students’ self-regulation directly produces changes in 

academic engagement. Studies have documented 

relationships among parent–child interaction, self-

regulation, motivation, self-efficacy, and engagement 

(Besharati et al., 2022; Shao & Kang, 2022), but fewer 

intervention studies have directly contrasted parent-focused 

and student-focused approaches within the same 

experimental design. Furthermore, intervention effects need 

to be evaluated beyond immediate posttest assessment 

because educational change is meaningful only when 

improvements are maintained over time. The inclusion of a 

follow-up assessment provides evidence regarding the 

durability of intervention effects and allows researchers to 

distinguish temporary changes from more stable 

improvements. In addition, evidence from different 

educational and cultural contexts underscores the need for 

context-specific studies. Findings regarding parental 

involvement have been reported across Ghana (Asumadu & 

Sika-Bright, 2021), Thailand (Naite, 2021), online learning 

contexts (Qasim et al., 2022), and Southeast Asian 

educational systems (Djekourmane et al., 2025), while 

Iranian studies have highlighted the relevance of parental 

involvement, self-regulation, and academic engagement in 

local student populations (Elahi et al., 2020; Ghodsi & 

Amanzadeh, 2022; Rahimi et al., 2019). Such evidence 

supports the value of examining these interventions among 

Iranian junior high school students under controlled 

conditions. 

Accordingly, the present study aimed to compare the 

effectiveness of parental involvement training in academic 

affairs and academic self-regulation training on academic 

engagement and its behavioral, agentic, cognitive, and 

emotional dimensions among junior high school students. 

2. Methods and Materials 

2.1. Study Design and Participants 

This study employed a quasi-experimental pretest–

posttest–follow-up design with two experimental groups and 

one control group. One experimental group consisted of 

parents who received parental involvement training in 

academic affairs, while the second experimental group 

https://portal.issn.org/resource/ISSN/2645-3460
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consisted of students who received academic self-regulation 

training; the control group received no intervention during 

the main study period. All three groups completed the 

academic engagement measure at the pretest and posttest 

stages, and follow-up assessment was conducted to examine 

the maintenance of intervention effects. The statistical 

population consisted of all 836 male junior high school 

students enrolled in schools in Famenin County, Hamadan 

Province, Iran, during the 2023–2024 academic year. Given 

that an appropriate size for group-based educational sessions 

is generally considered to range from 6 to 15 participants 

(Corey et al., 2013), three groups of 15 participants each 

were formed, yielding a total sample of 45 students. 

Participants were recruited through convenience and 

voluntary sampling because eligible students and their 

parents needed to be screened according to the predefined 

inclusion and exclusion criteria and to possess the physical 

and psychological conditions required for participation in 

the educational sessions. The sample was selected from 

seventh-, eighth-, and ninth-grade students and their parents 

at Shahid Modarres Boarding School in Tajarak Village. 

After recruitment and eligibility screening, the students were 

randomly allocated to the three study groups using random 

numbers. The inclusion criteria were enrollment in junior 

high school, student age between 13 and 16 years, and 

willingness of both the selected student and his parents to 

participate in the study. The exclusion criteria included 

withdrawal of consent by the student or his parents, a history 

of disabling physical illness, a diagnosed psychiatric 

disorder, parental substance-related or psychotropic drug-

related disorders, the student’s concurrent participation in 

other educational classes or psychological interventions, and 

incomplete responses to the study questionnaire. All ethical 

principles governing research involving human participants 

were observed throughout the study. Permission to conduct 

the research was obtained from the General Directorate of 

Education of Hamadan Province, the Famenin County 

Department of Education, and the Research Deputy of 

Islamic Azad University, Qom Branch, and ethical approval 

was obtained from the relevant ethics committee under the 

code IR.IAU.QOM.REC.1403.023. Because the participants 

were junior high school students and therefore minors, 

written informed consent was obtained from their parents or 

legal guardians. The purpose, procedures, potential benefits, 

and possible risks of the study were explained in 

understandable language to both students and their parents 

to ensure informed participation. Participation was entirely 

voluntary, and students and parents were informed that they 

could withdraw from the study at any stage without any 

adverse consequences. Personal information and 

questionnaire data were collected, stored, and analyzed 

confidentially, and no identifying information concerning 

students or parents was disclosed in any report or 

publication. The educational sessions were designed to 

minimize the possibility of psychological or physical harm, 

and referral to a counselor or psychologist was available if 

any difficulty arose. Research data were used solely for 

scientific purposes, and all stages of the study were 

conducted in accordance with principles of scientific 

integrity and confidentiality. To ensure ethical fairness, after 

completion of the study, the educational content provided to 

the intervention groups was also offered to the control group. 

2.2. Data Collection Tool 

Academic engagement was assessed using the Academic 

Engagement Questionnaire developed by Reeve (2013). The 

questionnaire was designed to measure students’ academic 

engagement and consists of 17 items rated on a seven-point 

Likert-type scale. Items assess the extent to which learners 

actively, cognitively, emotionally, behaviorally, and 

agentically participate in learning activities; an example item 

is, “When I study, I try to put different ideas together to 

derive an overall meaning.” The instrument reflects four 

dimensions of academic engagement, namely behavioral 

engagement, emotional engagement, cognitive engagement, 

and agentic engagement. Reeve (2013) evaluated the 

psychometric properties of the questionnaire in a sample of 

271 students enrolled in six different courses at an 

engineering college in a South Korean city. Reliability and 

construct validity were investigated using Cronbach’s alpha 

coefficients as well as exploratory and confirmatory factor 

analyses. Exploratory factor analysis using principal-factor 

extraction with oblique rotation and eigenvalues greater than 

1 supported a four-factor structure. Reliability coefficients 

for the dimensions ranged from .84 to .90, indicating 

satisfactory internal consistency. In an Iranian validation 

study, Ramezani and Khamsan (2017) reported satisfactory 

content, face, and criterion-related validity for the 

questionnaire. Their confirmatory factor analysis further 

demonstrated that the proposed four-factor structure had an 

acceptable fit to the data, with the goodness-of-fit indices 

supporting the underlying dimensional structure of the 

instrument. The overall Cronbach’s alpha coefficient 

reported in that study was .92, indicating excellent internal 

consistency. In the present study, this questionnaire was 

https://portal.issn.org/resource/ISSN/2645-3460
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administered at the designated assessment stages to evaluate 

changes in overall academic engagement and its behavioral, 

emotional, cognitive, and agentic dimensions. 

2.3. Interventions 

The parental involvement training program consisted of 

eight 45-minute sessions delivered once weekly over eight 

consecutive weeks. The intervention package was developed 

by Rahimi et al. (2019) through a review of research on 

parental involvement and was theoretically grounded in the 

self-determination framework of Deci and Ryan (1985, 

1987), particularly the dimensions of control, 

responsiveness, and structure. The first session introduced 

the intervention, established initial communication with 

parents, and emphasized the importance of parental 

participation in students’ academic affairs. The second 

session focused on parenting styles, including the 

characteristics, advantages, and disadvantages of different 

parenting approaches and their potential effects on 

achievement motivation, and introduced parents to more 

adaptive parenting practices. The third session addressed 

parental involvement in the home environment and effective 

methods of parental monitoring, with particular emphasis on 

strategies for supporting students’ autonomy in completing 

academic assignments. The fourth session extended these 

topics by focusing on indirect parental assistance with 

academic planning and appropriate guidance during 

homework and study activities without undermining 

students’ independence. The fifth session concentrated on 

parental responsiveness, teaching parents how to identify 

and respond to their children’s educational needs, strengthen 

their sense of competence, and thereby enhance academic 

motivation. The sixth session addressed home–school 

interaction and highlighted the importance of maintaining 

regular communication with teachers and participating in 

parent–teacher associations and related school activities. 

The seventh session introduced the structural dimension of 

parental involvement and examined the importance of 

organization, prioritization, time management, and the 

development of academic responsibility among students. 

The eighth session provided recommendations for 

establishing an appropriate home study environment and 

introduced Epstein’s six dimensions of parental 

involvement. The final portion of the session was devoted to 

reviewing and integrating the content covered throughout 

the intervention so that parents could develop a coherent and 

practically applicable understanding of how to participate 

effectively in their children’s academic affairs. 

The academic self-regulation training program also 

consisted of eight 45-minute sessions conducted once 

weekly over eight consecutive weeks. The educational 

content was organized according to the complexity and 

hierarchical progression of self-regulatory skills and was 

developed by Jalvehgar et al. (2014) based on concepts 

derived from developmental models of self-regulation 

proposed by Wang (2004), Smith-Donald et al. (2007), and 

Gagné-Latham (2010), as well as theoretical perspectives on 

academic self-regulation proposed by Boekaerts (1999), 

Pintrich (2000), and Zimmerman (2008). The first session 

was devoted to orientation and rapport building and included 

the introduction of the facilitator and participants, 

explanation of session rules, presentation of the educational 

approach, and training in effective interpersonal 

communication. The second session focused on goal setting 

and the development of academic motivation. In the third 

session, self-awareness skills were introduced, accompanied 

by a review and consolidation of material covered in the 

previous session. The fourth session concentrated on 

attention and concentration as fundamental components of 

cognitive self-regulation. The fifth session introduced 

cognitive and behavioral regulation skills, including 

sustained attention, inhibitory control, and delay of 

gratification. In the sixth session, emotional regulation was 

taught alongside practical exercises designed to reinforce 

previously acquired cognitive and behavioral regulation 

skills. The seventh session addressed planning, goal setting, 

monitoring, behavioral and cognitive control, and self-

evaluation, while also providing opportunities to practice 

and consolidate skills learned in earlier sessions. The eighth 

and final session reviewed the entire training program and 

taught students how to seek appropriate academic assistance 

from teachers, parents, and peers to support continued 

academic progress and effective self-regulated learning. 

2.4. Data Analysis 

The collected data were analyzed using descriptive and 

inferential statistical procedures. Descriptive statistics, 

including means and standard deviations, were used to 

summarize participants’ scores on overall academic 

engagement and its behavioral, emotional, cognitive, and 

agentic dimensions across the pretest, posttest, and follow-

up assessments. To examine changes in academic 

engagement over time and compare the effectiveness of 
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parental involvement training, academic self-regulation 

training, and the control condition, mixed-design analysis of 

variance was employed, with assessment time treated as the 

within-subjects factor and study group as the between-

subjects factor. The analysis evaluated the main effect of 

time, the main effect of group, and the time-by-group 

interaction, with particular attention to whether the effects 

observed at posttest were maintained at follow-up. Prior to 

conducting the inferential analyses, the relevant statistical 

assumptions for mixed-design analysis of variance were 

assessed. Statistical significance was evaluated at the .05 

level, and the results were interpreted by comparing patterns 

of change across the three groups and across the different 

dimensions of academic engagement. 

3. Findings and Results 

All 45 participants were male junior high school students 

in Grades 7, 8, and 9. The participants were equally allocated 

to the control group, parental involvement training group, 

and academic self-regulation training group, with 15 

students in each group. The three groups were comparable 

in terms of sex and educational grade, and students from the 

three grade levels were distributed across the study groups. 

Thus, no substantial demographic imbalance was observed 

among the groups with respect to the demographic 

characteristics considered in the study. 

Table 1 

Descriptive Statistics for Academic Engagement Scores at Pretest, Posttest, and Follow-Up by Study Group 

Group Variable/Assessment n Minimum Maximum Mean SD 

Control Total academic engagement – Pretest 15 57 113 88.80 16.07  

Total academic engagement – Posttest 15 58 111 88.40 14.92  

Total academic engagement – Follow-up 15 57 111 89.33 15.45  

Behavioral engagement – Pretest 15 57 113 88.80 16.07  

Behavioral engagement – Posttest 15 58 111 88.40 14.92  

Behavioral engagement – Follow-up 15 57 111 89.33 15.45  

Agentic engagement – Pretest 15 13 27 22.47 4.36  

Agentic engagement – Posttest 15 13 27 22.20 4.18  

Agentic engagement – Follow-up 15 13 27 22.33 4.45  

Cognitive engagement – Pretest 15 16 31 24.47 5.08  

Cognitive engagement – Posttest 15 17 31 24.33 4.55  

Cognitive engagement – Follow-up 15 19 32 25.07 4.51  

Emotional engagement – Pretest 15 13 28 20.93 4.54  

Emotional engagement – Posttest 15 13 27 20.80 4.30  

Emotional engagement – Follow-up 15 13 27 20.87 4.29 

Parental involvement training Total academic engagement – Pretest 15 36 106 82.07 20.09  

Total academic engagement – Posttest 15 59 109 88.93 13.77  

Total academic engagement – Follow-up 15 58 112 90.73 14.36  

Behavioral engagement – Pretest 15 36 106 82.07 20.09  

Behavioral engagement – Posttest 15 59 109 88.93 13.77  

Behavioral engagement – Follow-up 15 58 112 90.73 14.36  

Agentic engagement – Pretest 15 8 28 20.27 5.80  

Agentic engagement – Posttest 15 4 26 20.53 5.68  

Agentic engagement – Follow-up 15 15 28 22.27 3.73  

Cognitive engagement – Pretest 15 11 32 23.60 6.13  

Cognitive engagement – Posttest 15 19 33 26.87 4.19  

Cognitive engagement – Follow-up 15 19 33 26.67 4.20  

Emotional engagement – Pretest 15 7 24 17.73 5.70  

Emotional engagement – Posttest 15 9 25 19.40 4.69  

Emotional engagement – Follow-up 15 9 26 19.60 4.53 

Academic self-regulation training Total academic engagement – Pretest 15 28 117 85.40 24.17  

Total academic engagement – Posttest 15 41 117 89.27 20.50  

Total academic engagement – Follow-up 15 43 117 89.47 20.31  

Behavioral engagement – Pretest 15 28 117 85.40 24.17  

Behavioral engagement – Posttest 15 41 117 89.27 20.50  

Behavioral engagement – Follow-up 15 43 117 89.47 20.31 
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Agentic engagement – Pretest 15 8 28 21.27 5.34  

Agentic engagement – Posttest 15 13 28 22.47 3.91  

Agentic engagement – Follow-up 15 13 28 22.40 3.89  

Cognitive engagement – Pretest 15 6 35 24.93 8.14  

Cognitive engagement – Posttest 15 10 35 26.73 6.49  

Cognitive engagement – Follow-up 15 10 35 26.67 6.51  

Emotional engagement – Pretest 15 4 28 19.20 6.35  

Emotional engagement – Posttest 15 6 28 19.27 6.05  

Emotional engagement – Follow-up 15 8 28 19.53 5.79 

 

As shown in Table 1, the mean total academic 

engagement score in the control group remained relatively 

stable from pretest (M = 88.80, SD = 16.07) to posttest (M = 

88.40, SD = 14.92) and follow-up (M = 89.33, SD = 15.45). 

In contrast, the parental involvement training group showed 

an increase in the mean total academic engagement score 

from 82.07 (SD = 20.09) at pretest to 88.93 (SD = 13.77) at 

posttest and 90.73 (SD = 14.36) at follow-up. Similarly, the 

academic self-regulation training group showed an increase 

from 85.40 (SD = 24.17) at pretest to 89.27 (SD = 20.50) at 

posttest and 89.47 (SD = 20.31) at follow-up. At the 

dimensional level, the parental involvement group generally 

demonstrated increases in agentic, cognitive, and emotional 

engagement across the assessment occasions, whereas the 

academic self-regulation group demonstrated particularly 

evident improvements in agentic engagement and smaller 

changes in the other dimensions. Descriptively, the control 

group showed comparatively little change across the three 

assessment occasions. 

Before conducting the mixed-design repeated-measures 

analysis of variance, the statistical assumptions underlying 

the analysis were examined. The normality of the score 

distributions was assessed using the Shapiro–Wilk test, 

homogeneity of regression slopes was examined using 

univariate covariance procedures, and equivalence of the 

groups at pretest was examined using one-way analysis of 

variance. The adequacy of correlations among the dependent 

variables was evaluated using Bartlett’s test, while linearity 

of the relationships among the dependent variables was 

examined using scatterplots. Homogeneity of the covariance 

matrices was assessed using Box’s M test, and homogeneity 

of variances was evaluated using Levene’s test. The relevant 

assumptions were considered satisfactory for conducting the 

principal analyses. However, Mauchly’s test of sphericity 

indicated violation of the sphericity assumption for the 

repeated-measures analyses. Accordingly, Greenhouse–

Geisser-adjusted degrees of freedom were used when 

reporting the univariate repeated-measures effects. In 

addition, Bonferroni-adjusted pairwise comparisons were 

employed for significant within-subject and interaction 

effects. 

Table 2 

Mixed-Design Repeated-Measures ANOVA for the Dimensions of Academic Engagement 

Outcome Effect Correction SS df MS F p η² 

Behavioral engagement Time Greenhouse–Geisser 23.126 1.430 16.167 4.600 .024 .099  

Time × Group Greenhouse–Geisser 21.052 2.861 7.359 2.094 .113 .091 

Agentic engagement Time Greenhouse–Geisser 89.526 1.419 63.091 28.144 <.001 .401  

Time × Group Greenhouse–Geisser 46.874 2.838 16.517 7.368 <.001 .260 

Cognitive engagement Time Greenhouse–Geisser 12.326 1.383 8.915 12.498 <.001 .229  

Time × Group Greenhouse–Geisser 20.252 2.765 7.324 10.267 <.001 .328 

Emotional engagement Time Greenhouse–Geisser 16.178 1.710 9.459 16.874 <.001 .287  

Time × Group Greenhouse–Geisser 6.222 3.421 1.819 3.245 .022 .134 

The multivariate repeated-measures analysis initially 

demonstrated a significant overall main effect of time, 

Wilks’ Λ = .479, F(8, 162) = 9.014, p < .001, η² = .308, 

indicating that academic engagement scores changed 

significantly across the pretest, posttest, and follow-up 

measurements irrespective of group membership. A 

significant multivariate Time × Group interaction was also 

observed, Wilks’ Λ = .510, F(16, 248.097) = 3.820, p < .001, 

η² = .155, indicating that the pattern of change over time 

differed among the parental involvement, academic self-

regulation, and control groups. Following Greenhouse–

Geisser correction, the main effect of time was significant 
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for behavioral engagement, F(1.430, 60.06) = 4.600, p = 

.024, η² = .099; agentic engagement, F(1.419, 59.60) = 

28.144, p < .001, η² = .401; cognitive engagement, F(1.383, 

58.09) = 12.498, p < .001, η² = .229; and emotional 

engagement, F(1.710, 71.82) = 16.874, p < .001, η² = .287. 

The Time × Group interaction was significant for agentic 

engagement, F(2.838, 59.60) = 7.368, p < .001, η² = .260; 

cognitive engagement, F(2.765, 58.07) = 10.267, p < .001, 

η² = .328; and emotional engagement, F(3.421, 71.84) = 

3.245, p = .022, η² = .134. However, the Time × Group 

interaction for behavioral engagement was not statistically 

significant, F(2.861, 60.08) = 2.094, p = .113, η² = .091. The 

between-group main effects were also nonsignificant for 

behavioral engagement, F(2, 42) = 0.254, p = .777, η² = .012; 

agentic engagement, F(2, 42) = 0.286, p = .753, η² = .013; 

cognitive engagement, F(2, 42) = 0.595, p = .556, η² = .028; 

and emotional engagement, F(2, 42) = 0.243, p = .785, η² = 

.011. Accordingly, there was no overall significant 

difference among the three groups when scores were 

averaged across measurement occasions, whereas the 

significant Time × Group interactions for agentic, cognitive, 

and emotional engagement indicated differential 

longitudinal patterns among the groups. 

Table 3 

Bonferroni-Adjusted Pairwise Comparisons Across Measurement Occasions Within Each Study Group 

Group Outcome Comparison Mean Difference SE p 95% CI 

Control Behavioral engagement Pretest vs. Posttest 0.267 0.182 .493 −0.227, 0.760   

Pretest vs. Follow-up 0.133 0.192 1.000 −0.388, 0.655   

Posttest vs. Follow-up −0.133 0.215 1.000 −0.718, 0.452  

Agentic engagement Pretest vs. Posttest 0.133 0.533 1.000 −1.316, 1.583   

Pretest vs. Follow-up −0.600 0.306 .209 −1.430, 0.230   

Posttest vs. Follow-up −0.733 0.463 .406 −1.990, 0.524  

Cognitive engagement Pretest vs. Posttest 0.133 0.192 1.000 −0.388, 0.655   

Pretest vs. Follow-up 0.067 0.206 1.000 −0.494, 0.627   

Posttest vs. Follow-up −0.067 0.118 1.000 −0.388, 0.255  

Emotional engagement Pretest vs. Posttest −0.133 0.165 1.000 −0.582, 0.316   

Pretest vs. Follow-up −0.133 0.192 1.000 −0.655, 0.388   

Posttest vs. Follow-up 0.000 0.098 1.000 −0.265, 0.265 

Parental involvement training Behavioral engagement Pretest vs. Posttest −1.000 1.175 1.000 −4.194, 2.194   

Pretest vs. Follow-up −2.000 0.586 .013 −3.591, −0.409   

Posttest vs. Follow-up −1.000 0.867 .805 −3.357, 1.357  

Agentic engagement Pretest vs. Posttest −3.267 0.573 <.001 −4.824, −1.710   

Pretest vs. Follow-up −3.067 0.565 <.001 −4.601, −1.532   

Posttest vs. Follow-up 0.200 0.175 .813 −0.274, 0.674  

Cognitive engagement Pretest vs. Posttest −1.667 0.361 .001 −2.647, −0.686   

Pretest vs. Follow-up −1.867 0.435 .002 −3.049, −0.685   

Posttest vs. Follow-up −0.200 0.175 .813 −0.674, 0.274  

Emotional engagement Pretest vs. Posttest −1.200 0.341 .010 −2.126, −0.274   

Pretest vs. Follow-up −1.267 0.371 .013 −2.275, −0.258   

Posttest vs. Follow-up −0.067 0.182 1.000 −0.560, 0.427 

Academic self-regulation training Behavioral engagement Pretest vs. Posttest −1.200 0.460 .062 −2.450, 0.050   

Pretest vs. Follow-up −1.133 0.446 .070 −2.345, 0.078   

Posttest vs. Follow-up 0.067 0.118 1.000 −0.255, 0.388  

Agentic engagement Pretest vs. Posttest −1.800 0.571 .021 −3.351, −0.249   

Pretest vs. Follow-up −1.733 0.556 .023 −3.245, −0.222   

Posttest vs. Follow-up 0.067 0.067 1.000 −0.115, 0.248  

Cognitive engagement Pretest vs. Posttest −0.067 0.206 1.000 −0.627, 0.494   

Pretest vs. Follow-up −0.333 0.270 .713 −1.068, 0.401   

Posttest vs. Follow-up −0.267 0.182 .493 −0.760, 0.227  

Emotional engagement Pretest vs. Posttest −0.800 0.312 .067 −1.647, 0.047   

Pretest vs. Follow-up −0.867 0.215 .004 −1.452, −0.282   

Posttest vs. Follow-up −0.067 0.267 1.000 −0.791, 0.658 
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As shown in Table 3, none of the pairwise comparisons 

across pretest, posttest, and follow-up were statistically 

significant in the control group for any dimension of 

academic engagement (all p > .05), indicating stability of 

academic engagement in the absence of intervention. In the 

parental involvement training group, behavioral engagement 

differed significantly between pretest and follow-up (MD = 

−2.000, p = .013), whereas the pretest–posttest and posttest–

follow-up differences were nonsignificant. Agentic 

engagement increased significantly from pretest to posttest 

(MD = −3.267, p < .001) and from pretest to follow-up (MD 

= −3.067, p < .001), with no significant difference between 

posttest and follow-up (p = .813), indicating maintenance of 

the improvement. Cognitive engagement similarly increased 

significantly from pretest to posttest (MD = −1.667, p = 

.001) and from pretest to follow-up (MD = −1.867, p = .002), 

while posttest and follow-up did not differ significantly. 

Emotional engagement also showed significant pretest–

posttest (MD = −1.200, p = .010) and pretest–follow-up 

differences (MD = −1.267, p = .013), with no significant 

posttest–follow-up difference. In the academic self-

regulation training group, behavioral and cognitive 

engagement did not differ significantly across assessment 

occasions. Agentic engagement significantly increased from 

pretest to posttest (MD = −1.800, p = .021) and from pretest 

to follow-up (MD = −1.733, p = .023), whereas posttest and 

follow-up did not differ significantly, suggesting 

maintenance of the intervention effect. For emotional 

engagement, the pretest–follow-up difference was 

significant (MD = −0.867, p = .004), although the pretest–

posttest (p = .067) and posttest–follow-up (p = 1.000) 

differences were not significant. Bonferroni-adjusted 

between-group pairwise comparisons further showed no 

statistically significant differences between the control and 

parental involvement groups, between the control and 

academic self-regulation groups, or between the two 

intervention groups for behavioral, agentic, cognitive, or 

emotional engagement (all p > .05). Therefore, although the 

two interventions showed different within-group patterns of 

change over time, the direct pairwise differences between 

the intervention conditions were not statistically significant. 

4. Discussion and Conclusion 

The present study aimed to compare the effectiveness of 

parental involvement training in academic affairs and 

academic self-regulation training on academic engagement 

among junior high school students. The findings showed 

that, although the overall between-group differences among 

the parental involvement training group, academic self-

regulation training group, and control group were not 

statistically significant, meaningful changes occurred over 

time in several dimensions of academic engagement. The 

main effect of time was significant for behavioral, agentic, 

cognitive, and emotional engagement, indicating that 

students’ engagement scores changed across the pretest, 

posttest, and follow-up assessments. More importantly, the 

interaction between time and group was significant for 

agentic, cognitive, and emotional engagement, suggesting 

that the pattern of change differed according to the type of 

intervention. Pairwise comparisons showed that parental 

involvement training produced significant improvements in 

behavioral engagement from pretest to follow-up and 

significant improvements in agentic, cognitive, and 

emotional engagement from pretest to posttest and from 

pretest to follow-up. In contrast, academic self-regulation 

training was associated with significant improvements in 

agentic engagement at posttest and follow-up and with a 

significant improvement in emotional engagement from 

pretest to follow-up. No significant changes were observed 

in the control group. Therefore, the findings suggest that 

both interventions were capable of influencing students’ 

engagement over time, but parental involvement training 

appeared to affect a broader range of engagement 

dimensions, whereas academic self-regulation training 

demonstrated more specific effects on agentic and emotional 

engagement. 

The finding that parental involvement training improved 

several dimensions of academic engagement is consistent 

with previous evidence emphasizing the importance of 

family participation in students’ educational functioning. 

Parental involvement can influence academic engagement 

through multiple mechanisms, including emotional support, 

monitoring, academic structure, communication with 

teachers, assistance with learning routines, and 

encouragement of students’ autonomy. Previous studies 

have shown that parental involvement is associated with 

higher levels of academic motivation and stronger academic 

outcomes (Elahi et al., 2020; Yousefi Goharian et al., 2023). 

These findings are compatible with the present results 

because motivation is one of the psychological processes 

through which parental support can be translated into greater 

persistence, participation, and investment in school 

activities. Similarly, evidence concerning the association 

between parental involvement and academic performance 

indicates that students benefit when parents actively and 
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appropriately participate in their education (Asumadu & 

Sika-Bright, 2021; Naite, 2021). The current findings extend 

this body of research by suggesting that the effects of 

parental involvement may not be limited to academic 

achievement but may also encompass behavioral, cognitive, 

emotional, and agentic forms of engagement. 

The effectiveness of parental involvement training may 

also be explained by changes in the quality of parent–child 

interaction. When parents receive structured training 

regarding supportive monitoring, responsiveness, academic 

structure, autonomy support, communication, and the 

creation of an appropriate home learning environment, their 

involvement may become less controlling and more 

facilitative. This distinction is important because not all 

forms of parental involvement are equally beneficial. 

Supportive parental behaviors can strengthen students’ 

perceptions of competence and security while 

simultaneously encouraging independent academic 

functioning. Previous research has shown that the quality of 

the parent–child relationship is associated with academic 

achievement (Rathee & Kumari, 2022), and that the 

relationship between parents and adolescents may influence 

learning engagement through learning motivation and 

academic self-efficacy (Shao & Kang, 2022). Accordingly, 

the present intervention may have enhanced engagement by 

improving the relational context in which students 

approached their academic responsibilities. Greater 

emotional support may have facilitated emotional 

engagement, clearer structure may have contributed to 

behavioral engagement, and autonomy-supportive practices 

may have enhanced agentic engagement. 

The improvement in agentic engagement following 

parental involvement training is particularly noteworthy. 

Agentic engagement refers to the student’s proactive 

contribution to the instructional process, including asking 

questions, expressing preferences, seeking clarification, and 

communicating learning needs. At first glance, this 

dimension might appear to depend primarily on student 

characteristics; however, the family environment can play an 

important role in cultivating the confidence and autonomy 

required for agentic behavior. Parents who respond to 

students’ needs, encourage decision-making, and avoid 

excessive control may create conditions in which students 

feel more capable of expressing themselves and taking 

initiative in learning situations. This interpretation is 

consistent with research showing that parental behavior is 

related to adolescents’ self-regulated learning and academic 

development (Bardach et al., 2023). It is also consistent with 

evidence indicating that self-regulated learning mediates the 

relationship between parent–adolescent interaction and 

academic engagement (Mohammadi Baghmollaei & 

Yousefi, 2022). Therefore, parental involvement training 

may have influenced agentic engagement indirectly by 

strengthening students’ autonomy and self-regulatory 

capacities. 

The significant improvement in cognitive engagement in 

the parental involvement group can also be interpreted in 

light of the structure provided by parents. Cognitive 

engagement involves strategic learning, thoughtful 

processing of information, persistence in complex tasks, and 

investment in understanding rather than superficial task 

completion. Parents who learn how to support homework 

without directly taking over the task, organize learning 

conditions, encourage planning, and guide students toward 

independent problem solving may help students adopt 

deeper approaches to learning. Previous findings have 

demonstrated associations between parenting styles, self-

regulation, and academic engagement (Besharati et al., 

2022), suggesting that the family environment may 

contribute to the development of cognitive strategies. 

Moreover, parental participation programs have been shown 

to affect both academic and socioemotional outcomes, 

supporting the view that structured parental interventions 

can influence multiple domains of student functioning 

(Cosso et al., 2022). The sustained difference between 

pretest and follow-up observed in the present study may 

indicate that changes in family routines and parental 

behaviors created a relatively stable context for deeper 

cognitive involvement in schoolwork. 

The improvement in emotional engagement among 

students whose parents received training may be explained 

by the emotional and motivational climate created within the 

home. Emotional engagement reflects students’ interest, 

enjoyment, sense of belonging, and positive affect toward 

learning and school. When parents respond constructively to 

academic difficulties, provide encouragement, recognize 

effort, and communicate realistic expectations, students may 

experience fewer negative emotions and greater confidence 

in relation to school tasks. The effectiveness of parental 

participation training in reducing school anxiety and 

increasing achievement motivation has been documented 

previously (Rahimi et al., 2019). This is highly relevant to 

the current findings because lower anxiety and stronger 

academic motivation can facilitate more positive emotional 

involvement in learning. Furthermore, research examining 

home–school engagement emphasizes the importance of 
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coordinated support between parents and teachers for 

children’s educational experiences (Lynch, 2021). In the 

present intervention, encouraging parents to communicate 

with teachers and become more effectively involved in 

school-related activities may have enhanced students’ 

perception that home and school were working together to 

support their progress. 

The finding that academic self-regulation training 

significantly improved agentic engagement is also 

theoretically coherent. Self-regulation training directly 

targets processes such as goal setting, planning, monitoring, 

attention control, inhibition, self-evaluation, and strategic 

help-seeking. These capacities are closely related to agentic 

engagement because students who can monitor their learning 

and recognize difficulties are better able to identify when 

assistance is required, ask questions, communicate 

preferences, and actively shape their learning environment. 

Previous research has shown that self-regulated learning 

strategies are related to deep cognitive engagement and 

academic vitality among high school students (Jabbari et al., 

2022). Other evidence indicates that students’ beliefs about 

self-regulated learning are associated with learning 

strategies, metacognition, and achievement goals (Hertel & 

Karlen, 2021). The present findings therefore support the 

view that strengthening self-regulatory competencies can 

help adolescents become more proactive participants in their 

education rather than passive recipients of instruction. 

The maintenance of improvement in agentic engagement 

at follow-up is particularly important because it suggests that 

the effects of self-regulation training were not restricted to 

the immediate intervention period. Once students acquire 

skills in goal setting, self-monitoring, and help-seeking, 

these strategies can potentially become integrated into their 

regular learning behavior. This interpretation is supported by 

studies demonstrating that self-regulation can be 

strengthened through systematic educational interventions 

(Jelvehgar et al., 2014). Similarly, self-regulation training 

has been shown to improve variables such as critical 

thinking and school belonging, both of which require active 

cognitive and motivational participation in learning (Ghodsi 

& Amanzadeh, 2022). Research in digital and virtual 

learning environments has likewise shown that planning and 

self-regulatory supports can improve students’ academic 

functioning (Jarmillo et al., 2022). Taken together, these 

studies suggest that self-regulation training may promote 

durable changes in how students approach learning tasks and 

interact with their educational environment. 

The significant pretest-to-follow-up improvement in 

emotional engagement in the academic self-regulation group 

may be explained by the intervention’s emphasis on 

emotional regulation. Students were taught not only 

planning and cognitive control but also ways of managing 

emotions that arise during academic activities. Academic 

learning commonly involves frustration, boredom, anxiety, 

uncertainty, and perceived failure, particularly during 

adolescence. Students who are better able to recognize and 

regulate these emotional responses may remain 

psychologically involved in academic tasks rather than 

withdrawing from them. Previous research has shown that 

emotion regulation and learning motivation are closely 

connected in educational settings (Alonso-Tapia et al., 

2020). The present findings are therefore consistent with the 

proposition that self-regulation training can improve 

emotional engagement by equipping students with skills for 

managing negative affect and maintaining motivation in 

challenging academic situations. 

However, academic self-regulation training did not 

produce statistically significant changes in behavioral or 

cognitive engagement in the within-group pairwise 

comparisons. One possible explanation is that eight sessions 

may have been sufficient to influence students’ awareness, 

agency, and emotional control but not long enough to 

produce pronounced changes in stable behavioral routines or 

deeper cognitive learning strategies. Behavioral engagement 

may require repeated opportunities for practice within actual 

classroom contexts, reinforcement by teachers and parents, 

and sustained environmental support. Similarly, cognitive 

engagement may develop gradually as students learn to 

apply metacognitive and strategic learning skills 

consistently across different academic subjects. Research on 

self-regulated learning increasingly conceptualizes it as a 

dynamic process that unfolds across multiple phases of 

planning, performance, monitoring, and reflection (Cheng et 

al., 2024). This suggests that brief interventions may initiate 

self-regulatory change without necessarily producing 

immediate improvements across all dimensions of academic 

engagement. 

The absence of significant overall between-group effects 

and nonsignificant Bonferroni comparisons between the two 

intervention groups should also be interpreted carefully. 

These results indicate that neither parental involvement 

training nor academic self-regulation training was 

statistically superior to the other when the groups were 

compared directly. This finding is consistent with the 

possibility that both interventions address different 
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components of the same broader motivational and regulatory 

system. Parent-focused interventions act primarily through 

environmental support, while self-regulation training acts 

primarily through students’ internal cognitive, motivational, 

and emotional processes. These mechanisms may converge 

on similar educational outcomes, which can reduce direct 

between-group differences. Previous studies have 

highlighted the interdependence of parental behavior and 

self-regulation (Bardach et al., 2023; Mohammadi 

Baghmollaei & Yousefi, 2022). Therefore, the lack of a 

statistically significant direct difference between the two 

intervention groups should not be interpreted as indicating 

that the interventions were ineffective; rather, the significant 

time-related and interaction effects suggest that their 

influence was expressed through different patterns of change 

across engagement dimensions. 

The nonsignificant changes observed in the control group 

further support the interpretation that the improvements in 

the intervention groups were related to the educational 

programs rather than merely to repeated measurement or 

passage of time. Scores in the control group remained 

relatively stable across the three assessment occasions. This 

pattern is consistent with research showing that engagement 

does not necessarily improve spontaneously and may require 

targeted support from families, teachers, or structured 

student-focused interventions (Pinzone & Reschly, 2021). 

The broader literature also demonstrates that engagement is 

associated with academic achievement and well-being 

(Wong et al., 2023), highlighting the importance of 

interventions capable of preventing disengagement during 

adolescence. The current results therefore provide additional 

evidence that both family-based and student-focused 

approaches may contribute to maintaining or strengthening 

academic involvement. 

The findings are also relevant in contemporary 

educational environments, where students increasingly need 

to function independently across traditional, blended, and 

digital learning contexts. Parental involvement remains 

important in such settings, but the nature of effective 

involvement may change as students become older and more 

autonomous. Research during online learning has shown that 

parental involvement can support academic outcomes under 

conditions requiring greater home-based learning (Qasim et 

al., 2022). More recent studies have emphasized parental 

participation within digital educational environments and its 

relationship with learning achievement (Dianawati et al., 

2025), while school-based parental involvement has also 

been linked to academic performance through self-efficacy 

(Djekourmane et al., 2025). Furthermore, strategies that 

create interactive spaces for communication between 

teachers and parents may promote more meaningful forms 

of parental participation (Guo, 2025). These findings support 

the broader implication of the present study that effective 

engagement interventions should consider both the student’s 

self-regulatory capacity and the quality of the educational 

support provided by the family. 

Overall, the present findings indicate that parental 

involvement training and academic self-regulation training 

can both contribute to changes in academic engagement, but 

they appear to operate through somewhat different patterns. 

Parental involvement training was associated with 

improvement across a broader range of engagement 

dimensions, including behavioral, agentic, cognitive, and 

emotional engagement, whereas academic self-regulation 

training showed its clearest effects on agentic and emotional 

engagement. This pattern is consistent with the broader 

conceptualization of academic engagement as a 

multidimensional phenomenon shaped by both contextual 

and personal factors. Recent evidence emphasizing the 

continuing developmental importance of parental roles 

(Murdiani & Wulandari, 2025) and the growing importance 

of structured family–school interaction (Guo, 2025) further 

reinforces the relevance of combining environmental and 

individual approaches. Therefore, the findings suggest that 

parental involvement and self-regulation should not 

necessarily be regarded as competing explanations or 

interventions, but rather as complementary components of a 

comprehensive approach to strengthening students’ 

academic engagement. 

The present study had several limitations that should be 

considered when interpreting the findings. First, the sample 

consisted of only 45 male junior high school students from 

one boarding school in Famenin County, which restricts the 

generalizability of the findings to female students, students 

in other geographical regions, other educational levels, and 

schools with different socioeconomic or organizational 

characteristics. Second, the relatively small sample size may 

have reduced statistical power for detecting between-group 

differences, particularly when comparing the two active 

interventions directly. Third, academic engagement was 

measured through a self-report questionnaire, which may be 

affected by response bias, social desirability, or students’ 

subjective interpretation of the items. Fourth, the follow-up 

period was relatively limited, and therefore the long-term 

stability of the observed changes remains uncertain. Fifth, 

potential contextual variables such as parental education, 

https://portal.issn.org/resource/ISSN/2645-3460
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socioeconomic status, prior academic achievement, teacher 

behavior, classroom climate, family functioning, and 

students’ baseline motivation were not explicitly controlled. 

Finally, although the intervention protocols were 

standardized, individual differences in parental attendance, 

implementation of learned strategies at home, and students’ 

adherence to self-regulation exercises may have influenced 

the magnitude of the observed effects. 

Future studies should replicate the present investigation 

using larger and more diverse samples, including both male 

and female students from different schools, regions, 

educational levels, and socioeconomic backgrounds. 

Randomized controlled trials with larger sample sizes would 

provide stronger evidence regarding the comparative 

effectiveness of parental involvement and academic self-

regulation interventions. Future research could also employ 

longer follow-up periods to determine whether intervention 

effects are maintained across an academic semester or school 

year. It would be valuable to combine self-report measures 

with teacher ratings, parent reports, classroom observations, 

academic records, and behavioral indicators of engagement. 

Researchers should also investigate potential mediators and 

moderators of intervention effectiveness, including 

academic self-efficacy, achievement motivation, emotion 

regulation, family functioning, parenting style, perceived 

autonomy support, school climate, and teacher support. In 

addition, future studies could examine whether a combined 

intervention integrating parental involvement training with 

student self-regulation training produces stronger or more 

comprehensive effects than either approach alone. More 

detailed process evaluations could also determine which 

specific components of each intervention are most strongly 

associated with changes in behavioral, emotional, cognitive, 

and agentic engagement. 

Schools, counselors, educational psychologists, and 

teachers can use the findings of this study to design 

multidimensional programs for strengthening students’ 

academic engagement. Parent education programs can focus 

on supportive monitoring, appropriate academic structure, 

effective communication, autonomy support, constructive 

involvement in homework, and regular home–school 

communication. At the same time, students can be trained in 

goal setting, planning, attention control, emotional 

regulation, self-monitoring, self-evaluation, and adaptive 

help-seeking. Because parental involvement training 

influenced a broader range of engagement dimensions while 

self-regulation training showed specific benefits for agentic 

and emotional engagement, educational practitioners may 

benefit from integrating both approaches within school-

based prevention and support programs. Such programs 

should avoid excessive parental control and instead 

emphasize developmentally appropriate support that 

strengthens students’ independence. Teachers can also 

reinforce self-regulatory strategies during classroom 

instruction and communicate regularly with parents 

regarding students’ academic needs. A coordinated approach 

involving students, families, teachers, and school counselors 

may therefore provide a more comprehensive framework for 

promoting sustained academic engagement throughout 

adolescence. 
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