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ABSTRACT

The study has attempted lo examine the role of motivational beliefs such as self-cflkacy,
intrinsic value and test anxiety; self-regulated learning viz. cognitive strategy use and self-
regulation and attitude towards school on classroom academic performance of the secondary
school students. For this purpose, samples of 512 students of class nitie and ten and 12 tcachers
were randomly selected from the government and non-government secondary schools in Dhaka
City, fhc stratilled random sampling technique was used in the present study, The data was
collccted through both quantitative and qualitative method. Motivated Strategies for Learning
Questionnaire (MSLQ) developed by Groot (1990) and Rao Altitude School Inventory (1970)
were applied for quantitative part and Teacher’s Observation Questionnaire, Researcher’s
Observation Checklist. Focus Group Discussion (FGD) guideline were used as qualitative
method. To assess the academic classroom performance, acadcmic results in combining last three
examination scores taken from sclccted schools and MCQ (Multiple choice questions) test
developed by researcher focused on four subjects i.e. Bengali, English, Mathematics and General

Science in the concerning class teachers were also applied.

Results show existence of role of motivational beliefs, self-regulated learning and attitude
towards school on classroom academic performance of the secondary school students. The
results of ANOVA showed that there is no sigtiincance sex dilTcrence in motivational beliefs,
sell-regulated learning and attitude towards school, (.iroup (Science, Arts, and Commerce)
differences were found in self-regulated learning, motivational beliefs, attitude towards school
and classroom academic performance. Self-regulated learning of the students of class nine and
ten was found significantly different. The correlation analysis showed that all the components
(motivational beliefs, self-regulated learning and attitude towards school) were signillcantly
related to classroom academic performance. Only test anxiety component of motivational beliefs
was negatively related to classroom academic performance. The regression analyses revealed
that motivational beliefs and attitude tow'ards school were predictors to the classroom academic
performance. It was also found that self-cflkacy component of motivational beliefs was an

important factor which predicts the classroom academic performance.
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The giialilalive part ot’lhc present study have revealed that self regulated iearning strategies such
as organizing capacities, memorizing skills, goal setting about studying , planning lor lurther
lesson, seeking assistance form teaclicrs and parents, learning problem solving strategies,
practicing memorized inFormation etc. have regulated the classroom academic performance. In
the motivational beliefs concern, some factors i.e. general belief related to motivation, course
materials, and other important things, interest to learn new thing, external academic interest have
also facilitated to the classroom acadcmic performance. Parental positive attitude towards in
education, expectation better performance from parents and teachcr, school activities,
curriculum, home work, have also influenced the classroom acadcmic performance of the

secondary school students.

It has also found that two factors i.e. test anxiety and distracting behaviors act as prohibitory role

for the academic performance of the secondary school students.

The study suggests that high motivational beliefs, positive attitude towards school and use self-
regulated learning strategies of the students arc related to higher acadcmic performance in the
classroom context in Bangladesh. Findings of the present study would be helped to the policy
makers, academic professionals, teachers, and parents to design and implement the whole

educational system for the secondary students in Bangladesh.

Keywords: MoHvatkmu! beliefs. Self-efficacy, Intrinsic value, Test anxicly, Selfrci*ulated
learning, Cognilive s(raleg\! use. Selfregulation, Altitude towards school. Classroom academic

performance. Secondary school student.
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PREFACE

This report presented in five chapters endeavors to explore contributions of some scll-rcgulatcd
learning variables, motivational variables and attitude towards school on classroom academic
performance of secondary school students. The study has been designed to explore the variables
in quantitative and qualitative ways. The outcomes of the study arc to be supposed lo be ot much

significance on both theoretical and practical levels.

The chapter-1 contains the problem related literature, relevant research studies and rationale of
the study. The chapter-11 of this report presents to methodology and adoption of some tools used
in the study. Results are presented in the chapter-ill. Discussion is presented in the chapler-1V on
the contributing factors and prediction of classroom academic performance of secondary school

students. I'inally, chapter-V deals w'ith conclusion and recommendations based on the study.

It is my firm belief that this work must gives some light for the educators, social planners and
policy makers in designing future course, curriculum, and teaching methodologies for promoting
school attainment through the proper development of appropriate factors of classroom academic

performance of secondary school students in Bangladesh.

Mii. Aminui Islam Dhaka

December 2006
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INTRODUCTION

Edi,c<ttion is Ihe key (o future dcvclopmcU ol'a nation and an important hammer to crea.e
the skill manpower. It develops and relleets our national expectations and I'ulnre social
life. Education sector as one of the tnost priority sector of government plays important

role in overall development of Bangladesh. Education has bee.t considered as one of the

strategies effeetive for human resource development, poverty alleviation and

soeioeeohomie develop.trent culminating into national development. The national

development depends on educational achievement. Educational achievement is a complex
phenomenon involving interaction of social, instructional learner’s factors (Printieh et al.
1986). Motivation is one of the most important components of learning and one ol the
most diiricult to measure. The willingness to put effort into learning is a product of many
factors, ranging from the student's personality and abilities to characteristics ol particular

learning tasks, incentives for learning, seUings, and teacher behaviors.

Psychologists deline motivation as an internal process that activates, guides, and

maintains behavior over time. Motivation is the attribute that ""moves™ us to do or not do
something. In plain language, it's what gets the student going, keeps ihe student going,

and determines where the students are trying to go.

Motivation may vary in both intensity and direction. For example, two students may be
motivated to play video games, but one of Ibem may be more strongly motivated to do so

than other. Or one student may be strongly motivated to play video games and the other

equally strongly motivated to play football. Molivation can be liken to lhe engine

(intensity) and steering wheel (direction) of a car. Actually, though, dte intensity and
direction of motivations are often diflicull to separate. The intensity of a motivation to
engage in one activity may depend in large part on the intensity and direction of
motivations to engage in alternative aetivhies. If someone has only enough time and
money to go to the movies or to play video games, molivation to engage in one of these
activities is strongly innuenced by the intensity of motivation to engage in the other.
Motivation is not only important in getting studems to engage in academic activities but
also important in determining how much studems will learn from the activities they

perform or the information to which they are exposed. Students who are motivated to

learn something use higher cognitive processes in learning about it and absorb and retain

Introduction
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more from it. An important task for teachers is planning liow they will support student

motivation.

Motivation to do somctiiing can come about in many ways. Motivation can be a
personality characteristic; individuals may have lasting, stable interests in participating in
such broad categories of activities as academics, sports, or social activities. .Motivation
may come from intrinsic characteristics of a task. Motivation may also comc from

extrinsic sources to the task.

Motivation is an internal state of the learners, which refers to the process whereby goal-
directed behavior is instigated and sustained. Motivation has important theoretical and
practical implications. It is an integral component of achievement. Research on
motivation suggests that students who have high expectancies for success and value the
task are more likely to perform well (Eccles, 1983). This approach however docs not
consider whether motivated students’ increased achievement is due to their use of

learning strategies,

A student vvho is motivated will work better than a student w'ho is apathetic towards the
information presented to him/her. When presented with a difficult task a motivated
learner will continue to try while an unmotivated learner might only try one solution and
give up, or even not try at all. Once students have reached high school, many of them
have decided which kind of student they want to be. It is the high school teacher’sjob to
continue to foster high motivation with the student who has decided to learn and help
crcate motivation with those students who have decided to fail. There are several methods
for getting good student motivation at the high school level and it is crucial that teachers
exhaust all possibilities before giving up on the learner or consequences can be extremely

detrimental to the student.

Classroom is an environment where the students learn. Classroom learning is ordinarily
thought of as a cognitive process. It involves inlormation seeking, concentration,
thinking-all cognitive activities. Students invest their potentialities in these activities and
they feel about their goals and conditions of learning. Whenever a student is studying a
subject in the class, he/shc do not choosc the subject matters for him/herself. The students

arc bound to present in the classroom and provide their lesson to the class tcachcis.

. 2
Introduclion
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upon examination of the motivation and achievement literature, there does not appear to
be one specific or universal defmition ol acadcmic achievement. I'or the puipose of this
study, it will be defined as that which accomplished by the actual execution of classroom

work in the school setting. It is typically assessed by the use ol'tcacher ratings, tests and
examinations. Academic achievement and academic performance can be used
interchangeably, as there is no real difference of distinction between the two concepts in
the literature. Stipek (1984) provides an early example of this interchangeably in the
following:
I once interviewed 96 children al the beginning ofthe Jirsi grade; they all
claimed to be among the smartest in their class. But the actual
performance of many of these children fell significantly short oj their
expectations. Some ofthem, by any objective standard an adult would use,
failed miserably. Many papers came back with more answers marked
wrong than right. At the end of the year, these children were reading
stories out ofprimary texts. Interview of these relatively hm achieving
children at the end ofthe schoolyear revealed a remarkable ignorance of

their poor academic performance.

Academic achievement is related to academic competence. Acadcmic competence is
defmed in terms of the students’ expectancy and ability beliels (wigiield and Eccles,
2000). Research often shows those students’ perceptions oi academic competency decline

as they advance in school (Eccles and Wigtield, 1998).

Gottfried (1985) demonstrates the significance of academic motivation for students’
education in the results of three studies, 'fhe participants of study 1 were 141 white,
middle-class children attending fourth and seventh grades in a suburban public school
district. Participants of study 2 were 206 black and white middle-class students in grades
4 through 7 of an integrated public school and 166 white middle-class students comprise
the sample of study 3. They attended grades 5 through 8 at a private school. Gottfried
hypothesized that academic motivation is positively related to school achievement. She
measured motivation in the subject areas of reading, social studies, mathematics, science
and general orientation toward school learning. Achievement measures w'crc administered
concurrently within the same period of time as motivation. In study 1, the SA f’s scores in

mathematics, reading and auditory comprehension skills were used. In study 2, a

Introduction
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standardized achievement test was administered to all students which yielded scores

reading, language and mathematics. The same standardized achievement test was al.o
administered lo all students in study 3, yielding scores in reading, language, malhematics,
social studies and science. Final report card grades were also available in studies 2 and j
utilizing a letter-grade system (A+ to F). According to GoUfried (1985), the results
supported the hypothesis that academic motivation is positively and signillcantly related
to students’ school achievement as measured by both standardized achievement tests and

teacher grades.

Fannenia, 12 (1995) found that perceived academic competence was positively related to
motivation. Her study was comprised of a sample of 263 French-Canadian students in
ninth grade from two Montreal high schools. To measure academic motivation, students
completed the I'rcnch from the Academic Motivation Scale. Fmal mathematics, french,
geography and biology grades were used to determine school performance, it seems that
student who feel competent and self-determined in the school context develop an
autonomous motivational profile toward education, w'hich in tern leads them lo obtain
higher school grades. More specifically, she found that perceived academic competence

and perceived academic self-determination positively inlluenced autonomous academic

motivation which in turn had a positive impact on school performance.

Motivation does not directly influence subsequent achievement. Study instruments were

used early in the school year and again near the conclusion of the school year. 1he

average lime between testing was 25 weeks, llarler’s (1981) self-report measure oi'

intrinsic versus extrinsic orientation in the classroom. The four subscales were
administered: Independent Mastery, Independent Judgment, hiternal Criteria for Success
and Failure and Preiercnce for Challenge. He found that correlations between variables
measured at Time 1 and Time 2 revealed a series of statistically significant correlations
among motivation and academic achievement, although the correlations were generally

low in magnitude.

I.1. Theoretical Framework
Early molivational theorists in psycliology attempted to explain motivation in many

dilTcrent settings and for m.iny kinds of behaviors (Weiner, 1984). As previously

Introduction
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mentioned, most of these early explanation were based on drive and instinct. |he
theoretical framework lor this research is related to Tukman’s Iriparlitc Model of
Motivation for Achievement, Pentrieh’s General Expeclancy-value Model ol Motivation

and Harter's Effectance Motivation Theory.

Tripartite Model oj Motivation for Achievement: | ukman (1999) proposed a model of
motivation for achievement in the educational setting. The model focuses on three generic
variables: (1) attitude or beliefs that people hold about themselves, their capabilities and
the factors tiiat account for their outcomes; (2) drive or the desire to attain an outcome
based on the value people place on it; (3) strategy or the techniques that people employ to

gain the outcomes they desire.

Achievement outcomes have been regarded as a function ol two characteristics: skill and
will (McCombs and Marzano, 1990) and these must be considered separately because
possessing the will alone may not ensure success it the skill is lacking. The tocus in this
model is on will, or the motivation to achieve the outcome, and it will be considered

separately from the level of skill.

Attitude: The attitude that is often used in conjunction with motivation to achieve is sell-
efficacy or how capable people judge themselves to be to perform a task successfully
(Bandura, 1977)'. Bandura provides extensive evidence and documentation for the
conclusion that self-efficacy is a key factor in the context to which people can bring about
significant outcomes in ihcir lives. Tukman (1999) lound that there is clear relationship

between self-efficacy beliefs and academic productivity.

Efficacy beliefs have also been shown to play a mediational role in academic attainment,
especially between instructional or induced-strategy treatments and academic outcomes.
Children with strategy instruction and (raining in sell-monitoring and sell-correcting
increase performance both directly and through the enhancement ot self-elficacy.
Tukman (1999) found that when performance was held constant, encouragement was seen
to affect self-efficacy, but when self-efficacy was held constant, encouragement had no

effect on performance. Hence self-efUcacy functioned as a mediator of performance.

Introduction



Dhaka University Institutional Repository

The relationship between self-efficacy and performance is best summed up by Bandura
(1997):
The cvidcnce is rclulively consistent in jshowing that cjficcicy heliejs
contribute significantly to level of motivation and petformance. |hey
predict not only the behavioral changes accompanying different
environmental influences but also differences in behavior between
individual receiving the same environmental influence, and even variation
within the same individual in the tasks performed and those shunned or

attempted butfailed.

Drive: The distinction between intrinsic and cxtrinsic motivation is an acknowledgement
of the role of the value of a behavior in the determination of whether or not the behavior
is performed (Deci and Ryan, 1985). One potential source of the drive to perform is the
incentive value of tlie performance. Incentive theories oi motivation suggest that people
will perform an act when its performance is likely to result in some outcome they desire,
or that is important to them, fukman (1999) found that incentive motivation clearly effect

on academic performance and act as a mediator.

Wigfield and Eccles (1992) stated that incentive value of a task is an important
determinant of task choice and that individual will tend to do task that they positively
value and avoid those that they negatively value. Tuknian (1999) also stated that
enhancing the incentive value of a task, thereby a person’s drive to engage in that task,
increases level of achievement as a result, and shows drive or desire to be an important

component of motivation.

Strategy: Tukman (1999) stated that there is a strong relationship between strategy and
success in school and in a variety of other areas as well. Strategies that have been shown
to have a particular impact on achievement (Zimmerman, 1989) are self-observing, self-
judging, and self-reacting (e.g. goal setting, planning), and more recently, self-evaluation
and monitoring, goal setting and strategic planning, strategy implementation and
monitoring and strategic outcome monitoring (Zimmerman, 1998). Tukman (1990) lound
that the unique combination of strategy condition and self-efficacy level determined the
amount of performance. The goal setting strategy yielded the best perlormance from low

self-efficacy students, the group outcome strategy yielded the best performance from

Introduction
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middle sell-efncacy students, and the no induced strategy control yielded the best from
high self-efTicacy students. Tuknian (1999) showed that in a competitive pcilormancc
situation, a feedback strategy worked better than a no feedback strategy lor low and
intermediate self-cfficacy students while the reserve held true for high sell-efitcacy
students. In the last decade, the evidence compiled tor the role of strategies in the
motivation for achievement has been considerable, especially withm the framework ot

self-regulated learning.

General Expectancy-value Model of Motivation: Pintrich (1989) proposed a model ior
conceptualizing student motivation of a general expectancy-value ol motivation. Fhe
model proposes that there are three components that may bo linked to the three different
components of self-regulated learning: (1) an expectancy component, which includes
students’ beliefs about their ability to perform a task, (2) a value component, which
includes students’ goals and beliefs about the importance and interest of the task, and (3)

an affective component, which includes emotional reactions to the task.

fhe expectancy component ol student motivation has been conceptualized in a variety ol
ways in the motivational literature but the basic construct involves students’ beliefs that
they are able to perform the task and they are responsible for their own perlormance. In
this sense, the expectancy component involves students’ answer to the question. Different
aspccts of the expectancy component have been linked to students’ metacognition, their
use of cognitive strategies and their effort management. In general, the leseaich suggest
that students who believe they arc engaged in more metacognition, use more strategies,
and more likely to persist at a task than students who do not believe they can perlorm the
task (Schunk, 1985). The value component of student motivation involves students’ goals
for the task. Although this component has been conceptualized in a variety of ways, this
motivational component essentially concerns students’ reasons for doing a task. The
research suggests that students with a motivational orientation involving goals of beliefs
that the task is interesting and important will engage in more mctacognitive activity, more
cognitive strategy use and more effective effort management (Eccles, 1983). The third
motivational component concerns students’ affective or emotional reactions to the task.
The important issue for student involves with the question. There are a variety ol
affective reactions that may be relevant, but institutional learning context one of the most

important seems to be test anxiety (Wigfield and Eccles, 19S9).

Introduction A
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Effectance Motivation Theory: Ilarlcr (1983) proposed a model of maslcry (or
cfiTcclance) motivation, describing the cllects ol both success and failure experiences on
mastery motivation. The goals of effectance motivation are acquiring competence and
inlluencing one’s environiTient ((Eccles, Wigfield and Schietele, 2000). Mastery
motivation is defined as a general tendency to interact with and to express inllucnce over
the environment. Specitically, Eccles, Wigfield and Schiefele, (2000) state that.
Successful mastery attempts the (initially) are positively reinforced lead to
internalization of the reward system. They also enhance perceptions of
competence and perceived internal control over outcomes, *;ive the
individual pleasure and ultimately increase mastery motivation. In
contrast, when mastery attempts fail, the need for approval by others
persists, with a corresponding increase in external control beliefs, lower
competence beliefs, higher anxiety in mastery situations and ultimately

lowers mastery motivation.

One of the central postulates of Harter’s framework is that children with intrinsic
motivation in academics would have higher self-perceptions of competence in academics
and that students who are extrinsieally motivated would have lower perceived academic
competence. She further hypothesized that the intrinsically motivated student should

manifest higher actual academic achievement.

Harter's effectancc motivation theory is important because it includes tlic elfccts ol both
success and failure on subsequent motivation (Eccles et al, 1998). Moreover, this model
has been empirically supported (Harter, 1983) and she has developed an assessment to
measure different aspects of intrinsic and extrinsic motivation based on this model

(Eccles et al, 1998).

From the discussion of the theoretical framework of this study, it can be noted that
various aspects of motivation may contribute to classroom academic pcrlormance ol tlie
students. The review of literature will focus on motivational beliefs, self-regulated
learning and attitude towards school and relationship among the variables which impact
on classroom academic performance of the secondary school students. lhe present study

focuses on motivational beliefs which encompasses of self-cfficacy, intrinsic value and

. g
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lest anxiety and self-rcgulaled learning encoinpasscs of coenilive strategy use and solt-
regnlalio,). Tlie review «1' literature is divided into the following scetions:
1. Motivational beliefs
a) Self-efficacy
b) Intrinsic value
c) Test anxiety
2. Selt-regulated learning
a) Cognitive strategy use
b) Self-regulation

3. Attitude towards school

1.2. Self-rcgiilated Learning and Academic Performance

Self-requlatcd learning is a relatively new construct in research on student achievement in
classroom academic settings but it is important for all students as well as educators. This
view becomes even more compelling as the lifelong learning concept continues to be
defined and expanded in societal policies and educational forecasting. Sclf-rcgulaled
learning is systematic oriented toward the attainment of learning goals. Students judge
their use of strategies as organizing, evaluating, goal setting and monitoring. It may be
assumed that motivation and self-regulatcd learning strategies may operate independently

or jointly to influence students’ academic performance.

Self-regulation of cognition and behavior is an important aspect of student learning and
academic performance, which are presumed to be applicable across subject matter. 1hree

types of self-regulatcd learning strategies seem especially important for academic

performance. The first type, metacognitive strategies, refers to planning, monitoring, and

evaluation of students’ own cognition (Brown et al, 1986). The second, cognitive

strategies, refers to integrating new materials with prior knowledge (Corno, 1989).

Finally, resource management strategies and it refers to effort, time use, the establishment

a study environment and help seeking.

During the past few years, a number of theories have been proposed to descnbc how
students become regulators of their own learning (McCombs, 1989; Corno, 1989). These

theories of self-regulated learning share a view of students as melacognitively,

Introduction
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motivalionally and behaviorally active promoters of their academic achievement
(Zimmerman, 1986), Bandura (1986) suggested that students’ elTort to regulate tlicir
learning involve three classes of determinants: their personal processes, the environment,
and their behavior. Strategics enable student learners to personally regulate iheir behavior
and environment as well as tlieir covert functioning. Students’ selection and use of
strategies depends on their perceptions of their academic efllcacy and reciprocally on
feedback through a cybernetic loop: If monitoring indicates a deficiency in performance,
learners’ self-efficacy will be affected and this, in turn, will ailect their subsequent
motivation and choice of strategies. Students’ self-regulated learning is not an absolute
state of tunctioning, but rather varies on the basis ol the acadcmic context, personal
efforts to self-regulate, and outcomes of behavioral performance. Self-regulated learner s
are assumed to understand the impact ol’ the environment on tlicm covertly ajid
behaviorally during acquisition and to know how to improve that enviionmcnt through

the use of various strategies.

Students use strategies to regulate their personal functioning, acadcmic behavioral
performance and learning environment, 'fhc strategies oi organizing and transforming,
rehearsing and memorizing and goal setting and planning focus on optimizing peisonal
retiulalion. Strategies such as self-evaluation and scll-consequeting cnhance behavioral
functioning. The strategics of seeking information, record keeping and sell-monitoring,
environmental structuring, seeking social assistance and reviewing academic materials are

intended to optimize the students’ immediate learning environment.

Self-reqgulated learning was defined by Zimmerman and Schunk (1989) as a learning
process in which self-generated thoughts, feelings, and actions arc systematically oiicnted
towards attainment of the student’s own goals. According to Boekaerts (1999),
competencies that make a student capable of self-regulated learning reside in three
different layers, namely, that of the regulation of information-processing modes, that of
the regulation of the learning process, and that of the regulation ol the sell. The lormei
two refer to the cognitive side of self-regulated learning and the latter refers to the
motivational side of learning. In the field of sclf-regulated learning, for a long time, the
emphasis has mainly been on the cognitive aspects of the learning process while the
motivational aspects were neglected (I"oekaerts, 1999). Motivational aspects, however,

provide an interesting and essential complement to the assessment ol prelercnccs lor
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iiirormalion-processing modes and to the evalualion of melacognilive awaiencss and
skills (Pintrich & Schrauben, 1992; Zimmerman, 1999), since these aspccts provide an
indication ol' why students are prepared to do what they do and why they arc oi' are not

inclined to do what is cxpccted from them (Boekaerts, 1999).

Self-regnlated learning concerns tlie application ol general models ol icgulation and scU-
regulalion to factors of learning; in particular, academic learning that takes places in
school or classroom contexts. There are a number ol different models ol scU-iegulated
learning that propose different constructs and different conceptualizations (Boekaerts,
Pintrich, & Zeidner, 2000), but all of these models share some general assumptions and

features.

I'nere are many dilTerent models ol sell-regulated learning that propose dilferent
constructs and mechanisms, but they do share some basic assumptions about learning and
regulation. One common assumption might be called the active, constructive assumption
which follows from a general cognitive perspective. 'I'hat is, all the models view learners
as active constructive participants in the learning proccss. Learners are assumed to
actively construct their own meanings, goals, and strategies from the information
available in the "external™ environment as well as information in their own minds (the
"internal™ environment), Learners arc not just passive recipients oi inloimation Ironi
teachers, parents, or other adults, but rather active, constructive meaning-makers as they

go about learning.

A second, but related, assumption is the potential tor control assumption. All the models
assume that learners can potentially monitor, control, and regulate certain aspects ol their
own cognition, motivation, and behavior as well as some tealurcs ol their environments.
This assumption docs not mean that individuals will or can monitor and control their
cognition, motivation, or behavior at all times or in all contexts, rather just that some
monitoring, control, and regulation is possible. All of the models recognize that there arc
biological, developmental, contextual, and individual ditterence constraints that can

impede or interfere with individual etiorts at regulation,

A third general assumption that is made in these models ol sell-regulated learning, as in

all general models oi'regulation stretching back to Miller, (ialantcr, & Piibiam (196(J), is

Jntrodiiciion
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the goal, criterion, or standard assumption. All models of rcMiulalion assume that there is
some type of criterion or standard (also called goals, referenee value) against which
comparisons are made in order to assess whether the process should conlituie as is or il
some type of change is necessary. I’he common sense example is the thermostat operation
for the heating and cooling of a house. Once a desired temperature is set {the goal,
criterion, standard), the thermostat monitors the temperature of the house (monitoring
process) and then turns on or off the heating or air conditioning units (control and
regulation processes) in order to reach and maintain the standard. In a parallel manner, the
general example for learning assumes that individuals can set standards or goals to strive
for in their learning, monitor their progress towards these goals, and then adapt and

regulate their cognition, motivation, and behavior in order to reach their goals.

A fourth general assumption of most of the models of self-regulated learning is that self-
regulatory activities are mediators betw'een personal and contextual characteristics and

actual achievement or performance. That is, it is not just individuals' cultural,

demographic, or personality characteristics that inlluencc achievement and learning

directly, nor just the contextual characteristics of the classroom environment that shape

achievement, but the individuals’ self-regulation of their cognition, motivation, and

behavior that mediate the relations between the person, context, and eventual
achievement. Most models of self-regulation assume that self-regulatory activities are
directly linked to outcomes such as achievement and performance, although much ol the

research examines self-regulatory activities as outcomes in their own right.

Given these assumptions, a general working definition of sclf-regulated learning is that it
is an active, constructive process whereby learners set goals for their learning and then
attempt to monitor, regulate, and control their cognition, motivation, and behavior, guided
and constrained by their goals and the contextual features in the environment. These self-
regulatory activities can mediate the relations betw'cen individuals and the context and
their overall achievement. This definition is simitar to other models of self-regulated
learning (Butler & Winne, 1995; Zimmerman, 2000). Although this definition is

relatively simple, the remainder of this section outlines in more detail the various

processes and areas of regulation and their application to learnmg and achievement in the
academic domain which reveals the complexity and diversity ot the processes of sell-

regulated learning.

Introdiiclion
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L2.L Co};;nitive Strategy Use

The cognitive variables provide ecologically valid data on academic pcrlormance on
aciual academic tasks in support of self-regulating learning. Students who are nu)re
cognitively engaged in trying to learn by memorizmg, organizing, and translormmg
academic materials through the use of rehearsal, elaboratton, and organizational cognitive

strategies performed better than students who tended not to use these strategies

(Wienstein and Mayer, 1986). Researchers indicate that self-regulation is the best
predictor of academic performance on all the outcome measures suggests that the use of
self-regulating strategies is essential for academic performance on difference types of
actual academic work (Como. 1986). Self-regulation is highly correlated with cognitive
strategics, yet the two construct can be distinguished conceptually, and when both the
entered as predictors of academic peiformance, cognitive strategy use has a negative
relation to performance. The effect of negative strategy use on academic perforntance
suggests that cogititive strategy use without the concomitant use oi selt-rcgulatory
strategies is not conducive to academic performance. Research on metacognition and self-
regulation suggests that student must be able to understand not only the ‘Vhat of

cognitive strategies, but also how and how and when to use strategies appropriately

(Pressly, 1986).

Cognitive control and regulation includes the types ol cognitive and metacognitive

activities that individuals engage in to adapt and change their cognition. In most models
of metacognition and self-regulated learning, control and regulation activities arc
assumed (o be dependent on, or at least strongly related to, metacognitive monitoring
activities, although metacognitive control and monitoring are conceived as separate
processes (Fintrich el al, 2000; Zimmerman, 2000). As in any model of regulation, it is
assumed that attempts to control, regulate, and change cognition should be related to

cognitive monitoring activities that provide information about the relative discrepancy

between a goal and current progress towards that goal. For example, if a student is

reading a textbook w'ith the goal of understanding (not just finishing the reading

assignment), then as the student monitors his or her comprehension, this monitoring
process can provide the student with information about the need to change reading

strategies.



Dhaka University Institutional Repository

One or the eemral aspects of the eoiurol and regulation ofeognition is the aetual selection

and use ol varions cognitive strategies lor ntemory. learning, reasoning, nroblcni solvmg.
and thinking. Nnmerons studies have shown that the selection of appropriate cognittve
strategies ean have a positive influence on learning a.td pcrlbnnanee. These cognit.ve
strategies range from the simple n,emory .strategies very yonng children through adults
use to help them retrrember (Schneider & Pressley, 1997) to sophisticated strategies that
individuals have lor reading (Pressley & Afnerbaeh. 1995), raalhenra.ics (Schoenleld.
1992), writing (Bereiter & Scardamalia, 1987), problem solving, and reasoning (T-l.shett,

1993) Althongh the use of various strategies is probably deemed more "cognitive™ than

».etaeogn.tive, the decision to use them is an aspect of n.etaeognitive control and

regulation as is the decision to stop using them or to switch from one strategy type to

Linolhcr.

In research on self-regulated learning, the various cognitive and learning strategies that

individuals use to help them understand and learn the material. For e.xample, many

researchers have investigated the various rehearsal, elaboration, and organizational

.Strategies that learners can use to control their cog.ntion and learning (/im.iiennan &

Martinez-Pons, 1986). fhese strategies itielude the use of imagery to help encoding of

infomiation on a memory task as well as imagery to help one visualt7.e correct

implementation of a strategy (Zimmerman, 1998). The use of mnemonics would also be

included in this cell as well as various strategies like paraphrasing, summan/.mg.

outlining, networking, constructing tree diagrams, and note taking (Viiinstcin & Mayer,

19H6).

Cognitive engagement represents the amount of efl'ort spent in either studying or

completing assignments. It is tire result of motivation, not its source, Pintrich and
Schrauhen (1992) review a large body of research that suggests that (1) the value ol an
outcome to the student alTeets that student’s motivation and (2) motivation leads to
cognitive engagement, such engagement manifesting itself in the use or application ot

various learning strategics.

Introduciion
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1.2.2. Self-regulation

Self-regulatory processes have primarily been linked lo the study ol acadeniic

achievement. Some research has indicated that such processes do not appear lo mHuence
acadcmic performance aloire (Patrick, 1997). Social cmpclencc. wliich irrvolvcs skills i,i
social goal selling, problem-solving capabililics, lIccliiigs of social sirpporl and Irusl and
abilily 10 exercise sell-comrol in the face ol' social pressure, is found to require lire
execution of self-regulatory skills, thereby inlliicncing academic outcomes. Since both
aciidecmic and social learning share common self-regulatory feattircs, it would appear that
promoting the development of either aspect of behavior should have an impact on the

Other domain.

Research has shown that self-regulation can be effective in inlluencing educational

outcomes if an individual has positive beliefs about his ability lo negotiate and achieve
optimal learning. Self-elTicaey has been found to inHuence students’ motivation in
regulating cognitive and social processes. Students high in efficacy beliefs are better able
to regulate their ow'n learning activities, master difficull learning tasks and inlluence their
academic motivation, interest and achievement performance. Such positive self-beliefs

also impact on one's ability to regulate affect in social relations and vulnerability to peer

pressure.

Regulation of behavior is an aspect of self-regulation that involves individuals attempts
to control their own overt behavior. Some models of regulation would not include this as
an aspect of self-regulation since it does not explicitly involve attempts to control and
regulate the personal self and would just label it behavioral control, in contrast, the
iVamevvork of the triadic model of social cognition (Bandura, 1986; Zimmerman, 1989)
where behavior is an aspect of the person, albeit not the internal ‘self that is represented
by cognition, motivation, and affect. Nevertheless, individuals can observe their own

bdiavior, monitor it, and attempt to control and regulate it and as such these activities can

be considered seU-regulatory for the individual.

Strategies for actual behavioral control and regulation address issues of behavioral control
of physical health, mental health, work behaviors, and social relations with others, as well
as behavioral control of activities for academic learning (Boekaerls et al., 2000). Students

may regulate the time and effort based on their monitoring of their behavior and the

VAN
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difncully oi'lhe lask. If Ihc task is harder than they originally Ihoughl, they may mcrcasc
thdr efforl. depending on their goals, or they may decrease elTort if the task is perceived
as too difficult. Students may also try to manage iheir lime and study context. lhey may

manage their time by setting up study schedules and making plans lor when to study.

Another behavioral strategy that can be very helpful for learning is hclp-secking. U

appears that good students and good self-regulators know when, why, and from whom to

seek help (Karabcnick & Sharma, 1994). Help-seeking is listed here as a behavioral

strategy because it involves the person's own behavior, but it also involves contextual
control because it necessarily involves the procurement of help from others in the

environment and as such is also a social interaction (Ryan & i*intnch, 1997).

When learners cannot solve problems, understand text material, or complete assignments,
their options includc seeking assistance from friends, family, classmates, and teachers as
well as persistence or abandoning tasks (Feather, 1963). Until recently, help seeking was
stigmatized as an act of dependency, especially in Western cultures that highly value
independence and individual success. This negative view has changed dramatically,
however, with the recognition that it can also be adaptive and strategically beneficial
(Newman, 2000). Whether help seeking contributes in this positive lashion depends on
learners’ goals. Asking other students for answers to problems would be an example of
executive (also callcd expedient) help seeking that is designed to minimize effort. Ihis
may have short-term benefits but not decrease a learner’s dependence on others when

subsequently laced with similar problems. By contrast, instrumental (also called
autonomous) help seeking is that undertaken to increase mastery and competence by
obtaining the assistance necessary to further understanding, for example, by askmg
teachers for explanations rather than solutions, Butler (199B) has also proposed adding

performance-related goals as a separate category of reasons why learners seek help.

Several approaches have advanced this positive perspective. Ames (1983) conceptualized
help seeking as a strategic achievement behavior, hi action control theory (Kuhl, 1985)
help seeking is considered a way to exert volitional control over the environment, and
Rohrkcmpcr and Corno (1988) regard seeking assistance from others an adaptation to
difncully or unfamiliarity. Newman (2000) has identified ~adaptive help seeking” as a

strategy of self-regulated learners (Boekaerts, i’intrich & Zeidner, 2000) who efficiently

fnlrruhl/Z'litin
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seek necessary assistance in response ,0 a perceived lack of eon,prehension. Adapi.ve

help seckine is based on aelions d,al would be normative (i.e., ideal) a, each phase ol lhc

bclp-scekinB proccss (Cross & McM.dlen, 1<.83|: well calibralcd co.nprchcnsn.n

monicoring, assessing costs and benel'.ts of seckittg and not sccktng Help, .nstrumcntal
help-seeking goals, identifying and securing appropriate sourcc of help, and ellccuvely

processing help received.

Given its potential benents, research has focused on the person a.,d situation determinants
of whether, for what reasons, and from whon, help is sought (Newman, 2000). There ts
now considerable evidetiee that more motivated, active, engaged, and self-regulated

learners are more likely to seek assistance when necessary (Karabenick. IW8). Student

who prefer challenge and independent mastery are more likely to seek such help

(Arbreton. 1%S) and high sel»ol students who use other self-regulated st,ateB,es also
seek help from peers, teachers, and adnUs. In response to poor performance, college
stndents with achievement.oriented -help-relevanf beliefs (Ames, 19H3) and those who

use a variety of cognitive, metacognitive, and sclf-regulaling learning stratcg.es

(Karabenick & Knapp, 1991) will also seek help more frequently. It is important to
entphasize the conditional natttre of these relationships. Mote .motivated, sell-reguh.ted,
and therefore suecessftti stndents are actually less likely to need and to seek help
(Karabenick & Ktrapp, 1988). They are only trrore Mkely given equivalent levels of (i.e.,
controlling for) need (Karabcnick & Knapp, 1991), which as discussed subsequently has

implications for tiic assessment of help seeking.

Several studies with elementary, middle school, and adoleseenl Icaincis luivl exammLd
effects of aehievement goals (I’intrieh & Schunk, 2002). fypieally, stndents' personal

tMstcry goal orientations have been associated with inscrumental/autonotnous help

seeking, whereas help-seeking threat, avoidance, and executive (expedient) help seeking
relates to perfomranee avoid goals (Karabenick, 2003; Newman, 19-)8). Help seektng is
subiect to the same person and situation inllucnces as are other strategies (Karabemek,
-.003) with one importtmt difference: successful help seeking involves other- as well as
self-regulation (Newntan, 2000). For this reason, the help-seeking process is especally
sensitive to learners' social-interaetive context, including whether teachers are pereetved
to be receptive to questioning (Karabenick & Sharma, 1994). The focus on soc.o-cultural

context tn n.otivation and learning is thus particularly relevant lor understand,ng the

intfoducliou
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conditions lliat determine whether and how help seeking is expressed (Saiih. Chiu &

[long, 2001).

Rccent work has also examined whether students could be charactcri/.cd not only
according lo Iheir intentions to seek or avoid seeking help (Ryan, el al.. 1998), or by their

heSp-seeking goals (instrumental vs. expedient), but rather according lo nn)rc elaborated

orientations (Karabenick, 2002). Somewhat analogous to achievement goals, which

include both the purposes of task engagement and standards against which success is
measured, orientation as used here is intended to capture affcct, cognition, and behavior
that, in combination, relied students’ help-seeking experiences. Building on previous
research that has examined associations between components of the help-seeking proccss
(Newman, 1990), general orientations provide a parsimonious way to summarize dillcrenl
components, or indicators, the help-seeking proccss, Consistent with reccnt analyses ol
approach and avoidance dimensions in motivation (Hlliot & Covington, 2001; I-lhot &
Thrash, 2002), two rather than one dimension were required lo describe students help-

seeking, orientations (Karabenick, 2002).

Approach and avoidance help-seeking orientations are related in very dilferenl ways to
students’ motivation, achievement goals, and use of learning strategies. Students with
higher approach orientations are more motivated and higher mastery approach personal
goal orientation, and indicated they used other learning strategics. Conversely, students
higher in help-seeking avoidance were less motivated, more test anxious, had lower
mastery approach and higher mastery avoid and performance personal achievement goals,

and tended to use lower-level rehearsal rather than higher level learning strategies. In
sum, help-seeking approach orientation is typical of students who are more engaged in
learning, whereas avoidance-oriented students are less engaged, w'lth more negative
affect, and greater concerns about their level of performance in the course. These results
are consistent with studies of younger learners and suggest the way approach-oncnled

help seeking is integral to positive approaches to learning: an adaptive self-reguSated

strategy.
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1.3. Motivational Beliefs and Academic Performance
KJucalional lhcorisls have argued lhat there is much more lo karning than the *ciia

processing of inlbrmalion (Pinlrieir el al, 1993). Lear,ling also involves lI>e cuUivatioii ol
adaptive motivational beliefs. To the context that students develop adaptive ntotivat.onal
beliefs, they are more likely to seek out challenges, take risks, persist in the lace ol
difficulty, and ultimately demonstrate higher levels of achievement. Over the past 15
years, one of the most active areas of research on students' motivational beliefs has been
the investigation of achievement goal orientatiotrs. Goal orientations are students’ reasons
for engaging in or avoiding achievement-directed behavior. These goal orientat.ons are
important because they serve as the basis for how students define their own competence
(Pintrich and Schunk, 2002). Studetits' goal orientations are conte.xt-sensitive and can be
inlluenced by classroom procedures, practices and policies (Ames. 1992).

Iteearehers’ have distinguished two types of goal orientations:

mastery goals and

performaitce goals. Recently, motivational theorists have further disltitgtushed

achievement goal orientations to highlight how much each has an approach and avoidance
component. 'nK following three conligurations of goal orientations have rece.ved the

most attention in the research literature; mastery-approach goals, perrormance-avotd

goals and pcrtbrmance-approach goals.

student who have mastery-approaeh goals define compete.tce in terms of self-
improvement and self-set standards. When engaged in achievement-directed behavror,
lhey focus on learning, skills, development, creativity and understanding. The emp.rteal

evidence suggest that when students approach achieveme.tt tasks with tr mastery

orientation, they experience a variety of desirable outcomes: enhanced interest n,
learning, more positive attitude toward learning, viewing of errors as informat.onal.
attribnfion of failure to lack of effort, academic engagement and elTort. perseverance m
the face challenges, more risk-taking and asking assistance when needed (Pintrich and

Schunk, 2002).

Students holding performanee-avoid goals, on the other hand, are focused on avoid,ng
looking dumb, stupid or less able than other students. Students with these goals are
concerned with protecting their self-worth at all cost. Cotisequently they are more ltkely

(0 engage in self-sabotaging behavior, such as cheatn.g. avoiding help when they need ,t.
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wilhdrawing effon Pin.rich and Schunk (2002) point cu. that s.udon. who have

performance avoid goals are ,,,cre likely ,0 view error, as mdiealing a laek of abdny,
e.perienee high level of anxiety, exert less effort, placo less value on tasks, g.ve t,p the
faee of diffieulty and ultimately demonstrate lower levels of achievement.

Finally, students holding performanee-approaeh goals in achievement behavior for
purpose of demonstrating their ab.lity, besting others and obtaining reeogn.t.on (Pmtr.eh

atrd Sehunk, 2002). Student with perfomanee-approaeh orientatton define competence in

relation to others (e.g. getting the highest grade)

any school setting, whetlter it may be elementary, secondary or higher education, a

.tadent's motivation for learning is generally regarded as one cl the most crmca

determinant, of the success and quality of any learning outcomes (N4itehell *)m
Studem motivation naturally has to do with students’ desire to participate in the learning

process. 13U, it also coneet”s the reasons or goals that underlie their involvement or

noninvolvement in academic activities. Although some students may be equa y

motivated to perform a task, the sources of their motivation may differ.

The term ‘Motivation to lean,” Iras a slightly different meaning. It is defined by one

author as “the meaningfulness, value and benefits of academic tasks to *=

regardless of whether or not they are intrinsically mterestmg (I lei mine

as a .

Other notes that motivation to learn is characterized by long term, quality involvement in

learning and commitment to the process of learning (Ames, 1990),

An atliele from ERIC (Educational Resources Information Center, 1997) pointed out an
important distinction in types of motivation: mmStudent motivation naturally has to do with
students' desire to participate in the learning process. But it also concerns the reasons or
goals that that underlie the,, involvement or noninvolvement in academic activities™

These types of motivation are intrinsic and extrinsic motivation. If a learner ,s mouvate

intrinsically than they -lean, for the sake of learning”. A student who is intnnsical y

..»tivated unde«akes an activity -for its own sake, for the enpyinent it provides t”
learning it penn.ts or the feelings of accomplishment it evokes (Mark Lepper, 1988),
opposed to an extnnsieally motivated learner who will perform a task lor external reasons

such as good grades, prizes, stickers, teacher approval etc. An extnnsieally motivated

20
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student performs “in order to obtain some reward or avoid some punishment external .o

lite activity itself'( Mark Lcpper, 1988). Tiiis dilTerence is important to point out becausc

dilTerent theories bave dilTercnt Icinds oi motivation as tlieir goal.

Goal theory considers beliefs about what success a. school entails, and suegests that Ihese
determine how an individual will approach a particular learning sitt,ation. When students
adopt task goals, they believe that academic success involves improving one's own skills
and knowledge and so they seek to increase their competenec and to understand or master
new tasks. They are primarily concerned with learning for their own sake and attribute
success to their efforts. Students with ego goals believe that academic success involves
proving one's skill or knowledge to others such as peers, teachers or parents and they seek
,0 appear sttccessful and to gain favorable judgments of their competence. Success is
defined as doing better than others and errors are viewed as evidence of a lack ol ability
or worth. A third academic goal is that of work avoidance where the aim is to survive in

school with as little effort as possible.

Most researches have conccntratcd on academic goals in schools. Urdan and Maelir
(2002) present a comprehensive ease for the inclusion of social goals in theory an
research on motivation. Wentzel (1991) argued that academic goals are not the only
possible goals in school and proposed that social responsibility (defined as the adherence
to social rules and role expectations) has long been an implicit and explicit goal for

education. In another paper (Wentzel, 1994), also investigated pro-social goals where

studems seek to have fun and make friends at school. Ilis main focus is on succcsslul

social interaction. He also pointed out that students have five personal motivaticial goals
such as task, ego, work avoidance, social responsibility and pro-social those inlluence the

academic performance.

Students must bo involved in an active process of integrating and organizing new
information, constructing meaning, and monitoring comprehension so that they can
develop a sound understanding of a subject matter. However, students have difticulties in
activating effectively their appropriate knowledge and strategies in their class. These

problems may be attributable to both cognitive and motivational variables that play an

importam role in sttidents’ learning (Kntrieh & De Qroot, 1990). The research has

suggested that students’ learning slrategies are motivated by their achievement goal

orientations (Anderman & Young, 1994; Pintrich & Schraubcn, 1992). Students with

Introduction
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learning, task-involvemcnt, and mastery goal orientations used deep, mclacogniiive, and
self-regulated learning strategics; they were oriented toward miproving new skills and
attaining a sense of mastery by their standards. Students with periomiance and ego-
involvement goal orientations were oriented toward achieving normatively defmed goal
and focused on public recognition; they w-ere likely to use superficial learning strategies,
such as memorizing and writing down quickly whal they learned in the classroom (Ames,

1990).

The researchers argued that students’ goal orientations should be understood as three
theoretical constructs: task goal orientation, ability®approach, and ability-avoidance goal
orientations and empirically show-ed three constructs of goal orientations (Midgley et alL,
1998). They also indicated that performance goal orientation sometnnes relate to adaptive
learning strategies and other times to maladaptive patterns of learning strategies.
According to their argument, however, the reason is that previous research has been done
without separating performance goal orientation into two constructs; ability-approach and
ability-avoid (Midgley et aL, 1998). In this study, we predicted that students’ task and
ability-approach goal orientations positively related to their deep learning strategies and
negatively related to their superficial learning strategies. We also predicted that students
ability-avoid goal orientation negatively related to their deep learning strategies and

positively related to their superficial learning strategics.

Researchers have suggested that students’ motivational beliefs, such as competence
beliefs and task values influence their achievement-related behavior. Student’s
competence beliefs positively related to their task goal orientation. Students who arc
competent with their ability seek out opportunities that allow them to satisfy needs for
competence, curiosity, and mastery (Pintrich & De Groot, 1990; Wigf.eld & Eccles,
2000). Seo et al. (2000) reported that students’ competence beliefs positively related to

their ability-approach goal orientation.

'I'ne research has suggested that task values are empirically distinguished as three
components of achievement value, such as importance, interest, and uselulness and those
three components positively related to their competence beliefs (Wigfield & Eccles,
2000). Researchers also found that students’ task values positively related to their deep

learning strategies (Ames and Archer, 1988; Pintrich & Dc Groot, 1990). However, few
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studies have been done lo investigate how three different task values related to three goal

orientations suggested by Medglcy (1998).

1.3, Self-efficacy

Self-efTteacy is the judgment of eapabilities to organize and effeet courses of action lo
attain goals. Goal orientations have frequently been found to be related to popular
motivational variables. These goal orientations may mediate the extent and nature ot the
influence of self-efrieacy on effort, motivation and performance. EfTieacy refers lo denote
individuals’ beliefs in their capabilities to exert control over aspect of their lives. A sense
of efficacy for performing well in school may lead students lo expend effort and persist at

tasks, which promotes learning. As students perceive their learning progress, their initial

sense of cfficacy is substantiated, which sustains motivation. Even when students have

encountered prior dilTieullies, the belief that they arc capable of .succeeding can override

negative effects of prior performance and produce motivated behavior (Sehunk, 1985).

Bandura (1997) introduced the concept of sclf-efficaey as a key component in social
cognitive theory in the late 1970's and it has been found to be an imponant predictor ol
student achievement (Zimmerman, 2000). Seir-eflicacy is the personal belief held by an
individual in his or her ability lo successfully perform tasks at a given level. This is
related lo the construct of self-coiicepl but when; self-erfieacy is a task/goal speeilic
belief, sclf-concept is a more general self-description incorporating many forms of self-
knowledge and feelings (Zimmerman, 2000). Sell-eiricacy is related only to performance
expectations and docs not depend on the value placed on the task. For example (Bandura,
1997) notes that it is possible to have high scll-eflicacy about a capability that one does
not particularly value as well as the reverse. The more specific and skill-related the sclf-

cfficacy measure is, the more predictive it is likely to be for perfomianee achievement.

Self-effieaey has been researched extensively in the field of psychology and education. A
multi-dimcnsional eonslruet. it influences human functioning direct or indirectly through
its en’ccts on other determinants such as motivation, self-regulation, attribution and
emotion. He defined as “a generative capability in which cognitive, social, emotional, and
behavioral subskills must be organized and effectively orchestrated lo serve innumerable
purposes”. Self-efficacy mediates between an individual's ability and their purposive

action. Self-efficacy inlluenccs the course of action adopted, effort invested, enduranec
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and resilience in the tacc lo obstacles anj laiiurcs, coping and llic level ol

aeeomplishtnents. Banjo,-a states that people with high seir-cffieaey .end to be lutore
oriented, take elTeetive course of action and in .urn seir-elT.eaey is enhanced. In ,ts role as
a mediator between task capability and action, self-eflicacy is dependen, on one's behels
in control capability. Self-enieaey is concerned with people’s beliefs in .heir capab.l.t.cs
to perform in ways that give them some control over events that affect their l.ves™

(Bandura, 1997).

Self-eflicacy regulates functioning lhrough four processes: (a) cognitive (b) motivational
(c) choice behavior (d) emotional (Bandura, 1997). This regulatory role of self-elTteacy in
the domains of cognition, behavior and emotion is measured by assessing cognitive sell-
efftcacy, motivational sclf-efftcacy, behavioral self-efficacy and emotional self-efncacy.
Cognitive self-e!lieacy impacts on choice of strategics, development of rules lor
predicting and influencing events and efficiency and eflcctive,iess in problem solving and
decision making. Cognitive processes include one's ability to exercisc control over one s
though, and metital processes. Motivational self-elT.eacy is crucial for the devclopmem
attd regulation of motivation. Bandura (1997) sla.ed that cognitive motivation based on
goal intentions arc mediated by three types of self-inllucnees’. self-evaluation, perceived
self-efficacy for goal attainment and ongoing adjustment of personal standards. Among
these three mediators of motivation, self-efficacy has a casual infiuence on motivation.
Choice behavior self-efficaey infiuenees ehoiec of goals, activities directed to attaining
the goal, the amount of effort expended and persevcraticc in the face of obstacles. High
self-erneacy leads to setting higher goals and greater commitment to attaining them.
Emotional self-efTlcaey beliefs impact on both the type and intensity of emotion, with low
sell-elTicacy to attain a goal leading to despondency. Lack of self-belief in controlling
disturbing thoughts results in negative affect slates leading to poor self-efficacy, lowered

performance and further despondency. Positive affect states leads to enhanced self-

etTtcacy. Emotional efficacy can be measured through measurement for cognitive and

behavioral self-efficacy for controlling emotions, cognitive self-regulation and for

performing pleasant or mastery-related behavior.
Bandura (1997) has given a three-fold classification of the structure of self-efficacy which

includes; (a) level/magnitude, (b) generality and (e) strength. Level/magnitode refers to

self-eflicacy on task ranging from simple to most difneult performances. Generality ol
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self-efficacy refers to its pervasiveness of across behaviors and contexts. People may
perceive themselves to be generally efficacious in a range of activities or only within a
domain of functioning. Strength of self-cfficacy refers to the resoluteness ol one’s
conviction to perform a task and the stronger the self-efficacy expectancy the greater the
likelihood of selecting challenging task, striving despite obstacles and successfully attains
their goal. The dimension of self-cfficacy suggest that an individual can have sell-
efficacy on a task which is limited in its specificity to a particular level, can not be
generalized across domains, and is of limited strength. Conversely, an individual can have
a high level of self-efficacy within a task, with wide generality in applicability across

domains and strength of conviction to accomplish the goal despite any obstacles.

Viewing motivation and efficacy as interacting mechanism has important theoretical and
practical implication. Self-efficacy is positively related to student cognitive engagement
and performance. Student who believe they are more likely to report use ol cognitive
strategies, to be more self-regulating in terms of reporting more use ol metacognitive
strategies and to persist more often at diflicult or uninteresting academic task. These
relations are independent of and do not interact with prior achievement levels or intrinsic
value and test anxiety. Schunk (1985) has suggested that self-efficacy plays a tacilitative
role in relation to cognitive engagement, but the cognitive engagement variables are more
directly tied to actual performance. This implies the teaching students about different
cognitive and self-regulatory strategies may be more important for improving actual
performance on academic tasks, but that improving students’ self-etficacy beliefs may
lead to more of these cognitive strategies. Though elficacy bears a positive relation to

strategy use and performance, it may affect performance indirectly through its inlluence

on strategy use.

Self-efficacy and self-regulation share a reciprocal relationship. Self-eilicacy contributes
to the self-regulation of cognitive functioning through the use and monitoring of learning
strategies, structuring the environment, regulating motivational, aflectivc and socio-
cognitive skills to attain a person’s goal (Bandura, 1997). Self-efficacy operates during all
phases of self-regulation i.e. forethought, performance and self-evaluation based on
reflection. Zimmerman (2000) has reported that Self-regulation is important because a
major function of education is the development of life-long learning skills. Skills arc; (a)

setting specific proximal goals, (b) adopting strategies to attain the goals, (c) monitoring
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progress, (d) restructuring context to suit the goal, (e) cflicient use of tune, (0 seit-

cvaluation of method and (g) attribution.

Performance attainment, enactive attainments, vicarious experiences, verbal persuasion,
physiological states are the major sources of self-efficacy intbrmation. Self-etticacy
research in academic settings has focused primarily in the area of its linl< with career
choice and with related psychological constructs of academic motivation and achievement
(Pajares, 1997). While perception of self-efficacy enables participation in activities,
leading to further acquisition of competencies, self-efficiencies can lead to avoidancc
behavior, iiiving up easily deterring the development of one’s true potential. Pajares
(1997) report the predictive role of self-efficacy in elementary student’s writing. Student
self-efficacy in writing capability influenced writing apprehension and essay writmg
performance. Research in the field of education and in particular in its role in acadcmic
achievement has shown positive correlation with pertormancc attainment {Bandura,

1986).

Zimmerman's (2000) review of the major findings into self-efficacy beliefs concludes that
they are positively related to motivation. Researchers have found that students who are
self-efficacious arc more likely to undertake difficult and challenging tasks than are
students who are not self-efficacious. They arc also more likely to exert more cftort and
to persist longer in the face of difficulties. It has been found that perceived self-efficacy
inlluences students’ methods of learning as well as their motivational processes. Students
who arc seif-cfficacious appear to use more sclf-regulating strategics which lead to higher
achievement. Pintrich and Dc Groot (1990), for example, lound that sell-ellicacy was
positively related to student cognitive engagement and performance. Students who
believed they were capable were more likely to use cognitive strategies, to be more self-
regulating and to persist more often at difficult or uninteresting academic tasks .
Although self-efficaey was found to be linked to performance, only indirectly, through
cognitive engagement in their study, other researchers have found direct links. In a meta-
analytic review of 70 studies of persistence and rale measures of motivation, it was
(1991) found a significant positive effect size of students' self-efficacy beliets. They
found an overall effect of .38, indicating that sclf-efficacy accounted for approximately
14% of the variance in students' academic performance across a variety of student

samples, experimental designs, and criterion measures (Zimmerman, 2000),
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Academic efficacy and moral sclf-concept are accounted for substantial unique variance

in the prediction of acadcmic and social self-regulation, Tlicy also found that the

moderate correlations between cfficacy beliefs, specitk domains of self-conccpl and
affiliation-based motives facilitate the successful regulation of academic work and social

competence may require a combination ol these factors at work.

1.3.2. Intrinsic Value

Intrinsic value has traditionally been thought to lie at the heart of ethics. Philosophers use
a number of terms to refer to such value. The intrinsic value of something is said to be the
value that that thing has “in itself,” or “for its own sake,” or “as such,” or “m its own
right.” The concept of intrinsic value has been characterized above in terms of the value
that something has “in itself,” or “for Us own sake,” or “as such,” or “in its own right.”
Academic intrinsic motivation involves enjoyment of school learning characterized by a
mastery orientation, curiosity, persistence, task-indigence and the learning ot challengmg
difficult and novel task (Gottfried, 1985). According to Harter (1981), a student has an
intrinsic orientation when classroom learning is determined by internal interest such as

mastery, curiosity, and performance for challenge.

Examining the construct of intrinsic motivation in students is signihcant and miportant,
because academic intrinsic motivation in the early elementary years may have profound
implications for initial and future school success. Students who are more intrinsically than
extrinsically motivated fare better and who are not motivated to engage in learning are
unlikely to success (Gottfried, 1985). Intrinsic motivational patterns have been associated
with high-perceived ability and control, realistic task analysis and planning and the

beliefs that effort increases one’s ability and control.

Gottfried (1985) states that students who reported higher academic intrmsic motivation
had significantly higher school achievement. She also found that acadcmic intrinsic

motivation is a valid construct for students. Positive correlation between motivation and

achievement were obtained. Specifically, students with higher academic intrinsic

motivation had significantly higher achievement and intellectual performance. Overall,
students with higher academic intrinsic motivation functioned more elfectively in school.

She also found that early intrinsic motivation correlates with later motivation and
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achievement and that later motivation is predictable from early achievement (Gottfried,

1985).

Biggiano cl at. (1992) revealed that academic motivation positively innuenced academic
performance. He found that motivational orientation predicted students’ standardization
achievement scores. SpecificaUy, students with an intrinsic motivational orientation had
higher reading and math scores and higher overall achievement scores than their extrinsic
counterparts. The findings of their study suggest that motivational orientation may be a
determinant of atU'ibutions and perceptions of competence that undoubtedly contribute to

students’ achievement.

Research has shown that intrinsic value is very strongly related to use of cognitive
strategies and scIf-regulation, independent of initial performance levels or sclf-elTicacy
and test anxiety. Students who are motivated to learn the material and belief that their
academic work is interesting and important are more cognitively engaged m trying to
learn and comprehend the material. These students are more likely to be sell-regulating
and to report that persist on their academic work. It is important to note tliat intrinsic
value does not have a direct influence on student achievement in any regression that
included cognitive strategy use or self-regulation. The cognitive variables, sell-regulation
in particular, are better predictors of actual performance (Eccles, 1983). Intrinsic value is
an important component of students’ “choice” about becoming cognitively engaged in
their academic work, it appears that the students who choose to become cognitively
engaged and self-regulating arc those who arc those interested in and value the task they
work on in their acadcmic work. Accordingly students’ intrinsic value and motivation to
learn is an important component to be considered of how students come to use different
cognitive strategies and become self-regulating learners. It is important for teachcrs to
socialize students’ intrinsic value for academic work (Brophy, 1983) not because it will
necessarily lead to higher scores on acadcmic assignments or standardized achievement

test directly, but it may lead to more cognitive engagement in day-to-day academic work.

It should be noted that some studies have found little or no significant relationship
between motivation and academic achievement. Neibuhr (1995) completed a study that
examined relationships between several variables and student academic achievement. lhe

study included an investigation of the relationship of individual motivation and its effect
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on acadcmic achievement, Findings indicate that student motivation showed no

significant ciTcct on the relalionship with academic achievement.

A study by Stipek and Ryan (1997) found a weat: relationship between motivation and
student achievement. To assess motivation, the students responded to questions about
their worries, attitudes, abilities, emotions, and expectations related to school. They
revealed that both advantaged and disadvantaged students entered school with positive
motivation profiles, the motivation of the more advantaged students showed a tendency to
decline over the first year. Overall, httle or no relationship was found between students
motivation and achievement. They also found that students’ cognitive skills were lar

better predictors of end-of-the-year achievement than motivation.

The literature suggests that most of the students begin their acadcmic career with a desire
to learn and with an intrinsic approach to achievement. It has also been revealed that an
intrinsic orientation toward education switches to more extrinsic orientation as students
increase in age. It also revealed that intrinsic motivation is an important construct in

classroom acadcmic performance of the students.

L3.3. Test Anxiety

Anxiety is experienced as a combination of mental and physical reactions. Person’s mind
automatically interprets worry and anxious feelings as a sign of danger. It triggers his/her
body to react as it would in any dangerous or highly stressful situation. Facing a test
becomes the same as facing an angry bear. Then person feel at risk. Highly test-anxious
students experience the same physical reactions to an upcoming examination as they do in

any dangerous or risky situation.

Anxiety caused by what individual expect to happen has no clear end point. After the test
is over, individual anxiety moves to the expected poor grade, feelings of failure, and the
next examination. Test-anxious individuals have learned to believe that they will do
poorly. Irrational worrying leads to a distorted self-image and an inaccuratc perception of
themselves. The result is often poor self-esteem. Overcoming test anxiety means that
something has to change. Since the tests are going to remain fairly much the same, what
must be altered is your approach to taking tests. Reducing lest anxiety and stress reactions

to a comfortable level means learning to alter the way person’s body feels, from being
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tight and rigid to calm and relaxed. Ihc ways in whicli individual think about
himself/herself and his/her abilities have to change from expectations of failure to the

anticipation of success.

Anxiety is a constant companion of education. Every student feels some anxiety at some
time while in school, but for certain students’ anxiety seriously inhibits learning or
performance, particularly on tests. | he main source of anxiety in school is the fear of
failure, and wdth it, loss of self-esteem. Low achicvcrs are particularly likely to feel
anxious in school, but they are by no means the only ones; we all know very able, high-
achieving students who are also very anxious, tcn'ificd to be less than perfect on any

school task.

Anxiety can block school performance in several ways, Anxious students may have
difficulty learning in the first place; they may have difficulty using or transferring
knowledge they do have, and they may have difficulty demonstrating their knowledge on
tests. Anxious students are likely to be overly self-conscious in performance a setting,

v/hich distracts attention from the task at hand.

One particularly common form of debilitating anxiety is "math phobia.” Many students
(and adults) simply freeze up when given math problems, particularly word problems.
Girls are especially likely to suffer from serious math anxiety, at least in part because
girls, particularly in adolesccncc, feel less able in math than boys.

There are many strategies; teachers can apply to reduce the negative Impact of anxiety on
learning and performance. Clearly, creating a classroom climate that is accepting,
comfortable, and noncompctitive helps. Giving students opportunities to correct errors or
improve their work before handing it in also helps anxious children, as does providing
clear, unambiguous instructions. In testing situations, teachers can do many things to help
anxious students to do their best. One is to avoid time pressure, to give students plenty of
time to complete a test and check their work. Tests that begin with easy problems and
only gradually introduce more difficult ones are better for anxious students, and tests with
standard, simple answer formats help such students. Test-anxious children can be trained

in test-taking skills, and this can have a positive impact on their test performance.
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Allhough there arc a number of theories regarding the nature of anxiety, psychologists
generally agree that arousal and tension play an important part. Moderate levels of
anxiety seem to facilitate general clTectiveness. At high levels of anxiety, arousal and
tension are at such a peak those individuals are more likely to he concerned about their
own state of disturbance than they are about dealing with tasks or problems. 'I'ne use of
the term “anxiety”’ is often confusing because, Charles D. Spiegeberger (1972) has
pointed out; the same term is used to refer to both a trait of personality and a sense.
Psychologists are using the term in its trait sense when they refer to “high anxiety" and
“low anxiety” individuals. A high anxiety individual is one who is consistently keyed up,
who tends to be in a relatively high state of tension and arousal. A low anxiety individual,
conversely, is one who is characteristically slow to react, is very relaxed, and is not easily
aroused. Anxiety is also used to refer to responses to a specific event. Some situations
generate considerable anxiety because they are more threatening or merely because they
arc more complex or confusing. Situations that are reassuring or arc simple and
unconfused produce little anxiety. In situations that characteristically are anxiety
arousing, individuals in tlie high anxiety category may lind themselves so upset that they
are less effective than usual, whereas low anxiety individuals in the same situation may

find the higher level of arousal bciicficial.

The most common form of trait anxiety in the classroom is test anxiety. Test anxiety is
not the same as general anxiety, although the tw'o are related. Test anxiety is speciHc to
situations in which individuals arc evaluated. The test anxious person characteristically
responds to his or her emotional state, instead of the question on the test. The victim of
test anxiety tends to think only of his discomfort and as a consequence docs not attend to

the test problems.

Research on test anxiety has been linked to students’ metacognition, cognitive strategy
use and effort management. Although the other tw'o motivational components generally
show simple, positive and linear relation with the component of self-regulated learning,
the other results for test anxiety are not straightforward. Benjamin et al. (1981) found that
although high-anxious student seemed to be as effortful and persistent as low'-anxious
students, they appeared to be very ineffective and inefficient learners w'ho often did not
use appropriate cognitive strategies foe achievement. High anxious children arc not

persistent or avoid difficult tasks.
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Research suggests Ihal lest anxiety is not sigiiincantiy related in a linear or nonlinear
fashion lo use of eogiiilive slralogics ol'self-regulation; il is negatively rclaled to self-
efficacy and performance on examination. The linear relation between test anxiety and
self-regulalion, although not significant, is in the expected direction; high anxious
students report less self-regulation and persistence. The direct relation between test
anxiety and examination performance and tlie lack of any information betw'een test
anxiety and self-regulation suggest that the cffccts of test anxiety arc related to retrieval
problems at the lime of testing rather than lack of effective cognitive strategies encoding
or organizing course material, 'fest anxious students who actually have adequate
cognitive skills, test anxiety during examinations engender worry about their capabilities

that interferes with effective performance.

1.4. Attitude towards School and Academic Performance

Altitude is an important aspect of human life. Individual sometimes hold positive altitude
and sometimes negative attitude tow'ard person or things. Attitude is acquired Irom social
environment in which one is brought up. It is an efllcienl way lo si/.e up the world. Il is
favorable or unfavorable reaction and evaluation tow"ard something. It is exhibited in
one’s beliefs, feeling and intended behavior. Attitude as certain regularities of an
individual’s feelings, ihoughts and predisposition lo acl tow'ards some aspect of his
environment. Altitude is the end product of socialization process, significantly influence
man’s response to culture products, lo other person and to group of persons. If the attitude
of a person toward a given objecl or class of objccls is known, il can be used in
conjunction wilh situational and other disposition variables to [predict and explain
reaction of the person to the class or objects. Cardno (1955) also staled that altitude
entails an existing predisposition lo respond to social object wiiich in interaction with
situation and other dispositional variables, guides and directs the overt behavior oi the

individual.

Attitude may influence students' motivation. But teacher, guardian and relatives intlucncc
the students to study in order lo w'ell in school. Some of the students are motivated then
and some of the students have a negative attitude toward their school. Il may happen for

low test score, low school spirit, lack of niotivaiion and interest, for this reason.
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sometimes tliey arc nol interested to learn in the classroom situation. And they change
their mind set toward other things. The negative atlitiides of the studcnls influence their

teachers, peer group, school management, leaching strategies, classroom environment etc.

The tendency of students’ negative attitudes toward school becomes less favorable during
the later elementary years, a tendency that persists into high school. This negative shift in
attitudes pinpointed in a survey of 121 classes in 69 schools in Illinois, grades six to
twelve. Students were asked to rate, on a four-point scale, the emphasis that prevailed in
their classes with respect to a number of goals and activities taken from Bloom’s (1956)
Taxonomy and a list of attitudes. The investigators found that activities that got students
to participate, to use their imagination, and to engage in problem solving declined
througlwut the elementary school years and in high school. There was a corresponding
drop in altitudes indicating positive involvement, such as excitement about learning and
initiative, as well as an increase in anxiety about grades. The only positive note in an
otherwise gloomy picture was a movement tow*ard a more positive approach in the senior

year of high school (Walberg, House and Steele, 1973).

There are many reasons for unhappy situation in the school. One is the re.slive
nonconformity and rebelliousness that some students display during the adolescent years.
The natural tendency of teachers is to react repressively when their authority is
challenged, to make assignments more speciHc and more detailed, and to establish hard-
and-fast rules about deadlines, length of reports, and the like. The accomplishment of
learning tasks becomes more a measure of obedience and conformity than a source of

personal satisfaction.

A somewhat related cause is the complexity and abstraction of subject matter with each
succeeding year of school. When students are positively motivated, complex and abstract
material may appear “more adult” and hence interesting and relevant, but when it is
presented teachers who themselves are uninterested in it and are conducting routine,

evaluation, apathy, or rebellion, is a natural outcome.

A small number of cross-cultural studies have suggested that the relationship between
self-beliefs in learning, motivation and achievement, and self-regulation is not a

straightforward one, suggesting that such beliefs may have greater prcdiclive power in
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individualistic rather than ctiliective societies. In Asian societies, academic achievement
is a way of honoring the family and is often considered the Hlial duty of a good son or
daughter. Making one's family proud, saving face (Salili, 1995). ajid avoiding shame or
unhappy consequences may be a greater incentive for individual success than a personal
sense of achievement. Eaton & Dembo (1997) demonstrated that fear of failure rather
than efficacy beliefs elicit a stronger motivation to succeed academically in a group of
Asian-American students, whereas Anglo-American students were motivated more by
their level of self-efficacy. Similarly, in terms of social behavior, the Asian emphasis is to
conform and "fit in" with others and on the importance of harmonious interdependence
with them. Affiliation-based motives, characterized by being collectivistic and socially
oriented in nature, may offer a more useful explanation for Asian students’self-regulatory

efforts towards academic achievement and social competence.

The present investigation souglit to demonstrate the role ol' motivational beliefs, self-
regulated learning strategies and attitude towards school on classroom academic
performance of the secondary school students. The study focuses on the aspects of
students’ self-efficacy, intrinsic value, lest anxiety, cognitive strategy use, .sell-regulation
and attitude toward school that how' can contribute to students’ learning and classroom

academic performance.

1.5. Rationale of the Study

Motivating students to achieve in school is a topic of great practical concern to teachers,
parents and of great theoretical concern to researchers. New books on the ttjpic appear
with increasing frequency and relevant research is proliferating at a rapid rate. One ol the
greatest challenge,s and opportunities of the 21'" century is for the schools at all levels to
focus more on assisting students to become motivated in order that they can succccd in

school.

Education arena in Bangladesh is not so developed, Bangladesh's public spending on
education still ranks among the lowest in the world. There has been a national concern lbr
Bangladesh educational situation and rank when compared to other countries in the
world. Concern for our national dropout rate and tiic prevalence of standardized testing in
public, private, and parochial schools as well as suggestions and considerations for a

longer school year all demonstrate the reality of this situation.
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Secondary education is lo consider Illie mosl imporlanl slage in ihc educational system in
Baiigladesii. Secondary Scliool Certillcale (SSC) examination is the lirst national
examination by which the students acquire the Hrst certificate that provides opportiinity
for higher education. The liighcsl numbers of students appear in tiie SSC examination. It
is observed that a big portion of the students fail in tiie examination. BCNBFJS report
(2004) indicates that about 59.34% of the students fail in the Secondary School
Certificate (SSC) examination-2002 and about 64.09% of the students fail in Secondary

Sehoo! Certificate (SSC) examinaiion-2003.

There are very high drop out rate in the secondary education. BHNBEIS (2005) report
indicates that out of 100 students starting at grade VI, 60% complete grade X and takes
the national examination in which about 52% passes, resulting in only 31% survival rate
at the end of national examination, fhe country’s secondary school enrollment rate is just

17% and 7 out of 10 students cannot complete grade ten.

The fact that poverty is widespread in Bangladesh should not be news to anyone.
Secondary education in Bangladesh requires tuition payment. Since many families
struggle for managing to survive, paying for tuition and proving educational materials arc
not possible. Other problems include limited laboratories and computers, large class size
and high student teacher ratio (60:1). Large classes do not make easy for teachers to
improve teaching methods and learning in the classroom. A small portion of the teachers

receive prolessional training and acadcmic supervision is inadequate.

Intelligence is not only the determinant for acadcmic achievement. Iligh motivation and
engagement in learning have consistently been linked to reduced dropout rates and
increased levels of student success (Kushman et al. 2000). Development of academic
motivation in students is an important goal for educators because of its inherent
importance for future motivation, as well as for students’ school functioning (Gottfried,
1990). The purpose of this study is to investigate the role of motivational beliefs, seli-
regulated learning and attitude towards school on classroom academic performance of the

students.
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Motivational beliefs, self-regulated learning and attitude towards scliool arc the important
aspects of the students’ performance in the classroom environment. Alt ol these aspects
play a vital role on the learning situation and processes as well as learners lo learn llie
subject mailers and related elements. Motivational beliefs inlluence ihc academic
outcomes. Stiggins (2001) explains that wc can not separate affect and achievement from
one another in the classroom. So as a teacher, wc must know how to help the students
develop academically empowering dispositions. Classroom teacher need to monitor
students’ goal orientations when evaluating the success ol their instructional eltorts,
Pintrich and Schunk (2002) have found out that the classroom environment has powerful
influence on students’ motivational beliefs. 'lI'eachers have both the opportunity and the
responsibility for cultivating healthy motivational beliefs in their students. By fostering
beliefs grounded in positive goal orientations, teachers will increase the likelihood thal

ihcir classroom will be a dynamic and high achieving learning environment

The findings of the present research can help to understand whether poor academic
performance is related to lack of motivation, self-regulated learning. Through this
research, it can be identified whether students performance depend upon altitude towards
school. In our country we observe that teachers and parents do not cut effort to motivate
the students and also there is lack of self-regulation when their learning in the academic
institution is concerned. But these factors have an important role on academic
performance. It may possible to know how these cognitive factors inlluence students’
academic performance Ironi this research. It will help to understand the existing
circumstances of the classroom acadcmic performance of ihe students in the context of*
our country. It will be helpful for students a well as teachers, parents and policy makers to
contribute to educational sectors of our country. It is possible lo know how motivational
beliefs, self-regulated learning and altitude towards school inlluence the classroom
academic performance through the present research. The present research will provide
information lo the authority about the levels of students' motivational beliefs, self-
regulated learning and attitude towards school. Then the educators and policy makers will
lake necessary steps for improving students’ motivational beliefs, self-regulation and
attitude towards school that will impact on the classroom academic pertormancc. Policy
makers can include the improved strategies of motivational beliefs, self-regulated

learning and attitude towards school in the national plan of action of education. Also the
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findings of'tlie present research will be helpful for ihe educalors, guidance workers and

sludenl counselors lo deal with classroom academic problems ol ihc slulJciils.

Througii the research it may find out responsible for students’ failure, taking advantage in
the examinations, drop out from the school. It will help to understand the existing
situation of the role of motivational beliefs, self-regulated learning and attitude It)wards
school on classroom academic performance of the secondary school students. The lack of
existing research in this regard has inspired the researcher to conduct the study on the

secondary school students.
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1.6. Objectives of the Study

Motivational beliefs, sclf-regulatcd learning strategies and attitude towards school arc the
important aspects that may operate independently or jointly inllucncing students'
classroom academic performance. The purpose of the present study is to measure the role
of motivational beliefs, self-regulatcd learning and attitude towards school on classroom
academic performance of the students of secondary school. In order to investigate the role
of motivational beliefs, use of self-regulated learning strategies and attitude towards
school on classroom academic performance, the following specific objectives of the study
were as follows;

1. 'l'o investigate the cffect of sclf-regulated learning (cognitive strategy use and self-
regulation), motivational beliefs (self-efficacy, intrinsic value and test anxiety),
and attitude towards school on classroom academic performance,

2. lo investigate the effect of sex, class and group on sclf-regulated learning
motivational  beliefs, attitude towards school and classroom academic
performance.

3. To find out the relationship of self-regulated learning (cognitive strategy use and
self-regulation), motivational beliefs (self-efficacy, intrinsic value and test
anxiety) and attitude towards school and classroom acadcmic performance.

4. To predict self-regulated learning, motivational beliefs and attitude towards school
on classroom academic performance of the secondary school students.

5. To predict all the independent variables on classroom academic performance of
the secondary school students by sex and class.

6. To collect some additional qualitative information related to independent variables
which facilitate the classroom academic performance.

7. To rccommend actions that can be taken for improving motivational beliefs, self-
regulated learning strategies and positive attitude towards school oi the secondary

school students which will contribute to the classroom academic performance.
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METHODOLOGY

2.1. Research Approach

Tlie main objectives of the present study were to examine the role of motivational beliefs,
self-regulated learning strategies and attitude towards school on classroom academic
performance of the secondary school students. It was also aimed to determine the
relationship among the variables and to predict the criterion with the help of predictors
when the measures of all the variables were gathered under the existing conditions. The
mentioned characteristics were usually concerned with quantitative and qualitative
research in a broad sense. Quantitative and qualitative data were collected in the present
study. Qualitative data confirmed the validation of the quantitative data. For collecting
qualitative data. Focus Group Discussion (FGD) was administered to secondary school

students,

2.2. Participants

The participants of the present study consisted of 512 students who were drawn from the
various secondary schools located in the city ot Dhaka. Ihe students were selected
through strtefied random sampling
teclmique. At first, six thana out of 22
thana were selected randomly. The list
of secondary schools from distrct
education office of Dhaka was
collected. I'rom the list of school, 2
government and 10 non-government
schools were selected. It is mention
here that 2 schools were selected from
each thana. The students of both and
single sex, studying in Bengali-
medium secondary schools which were
recognized by the board of Secondary Education, Dhaka, constituted the population of the
present study. All the students followed same curriculum and syllabus which was
approved by the National Curriculum Text Book Board of Bangladesh. The students who

were present in the class, they were selected as participants. They were the students of
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class IX and X, Their average age was 14.68 years. They came from mid-level socio-

economic status and their average family incomc was 9523.44 Taka.

The participants for FGDs were selected randomly those who were presoit in the
classroom. Total 72 participants were selected from the selected schools to conduct the
FGDs. Number of Government and Non- Government schools in six Thana and

description of the participants were made in the following table 2.1, 2.2, 2.3 and 2.4

respectively:

Figurc-2.b: Distribution of
the participants by their
family incomc.

Figure-2,c; Distribution of Academic Performance O Nine
participants by acadcinic 0 Ten
pcrformante. 46.9
0,
23.8
“““ 20.7
16.87-15,0- — 1
-H -
51 -
bl - — —no
A+ A A- B cC D F

Grade Point Average
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Figure-2.d: Mapping of Sampling Areas in Dhaka City.
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Tabic-2.1: Frequency distribution of t>pc of school and Thana.

Type ofSchuat LiuhIntn Mirpitr Miilijhecl Laiha;ili
Government 0 0 1 1
School

Non-Govemment
School

Table-2.2; Distribution of participants by type of school and Thana.

VNt 1fScimi)! (.hi/slhin Xlirpur Niolijhcel Reiiilihi Dlitiiunimdi Toliil
Government 0 0 40 40 0 80 160
School
Non-Government 87 85 42 56 82 0 352
School
87 85 82 96 82 80 512
Total

Tablc-2.3: A brief description of the participants by sex, class and type of school.

Type oj ScltiHil Class i~ine Chl'~s "I'I'll Tata! (%)
Boys (%) Girls (%) Boys (%) Girls (%)
40 40 40 40 160
I Government School
(7.81%) (7.81%) (7.81%) (7.81%) (3 1.25%)
88 88 88 88 352
Non-Governtnent
School (17.19%) (17.19%) (17.19%) (17.19%) (68.75%)
128 128 128 128 512
Total (%
o0 (25%) (25%) (25%) (25%) (100%)

Table-2.4: Oistribiition of the participants of FGDs by class and type of school.

Class Government School Non-Government School Total
I1X 18 18 36
X 18 18 36

lota! 36 36 72
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There were equal number of boys and girls and the classes in tlic sample while only 160
students came from the Government schools and the remaining 352 students camc trom
the non-government schools. The total participants in reprcsenlation of the Government
and Non-government were not equal, because the less number of Government schools

compared to Non-Government school are situated in the city of Dhaka.

2.3. Sampling Design

The present study was designed to get a representative sample of the population and
defined the sampling desigh must take note of heterogeneity coming from various strata
of the population that might contribute to the wvariation in the dependent variable
measures. It was further reasoned out that type of school (Government School & Non-
Govemment School and Boys school & Girls school) might be the important strata.
Therefore, it was thought that first whole population of single-sex secondary schools
recognized by the Board of Secondary Education, Dhaka would be subjected to two way
classifications (a) Government School & (b) Non- Government School, (c) Boys school
& (d) Girls school. Thus, there would be four sub division of single sex recognized
school; Government Boys School, Government Girls School, Non-Government Boys
School and Non-Government Girls School. Accordingly, researcher made four separate
list of the population of school. The investigator planned to draw stratified random equal
number of schools from the above mentioned four separate lists of schools and he drew
two schools randomly from each of the Thana. The students, who were present in the

class of nine and ten, were selected for collecting data.

The participants of the FGDs were selected randomly from selected school. Six
participants were participated in each FGD. Total 12 FGDs were conducted from the

selected schools. And all the FGDs were conducted in the classroom setting.

And 12 teachers were randomly selected from the respective schools tor rating the
motivational components and classroom academic performance of the students. One
teacher from each school was selected with the willingness ol him/her and permission ot
the headmaster of the respective school. And finally, researcher observed the students in

the class without students’ consent from outside from the classroom. Thus, in brief, the
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sampling design was a stratified random sampling technique which ensured representative

samples oflhe study.

2.4. Variables Involved

The following variables are included in (he present study:

2.4.1. Independent Variables:
(a) Motivational beliefs

» Self-efficacy
* Intrinsic value
» Test anxiety

(b) Self-regulated learning strategies
e Cognitive strategy use
» Self-regulation

(c) Attitude toward school

2.4.2. Dependent Variables:
 Academic result (Average of total marks obtained by a student in the last three
examinations of the school)

e Multiple Choice Question (MCQ) test result

2.5. Measuring Instruments
Six instruments were used in this study for collecting data. The instruments were as
follows;

1. Motivated Strategies for Learning Questionnaire (MSLQ)

2. Rao School Attitude hivcntory

3. MCQ Test

4. Teacher’s Rating Questionnaire

5. Researcher’s Observation Checklist

6. Focus Group Discussion (FGD) Guideline

2.5.1. Motivated Strategicsfor Learning Questionnaire (MSLQ)
The original scale of MSLQ was developed by Paul R. Pintrich and Elisabeth V. De
Groot (1990). The researcher of the present study has translated the original scale in

Bengali and four experts who arc the tcachers of the University of Dhaka have judged the
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translation. The Motivated Strategies for Learning Questionnaire (MSLQ) has been in
existence since the late 1980s and was finalized in tlic early 1990s. In the present study,
MSLQ has been administered with the students in high school, 'I'ne MSLQ measures
student’s motivational beliefs and self-regulated learning. It has 44 items consisting of
five scales. Items were adapted from various instruments used to access student
motivation, cognitive strategy use and metacognition (Lccles, 1983). Motivational beliefs
items revealed three distinct motivafional factors: Self-efficacy, Intrinsic value and lest
anxiety. The sclf-effieacy scale consisted of nine items regarding perceived competence
confidence in performance of classroom (e.g., | expect to do very well in the class). The
intrinsic value scale was constructed by taking mean score of the student’s response to
nine items concerning intrinsic interest in and perceived imOportancc of course work as
well as preference for challenge and mastery goals (e.g., | prefer class work that is
challenging so 1can learn new things). Four items concerning worry about and cognitive
interference tests were used in test anxiety scale (e.g., 1am so nervous during a testy that I
can not remember facts 1have learned). Self-regulated learning strategy items revealed
two distinct cognitive factors: Cognitive strategy use and Self-regulation. The cognitive
strategy use scale consisted of thirteen items pertaining to the use if rehearsal strategies,
elaboration strategies such as summarizing and paraphrasing and organizational strategies
(e.g., 1outline the chapter in my book to help me study). Self-regulation scalc consisted
of nine items which were constructed from metacognitive and effort management items.
The items on metacognitive strategics such as planning, skimming, comprehension and
monitoring (e.g., | ask myself questions to make sure 1 know the materials | have been
studying), Effort management strategies included students’ persistence at different or
boring tasks and working diligently (e.g.. When work is hard 1either give up or study

only the easy parts). The MSLQ is a sell-report instrument.

2.5.2. Rao School Attitude Inventory

The original scale of Rao School Attitude Inventory was developed by D. Gopal Rao
(1970). The researcher of the present study has translated the original scale in Bengali and
four experts who are the teachers of the University of Dhaka have judged the translation.
Rao School Attitude Inventory measures the students’ attitude towards their school. The
inventory consists of 30 questions covering various aspects of the school. Such as

teachers, school subjects, class fellows, home works, co-curricular activities and parental
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attitude to school as perceived by tlie pupils. Each question has five category responses

such as always, most often, frequently, some times, and never.

2.5.3. MCQ Test

MCQ Test measures the students’ academic knowledge on the various subjects in the
classroom. The MCQ test was developed by the researcher with the help of a tcacher of
the secondary school. I'he questions of the MCQ test were taken from the three subjects
of the academic text book; Bengali, English and Mathematics. Total 20 questions were
developed from the various subjects and Bengali and English were separately consisted of
six questions and Mathcmatic was consisted of 8 questions. Primarily the MCQ test was
administered to a small sample of the student of class nine and ten. The result was judged

by the two secondary school teachers.

2.5.4. Teacher's Rating Questionnaire

Tcacher’s Rating Questionnaire measures the students’ motivational beliets, learning
strategies, academic classroom performance and altitude towards the school tcacher,
peers, school subject matters, home work, curriculum activities and parental attitude

towards school. I'he questionnaire was developed by the researcher.

2.5.5. Researcher's Observation Checklist

Researcher’s Observation Checklist consisted of items related to students’ attention,
response to the teachers’ question, pattern of students’ question to the teachers, note
taking, spontaneity in the classroom, seeking help from peers and tcachers, problem
behavior, non verbal communication, interest to know, students’ presence in the class and
participation in the class which measure the students’ classroom academic performance.

The checklist was developed by the researcher.

2.5.6. Focus Group Discussion (FGD) Guideiine

Focus Group Discussion (FGD) Guideline was developed by the researcher which was
used to measure the students’ self-efficacy, intrinsic value, test anxiety, and identify the
use of cognitive strategics, and self-regulation strategies. And also it was used to measure

the students’ attitude towards school.
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2.6. Reliability and Validity of Measuring Instruments

2.6.1. Motivated Strategiesfor Learning Questionnaire (MSLQ)

In terms of the general structure of MLSQ, both exploratory and conllrmatory factor
analyses on different samples demonstrate that the four cognitive strategy factors of
rehearsal, elaboration, organization, and mctacognitivc self-regulation is supported
(Pintrich et al. 2001). Estimates of internal consistency, computed using Cronbach’s
alpha, also arc reasonable with ranges across the different studies and samples, rehearsal
(0.50 to 0.69), elaboration (0,75 to 0.85), organization (0.64 to 0.81) and metacognitivc
self-regulation (0.71 to O.Sil).

Tactor analyses with younger students support the creation of one general cognitive
strategy scale and one metacognitive strategy scale. Developmentally it appears that for
these younger students, being cognitively engaged in learning the material includes using
a combination of rehearsal, elaboration, and organizational strategies and that they do not
make fine distinctions between these strategies as do college students. The alphas Ibr the
general cognitive strategy scale are acccptable (alpha= 0.83 to 0.88) and also for the
metacognitive self-regulation scale (alpha=0,63 to 0.74) across different studies (Pintrich

& De Groot, 1990; Pintrich et al, 1994).

Besides the internal consistency of the scale, it has been found evidence of the construct
validity of the scales in terms of their relations with other motivational and achievement
measures. First, in terms of motivation, in general, it has been found that, as theoretically
expected, positive motivational beliefs such as self-efficacy, interc.st, task value arc
positively related to cognitive strategy use and metacognitive self-regulation (Pintrich,

1999).

Khanam and Islam (2003) have determined the reliability of the Bengali version of the
MSLQ. They found the internal consistency of the MSLQ’s coefficient (r = item total
correlation) ranged from 0.20 to 0.62. The test-retcst reliability coefficient of the whole
questionnaire was found to be 0.88 and the split-half reliability for 0.75. The validity ol
the questionnaire was also determined. Pace validity was examined by four expert's
judgment of Bengali translafion. Criterion related validity of the questionnaire was

examined by correlating with one external criteria of previous academic record. The
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results of the coefficient previous academic record wiiii self-efficacy, intrinsic value, test
anxiety, cognitive strategy use and self-regulation which were found to be r = 0.36,
r=20.23 r=-0.04, r = 0.21, r = 0.19 respectively. These results indicate that the

questionnaire of MLSQ is valid and reliable.

2.6.2. Rao School Attitude Inventory

The reliability and validity of the original inventoi® has been determined by the
researcher. Test-retest reliability coefficient has been found to be r = 0.81. Content
validity has been established by the rcsearcher. Also the inventory has high
discrimination value between the known groups. The test-retest reliability coefficient of
Bengali version of the inventory has been found to be r = 0.79 and the split-half reliability
for r = 0.75. Also the validity of the inventory has been determined the researcher. Face
validity of Bengali translation of the inventory has been examined by five experts who
were professors of the University of Dhaka. These results indicate that the inventory is

valid and reliable.

2.7. Procedure Followed

2.7.1. Motivated Strategiesfor Learning Questionnaire, Rao School Attitude Inventory
and MCQ Test

After selecting the schools, the investigator personally met each of the Head of the
selected institutions and nan-atcd his purpose and plan of data collection and he got
permission to do so. After having such permission, on the appointed date and time the
investigator went to a particular school and then he selected the class. There he was
introduced by the Head of the institution. He narrated the purpose of visit and then a few
minutes conversation was carried out with the participants to establish rapport. Finally
when he was assured that the psychological climate of the class was good enough for the
administration of the questionnaire, he began his job. First, he distributed the
questionnaire to each student and read out loudly the instructions to be followed by them.
At this time students were requested to make silent reading of the instructions printed on
the lop of the questiomiaire. The researcher answered tiie questions that they w'ere asked
by the students regarding filling up of the questionnaire and w'hen he lelt that each of the
student had understood the instructions he requested them to begin by themselves without

consulting with others. They were also told that their cooperation in giving honest opinion
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would be apprecialed. They were also assured that the inforniation supplied by them
would be kept strictly confidential and would be used for rcscarch purpose only. They
were requested to give answer all the items of the questionnaire. At Hrst they were
instructed to fill up their personal information on the questionnaire and finally, to answer
the questions of the questionnaire. Three questionnaires were presented to the participants
at a time: (1) Motivated Strategies for Learning Questionnaire, (2) Rao School Attitude
Inventory and (3) MCQ Tests. The questionnaire was administered to the participants in
the classroom situation of their school. There was no time Ilimit to fill up the
questionnaire. They took about 45 to 50 minutes to complete the questionnaire. This
questionnaire was self-administered by the participants. In this way the data collection in
all the selected schools was covered and it took nearly 3 months. After completion of

responding of the questionnaire by the students, he collected the questionnaire.

2.7.2. Teacher's Rating Questionnaire: The researcher selected 12 teachers with
consultation w'ith the head of the schools. They were selected for rating the students’
classroom academic performance. The selected teachers were given proper instructions of
the answering procedure by the researcher and were requested to answer the questions in
descriptive way on the students’ academic performance with using strategies to perform
in the classroom from their experiences. The teachers were provided questionnaire with
white paper at the first day and the answer sheet and questionnaire was collected from

them in the next day.

2.7J. Researcher's Observation Checklist: First day the rcsearcher only observed the
students in the classroom situation and in the next day he rated the students of their
classroom performance according to the chccklist. The rescarchcr observed the students
from the outside of the classroom, |’he researcher observed the students’ behaviors and

interaction process with their peers and teachers.

2.7,4, Focus Group Discussion (FGD): Focus Group Discussion (FGD) was conducted
by the researcher. Six students were selected for each FGD. FGDs were administered on
the basis of FGD guidelines, FGDs were conducted on the students of class IX and X
separately. Twelve (12) FGDs were conducted according to the guidelines of FGD. The
statements of the students were recorded by the cassette with the permission ol the

participants.
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After completion of the first part and conduction of the FGD rcsearchcr thanked al! of the
participants for their kind cooperation and help. Rescarcher also thantLcd the tcachcrs for

their cooperation and providing honest information.

2.8. Scoring Procedure

The participants responded to tiie self-reported questionnaires (MLSQ, Rao Attitude

School Inventory and MCQ Test). The scoring procedures were as follows:

2.8J. Motivated Strategiesfor Learning Questionnaire

Participants were instructed to respond to the items of the scalcs on five Point Likert-type
scales. Two types of scores were calculated from the questionnaire; total score and part
score. The total scores of each respondent were determined by sutnming up the all items
representing in the questionnaire. On the other hand, part scorcs of each respondent were
calculated by summing up the separate items of each component. Scoring of the responses
to cach item of the five components (viz., self-efficacy, intrinsic value, test anxiety,
cognitive strategy use and self-regulation) were marked by 1= not at all true of me to 5 =
very true of me for positive item and 1 = very true of me to 5 = not at all true of me for
negative item. The numbers of each item were recorded in the computer and calculated
the raw scorcs. The summations of tiie total raw scores were motivational beliefs and self-
regulated learning scores. Total scores, therefore, is ranged form 44 (low motivational
beliefs and self-regulated learning) to 220 (high motivational beliefs and self-regulated
learning). Numerically higher score indicated higher motivational beliefs and self-
regulated learning and lower score indicated lower motivational beliefs and self-regulated

learning.

2.8.2.Rao School Attitude Inventory

Participants were instructed to respond to the items of the scales on five Point Likert-type
scale. The total score of cach respondent was determined by summing up all the items
scores representing in the questionnaire. Scoring of the responses to each item of the
questionnaire were marked by | = not at all true of me to 5 = very true of me for positive
item and 1“ very true of me to 5 = not at all true of me for negative item. The numbers of
cach item were recorded in the computer and calculated the raw scorcs. The summations

of the total raw scores were attitude towards school scores. Total scores, therefore, is
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ranged form 30 (low attitude towards school) tol50 (high altitude towards school).
Numerically higher scorc indicated more positive attitude towards school and lower score

indicated less positive attitude towards school.

2.8.3.MCQ Test

Participants were instructed to respond to the items ot the MCQ test. Ihe scorc of each
participant was calculated by summing up the all the item score representing in the MCQ
test. l-or each component, separate scores were obtained for classroom academic
performance in specific subject. Scoring of the responses to each item of the three
components (viz., Bengali, English and Mathematics) were marked by | lor each item.
The total number of marks of each component was recorded in tiie computer and
calculated the total raw scores, 'fhe score, therefore, is ranged form 0 (low academic

performance) to 20 (high academic performance).

2.9. Data Analysis

In the present study, two types of data were collected from the participants: quantitative

and qualitative. Before analyzing the data, it was organized and recorded sequentially.

For the quantitative data, the obtained raw scores were statistically analyzed using
Statistical Package for Social Science (SPSS) 12.0 for Windows ol the computer
program. Several descriptive and interferential statistical procedures were lollowed.
Frequencies and percentages were calculated to furnish description of the sample under
investigation. Correlation and multiple regression analysis were calculated lor identifying
the relationship among the variables. For calculating correlation, Pearson Product
Moment method was used. Besides these, other necessary calculation such as Mean, F-

test were computed for interpreting the results of the study.

And for the qualitative data, the recorded information from the FGD was accumulated
and organized. In the same way, teachers’ rating information about the students was
compiled. And also researcher's observation checklist information was elaborated on the
basis of the students’ behavior in the classroom situation. Finally, qualitative data were

translated English and added to the results obtained through qualitative analysis.
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RESULTS

The present study was designed to explore the role of motivational beliefs, self-regulated
learning and attitude towards sciiool on classroom acadcniic performance of the
secondary school students. On the basis of this, responses were collected from the student
of class IX and X to measure the different components of motivational beliefs, sclf-
regulated learning and attitude towards school. The results ol the present study were
analyzed into two ways; (1) Quantitative results and (2) Qualitative results. Both of the

results of the study are described below:

3.1. Results of Quantitative Analysis

3.1.1: ANOVA Analysis

ANOVAs were analyzed to find out the main effect ol selt-regulated learning,
motivational beliefs, and attitude towards school on classroom academic perlormance and
also to explore the effect of sex, class and group on motivational beliefs, self-regulated
learning, altiUide towards school and classroom academic performance. ANOVAs are

presented in the following tables:

Table-3.1: Analysis of Variance of Classroom Academic Performance according to

Self-rcgulatcd Learning (Cognitive Strategj' Use and Self-regulation)

Source Sum of Squares df Mean Square F
Cognitive Strategy Use 3585829,136 24 149409 547 1.110
Self-regulation 5292063.488 21 252003.023 1.872*
Cognitive * Self-regulation 17589632.057 141 124749.164 927
Error 43747610.193 325 134608.031
Corrected Total 71239110.469 511

*P<.01
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Tablc-3.2; Analysis of Variance of Classroom Acadcmic Performance accordin{> to

Motivational Beliefs (Self-efficacy, Intrinsic Value and Test Anxiety).

Source of Variance Sum of Squares df Mean Square F
Self-efficacy 3290477.714 19 173183.038 1,321
Intrinsic value 2444186,938 17 143775.702 1,097
Test anxiety 199329.935 4 49832.484 .380
Self-efficacy * intrinsic 7052020,777 47 150042.995 1,145
Self-efficacy * test anxiety 4377986.253 29 150965 043 1.152
intrinsic * test anxiety 3863500.913 28 137982,175 1.053
Self efficacy * intrinsic * test anxiety 2770491.307 23 120456.144 919
Error 44040536.678 336 131073,026
Corrected Total 71239110.469 511

Table-3.3: Analysis of Variance of Classroom Academic Performance according to

Attitude towards School.

Source Sum of Squares df Mean Square F
Attitude towards School 17643091.744 58 304191.237 2-571*
Error 53596018.725 453 118313.507
Corrected Total 71239110.469 511
* P<0.01

The main effcct of seH-regulatioii (F = 1.872, df =21) (Table-3.1) and attitude towards
school (F=2.571, df=58) (Tablc-3.3) wcfc found significanl at ihc level of .01. Btit the
main effect of cognitive strategy use (Table-3.1), self-efficacy, intrinsic value and test
anxiety (Table-3,2) were not found significant. Also, the interaction effcct of cognitive
strategy use”self-regulation (tablej.l), Self-efficacy * intrinsic value, self-efilcacy * test
anxiety, intrinsic value * test anxiety, self efikacy * intrinsic * test anxiety (table-3.2)
were not found significant. Therefore, it can be explained that self-regulation component
of self-regulated learning and attitude tow'ards schools significantly inlluence the

classroom academic performance of the secondary school students,
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rable-3.4: Analysis of Variance of Motivational Beliefs accordin}* to Sex (Boys and

Girls), Class {Nine and Ten) and Croup (Science, Commerce and Arts)

Source of Variance Sum of Squares df Mean Square -

Main effect (sex) 36.982 1 36.982 0.661
Main cffect (class) 0.017 i 0.017 0.000
Main Effect (group) 369.597 2 184.798 3.305"
Interaction effect (sex ¢ class) 16.343 1 16.343 0.292
hueraction cffect (sex * group) 541.930 2 270.965 4.846"
Interaction effect (class * group) 435.167 2 217.583 3.891
Interaction effect (sex * class * group)  9.326 2 4.663 0.083
EiTor 27957.020 500 55.914
Total 29593.742 511

*P<.01

**P<.05

‘rublc-3.4 showed that the main crfccl of class (F = 3.305, dC= 2) was ibund signiHcant al
the level of .05. On one hand tlic main ericet of sex (I = 0.661, dl = I) and class (m =
0.000, df= 1) w'erc not found signillcant. On the other hand the interaction elTect of sex *
group (F = 4.846, df = 2) and
class * group (F= 3.891, df =
2) were found significant at
the level of .01 and ,05
respectively. But Interaction
effect of sex * class (F =
0.292, df= 1) and sex * class
* group (F = 0.083, df = 2)
were not found significaiu.
Tiiereforc, it can be explained
that there is no significant difference ot the motivational beliefs ot the students according
to the sex (boys and girls) and class (nine and ten). Group can also be explained that the
student of science group is higher motivational beliels than that ot arts and commerce
group of students. Means scores of motivational beliefs of different groups ot students arc

presented in the figure-3.a.
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aiul Girls), Class (Nine ami Ten) and Ciroiip (Scicnce, Commecrcf and

Arts)

Source of Vnriancc Sum o f Squares df Mean Square F
Miiiii efTcct (sex) 1.526 I 1.526 0.027
Main cfTccl (class) 389.422 1 3K9.422 6.770-
Main effect (group) 379.244 2 189.622 2.296**
Interaction effect (sex * class) 142.564 1 142.564 2.478
Interaction effect (sex * group) 763.088 2 381.544 6.633*
Interaction effect (class * group) 327.458 2 163.729 2.846*
Interaction cffeet (sex * class * group) 121.551 2 60.775 1.057
Error 28761.161 500 57.522
Total 30S592.404 511

*p<01 **p<.05
Table-3,5 shows that the main effect of class (F = 6.770, df =1) and group (F =3.295, dt =
2) were found significatU al the level of .01 and ,05 fespectivcly. 13ul the main cffccl of
sex {I- =0.027, df= 1) was not found
Figure-3.b; Mean Scores of Self-regulated
Learning by Class signiilcant. On the other hand, the

interaction effect of sex *group (F =

6.633, df = 2) and class * group (F =

73.5 L
2.846, d('= 2) were found significant
3 at the level of .01 and ,05
25" rcspeclively. But the interaction

Score
2 effect of sex * class (F = 2.478, df =
715 2) and sex  class * group (i* =
1 _ 1.057, df = 2) were not found
Class Nine Qass Ten

Class signiilcant. Therefore, it can be

explained that there were significant
difference according to class {nine and ten) and group (science, arts and commerce). It
also can be explained that mean score of the student of class ten was higher self-regulated
learning than that of class nitie and the student of scicnce group was higher than that of
the group of arts and commerce. I'he mean scores according to class and groups are

presented in the figiire-3.b and rigure-3,c.
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Rgure-3.c: Mean Scores of Self-regulated Learning
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Table-3.6: Analysis of Variance of Attitude towards School according to Sex (Boys

and Girls), Class (Nine and Ten) and Croup (Science, Commerce and

Arts).
Source of Variance Sum of' df Mean I
Stiuarcs Square
Main ctTeci (sex) 5.213 1 5.213 0.039
Main cfTcct (class) 7.4.57 1 7.457 0,056
Main clTcc( (group) 139J.9S3 2 696.991 5.216"
Interaction elTect (sex * class) 3.176 1 3.176 0.024
Interaction effect (sex * group) 1323.335 2 661.667 4.952
Interaction effect (class * group) 401.529 2 200.764 1,503
Inlcraclion clTccl (sex * class * group) 14.888 2 7.444 0.056
tirror 66809.560 500 133.619
Total 69777.092 511
*P<.01

I'ablc-3.6 shows lhat tlie main clTecl of group (F =5.216, dl = 2) was louiid signiticunl at
ihe level of .01. Bui the main effect of sex (F =0.039, df = 1) and class (F = 0.056, dl = 1)
were not found significant. On the other iiand, the interaction elfect ct sc.\ *group (F =
4.952, df= 2) was found significant at the level of .01. But the interaction effect of sex +
class (F = 0.024, df = 1), class + group (F = 1.503, df = 2) and sex * class * group (F -
1,057, df =2) were not found significant. Therefore, it can be explained that there was
signiftcant difference of altitude towards school between class nine and class ten grade
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students. It also can bo explained lhal mean score ol the sliidenl t)l scicnce group was
higher allilLide towards school than that of group of arts and coinmcrce. The mean scores

according to groups arc presented in the figure-3.d.

Figure-3.d; Mean scores of attitude towards

school by group

Tablc-3.7: Analysis of Variance of Classroom Acadcniic Performance according to
Sex (Boys and Girls), Class (Nine and Ten) and Croup (vScience,

Commerce and Arts).

Soiirci; nrVarkmuc Sum of Stiuarcs Jf Mean Square r

Main ctTcul (sex) 1?i1685.282 158685,282 2.372
Main elTcct class 40715.498 40715.498 .609
Main cfvcel (group) 26()55718.7W 2 13327859.397 199.237*
liitcriiciion cl'l'ccl (class * sex) 95912.2K2 1 95912.282 1.434
Intcraclniii clTect (jiroiip * sex) 609726.776 2 304863.388 4,557*
Inleraction elTccl (class * group) 365KKj 4.089 2 1829417.044 27.3'18*
Imeraclion eflecl (class * group * sex) 13277.903 2 6638.951 .099
tirror 3.'544716S.124 500 66894.336

Total 71239110.469 511

*P<0.01

Table-3.7 shows that the main effect of group (T"- 199.237, dl - 2) was found significant
at the level of .01. Rut the main effect of sex (F =2.372, df= 1) and class (f = 0.609, dt =
1) were not found significant. On the other hand, the interaction effect of sex *group (F =
4557, df = 2) and class* group (F = 27.348, df = 2) was found significant at the level of
.01. But the interaction effect of sex * class (F = 1.434, df= F) and sex * class * group (F

= 0.099, df = 2) were not found significant, rherefore, it can be explained that there was
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significant difference of classroom academic perlormance among tlie students of sciencc,
arts and commerce group. It also can be explained that mean score of the student ol
scicncc tiroLip was better classroom acadcmic performance than arts and commerce. !he

mean scores according to groups are presented in the figure-S.d, 1

Rgure-3.d.1: Classroom Academic
Performance by Group

Commerce | )
1 ,
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g Science ]‘ 1 u 0
0 1
Arts f
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3.1.2: Correlation Analysis

Correlational analysis was used to fmd out the relationship of motivational bcliels, self-
regulated learning and attitude towards school with classroom academic performance
(acadcmic results and MCQ test) of the secondary school students. For satisfying the
objective of the study, the investigator used the Pearson Product Moment Correlation.

The correlational analysis is presented in the below:

Table-3.S: Inter Corrclntion of Motivational IJelitfs, Self-i egulatctl Learning and”
Attitude towards School with Classroom Academic I'crlormance

(Academic Result and MCQ test) for I'otal Sample.

Variables 1 2 3 4 5
1 Academic result 1.000

2 MCQ test .935* + 1.000

JS Motivational Beliefs A72%*191%* 1.000

4 Sclf-regulated Learning ,139**  .150** 872%* 1.000

3 Altitude towards scliool ~ .175** .202** ,364** .332** 1.000

Table-3.8 summarizes the between motivational beliefs, self-regulated learning strategics
and attitude towards school with classroom academic performance. As shown, that

motivational belief, self-regulated learning strategies and altitude towards school ol the
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secondary school sludciUs had a positive relationship with acadcniic result and MCQ lest.
The inter correlations among the components were low to highly positive, rangmg Irom
O.1j ) (between sell-rcgulalcd learning and academic result) to 0.935 (between academic
result and MCQ test). SpcciHcally. motivational beliefs was most substantially correlated
with sell-regulatcd learning (r = 0.872). motivational beliefs and attitude towards school
(- = 0..364), self-regulated learning and attitude towards school (r = 0,332). These close
links eonllrmed that all the components (motivational beliels, use ol sell-regulated
learning strategies and attitude towards school) were closely related with classroom

academic performance.

Table-3.9: Inter Correlation of all Independent Variables with Classroom Academic

Performance (Academic Result and iVICQ lest) lor I'otal Sample.

ViiriiihIcii 1 2 4 5 6 7 8
1 Acadcniic result 1.000
2 MCQtcsl .935** 1.000
m ScH'-efficacy A77** . 195%F 1.000
4 Imriiisic value 155 175+  .900**  1.000
5 Test anxiety -0,031 -.029 -.060 -.061 1.000
6 Cognitive strategy use .100* .102* .700** .685** -0,003 1.000
7 self-regulation ,155** 175+* .923** .819** -.047 .635** 1.000
8 AUitude towards school 175*  .202** .382** .345** -.047 217 .396** 1.000

** Conelation is signiilcant at (he 0.0 1 level

* Corrclalioii is signi(lc;itu at Ilic 0.05 level
Table-3.9 showed that seU-crilcacy and intrinsic value component of motivational beliels
were significantly correlated with academic result and MCQ test. Another component,
test anxiety w'as negatively correlated with academic result (r = -0.031) and MCQ) test (r -

-0.029). And also found that test anxiety was negatively correlated w'ith sclf-eriicacy (r

-0.060). intrinsic value (r = -0.061), cognitive strategy use(r = -0.003), self-regulation (r
-0.047) and attitude towards school (r - -0.047). 'I'hese correlations were not significant.
Two components of self-regulaled learning (cognitive strategy use and self-regulation)
were positively correlated w’ith academic result and MCQ lest. And atlilude towards
school was found positively correlated with academic result and MCQ test, 'fhis table
also show”ed that without test anxiety, all the components were positively correlated with

each others. I'hese findings suggest that nuUivational beliels, sell-regulated learning and

-— 59
Rizull <



Dhaka University Institutional Repository

alliUitle towards school were associated with classroom acadcmic perlormancc.

3.1.3: Multiple Regression Analysis

'I'ne general purpose of multiple regression is to learn more about the relationship
between independent or predictor variables and a dependent variable. In the present study,
multiple regression analyses were carried out to assess the relative contribution ol
motivational beliefs (self-efficacy, intrinsic value and lest anxiety), sell-regulated
learning (cognitive strategy use and self-regulation) and attitude towards school ol the
secondary school students.
Table-3.10: Multiple Regression Analysis with Acatlciiiie Results as Dependent
Variable and Motivational Beliefs, Self-regulated Learning and Attitude

towards School as Independent Variables for Total Sample.

Predictor Unstandardized Standardize t R r" F
Coefficients d (3, 508)
Coefficients
B Std. Error Beta
tConstanl) B69 642 200.680 4.333*" 212(a) 045 7942-
Motivational Beliefs 8,344 4 409 170 1.893-
Self-regulated Learning -2,545 4 260 -.053 -.597
Attitude towards scfiool 4 187 1.468 131 2 813"
*P<.05
” P<.01
*“ P<.001

Figure-3.e: Normal Probability Plot of Regression Standardized

Academic result was Residual: Motivational Beliefs and Academic Result

entered as  dependent

variables while

motivational beliels, self-

regulated learning and

attitude towards school

were treated as

independent variables in

the same block. As

indicated in Table-3.10, obsorved

motivational beliefs (P<.05) and attitude towards school (P<.0i) were statically

signillcanl predicting academic result or classroom academic performance.
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Since (hecoeriicicnls provide a [iuide lo  the rclalivc importance of the indepeiuicnt
variables ineluded in the equalion (ilair elal., a decisiiin was made lo exclude
variables lhal hada (3 value oi' less than 0,1 Iroiii Uie equation. The reduced sel ol
variables included the dependent variablesand the independent variables molivalional
beliefs and attitude towards school. The regression analysis of these variables showed an

adjusted R' of .039, which was slightly smaller than that of the regression equation w'lth

all variables (K“ = .045). An
Figure-3.f: Normal Probability Plot of Regression Standardized
Residual: Attitude towards School and Academic Result ANOVA showed an I {3'508) of

7,942 which was signillcanlly at p

<.001 level.

It was found that 4.5 % (R= 0.212)
of the original variability of
classroom academic perlormance
in total sample of 512 students due
to motivational  beliefs, self-
regulaled learning and attitude

towards school and remaining 95.5% of the residual variability ol the students may be

attributed to factors not included in this regression model.

The partial regression coefficients of motivational beliefs and attitude towards school
variable out of 3 selected variables, viz., motivational beliefs, self-regulated learning and
allilude towards school was found lo be significant. The results tend to suggest lhal the
unique contributions of the factors to lhe regression equalion were found significant. It
means that highly motivated student and (heirhigher level of positive attitude towards

school promotesignificantly classroomacademic performance of the secondary school

students.
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Tablc-3.11; Multiple KcKiession Analysis with Acadcmic Results as Dependent

Variable and All Independent Variables for lotai Sample.

Predictors Unstandardized Standardized
Coefficients Coefficients
B Std- Error Beta
(Constant) 291.662 78.328 3 724- 218 048 4.207'
ScH-Lltloiicy 8024 4.824 252 1.663
hunnsic value -.549 3.316 -020 -.196
Igsl iifixifiy 4.475 7026 028 637
Cognilive slralugy iiic -840 1.677 -.031 --501
SL-ir-K'i‘uliilnin -2.9717 3-557 - 095 -.837
Allitmlc imvarils sclmol 1.401 507 -132 2.751
'mP<-001
*P<-01

Aciidcniic fcyult was ciilcrcd as a dopcndcnl variable while scll-el'licacy. inlnnsic value,
lest anxiety, cognitive slfategy use, self-regulation and attilude towards school were
treated as independent variables in the same block As Indicated in Fable-j.l1 1, when all
independent variables w-ere included in the equation, only attitude towards school was

statistically significant (P<.01) predicting the acadcmic results,

s he independent variables were excluded in the cqualion that had a [i value ol less than
0.1 troin the equation. The reduced set of variables included the dependent variable and
the independent variables self-effscacy and attitude towards school. The regression
analysis of these variables show'cd an adjusted of .036, which was slightly smaller than
ihat of the regrc.ssion cqualion with all variables {ir = .048). An ANOVA showed an I

(6.505) of 4.207 which was significant at p <.001 level.

It was found that 4.8 % (R= 0.419) of the original variability of classroom academic
performance in total sample of 512 students due to self-cfncacy, intrinsic value, test

anxiety, cognitive strategy use, self-regulation, attitude towards school and lemaining
95.2% of the residual variability of the students’ may be attributed to laclors not mcluded

in this regression model.

The partial regression coefficients of attitude towards school variable out of 6 selected

variables, vi/,.. self-efllcacy. intrinsic value, test anxiety, cognitive strategy use, sell-
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rcgulalioii was Ibuiul to he significant. The results lend to suggest that the utngiie
eontrihiUions of the lactors to the regression equation are found signilicant. It means that
higher level of positive altitude towards school is lbund to promote signilleantly

classroom academic pcrlbrmance of secondary school students.

rablc-3,12: Multiple Regression Analysis with Acaiicniic Results as Depcnilent

Variable and All Independent Variables for Boys.

Predictors UrelLirohrdi/Gd Staiitliirdi/.oil H k '
QAKiridL-nls Coi-rricicnis (i 21)
D Stti. Ixror lkla
(Conslaiio 37>4.1 ]Z‘}")&) ,420 17 '1.3H5*
Stll-crilcacy 1066X 5.709 .10
Itilrmsii; value -.508 5,126 -.OH oY%
I aiiMLty -3,WJ 10,710 -.023 -173
Ciignilivi; siiUctLV use -L.WI 2175 -CIs7 . 617
Soir-rt'gLiliilion .4 63:i (167-1 -1V - fiw
AUitiiili; lowards sclkkil 862 -173 2.22f>*
*P<.05
"P<.01

Multiple regression was performed between the motivational variables (scll-ellicacy,
intrinsic value and test anxiety) as independent variables, Seli-requUUed learning
(Cognitive strategy use and sell-regulation) and academic resuU as dependent \'ariables.
As indicated in Tablc-3.12, when all independent variables were included in the equation,
self-efficacy and attitude towards school were statistically significant at the level of P<.05

and P<.ol respectively predicting the academic result.

The independent variables were excluded in the equation that had a [3value w'cre less than
0.1 from the equation. The reduced set of variables included the dependent and
independent variables. The regression analysis of these variables .show'cd and adjusted

of .159, which was smaller than that of the regression equation with all variables (R* =

.176). And ANOVA showed an V (6.505) or4.207 w-hich was significant at p <.01 level.

Self-efficacy and attitude towards school counted lor 17.60% of unique variance in
predicting academic results. The combination of intrinsic value, test anxiety, cognitive

strategy use and self-reguiation counted for remaining 82.40%.
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The partial regression coefficients of self-efficacy and attitude towards school variable
ol of the selected variables, viz., self-efficacy, intrinsic value, lest anxiety, cognitive
slrateyy use, sell-regulation was found lo be significant. The results tend to suggest that
the unique contributions of the factors lo the regression equation are found signillcant. It
means that higher level of self-efficacy and positive attitude towards school is found to
promote significantly classroom academic performance of the boy students of secondary
school.

Tuble-3.13: Multiple Regression Analysis with Academic Results as Dependent

Variable and All [ndependent Variables for Girls.

Predictors Unstandardized Standardized t R F
Coefficients Coefficients 5,249
B Std- Error Beta
(Constant) 224.896 98,625 2,260' 284 .081 3.650*
Scll'-cl'liciicy 8.270 5,819 ,281 1,421
intrinsic vulm; -1,915 4,359 --053 -439
Te.st aii.\ie(y 14.945 9,318 ,098 1,604
Coginlivc strategy use -1,329 2,348 -,051 -,566
Sull’-fCj;iil; Uii)n -1,586 4,118 -,054 -,365
Mlimdc lowiirds sctuwl 1,678 ,619 ,182 2,711"
*P<02
*»*p<.01

Academic result was entered as a dependent variable while sclf-eflicacy, intrinsic value,
test anxiety, cognitive strategy use, self-regulation and attitude towards school were
treated as independent variables in the same block As Indicated in Table-3,13, when all
independent variables were included in the equation, only attitude towards school was

statistically significant (P<.01) predicting the academic results.

The independent variables were excluded in the equation that had a p value of less than
0,1 from the equation. The reduced set of variables included the dependent variable and
the independent variable attitude towards school. The regression analysis of these
variables showed an adjusted of .059, which was slightly smaller than that of the
regression equation with all variables (R* = .081). An ANOVA showed an (6, 249) of

3.650 which was significant at p <.01 level.

It was found that 8.1 % (R= 0.284) of the original variability of classroom academic

performance in total sample of 256 students due lo sclf-cfllcacy, intrinsic value, test
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anxiety, cognitive strategy use, sclf-regulation, attitude towards school and remaining
91.9% of the residual variability of the students’ may be attributed to (actors, not

included in this regression model.

The partial regression coefficients of attitude towards school variable out of the selected
variables, viz., self-eftlcacy, intrinsic value, test anxiety, cognitive strategy use, self-
regulation was found to be significant. The results tend to suggest that the unique
contributions of the factors to the regression equation are found significant. It means that
higher level of positive attitude towards school is tbund to promote significantly

classroom academic performance oi'secondary school girl students.

Tablc-3.14: Multiple Regression Analysis with Academic Results as Dependent

Variable anti All Independent Variables for Class Nine.

Predictors Unstandardized Standardized t R
Coefficients Coefficients F
6. 249
B Std, Error Beta
(Constant) 104.036 119,956 667 .338 114 5 359"
ScH'-cl'lkiicy 19.657 8.708 .542 2.257*
Intrinsic value -5.075 5786 -.137 -.877
Tusl anxicly 16.695 11 884 .085 1405
Cognitive siraiogy u « -2 997 2.577 -099 -1,163
Scl!-rcgul;Uiun -5 144 6.586 -138 -781
Alliiudt; towiirds bciioDI 1.860 -799 .155 2.328-
*P<.02
“pP<01

A statistical entered multiple regression was performed between the sclf-enicacy,
intrinsic value and test anxiety, self-regulated learning, cognitive strategy use and self-
regulation and attitude towards school as independent variables and academic result as a
dependent variable. As indicated in Table-3T4, when all independent variables were
included in the equation, self-efficacy and attitude towards school w'ere statistically

significant at the level of P<.02 predicting the academic result.

fhe independent variables w'ere excluded in the equation that had a p value were less than

0.1 from the equation. The reduced set of variables included the dependent and

independent variables, 'Phc regression analysis of these variables showed an adjusted
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of .093, which was smaller than that of the regression equation with all variables (R" -

.114). And ANOVA showed an F (6,249) 0f5.359 which was significant at p <.01 level.

it was found that 11.40% (R= 0.338) of the original variability of classroom academic
performance in total sample of 256 students due to self-efficacy, intrinsic value, test
anxiety, cognitive strategy use, self-regulation, attitude towards school and remaining
88.86% of the residual variability of the students’ may be attributed to factors, not

included in this regression model.

The partial regression coefficients of self-efficacy and attitude tow'ards school variable
out of the selected variables, viz., self-el'ficacy, intrinsic value, test anxiety, cognitive
strategy use, self-rcgulalion was found to be significant. The results tend to suggest that
the unique contributions of the factors to the regression equation arc found significant. It
means that higher level of self-efficacy and positive attitude towards school is found to
promote significantly classroom academic performance of the students of class nine of

secondary school.

Table-3.15: Multiple Regression Analysis with Academic Results as Dependent

Variable and All Independent Variables for Class Ten.

Predictors Unstandardized Standardized t
Coefficients Coefficients F
5, 249
B Std. Error Beta

(Constant) 474.069 98.844 4.796* 321 ,103 4.635"

Sclf-cfncacy 3.089 1409 .103 2.192*

liUrjnsic value .077 3.850 003 020

Test an.\it;iy -5.085 8,219 -039 -.619

Cognilivc strategy use 1.187 2.212 -050 .537

Seir-regulatlon -.964 3 939 -.038 -.245

Altitude towards school 2.012 627 A11 3.209*

*P<.01

As indicated in Table-3.15, a statistical entered muluple regression was perfomied
between the self-efficacy, intrinsic value and test anxiety, seif-regulatcd learning,
cognitive strategy use, self-regulation and attitude towards school as independent
variables and academic result as a dependent variable. When all independent variables

were included in the equation, self-efficacy and attitude towards school were statistically
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significant at the level of P<.01 predicting the academic result.

The independent variables were excluded in the equation that had a (i value were less than
0.1 from the equation. The reduced set of variables included the dependent and
independent variables. The regression analysis of these variables showed an adjusted R
of .091, which was smaller than that of the regression equation with all variables (R =

,103). And ANOVA showed an F (6,249) of 4.635 which was signiilcant at p <.01 level.

It was found that 10.30% (R- 0.321) of the original variability of classroom academic
performance in total sample of 256 students due to self-efficacy, intrinsic value, test
anxiety, cognitive strategy use, self-regulation, attitude towards school and remaining
89.70% of the residual variability of the students' may be attributed to factors, not

included in this regression model.

The partial regression coefficients of self-efficacy and attitude towards school variable
out of the selected variables, viz., self-efiicacy, intrinsic value, test anxiety, cognitive
strategy use, self-regulation was found to be significant. The results tend to suggest that
the unique contributions of the factors to the regression equation are found significant. It
means that higher level of sclf-efficacy and positive attitude towards school is found to
promote significantly classroom acadcmic performance oi the students of class ten of the

secondary school.
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3.2. Results of Qualitative Analysis

The qualitative data was analyzed to have some additional information related to
independent variables of the study. Answers related to components of motivational
beliefs, self-regulated learning and attitude towards school related itiformation were
collected from the secondary school students to analyze the qualitative data. The
qualitative data were then categorized into Students, Teachers and Researcher’s

perspective observation on the basis of classroom.

3.2.1. Students’ Perspective

3.2.1.1 Factors related to seif-regidated learning factor which promote
classroom academic performance

(()Cogftitive strategy use

Organizing: Some students reported that they prepared important questions for the
examinations and collected questionnaires of the previous examinations. If the words
were hard to memorize, then they used similar easy words to learn. Tliey organized the
information sequentially and matched this information with the text book. They also
indicated that they jotted down the important information that was presented in the class
by their teacher. Organizing information helped them to obtain more marks in the class

test and final examinations.

Memorizing: Students expressed that they memorized information of the text book. Most
of the students memorized the course materials and express it in the classroom situation.

They thought that this practice helped them to perform better in the classroom setting.

Preparation for examination: Students organized their collected information by reading
the text book. Some of the students made important questions for the examination and
collected questionnaires of the previous examinations. Some of the students read whole
course materials and memorized key words of the course materials and wrote these key
words in the khata. If the words were hard to memorize, then they used similar easy
words to learn. Teachers analyzed the key and important w'ords of the subject matter.

Students wrote important themes or key words in the class. They prepared notes to read
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and memorize easily. They rehearsed the coursc materials. Some lime they analyzed and

discusscd the coursc materials with their peers in the classroom.

Answering strategies: Students tried to answer the question without their teachers’ help at
first. When they couldn’t answer the question, they took assistance from their teacher and
peers. At first they tried to present introduction, secondly they discussed the theme and
finally they concluded the answer. Some oi‘the students answered the questions without
understanding or own imagination.

Using techniques in the examination: Students retrieved answers and wrote down in the
examination khata. Most of the students wrote down in the examination with their own
capabilities. A few portion of the student took help Irom their peers, when they could not

answer or solve the problems.

Class test: Most of the students felt that class test was nccessary for justilying their
knowledge. It helped them to perform better in the final examinations. They thought that
class test was an important strategy for improving classroom academic performance of

student.

(b) Self-regulation

Goal setting: Students reported that they set up a goal to learn. Some of the students
study according to their routine. When they studied by following their routine, they got
more benefit than unstructured way of learning. Before the examination, some of the
students studied the coursc materials and after finishing it, they read other courses. Some
of the students read the specific subject in the specific time. They felt that nobody could
achieve his/her expected outcomes without determining goals. They noted that learnmg
was not an easy thing. So they needed to select goals to facilitate the classroom activities.
Most of the students indicated that if the goals were determined, they could achieve their
expected learning. Some of the students prepared a lesson plan for the class preparation.
I'ney also indicated that goal setting was a systematic procedure for achieving expcctcd

outcomes.

Planning: Students reported that if they read according to plan, they learnt easily and in a
short lime. Students mentioned that they prepared a plan for classroom learning. If they
had a plan for their classroom activities, they would accomplish their classroom work m
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time. Most of the student completed their classroom activities according to their planning.
They could finish their classroom activities successfully if they planned. Most of tiie

students indicated that planning contributed to classroom academic performance.

Seeking assistance: Some students reported that they borrowed notes Irom their Iricnds.
They read the book in which they collected proper information. They collected books and
notes from their friends and sometimes they collected from their teachers from inside and
outside of class. Weak students search for helping from the brilliant and senior students.
Students mentioned that they collected most of the information in the classroom. They
collected information from their peers, senior students, original text book, private tutor
and guide book. The students seek assistance from others they perfonned better in the
classroom setting. This helped the students for contributing better performance in the

classroom context.

Learning problems solving strategies: Students went to their teachers when they were
not able to solve the classroom academic learning problems. Sometimes they went to
library. Students read in the classroom and home and write down on khata for classroom
preparation. They learnt the lessons by hearing main theme of the subject matters from
their classmates. They prepared a routine for preparing the class work and they followed
it. They expressed that the strategics use contributed to their classroom academic

performance.

Practicing memorized information: They read the difficult course materials again and
again. As a result they could memorize these course materials easily. Some of the
students reported that they could not write properly in the examination though they
practiced it again and again. Some of the students revised the previous reading materials
during the holiday. They indicated that they revised the course materials twice to tour
times in a week. Also some of the students revised the course materials in writing, fhey
expressed that if they practiced now and again, it was easy to write the course materials in

the examinations.

Note taking: Most of the students had tendency to take notes the important aspccts of the
teachers’ lecture in the classroom. They felt that note taking in the class helped the

students to understand the course materials clearly. It was easy for a student to solve the

. t/
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problems at home. Some students took notes from the teachers’ lecture in the classroom,
They wrote down the important portion, the mysterious and romantic issues of the
lectures. It was indicated that note taking was important for the students to perforni better

in the classroom academic performance.

Question selection; Most of the students read the selected portion oi' tlie lessons that
given in the examinations. The course materials that arc seem to be important and
possibility to get nearer in the examination, they emphasis on it. Some of the student read
the whole course in which they answer any question gave in the examinations. But some
of the students read the selected questions in which they could get as usual numbers in the
examinations. They select the questions according to the suggestions of the teachers and
their private tutors, They reported that selected questions helped them to perform better in
the classroom examinations. It would help the students to acquire more numbers in the
test.

3.2.1.2. Some motivational beliefs which facilitate classroom academic

performance

(a) Self-efficacy

General beliefs related to motivation: Students gathered information from the teachers’
lecture in the class. They felt that aimless life can not reach to its destination. They
thought that they had to put effort for achieving their goals in future life. They felt that
they had to build themselves as a person in the society. They expressed that their
academic learning depended on classroom learning, parents and family guidance and
private tutors. They thought that SSC was the first step to achieve first certificate. So they
had to pass the examination through studying the academic text books. They thought that

their willingness impact on their classroom academic performance.

Course materials and other important things: They read the course materials attentively.
While the course materials were difficult to understand, they took help from others
(teachers, parents, peers, private tutors etc.). Most of the students reported that before
starting to learn course materials, they need extra things that would help them to learn the
course materials like electricity or candlc, paper, pencil, pen, geometry box etc. Course
materials and related necessary things helped the students to learn and inHuence

classroom academic performance.

"t
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Externa} academic interest: Some of the students read story books, poetry, magazine,
news papers, novels etc. out oi the course materials. They had interest in new hooks.
They read novels and news paper in the leisure time. Some of the students tried to learn
foreign language. Some of the students read story books, traveling and adventure story,
autobiography, romantic novel, poetry, religious books, iamous poets and authors life,
primitive history, geographical conditions and impact, political situations and sports news
with the preparation of classroom activities. They had interest to read new books. They
felt that the additional information help exploring their knowledge which indirectly
Influence their acadcmic performance. External interest increased the students’ curiosity

to gain knowledge in the classroom acadcmic context.

(b) intrinsic value

Interest to learn new things: Students reported that they w'cre interested to know and
learn new things in the classroom. They had curiosity to know about new learning
materials and things. They expressed that acquiring new knowledge in the class brought
their life to cope with new environmental situation effectively. The students who had
interest to learn new things, they performed better in the classroom and acquired
knowledge from the class teachers, class participation and school activities, they added.
Some students were interested to know the traveling story and adventure of the world.
This helps the students to increase curiosity and attention to know new things. Indirectly

it may influence the students to learn new things in the classroom acadcmic setting.

Study habit; Students learnt the lessons regularly. They could learn new' thing alongside
academic course materials. They actively learnt their lessons lor upcoming the
examinations. Some of the students divided their time for preparation of the examination.
Study habit made the students to prepare themselves to attend in the classroom activities.

This helped the students to finish their assignment routine wise.

One motivational beliefwhich do notfacilitate classroom academic performance
(c)Test anxiety
Students felt stress and anxious before the examinations. They forgot their preparation of

the examinations for anxious of the examination. Some students felt iear when the
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questions were not been found common questions in the examinations. They feU stress
when tiiey were in the examination. Some students had a tendency to vomit before or
after the examinations. They fell that how could they write well and provided appropriate
information. Students felt fatigue and pain when they didnT well in the examination.
They mentioned that if they could not satisfactory answer in the examination, they could
not sleep at night Students expressed that test anxiety hampered classroom examination.

As a result, it played negative impact on classroom academic performance.

3.2.U . Factors related to attitude towards school which influence classroom
academic performance

School activities: Students thought that they had a positive altitude toward their school

activities. Most of the students actively participated in the various classroom activities,

school activities, games and sports. They expressed that they I'elt proud for their sciiool.

Teacher: Students showed respect to them inside and outside of the school. Teachers
helped the students to understand the coursc materials. All the students expressed that

teacher was an important factor for achieving better classroom academic performance.

Curriculum: Students reported that they had a positive attitude towards the school
curriculum. They expressed that school curriculum were interesting to learn new things.
Most of the students also expressed that eonimunicative language was the important to
learn and speak English. This helped the students to pay special attention English

language.

Homework: Most of the students provided the home task in the class. Some students lelt
importance to provide the home task in the class regularly. Sometimes they also felt stress
when the home work was loaded. They reported that the home work helped them to
improve their skills of writing, reading and organizing their learning. They also reported

that they provided their home tasks regularly.
Parental attitude: The students reported that their parents expected good results from

their children. Their parents did not want to change school and they thought that it was

very painful for a student to change his/her school. Parents sent their children to school
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without any requirements from the school authority except learning. Most of the students’
parent attended in the guardian meetings of the school regularly. They responded to the
school invitation in the various meeting spontaneously. Students reported that parental

positive attitude inspired them to perform better in classroom academic pcrlormance.

Almost the entire student expressed that they had positive attitude tow'ards school and
related factors. They also thought that school related factors influenced them to know and

learn in the classroom context.

3.2.2. Teachers™ Perspective

3.2.2.L Factors related to self-regulated learning which promote classroom
academic performance

(a) Cognitive strategy use

Using learning strategies: Teachers reported that some of the students didn’t think to
achieve a good result in the beginning of the year. They tried to invest their effort to
achieve a good result in the class test and other examinations. ‘'I'hey tried to match tlte
teachers’ lecture with the text book. They wrote answer of the questions in the class test
and examinations according to the text or note book. Ihey read and wrote again and again

for preparing their class preparation.

Writing: Students were more interested to write than read in the class because they had
freedom in w'riting. Most of the students have more writing ability than speaking. They
i'elt that writing ability depended on understanding the subject matters and practice.
Teachers reported that most of the students had good wTiting ability. Writing practice kept
their attention to understand the course material in the classroom.

(b) Self-regulation

Presentation of the subject matters: Students answered the question in a word (Yes or
No). Most of them tried to retrieve the information from memory, but some students
answered the questions on the basis their own concept. They used the language of text
book or guide book. They present the course materials either memorize or written way.
In the course materials presentation, many of the students felt inertness and they could not
pronunciation the words correctly. Some of the students present their course materials

spontaneously and they tried to present their course materials in a simple way. lhey tried
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presenting the course materials with related and practical examples. Sometimes they used
the techniques of visualized presentation like picture and graph. This might regulate the
student to perform belter in the classroom academic context.

S.2.2.2. Factors related to Motivational Beliefs which facilitate Classroom
academic Performance

(a) Self-efficacy

Expectation for better performance: Teachers indicated that about 25% students had lelt
high level , 50% students had average level and rest of the students had felt low level of
drive to perfonTL in the class. The students who were highly motivated to perform better in
the class, they listened to the teachcrs’ lecture, foliowed the teaching procedures,
understood the course materials and answered the questions with interest and
attentiveness. They had competitive attitude towards the achieving a good result in the
class. They had interest to achieve a good result which facilitated the classroom academic
perlbrmance. Teachers reported that expectation drive the students to perform in the

classroom context.

Classroom performance: One of the teachcrs reported that performances of 50% students
were good, 30% were average and 20% were not good. Another teacher said that tlie
result of 50% students desired for good result and 25% students had very low
performance in the class. They also reported that the classroom academic performance
was moderately satisfactory. The students observed other students’ perlormance and tliey

were inlluenccd to perform better in the classroom.

Teacher-student relationship: Students respectcd their teachers. Also, teachcrs responded
to the students’ attention. Those who were interested to understand and comprehend the
course materials form the teachers; relationship might help the studcnis to motivate to
learn in the classroom.

Comprehension ability: Teachers reported that students understanding ability depended
on teachers’ presentation, teaching procedure, practical learning and their regular
attendance in the class. If they maintained these, they understood the subject matters
easily. They tried to understand the subject matters which were taught in the class. A few
students had a tendency to understand the course materials and most of the students had a

tendency to memorize it. They understood easily il they attended in the class but those
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who were not regular in the class they iaced difficulties to understand the course
materials. Most of the teachers reported that students faccd dilficulties in understanding
the course materials in the class lor new things, abscnce in the previous classes, diliicult
meaning of the words, students making noise. They also reported that utiderslanding the
subject matter depended on presentation style of the teachers, classroom environment,
sitting problem in the class. Students felt that some of the portion of the Science,
Mathematics and English course are hard to understand without other help. They could
not solve the problems and understand the basic concept oi' the subject matters. For this

reason they seek help from others.

S.2.2J. Factor related to Attitude towards school which injiuence classroom
academic performance

Tcachers reported that some students imitated the teacher’s behavior and they tried to
practice in their life. Some students follow their favorite teacher as a model. Most of the
students were helpful to other students and a few poilions of the students did not want to
accept the weak students. Some of the students had a competitive attitude towards better
performance in the class. Some students made a group and they discussed each others to

understand the course materials in the classroom.

3.2.3, Researcher's Perspective

3.2.3.L Factors related to self-regulated learning which promote classroom academic
performance

(a)Cognitive strategy use

Response to teachers”™ question: Some of the students answered the question to teachers’
questions spontaneously. It w'as also found that a few portions of the students answer the
questions in the classroom when they were asked by the teachers. Response to teachers

question activated the students to attentive and regulates to learn in the classroom.

(b)Self-regu lation
Asking questions to the teacher: Some of the students asked questions to the tcachers to
know and clarification about the coursc materials in the class. Many students asked

question to the teachers when they got scope to ask question or the teachers give scopc.

m N 76



Dhaka University Institutional Repository

This might regulate the students to inlluence converse and learn new things or solving

problems in the classroom.

Participation: It was observed that students participated in the various classroom
activities. Some students were passive in their behaviors and they did not mix with others
and also not to participate in the class work. Classroom participation facilitated the
students to learn through group discussions and increase the curiosity to learn in the
classroom.

3.2.3.2, Factor related to motivational beliefs which facilitate classroom academic
performance

(a) self-efficacy

Distracting behaviors: It was obsei-ved that some of the students created distracting
behaviors in the classroom like looking here and there, unnecessary talking with peers,
waving, scratching, irrelevant drawing picture and gossiping. Some students sat on the
back benches and gossip and created sitting problem in the classroom. Students quarreled
with each others now and then. Sometimes they wrote down on the pieces of paper and
supply to the other students. They listened to their peers talking and avoided their
teachers’ lecture. Distracting behaviors prohibited to concentrate to the course materials

in tlie classroom setting.

Spontaneity: Most of the students were found to talk with other students, teachers and
schools staffs without any hesitation. They were also found to discuss about the course
materials freely. But approximately 10% of the students mixed and spoke with their peers
and teachers a little bit. The students spontaneously interacted with their peers and
teachers; they collected more information and increased their curiosity to gain knowledge

in the classroom.

Sitting preference: It was observed that about 15% of students sal in tlie same place
regularly and they had fix sitting place in the classroom. A few portion of the students
had a tendency to sit in the back bench and front bench in the class. Most of the students
had no sitting preference in the classroom. Some of them had an especial tendency to sit
beside their close friends. Students might feel comfortable to sit with preference in the

class which might facilitate to concentrate in the classroom.
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Class attendance: Researcher visited the seiccted schools for two days. It was observed
that 91.25% students were present in the class at the first observation day and 92.15%
students were present at the second observation day. Regular attendances in the class
helped the students to learn more information and prohibited seeking assistance Irom

peers and teachers.

(b) Intrinsic Value

Attentiveness: It was observed that most of the students were attentive towards their
classroom activities. They listened to their teachers lecture conscientiously in the
classroom. A few portions of the students were inattentive in the class. Attentiveness

helped them to eoncentratc to the course materials in the classroom
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DISCUSSION

The purpose of the present study was to investigate the role of sclf-rcgulatcd learning
(cognitive strategies, self-regulation), motivational beliefs (self-efficacy, intrinsic value,
and test anxiety) and attitude towards school of the secondary school students on
classroom academic performance. The present study was divided into two parts:
Quantitative and Qualitative. In order to attain the purpose of quantitative part, Bengali
version of the Motivated Strategies for learning Questionnaire (MSLQ) and Rao Attitude
School Inventory and MCQ test w'ere used. MSLQ covered five scales such as self-
efficacy, intrinsic value and test anxiety for measuring motivational beliefs and cognitive
strategy use and self-regulation for measuring self-regulated learning. Rao attitude School
inventory were used for measuring students’ attitude towards their school. On (he other
hand, to attain the purpose of qualitative part of the study. Teacher’s Observation
Questionnaire, Researcher’s Observation Checklist and Focus Group Discussion (FGD)
Guideline were used, hi this study 512 secondary school students and 12 teachers were
selected randomly. Students' average scores of the last three academic examinations and a
MCQ test were used to assess the academic performance. Using a stratified random
sampling technique, the study explored the relationships between motivational beliefs,
self-regulated learning, attitude towards school and academic performance. Specific
components of motivational beliefs, self-regulated learning, attitude towards school and

classroom academic performance and their relationships were investigated,

4.1. Quantitative Part ofthe Study

The study attempted to come across the effect of seli-rcgulatcd learning (cognitive
strategy use, self-regulation), motivational beliefs (sell-efficacy, intrinsic value, test
anxiety), and attitude towards school on classroom academic perlbrmance. And also the
study examines the effect of sex, class and group on self-rcgulated learning, motivational
beliefs, attitude towards school and classroom academic performance of the secondary
school students. ANOV As were calculated to understand the main and interaction cffccts

among the variables.
Table-3.1 and 3.3 showed that the main effect of self-regulation and attitude towards

school significantly influenced the classroom acadcmic performance. It indicated that

self-regulation regulated the students and attitude towards school encourage them to learn
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in the classroom contcxl which might inllucnce Ihe classroom acadcmic performance of
the secondary school stiidcuts. Secondary education Is the lirst step to gain a cerLilicatc in
the student life. For this reason, the students feel drive to pass the examinations. Most of
the students thought that they have to achievc a good result in the examination. The result
impacts in their future life which may influence the classroom academic performance of
the students. Cardno (1955) indicated that attitude inllucnce to respond to social object

that guides and directs the behavior of the individual.

The main effect of sex (boy and girl) on motivational beliefs, self-regulated learning,
attitude towards school and classroom acadcmic performance of the secondary school
students were not significant. It indicated that there was no significant difference between
boys and girls in motivational beliefs, self-regulated learning, altitude towards school and
classroom academic performance. On the other hand, the interaction effect of sex and
group on motivational beliefs (‘rable-3,4), self-regulated learning (Table-3.5), attitude
towards school (Tabie-3.6) and classroom academic performance (Table-3.7) were
significant. It indicated that the interaction effect of sex and group infiuenccd acadcmic
motivational beliefs, self-rcgulated learning, attitude towards school and classroom
acadcmic performance ot the secondary school students. In the recent years, govetnment
has been trying to promote girls education. Government is encouraging girls to continue
their education. For this reason, government has implemented the different projects for
improving girls’ education. Already it has been declared for free of cost girls’ education.
It has taken action plan to motivate the parents and the girls through media campaign. For
this reason, girls’ students may be facilitated and performed in the classroom as well as
boy students. This result was consistent with the study findings of Rosillo and Arias
(2004), They found that boys and girls had no significant difference in the level ot
intrinsic motivation. They found similar levels of both boys and girls in academic sell-
concept. They also found the gender difference regarding cognitivc-motivational nature,
attribution of success and failure, academic goals, information processing strategies, self-
evaluation strategies. Patrick, et al. (1999) indicated that one aspcct that may be
influencing the relationship that exists between motivational orientation and students’

gender is the type of academic discipline.

The results on the main effect of class (nine and ten) on motivational beliefs, self-

rcgulated learning and attitude towards school, ANOV.A identified significant difference
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of class (Table-3.5) on sclf-regulated learning, It indicated that the secondary school

students of class ten were more self-regulated than class nine. Ihe interaction eflcct of

class and group on the basis of motivational beliefs (Table-3.4) and sell-rcgulatcd

learning (Table-3.5) were significant. It also indicated that the secondary students of

class nine and ten on the basis of science, arts and commerce were significantly dillerent
in motivational beliefs and self-regulated learning in the classroom context. 1lhe fact, the
students of class ten is the candidate SSC examination. This is the first public
examination for them. They try to concentrate to perform better hi the examination. The
students of class ten feci drive to achieve their expected result in the examination which
regulate them to attain their goals. Leung and Chan (1999) found that Scicnce and

Mathematics Group students obtained highest scores in three variables, namely mtrmsic

goal orientation, task value and belief in the motivation domain, and one variable;

elaboration in the learning strategies domain, hi mathematics and scicnce clectivcs,

students were usually regarded to own higher motivation to learn and employed more

cognitive skills in learning than other clectivcs.

The results of ANOVA identified a significant main effect of group (Science, Arts and
Commerce) on the basis of motivational beliefs, sell-regulated learning and attitude
towards school. It indicated that the students of science, arts and commerce group were
significantly different in motivational beliefs (Table-3.4), self-regulated learning (‘lable-
3,5) and attitude towards school (Table-3.6). The findings indicated that group was one of
the important factors for secondary school students’ motivational beliefs, self-regulated
learning and attitude towards school. In the context of our country, the high achieving
students are admitted into science group and low achieving students arc admitted into arts
and commerce group, Gottfried (1985) found that academic motivation contribute to the

classroom academic performance ofthe diflerent grades of the students.

The present study explored the relationships between self-regulated learning, motivational
beliefs, attitude towards school and classroom academic performance. It was examined by
correlational analysis to understand the relationship between independent and dependent
variables in the classroom setting. In terms of the relationships, it was found that the
motivational beliefs, self-regulated learning and attitude towards school were associated

with classroom academic performance of the secondary school students.
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Table-3.8 showed that motivational beliefs, self-regulated learning and attitude towards

schools measures used in the study were significantly related to secondary school

students’ classroom academic performance (academic result and MCQ test), with the
attitude towards school having the correlation ( r = 0.175 and r = 0.202). This result
indicated that the students who had high motivational beliefs, self-regulated to learn and
positive attitude towards school achieved better classroom academic performance. In the
context of our society, they have to survive in the society through competition. As a result
they concentrate in the classroom, use different learning strategies for achieving their
goals. They positively respond to the school and classroom activities. It is observed that
most of secondary school students have high expectation to perform better in the school
setting. This may lead them motivated, self-regulated to achieve their expected
attainment. They Pintrich & De Groot (1990) found that motivation is highly correlated to

the use of cognitive strategies and academic achievement. They also revealed that

cognitive and motivational variables play an important role in students’ classroom

learning. Students’ learning strategies are motivated by their achievement goal
orientations (Anderman & Young, 1994; Pintrich & Schraubcn, 1992). Students with
learning, task-involvement, and mastery goal orientations used deep, metacognitive, and
self-regulated learning strategies; they were oriented toward improving new skills and

attaining a sense of mastery by their standards. Students with perfonnance and ego-
involvement goal orientations were oriented toward achieving normatively defined goal
and focused on public recognition; they were likely to use superficial learning strategies,
such as memorizing and writing down quickly what they learned in the classroom (Ames,

1990).

Table-3.9 showed that self-efficacy, intrinsic value, cognitive strategy use, self-regulation
and attitude towards school were positively related to academic results and MCQ test
results. However, interpreting these results as the case that secondary school student had
aim to acquire their first certificate in student life. They might feel inspiration to learn and
regulate themselves in the class. They also felt pressure from the teachers and family
member to perform better result in the class.. As in the past studies shown, Corno (1986)
found that self-regulation is the best predictor of academic performance on all the
outcome measures and it is essential for academic performance. He also found that self-
regulation is highly correlated with cognitive strategies. Zimmerman (1986) staled that

self-regulated learning share a view of students as motivationally and behaviorally active
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promoters of their academic achievement. Bandura (1997) found the relationship between

seit-cfficacy and self-regulation. Sell-efficacy contributes to the self-regulation ol

cognitive functioning through the use and monitoring of learning strategics, structurmg
the environment, regulating motivational, affective and socio-cognitive skills to attain a
person’s goal of academic achievement. Walter and Pintrich (1998) found that cfficacious
students report using a greater variety of cognitive and self-regulatory strategies with
greater accomplishment. A strong correlation exists high efficacy and sell- regulatory
strategies (cognitive and metacognitive), goal setting and successful performance
(Pintrich and De Groot, 1990),

Multiple regression is a general statistical procedure used to analyze the relationship
between a single dependent variable and several independent variables. The procedure

was used in this study involved one dependent variable (academic result) and independent

variables: motivational beliefs (self-efficacy, intrinsic value and test anxiety), self-

regulated learning (cognitive strategy use and self-regulation) and altitude towards

school. As in analyzing study objectives, the dependent and independent variable scores

were standardized to obtain a common unit o( measurement.

As indicated in the Table-3.10, when all independent variables were included in the
equation, motivational beliefs were statistically significant in predicting classroom
academic performance. Self-regulated learning was not found to be a significant predictor
of classroom academic performance of the secondary school students. Findings ol the
study suggested that 6 selected variables taken together that had explained 4.5% (R-
0.212 of the variance of academic results and rest of the percentage of the total variance
of academic results remained unexplained. A normal probability plot of the residuals was
generated to provide a visual representation. The diagonal Ime in Figure 3.e and 3.d
indicates a normal distribution of subjects. Since the plotted values fall closely along the
diagonal line, the residuals are considered to represent a normal distribution; therefore,
the regression model met the assumption of normality. Biggiano et al. (1992) found that
academic motivation positively influenced academic performance. Me also found that

motivational orientation predicted students’ standardization achievement scores.
Specifically, students with an intrinsic motivational orientation had higher reading and

math scores and higher overall achievement scores than their extrinsic counterparts.
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Motivational orientation may be a determinant of attributions and perceptions of

competence lliat contribute to students’ achievement.

As indicated in the Table-3.11, only attitude towards school predicted classroom
academic performance. As in the regression analysis of the study, variables that had
P value less than 0.1 were excluded from the equation. The reduced set of analysis
included the dependent variable which was academic results and independent variables
self-efficacy, intrinsic value, test anxiety, cognitive strategy use and self-regulalion.
Wlicn the independent variables that had a p value of less than 0.1 were not included in
the regression equation, only attitude towards school predicted classroom academic
performance at the 0.01 level. Each one point increase on sclf-efficacy predicted an 8.024
point increase on classroom academic performance. Each one point increase on self-
regulation predicted 2.977 point decease on classroom academic performance. As in
answering study findings, a normal probability plot of the residuals was presented to
evaluate the assumptions of regression analysis. Unlike the normal probability plot with
academic results as dependent variable, the normal probability plot lor the classroom
academic performance shows substantial departures from the diagonal line. Thcrelore, the
data collected for this study meet the assumption of normality. This finding suggests that
attitude towards school is important component of enjoyment in classroom setting and
indicates the importance of students' investment in the school that help the students in
developing acadcmic performance. Fennema and Sherman (1995) found that students of
teachers who were well-organized, achievement-oriented, and enthusiastic tended to have
more positive attitude toward school. Thomas (1988) reported that the curriculum and
instructional variables related to attitudes towards school play an important role in

classroom academic performance

As shown in the Table-3.12, self-efficacy and attitude towards school were statistically
significant among the 6 study variables and Table-3.13 showed that only attitude towards
school was statistically significant. As in the regression analysis of the study variables
that had p value less than 0.1 were excluded from the equation. The reduced set of
analysis included the dependent variable academic results and independent variables selt-
efficacy, intrinsic value, test anxiety, cognitive strategy use and sclf-icgulation lor boy

and girl students. When the independent variables that had a P value of less than 0.1 were
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not included in tl.e regression equation, boys’ sclf-efficacy and attitude towards school
predicted classroom academic performance at 0.05 and 0.01 level respectively and on the
other hand, girls’ altitude towards school predicted classroom academic periormance.
Haeh one point increase on self-efficacy predicted a 10.668 point increase on classroom
academic performance of the boy students and on the other hand, each one point increase
on self-regulation predicted an 8,270 point increase on classroom academic periormance.
In our contcxt of our country, the students respect their teachers. They participate in the
school and classroom activities. They feel proud for being student of their school. They
abide by the rules and regulations of the school. They mix with their peers interactively.
Also their parents participate in the guardian meeting and various program ol the school.
Schunk (1985) found that self-efficacy is a strong predictor of academic achievement and
motivation to learn. He also found that highly efficacious students choose the learnmg
activities. Some researches have been done on the relationship between school variable
and students attitudes towards school. Several investigations have found a small but
positive correlation between some school factors and attitudes (Jacobs, 1974; Fields,"

1975; Evans, 1978; Paul, 1986), although these studies do not examine the inlluencc of

specific variables. McMillan (1992) provide evidence that aspects of the classroom

learning environment, or climate, are positively related to school attitudes. An
environment lower in intellectual demands, difficulty, and amount of friction or confiict is
likely to show more students’ attitude positive (Armstrong, 1985). A number of studies
have indicated that the personality and behavior of the teacher is very important in the
formation of students’ attitudes, with one notable exception by Fennema (1995). Moore

(1993) found in a national sample ofhigh school students that impressions of the teachers

as "like" or "smart" significantly predicated students’ attitudes.

As indicated in the Tablc-3.14 and Table-3,15, self-cfticacy and attitude towards sciiooi
were statistically significant among the seleclcd study variables. As in the regress.on
analysis of the study variables that bad p value less than 0.1 were excluded from the
eijuation. The reduced set of analysis included the dependent variable aeadcmic results
and independent variables self-effleacy, intrinsic value, lest anxiety, cognitive strategy
use and self-regulation for students ofclass nitre and ten. When the Independent variables
that had a p value of less than 0.1 were not ineluded in the regression equation, self-

effieacy and attitude towards school predicted classrootn academic performance at 0.02
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and 0.01 level respectively for the student of class nine and on the other hand, scll-

efficacy and attitude towards school predicted classroom academic performance at the
teve! of 0.01. Each one point increase on self-efficacy predicted a 19.657 point increase
on classroom academic performance of the students of class nine and on the other hand,

each one pomt increase on self-regulation predicted a 3.089 point increase on classroom

academic performance. Bandura (1997) found that activities that got students to

participate, to use their imagination, and to engage in problem solving declined
throughout the elementary school years and in high school. There was a corresponding
drop in attitudes indicating positive involvement, such as excitement about learning and
initiative, as well as an increase in anxiety aboutgrades. The only positive note in an
otherwise gloomy picture was a movement towarda more positive approachin the senior

year of high school. Stipek and Ryan (1997) found that students’ cognitive skills were far
better predictors of end-of-the-year achievement than motivation. Handura (1997) also
found that self-efficacy is a key factor in the extent to which people can bring about
significant outcomes in their lives. Specifically, there is considerable evidence to support
the contention that self-efficacy beliefs contribute to academic achievement by enhancing
the motivation to achieve. Zimmerman, Bandura, and Martinez-Fons (1992) reported a
path analysis for final grades of 9’ and 10~ graders. Predictor variables were prior grades,
parent grade goals, student grade goals, seU-cfficacy for self-regulated learning, and self-
efficacy for academic achievement. Their results show the infiuence on achievement (as
measured by grades) of the attitude factor (the two self-efficacy measures; the direct
effect of self-efficacy on performance has also been shown by Pajares and Miller, 1994)
and the drive factor (as rellectcd by student grade goals and parent grade goals). lhc

strategy factor could not appear because they did not include a measure of strategy use,

only of the belief in being capable of it.

4.2. Qualitative Part ofthe Study

The qualitative data was analyzed to get additional information related to independent
variables of the study. The findings of the qualitative part of the study were considered to
interpret how motivaUonal beliefs, self-regulated learning and attitude towards school
related factors play role on classroom academic perlbrmance of the secondary school

students.

86



Dhaka University Institutional Repository

Some facilitating factors related to motivational beliefs of the secondary school students
play role to perform better in the classroom context. They expressed their competitiveness
with their peers. I'hey had an interest to know and learn new things in the classroom irom
iheir teachers and peers. Students cxpected better academic performance. They practiccd
writing and reading for classroom preparation. They attended in the class regularly. lhey
had a good tcacher-student relationship. The students participated in the extracurriculai
activities of the classroom. They learnt the lessons in the classroom attentively. They also
answered the teachers’ questions and participated in the classroom discussion and gave
their opinion. Sometimes they asked the question to the teachers and their peers for
clarifying the problems. Most of the students participated in the various activities and to
solve problems in the classroom spontaneously. A few of the students showed distracting
behaviors in the class. But most of the students had a tendency of mutual cooperation
with their peers and teachers in the classroom context. A few portion of the student had a
study habit in the classroom context. They fell that classroom w'as a place oi conceptual
clarification. These factors facilitate the classroom academic performance of the
secondary school students which were expressed by the students, teachers and researchers
perspective. But it was found that most of the students had

lest anxiety towards

examinations and class tests. They felt fearful before the examinations. This factor

prohibited the classroom academic performance which was slated by the students. The
qualitative findings have a consistence with the various previous studies. Mitchell (1992)
found that motivation is one of lhe most critical determinants of the success and quality of
any learning outcomes in any school setting, whether it may be elementary, secondary or
higher education. Deci and Ryan (1985) found that the drive play an important role of the
value of a behavior in the determination of whether or not the behavior is perlormed,
Tukman (1999) found that incentive motivation clearly effect on academic performance
and act as a mediator. He also staled that enhancing the incentive value ot a task, thereby
a person’s drive to engage in that task, increases level of achievement as a result, and
shows drive or desire to be an important component of motivation that contribute
academic performance. Fowder and Walberg (1991) found the positive relationships
among school and pupil characteristics and school outcomes. The study revealed that
optimum school size have a positive relation with student achievement, participation in

school activities, satisfaction, attendance, feelings of belonging, and school climate.
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All the students used some sclf-regulatcd learning strategics to learn that contribute to
their classroom academic performance. Students basically used some common learning
strategies like reading, writing, matching the course information with the original text
book. They set up a goal and formulated a planning to achieve their expected outcomes.
They collected information related to class works and examinations and they organi/.ed
the information. After organizing the inforriration they tried to learn by heart the course
materials. Some of the students used some techniques for preparing the class work tike
library work. All of (he students had a tendency to seek assistance trom their parents,
teachers, peers, private tutors and senior students. 'lI'hney took notes in the class, mainly
they write down the main theme of the topics. All of the students took notes in tlie
mathematics class. They rehearsed the memorized subject matters. Most ot the students

had a tendency to ask the questions to the teachers in the class when they didn t

understand the subject matters. On the basis of students, teachers and rescarchcr

perspective, the self-regulated learning factors promote classroom academic performance
of the secondary school students. Zimmerman (1986) found that learnmg strategies have a
particular impact on achievement are self-observing, sell-judging, and scK-reactmg (e.qg.

goal setting, planning), self-evaluation and monitoring, goal setting and strategic

planning, strategy implementation and monitoring and strategic outcome monitoring.
Tukman (1999) also found that the goal setting strategy yielded the best performance
from low self-efficacy students, the group outcome strategy yielded the best perlormance
from middle self-efficacy students, and the no induced strategy control yielded the best
from high self-efficacy students. Ames (1983) stated that help seeking is a strategic
achievement behavior. Newman (2000) has identified help seeking is a strategy of self-
regulated learners (Boekaerts, Pintrich & Zeidner, 2000) who efficiently seek necessary
assistance in response to a perceived lack of comprehension. Karabenick (1998) found

that more motivated, active, engaged, and self-regulated learners are more likely to seek

assistance when necessary. Student who prefer challenge and independent mastery are

more likely to seek such help (Arbreton, 1998) and high school students who use other

self-regulated strategies also seek help from peers, teachers, and adults.

Almost all the students had a positive attitude towards activities of the class and school.

They participated in the various school activities like sports, debate, competition and

others extra curricular activities. They completed their classroom assignment regularly

and attentively listen to their teachers’ lecture and advice, i'hey provided their home
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works regularly. They had a positive attitude towards the curriculum. They also reported
that their parents also had a positive attitude towards school activities and their teachers.
Their parents participated in the guardian meeting and different icstivals ol the school.
The research on student attitudes toward schools had been found positive relation
between academic results and attitude (Fowler and Walberg 1991). As with achievement,
the research indicates that the attitudes of students are positive toward school activities.
Eiehenstein (1994) identified the structures, practices, and outcomes ot "house units'
operating high schools. The wunits had positive effects on

student attendance,

responsiveness, and grades, and students expressed satisfaction with the ™"house”

arrangement. He also found that school experience, including poHcy, teachers,

administrators, and involvement in school activities impact on academic perlormance. He
also found that the students had positive attitude toward school among 120 variables of

the study.

It may be said that the present study did not find the sex difference in motivational

beliefs, self-regulated learning and altitude towards school of secondary school students.

Motivational beliefs, self-regulated learning, attitude towards school were related to

classroom academic performance. Only test anxiety component of motivational behets

was negatively related to classroom academic performance. Test anxiety prohibited the

classroom academic performance. Motivational beliefs and attitude towards school

facilitated classroom academic performance. But self-regulated learning statistically did

not predict the classroom academic performance. In addition, the present study also

revealed that some factor related to motivational beliei's facilitated classroom academic
performance of the secondary school students. Self-regulated learning related factors

promoted the students performance in the classroom context, It was also found that

attitude towards school inlluence the students’ classroom performance. The students who

were positive attitude towards school, they performed better in the classroom context.
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CONCLUSION AND RECOMMENDATIONS

5.1. Conclusion

The present study has conducted to examine the role of motivational beliefs, scll-
regulated learning and attitude towards school of the secondary school students on
classroom academic performance. Both quantitative and qualitative methods were used to

collect data from 512 secondary school students in Dhaka City.

The present study revealed that there was no significant sex (boy and gn'l) dilferencc in
motivational beliefs, self-regulated learning and attitude towards school ot secondary
school students but group (science, arts and conimerce) diflerencc was exist in these
components. Motivational beliefs (sclf-cfficacy and intrinsic value), sell-regulated
learning (cognitive strategy use and self-regulation) and attitude towards school were
significantly related to classroom academic performance. Only test anxiety component ol
motivational beliefs was negatively related to classroom academic performance.
Motivational beliefs and attitude towards school predicted tlic classroom academic
performance of the secondary school students. In addition, the present study explored that
students had a driving force to acquire knowledge in the classroom. They had an interest
to know and learn new things in the classroom from the teachers and their peers. Students
expect better classroom academic performance. I'hey practice writing and reading lor
classroom preparation. They attended in the class regularly. When they liice difficulties
they remain absent in the class. They had a good teacher-student relationship inside and
outside of the school. All the teachcr reported that the students participated in the
extracurricular activities of the. They learnt the lessons in the classroom attentively. A
few of the students show unwanted behaviors in the classroom. On the contrary, a few
portion of the student had a study habit in the classroom. Students felt that classroom is a
place of conceptual clarification. They feh fearful before the examinations. Students used
some learning strategies to learn in the classroom that contributed to their classroom
academic performance. They set up a goal and formulate a planning to achieve their
outcomes. They collect information and organize it to learn. Most oi the students have a
tendency to seek help from their parents, teachcrs, peers, private tutors and senior

students. Students had a positive attitude towards activities of the class and school.

Conclusion and Recommendations
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5.2. Recommendations:

Based on findings of Ihc present study, the following recommendalions may be suggested
for improving the classroom academic performance of the secondary school students;

'I'he present study revealed that the self regulated learning of the student did not predict
the classroom academic performance. So it is necessary for the students to improve their
self-regulated learning and practice it in their daily life. In this regards, teachers can play

vital role to use sclf-rcgulated learning strategies in the academic context.

1. It is observed that students are rarely reinforced in their activities ol the class
situation by the teachers and education system, So it may be provided
reinforcement by the teachers in the classroom setting. I'eachers determine a
revh-ard that is likely to motivate a student at a particular time.

2. The present study indicates that most of the students ieel test anxiety. Test anxiety

prohibits the classroom academic perforniance. Students must be able to identify
anxiety and understand its effect on learning. So it is necessary to deliver proper
infom-iation of negative impact of anxiety on classroom academic performance of

the students.

It is found that distracting behaviors of the students prohibit their classroom academic
perforniance. So tcachers should control the distracting behaviors by implementing rules
and regulations. Classroom may be student friendly environment. Learning method may
be applied with interesting to the children. Interesting materials and variety in mode of
presentation may be applied. Many students use note to make themselves prepare for
class test or examinations. Not books obstacle the student to be self-regulated and it
provides limited information on the specific issues. So it should be inspire the student to

avoid the note books and to use the original text book.

3. Most of the teachers have a tendency to read the students as a private tutor in the
school setting, at his/her home or students’ residence. lhe parent s of the students
feels that if the student read to the private tutors, they will perform better in the
class and examination. Many tcachers use this opportunity and earn money from

their students. Many schools arrange model test for the students and collect money
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from lheir students in the school. This is one kind of private tuition. That’s why
most of the students depend on the teachers’ tuition and they do not try to solve
the academic problem by using their own competence, sell-regulation and

cognitive strategy use. As a result they can not explore their ability in the
academic setting. Most of the problems are solved by their private tutor. So this
tendency should be stopped and other alternative options will be introduced to the
students. School management committee will take initiative to stop the tendency

of dependency on private tutors. So it should be aware of the teachers and

guardians of the students to explore their abilities, self-regulated learnmg

strategies, and cognitive functioning.

In the present study, it has found that teachers of the secondary school have
recommended excellence suggestion to improve the classroom perlormance. They
thought the recruitment policy would be fare and neutral, the curriculum would be
realistic and practical and child development oriented, students ol the each class in

the secondary level would be ranged 30 and 35 and class test would be introduced

after Hnishing each topic in each subject. They also have suggested that the
physical structure of the classroom would be improve and the classroom teachmg
method might be moderated and if it possible to use audio-visual equipments , the
emotional bondage between teachers and students would be developed and the

qualities of the teacher have to improve through ongoing and regular trammgs.

It can be said that teachers and parents’ consciousness are more important for the
classroom academic performance of the secondary school student. They have to
aware of students’ needs, attitude, problems etc. It is needed to take necessary
steps to fulfill their realistic demands for better performance of the classroom

context.

From Ihc above discussion and conclusion of the present research, some
reeommendacions and sngBCS.ing can be made for furlte studies whicl, are given in tl.c
below

6. The present study has taken some prcdictors of classroom performance, however,

,n order to broaden the spectrum of cognitive predictors important variables of

cognitive domain of classroom performance need to be studied in luture research.

nvifi Rficommendalions
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7. Much more non-cognitive prcdictors from the area of personality, motivation,
ccology or environmental may be included to increase the likelihood ol predicting
much more variance of classroom performance.

8. Similarly many other variables, approaches of studying, learning style, and much
more cognitive style may be incorporated in the predictor battery to explain the
variance of classroom perfomiance in future studies.

9. Taking family structure, peer-group cohesion, and community related variables,
etc. in predicting contributions of these variables to the variance of classroom
performance may be broaden the spectrum of environmental predators.

10. This study may be replicatcd over students of other grades, stages, of education,
other geographical or cultural sets-up, ability levels, etc. to examine possible
contributions of school motivation, pcrceived social climate, study habits,
intelligence across such groups ol pupils.

11. More validation studies such as the tools used in the study are suggested to reduce
errors of measurement involving these tools.

12. Further study may be undertaken to explore relations of teacher and parent
variables with school motivation, study habits, and perceived social climate.

5.0i. Limitations ofthe present'sttjjdy 01i-ni

There are limitations to this study that should be considered before applying the results.
The sample selection was limited to 12 schools from Dhaka city which reduce the
generalizability of the results. Only Bengali medium government and non-government
secondary schools of the students were included as sample. Further research with the
inclusion of English medium secondary schools on rotation is needed to understand
factors that may affect academic performance. The indicators used lor academic
performance in the classroom were not standardized that was collected from their last
tlirce examinations performance and self-reported MCQ test. If the students were

response with help of their peer or probably that may constitute bias in this study.

crr<m
T5=m
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appendix-i

Motivated Strategies for Learning Questionnaire (MSLQ)
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Rao School Attitude Inventory
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APPENDIX-III

Teachers’ Observation Questionnaire
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Researcher’s Observation Checklist
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Read the passage carclully and choose the besl answer from the aUeralives:

Thosands of people in Bangladesh are sulTcrcing from arsenic poisonings and moire arc
being affected everyday. Arsenicosis is caused by drinking tube-well water containing
arsenic. People who drink uncontaminated water do not catch arsenicosis from affected
people. 7'he main recommendation for the people who are affected by arsenic is to drink
water from source that contains no arsenic.

The effects of arsenicosis arc less severe among people who eat a healthy, balanced diet,
ideally containing fish and vegetables. This is an initial treatment for arsenico.sis and may
be part of the reason why the number of arsenicosis patients in Bangladesh is still®
relatively low. It is believed that vitamin A, C and F arc effective lor ireatment ol
arsenicpsis.

Poisoning by arsenic is a slow process, it is due to a gradual buildup of the poison in the
human body. Eventually people start to show symptomps and bccome unwell. Deaths due
to long term poisoning make it even more important to address the prolem aas soon as
possible.

This is in effect a race against time to safe water for everyone. Many people currently
drinking arsenic contaminated ground water may develop problems soon. They must
attempt to I'Ind safe source of water.

The majority of the tube-wells in Bangladeash are free from arsenic, but they need to be
tested to separate the safe from the unsafe and in many areas, this has no yet been done,
Tube-wells, which have been tested for arsenic, should be pointed green if they arc safe
or red if they are unsafwe. Deep tube-wells are free from arsenic and bacteria although
they will need testing in the future to ensure that it is still the case. Surface water in ponds
and rivers is a potential source of arsenic free water. Mowwever, most surface water in
Bangladesh is heavily polluted with dangerous bacteria. No surface water should be used
without some from of treatment. If a latrine empties into ponds, il a pond is used for fish
cultivation with the use ofcowdung, if it receives run off water from nearby llelds where
iestisides or fertilizer have been applied, if it is used lor w'ashing livestock, the water
should definitely not be used for drining even after ireatment. Care should be taken when
using river dow'n-stram of large cities such as Dhaka, as it may contain mdustnal
pollutants.

Rainater can be collected. This water is free from arsenic and bacteria although care must
be taken to ensure that the container is clean.

If there is no source of water other than a red tube-well makes sure you do the following;
Leave the water to stand in a pitcher containing overnight and filter the upper portion
through pitchcr containing sand which will remove the arsenic. Boiling tube-well w'atcr
will not remove the arsenic.

113



*4

Dhaka University Institutional Repository

a) Arsenicosis is —
(i) poisoning causcd by drinking lube-well waloi
(if) the name of an infectious disease
(iii) tlic effect of arsenic poison in the human body
(iv) a highly poisonous chemical

b) Tube-weclls free from arsenic can be....... —by gicen signs.

(i) separated
(ii) evaluated
(iii) experienced
(iv) identified

c) A balanced diet is the......... —treatment ofarsenicosis.
(i) [last
(ii) secondary
(iii) primary
(iv) fmal

d) People drilling water free from arscnic —
(i) may be infected from arscnic patients n
(if) have no possibility of being caught by arscnicosis
(iii) can also catch arscnicosis _
(iv) can remain free from the risk od arscnic poisoning

e) The symptoms of arsenic poisoning------
(i) take very little tme to come out
(i) start coming out in a hurry
(iii) take time to come out
(iv) come out suddenly

I) Boiling lube-well water will............ the arsenic.
(i) remove
(i) nol remove
(iii) partially eliminate
(iv) add

y A= {-1,0, 2,3}, B= {-3,3,4, 5} » |
(») {-1,-3, 0,4, 5}

™ {-3,-1,0,2,3,4,51

™ {-1,-3,0,2, 4, 5)

W 13)

N a+b=7 ab=12~, ~ a-b
M1

(")-1

™M

(")2
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Focus Group Discussion (I"GD) Guideline
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