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ABSTRACT

Virtually, all secondary school students and their parents pointed to internal and external

factors as source of the overall poor performance of students Senior secondary Certificate

examinations in recent past with less than 50% of total number of candidates scoring credit

level passes and above in five subjects including English Language and Mathematics. This

study therefore examined Locus of Control, Achievement Motivation and Academic Self-

efficiency as correlates of secondary school student's academic performance in Ondo State.

The study adopted ex-post facto and descriptive research of survey type designs. The

population of the study comprises all secondary school students in three Senatorial Districts

in Ondo State. Multi-state sampling techniques were used to select 900 sample respondents

for the study. Instrument used for data collection were Locus of Control measurement Scale

adapted from Walter 2009; Achievement Motivation scale; Academic Self-efficacy scale and

Academic Performance Proforma. Data collected were analysed using descriptive and

inferential statistics. All the hypotheses were tested at 0.05 level of significance.

The result showed that there was significant relationship among locus of control,

achievement motivation, academic self-efficacy and academic performance of secondary

school students (R= 0.456, P< 0.05).Locus of control, achievement motivation and academic

self-efficacy jointly accounted for 20.8% of the total variables in academic performance (R2
=

0.208
,

F (3,&99)
= 78.226, p<0.05). Locus of control which was the best predictor of academic

performance accounted for 55.6% (P= 0.556, p<0.05) of academic performance and closely

followed by achievement motivation with (P= 0.463, p<0.05), Academic Self-efficacy was

the least predictor, with P= 0.233, p<0.05.
Based on the findings, it was concluded that Locus of Control, Achievement Motivation and

Academic Self-Efficacy were influential to students' academic performance. It was

recommended that teachers should deploy greater commitment towards students monitoring,

counselling, development of strong internal Locus of Control in students, enhancement of

Academic Efficacy and good social support system for improved academic performance.

Government at various levels should regularly upgrade and develop capacity of school

counsellors to efficiently handle issues that relate to students' academic motivation, self-

efficacy and locus of control.
. .

.

Keywords: Locus of Control, Achievement Mottvat,on, Academic Self-Efficacy
Word Count: 340
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CHAPTERONE

INTRODUCTION

Background to the Study

Education is one of the most viable legacies left behind by the colonial

masters in Nigeria. It is a heritage bequeathed to humans which is well

embraced because of its usefulness in shaping the society and individual

development holistically. Education enlightens and creates awareness of oneself

and the world. In education, learners' educational outcomes and achievements

are evaluated and graded, using examination (Chinta, 2005). In fact, testing is

common in everyday life ranging from school content-specific tests (that is,

class tests and national examinations) to tests taken to move up in jobs status,

thus adding a great deal of pressure to test achievement and grades. In most

cases, this leads many people to become anxious during examination period

(Huberty, 2010; Supon, 2004; Collins, 1999).

Education in every human community is an indispensable tool to achieve

human progress and development. Any nation that lacks a sound educational

culture and philosophy is at the risk of backwardness and retrogression. This is

because education (primary, secondary and higher) plays a vital role in the

overall development of a country. Thus, informed the commitment of the world

leaders towards ensuring that citizenry of the world acquire functional

education, especially in the 21'1 century. Secondary education has the broad aim



of preparing students for useful living within the society and preparing them for

higher education. One of the major roles of educators is to develop and ensure

that students acquire the relevant skills and knowledge that would make them

function effectively in the society. Thus, students' academic performance is a

major variable that interested both the teachers and Educational Psychologists.

How to actualize academic performance seems to be one of the top

priorities in schools and so important that parents, teachers and society in

general are much worried and apprehensive about how to improve it. Academic

performance seems to be an index that is being used to measure the extent to

which students, teachers and schools have achieved the stated and

predetermined educational goals. Academic performance which is the yardstick

to measure educational outcomes is paramount to the economic, scientific and

technological advancement of a nation.

Over the years, academic performance becomes extremely important to

students. Their academic performance can be related to their choices of subjects

or streaming and even their secondary school, university and scholarship.

Although education is not the only road to success in the world of work, much

effort could be made to identify, evaluate and encourage the progress of

students in schools. Parents care about their children's academic performance

because they believe that good academic results will determine the chances of

their children in the world of work and security of job. Thus, academic

performance is important in the lives and activities of students, it is necessary to
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investigate issues that are factors responsible for poor academic achievement

among students with the sole aim of devising measures on how to ensure good

academic performance by the students.

Locus of control (or location of control) refers to people's general, cross-

situational beliefs about what determines whether or not they get reinforced in

life. The determinants may be internal, that is internal locus of control, or

external, that is external locus of control. Thus, internal locus of control holds

tenaciously that success or failure is due to the students' efforts, whereas

externals believe that reinforces in life are controlled by luck, chance or

powerful others. Consequently, internal locus of control considers success in an

examination as a result of students' hard work (for example, good study habits),

while externals consider failure in an examination to be the result of an unfair

test. In Carden, Courtney and Rebekah (2004) study, findings showed that

students with internals significantly demonstrated lower academic

procrastination, low test anxiety and reported higher academic achievement than

externals. These findings indicated the importance of locus of control as a

correlate to students' academic performance.

The locus of control of a person is conceptualized, as either internal or

external. Those who believe that their own behaviours determine the positive

reinforcement they receive and that they have control over their own lives are

internal. Individuals with external locus of control are those people who believe

that the rewards or motivation they receive are the results of fate, luck, character

3



or other external circumstances. Such individuals attribute their problems to

environmental factors (Ogunmakin, 2013).

Achievement motivation is a fundamental recipe for academic success. It

involves internal and external factors that stimulate desire and energy in people

to be continually interested and committed to job, role or subject, or to make

efforts towards attaining a goal. Dornyei (2001), argued that motivation

explains why people decide to do something, how hard they are going to pursue

it, and how long they are willing to sustain the activity. In order words,

"motivation is what gets you going, keeps you going, and determines, where

you are trying to go" (Slavin, 2004). Alderman (2004), indicated that those

students who, have optimum motivation have an edge because they have

adaptive attitudes and strategies, such as; maintaining intrinsic interests, goals

setting, and self-monitoring. Besides, motivational variables interact with

cognitive, behavioural, and contextual factors to upset self-regulation.

Furthermore, motivational beliefs are very essential to the academic

achievement of students, because they help to determine the extent to which

students will consider, value, put in their efforts, and interests in the task. For

example, self-efficacy influences how learners feel, think, motivate themselves,

and behave. Researchers have shown that students' problem solving

performance significantly relates to their self-efficacy beliefs (Marcou

&Pilippou, 2005). Highly efficacious students are quickly capable of rejecting

faulzy stl'ategies, solvirtg more problems, and reworkirtg more previously

4



difficult problems than their less efficacious counterparts. Students who

displayed greater perceptions of efficacy and used learning strategies progress

well in school. Students' belief about their academic efficacy can provide an

essential "window" to understand individual differences in learning and

motivation. The general expectancy-value model of motivation characterizes

motivation into three components; value components which includes; goal

orientation and task value; expectancy components which includes; self-efficacy

and control beliefs; and the effective construct of test anxiety (Yukselturk

&Bulus, 2007). All these were considered in this study.

It has been noticed that some students in the classroom did not pay

attention to what the teacher was doing as they were easily caught engaged in

other activities due to lack of motivation from teachers. Jones (2008) observed

that it is easy to see students couched in their chairs and not listening to the

teacher or participating in the classroom discussion. This simply means lack of

engagement. Therefore, motivating students to learn in school is a topic of great

concern for the educationists today. Akomolafe (2013) stated that motivating

students so that they could succeed in school is one of the greatest challenges of

this century and lack of motivation is a significant factor standard of education.

Getting students to learn and sustaining their interests in what they are learning

therefore should be an issue of serious concern to teachers in the classroom.

The overall objective is to ascertain the influence of locus of control,

achievement motivation and academic self-efficacy on students' academic

5



performance. This research effort, therefore, intends to proffer a possible causal

model that could uncover the influence of locus of control, achievement

motivation and academic self-efficacy on students' academic performance.

Statement of the Problem

Globally, there has been an increasing concern in the education sector on

how to ensure that students learn optimally at school and achieve academic

excellence in their academic pursuits. In Nigeria, there has been a nationwide

cry by the stakeholders in education on the fallen standard of education.The

growing rate of failure of secondary school students in the yearly release of

Senior School Certificate Examination (SSCE) has raised a lot of questions

about the standard of education in Nigeria.

The Federal Ministry of Education (2006) reports in Nigeria, revealed

that the academic performance of students in the Senior School Certificate

Examinations conducted between year 2000 and 2006 were below fifty percent

(50%). In the 2009 May/June Senior School Certificate Examination conducted

by the West African Examination Council (WAEC), only 25.99% of the total

number of candidates passed at credit level and above in five subjects including;

English Language and Mathematics, while in 2010 May/June WASSCE, out of

the 1,135,557 candidates that sat for the examination, only 337,071 (24.94%)

obtained five credit level passes and above in subjects that included; English

Language and Mathematics.
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Academic achievement is a term usually employed to describe an

individual's performance in subjects taught and tested in schools Mkpae, &

Obowu-Adutchay, (2017). It is the overall measured cognitive, affective and

psychomotor achievement of a student with which they are judged academically

fit or unfit Okafor, Obi & Oguzie, (2018). More so, Oguzie, Nwokolo,

Mokwelu and Ezunu (2019) viewed academic achievement as students'

scholastic ability and attainment, which signifies the overall level of knowledge

they have acquired in school, a subject, or a particular learning activity, process

or situation. In the context of this study, academic achievement is taken to mean

a symbol that indicates the level of knowledge/experience a student has

acquired in a particular course of study and their ability to communicate this

knowledge/experience in oral or in written form. It is the yardstick with which

educational outcomes are measured. The Federal Government of Nigeria has

made several attempts, enacted laws coupled with myriad of policy formation

on how to develop the educational sector of the nation, Nigeria. Among such

attempts is the law concerning the recruitment of qualified teachers to teach and

motivate students to learn, as well as, building in them, ability to develop

themselves without external influence at the appropriate level. Therefore, this

research, aimed at achieving educational aims and objectives. The researcher

intended to find out if, there is any relationship between the variables of the

study, especially in these few years that the nation is witnessing the massive

7
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failure of students in their Senior School Certificate Examinations (SSCE). Thus

necessitated the study.

Purpose of the Study

This study aimed to determine whether a relationship exist among locus

of control, academic achievement motivation, academic self-efficacy and

students' academic performance among public Secondary Schools in Ondo

State, Nigeria.

Specifically, this study examined:

l. the relationship between locus of control and academic performance

of Senior Secondary School students in Ondo State, Nigeria

2. the relationship between achievement motivation and academic

performance of Senior Secondary School students in Ondo State,

Nigeria

3. the relationship between academic self-efficacy and academic

performance of Senior Secondary School studentsin Ondo State,

Nigeria

Research Hypotheses

The following hypotheses were formulated to guide the research;

l. Locus of control, achievement motivation and academic self-efficacy do

not jointly and significantly predict academic performance of secondary

school students

8



2. There is no significant 1 1-
. .re a tve contribution of locus of control, academic

motivation and academic self-efficacy to the prediction of students'

academic performance of secondary school students.

3. There is no significant relationship between locus of control and

academic performance of secondary school students

4. Achievement m t· t· d
• •o 1va 10n oes not s1gmficantly correlate with academic

performance of secondary school students

5. Academic self-efficacy does not significantly correlate with academic

performance of secondary school students.

Significance of the Study

The findings of this study would be of immense assistance to teachers,

parents, administrators, counsellors and other stakeholders in the education

sector of the economy to help them W1derstand the cause of students' poor

academic performance. The findings of the study would also help to proffer

solutions to teachers and other stakeholders on how students' academic

performance can be improved. This area of the study is important to Educational

Psychology as a field of study because it would expand the knowledge base

about the role of the predictive effects of locus of control, achievement

motivation and academic self-efficacy on Secondary School students' academic

performance in Ondo State, Nigeria. This research would also create awareness

and insight on how to monitor students for specific characteristics such as;

9



procrastination, dependency, lack of confidence (self-efficacy) in handling

academic and personal problems (finances, family responsibilities, geographic

distance from the school) and responsibility skills.

Furthermore, this study would add to the extant literature by highlighting

the effects of locus of control, achievement motivation and academic self-

efficacy on secondary school students' academic performance in Ondo State,

Nigeria. This research would encourage the educationists to work together in

order to improve on locus of control, achievement motivation and academic

self-efficacy of secondary school students on theiracademic performances in

Ondo State, Nigeria and so on.

Delimitations of the Study

The study focused on investigating the locus of control, achievement

motivation, and academic self-efficacy as correlates of secondary school

students' academic performance in Ondo State, Nigeria. Data collection was

delimited to selected public Secondary School students in Ondo State both in/at

urban and rural areas in the area of study. Also, the study was delimited to a

total of eighteen (18) secondary schools in the study area.

Operational Definition of Terms

The following concepts as used contextually were explained so as to

avoid ambiguities in their meanings;

10
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Locus of Control: This refers to the extent to which students perceive that they

have control over the expectancies of reinforcement and are responsible for the

outcomes, success and failures in their academics.

Academic Self-Efficacy: This is students' personal belief in their capability to

organize and execute courses of action required to attain designated types of

academic performances.

Student Satisfaction: It refers to secondary school students' overall satisfaction

with the dissertation process, as a factor influencing programme completion.

Academic Performance: It refers to students' grade based upon their reported

grades in core curriculum classes (Sciences/ Mathematics and English Language

Arts).

Achievement Motivation: This can be defined as the need for success or the

attainment of excellence in which individuals will satisfy their needs through

different means and are driven to succeed for varying reasons, both internal and

external.

11
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CHAPTER TWO

REVIEW OF RELATED LITERATURE

This chapter presents some related literature to the study,

under the following sub -headings;

Theoretical Framework

organized

• Maslow's Theory

• Social Cognitive Theory

• Attribution Theory

Theoretical Review

• Concept of Locus of Control

• Concept of Achievement Motivation

• Concept of Self-Efficacy

• Concept of Academic Self Efficacy

• Concept of Academic Performance

Empirical Review

• Locus of Control and Students' Academic Performance

• Achievement Motivation and Students' Academic Performance

• Self-Efficacy and Students' Academic Performance

12



• Locus of Control, Achievement Motivation, Academic Self Efficacy and

Students' Academic Performance

• Summary of Literature Reviewed

Theoretical Framework

The researcher used the following as theoretical bases for this research; Maslow

theory of human needs, attribution theory and social cognitive theory.

Maslow Theory of Human Needs

Maslow's hierarchy of needs is a humanistic motivation theory. The

theory of humanistic motivation is based on the study of a whole person, which

includes; one's self-awareness and choices (Schunk, 2011). The hierarchy of

needs is a pyramid in which the most primal or important needs exist at the

base, and the needs becoming more complex, as one moves towards the top of

the pyramid. The hierarchy consists of five tiers; physiological, safety,

belonging, esteem, and self-actualization (Maslow, 1943; Schunk, 2011 and

Weiner, 1992). Once a person's basic needs are met, the individual seeks to

satisfy needs in the next level of the hierarchy (Maslow, 1943; Schunk, 2011

and Weiner, 1992). However, Maslow (1943) theorized that higher tier needs

may be sought before all lower level needs are met. This theory posits that there

is a higher percentage of an unmet need at the upper levels of the hierarchy

when compared to the lower levels (Maslow, 1943). In other words, all needs

are not required to be satisfied on the second tier before the needs of the third

13



tier are sought, but there ·11 bw1 e more needs met within tier two when,

compared to tier three.

Self Esteem Needs \prestige, selfconfidence,

competence,

/ ?cialNee? \
// SafetyNee?;;???•:?;!??icrolection\\Physiological Needs:

Water, food, clothing etc.

Figure 1: Maslow's Hierarchy of Needs

Source; 'Banji Obadara (2005)

Furthermore, needs may be re-arranged, depending on the individual's

values, the culture's values, or they may change as the person progresses

through life (Maslow, 1943). This adjustment may be the result of a major life

change such as; a marriage, the birth of a child, or a career change. The re-

prioritizing of needs depends on the perception of what the person deems

important and the Hierarchy of Needs becomes readjusted (Maslow, 1943). For

instance, a high school student makes the decision to skip lunch in order to go to

the gym to work with the basketball team on their plays. In this case, the student

has chosen to by-pass lunch and leave the hunger need, unsatisfied (tier one) to

14



work with the team (tier three). In this scenario, a tier three need have been

satisfied, rather than a tier d H ·one nee . owever, this may not be a permanent

change in the person's hierarchy of needs. According to Maslow's (1943)

theory, a higher percentage of the tier one needs would be met in relation to the

student's tier three needs.

Tier one needs are classified as physiological needs. These needs are

necessary to maintain homeostasis and ensure survival (Maslow, 1943; Maslow

et al., 1970; Maslow and Lowry, 1968). In order to maintain homeostasis, the

individual satisfies the needs necessary for the body to maintain normal

processes such as digestion, breathing, excretion, and metabolism. These needs

include sleep, food, water, oxygen, and sex. It is important to note, while the

topic of sex was used in Maslow's study of adults, this research will not

incorporate the topic of sexual needs due to the age of the participants (Maslow,

1943).

The second tier is the group of safety needs. These needs could be

physical, mental, or financial (Maslow, 1943). For example, a student works

thirty hours per week in addition to attending school, each day. The student

feels the need to work because the added money provides the student with

financial stability and security. This financial security allows the student not to

worry about having enough money to participate in whatever activities he or she

h Th. fi anci'al security is what drives the student to work for so many
c ooses. 1s Ill

hours aside school responsibilities.
15



Tier three needs are categorized by an individual's sense of belonging.

This could be the love of family, friends or membership on a team or in an

organization (Maslow, 1943). For instance, a tier three needs was reflected in

the desire of a student to change the way he or she dresses in order to fit in with

their peers. The need to belong to this group drives the individual to make this

change.

In tier four, the individual focuses on self-esteem. At this point, the

person becomes focused on earning respect and begins to desire awards. These

actions are signified by an increased confidence in one's abilities Maslow,

(1943). For example, a student seeking to satisfy tier four needs will work

tirelessly for the respect of the teachers. This desire to earn respect will cause

the student to stay after school for tutoring, volunteer to help the teacher and/or

takes advantage of any extra credit assignments.

The final and most difficult tier to achieve is the self-actualizing needs of

tier five. These needs describe an individual's desire to become one with nature,

people, and/or the world. This could be accomplished by playing music,

landscaping, or searching the universe for the reason of being there(Maslow

1943).

Social Cognitive Theory

Social cognitive theory provides a framework for learning that takes into

th l·a1 environment the personal factors such as affect and
account e soc ,

• • fth ¡ arner and the behaviour (Bandura, 1986 and 2012). Consider
cogrutlon o e e ,
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Steven, a third grader with no prior history of school-related problems, who has

become easily distracted, often for gets to do his homework, and exhibits

outbursts during instruction time. As a result, his classmate soften exclude him

from games during recess and he does not seem to have any friends. Since

Steven's performance in the second and first grades was without similar types

of behavioural problems, his teacher has become increasingly concerned. Due

to Steven's failure to complete his third-grade work, the teacher was worried

about the upcoming state assessments. During the parent- teacher conferences,

Steven's teacher discussed her concerns with his mother and learned that his

parents had separated just before the start of the school year. Steven's mother

stated that the boy was very upset about his father moving out and suspected

that the drop in Steven's grades and increased behaviour problems were related

to the events taking place in the home. Steven's parents' separation and his

father's leaving (home environment) appeared to be affecting his concentration

(personal) and his performance (behaviour) in school.

Bandura's (1986 and 1997) theory suggests that there is reciprocity

among the environmental, personal, and behavioural factors in this triadic

d 1

· that as they interact they also determine or cause the other.
mo e meanmg '

B d , ·

1 cogni"tive theory is based on the assumptions that these three
an ura s socia

f¡ •nt1 need by enactive and observational learning from one's
actors are 1 ue

• onal motivation or self-efficacy, and the ability to self-
envrronment, pers
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regulate. Steven's behaviours are evi'den fh d'
· ·

ce o ow a 1srupt1on m one area can

impact performance in another.

Attribution Theory

Before describing the basic tenets of attribution theory, it is useful to

understand exactly what is meant by the term attribution. An attribution is a

causal explanation for an event or behaviour. To illustrate, if a nurse observes

that a colleague is performing a procedure incorrectly on a patient, he is likely

to try to form an attributional explanation for this behaviour. The nurse might

conclude that his colleague is poorly trained, meaning that the observer is

attributing the behaviour to insufficient skills. People also form attributions for

their own behaviours and outcomes. For example, a physician might attribute

her success in diagnosing a patient's rare disease to her intelligence and

training, or good luck. As these examples might suggest, the attribution process

is something that people are likely to engage in many times each day. For many

of us, the process is so automatic and familiar that we do not notice it. However,

a wide body of research indicates that the formation of causal attributions is

vital for adapting to the changing environments and overcoming the challenges

we are confronted with in our daily lives. When we experience desirable

outcomes, attributions help us to understand what caused those events so that

·

nee them again When we experience unpleasant outcomes,
we can expene

·

attributions help us identify and avoid the behaviours and other factors

responsible for the behaviours.
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Fritz Heider (l958) argued that all people are "nal've psychologists" who have

an innate desire to understand the causes of behaviours and outcomes.

Attribution theory holds that attributions for these behaviours and outcomes

ultimately help to shape emotional and behavioural responses (Weiner, 1985).

In order to understand these relationships, however, it is important to be familiar

with the various dimensions of classifying attributions.

First, attributions can be classified along the dimension of locus of

causality, which describes the internality or externality of an attribution. If a

physician misdiagnoses a patient and attributes this medical error to his own

carelessness (i.e., ignored the patient's symptoms), he is making an internal

attribution. If the same outcome is attributed to faulty laboratory results even

though the patient's symptoms contradicted the lab results, the physician is

making an external attribution. The locus of causality dimension is particularly

relevant to emotional reactions. Internal attributions for undesirable events or

behaviours are frequently associated with self-focused negative emotions, such

as guilt and shame. External attributions for the same behaviours and outcomes

are generally associated with externally focused negative emotions, such as

anger and resentment (Gundlach, Douglas, & Martinko, 2002 and Weiner,

1985).

Causal attributions can also be categorized along the stability dimension.

S bl are those that tend to influence outcomes and behaviours
ta e causes

· ti ti·me and across situations. Causes such as; intelligence and
consisten y over
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physical or governmental laws are generally considered relatively stable in

nature because they are difficult, if not impossible, to change. Unstable causal

factors, such as the amount of effort exerted toward a task, are comparatively

easy to change. Unlike the locus of causality dimension, which primarily

influences emotional reactions to events and behaviours, the stability dimension

affects individuals' future expectations (Kovenklioglu and Greenhaus,

1978).When an outcome such as; poor performance is attributed to a stable

cause, such as low intelligence, it is logical to expect that the employee's

performance is not going to change in the future. If the same poor performance

is attributed to a less stable factor, such as; insufficient effort, we can expect

that the employee could improve his or her performance by working harder in

the future. The justification of the choice of attribution theory to this study

hinges on the fact that the theory explains possible factor(s) or situation that

resulted into a particular behaviour, thus in line with locus of control,

achievement motivation and self efficacy which are correlates and determinant

factors for secondary school students' academic performance in Ondo State,

Nigeria.
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Theoretical Review

Concept of Locus of Control

The concept of locus of control from Rotter's theory of social learning

refers to the cognitive component of self-concept. It refers to the extent to which

an individual believes he or she is at the mercy of external forces ( external locus

of control), that is, the extent to which one is responsible for events that occur in

one's life and the extent to which one can control the effect of one's actions

(internal locus of control). Internal locus of control in fact has the same

consequences on behaviour, emotions, and decision sas self-efficacy beliefs.

The difference is that locus of control is usually considered as a more general

concept than self-efficacy beliefs which are more activity specific. Nevertheless,

some authors use the concept of general self-efficacy (Bezinovié, 1986; Opacié,

'
,r

1993andJanjetovié, 1995).

Rotter's social learning theory also identified it as a way of studying

individuals' self-perceptions of control (Rotter, 1966). In his seminal

monograph, Rotter (1966) discussed individual differences on how individuals

regard rewards versus reinforcements. Rotter (1966), proposed that the degree

to which individuals feel that rewards are contingent on their own behaviour or,

in contrast, are controlled by forces not under their own control determines how

th .11
· wards or reinforcements. Thus, individuals' beliefs about the

ey w1 view re

1 1

• h' between their own behaviours and the rewards that they
causa re at10ns 1p

• th k "'actors in determining their own self-perceptions of control
receive are e ey u
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in a given situation (Rotter, 1966). Thus, the importance of individual

characteristics is highlighted with regard to perceptions of control. When events

are not viewed as the result of ·

d' 'd 1

' ·

h
· · ·m 1v1 ua s own act10ns, t en md1v1duals' label

themselves as having beliefs in external control and perceive the events as the

result of luck, chance, fate, or as under the control of powerful others. In

contrast, when individuals perceive events as contingent upon their own

behaviours, they label themselves as having beliefs in internal control.

Rotter (1975) proposed that these beliefs develop from specific past

experiences and reinforcement histories. Thus, similar to individuals' reaction to

stressful encounters, individuals' learning histories are also important in

determining the origin to which they will attribute significant outcomes. In

particular, those who have experienced and been reinforced for successful

control attempts in the past will hold more beliefs of internal control than those

with unsuccessful past attempts. Finally, Rotter (1975), suggested that these

generalized control expectancy beliefs have their greatest influence when a

situation is new or ambiguous and void of any preconceived notions on how to

act or react. Again, similar to an individuals' response to stress, there seemed to

be a complex interaction between individuals' level of uncertainty with regard

to a situation and their control beliefs. Furthermore, this interaction is important

. .. in depth understanding of how individuals' beliefs about
m gammg a more

control impact their functioning.
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Initially, locus of control •

d . .was v1ewe as a one-dunens1onal construct

ranging on ª continuum from internal to external (Rotter, 1966). Internal locus

of control referred to ind1'v'd I
' b 1· f th

· · ·

1 ua s e te at events m hfe were contingent on

their own behaviours. In contrast, external locus of control refers to individuals'

belief that events were not dependent on the students' behaviours, instead

dependent upon luck, fate, or powerful others. Researchers have revealed that

locus of control should be defined with more than one dimensions (Levenson,

1974 and 1981 ). Thus, this construct may be better conceptualized as multi-

dimensional in nature and as no longer falling on a continuum (Levenson,

1974and 1981 ). This multi-dimensional conceptualization has been composed

of three independent dimensions of locus of control (i.e, internal locus of

control, powerful others, and chance) with the later two dimensions derived

from a division of the external dimension (Levenson, 1981). To examine this

new conceptualization, Levenson (1974) developed a scale consisting of three

separate sub-scales so that these three dimensions could be measured

independently. The identification of the three independent dimensions of locus

of control allowed for further development and examination of this construct.

The locus of control concept also has been adapted to understanding specific

• result of findings that individuals' locus of control beliefs
health behaviours as a

could predict health behaviours.
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behaviour determines the rei fi th •n orcement ey receive. These persons are called

internals A person "th
·

· WI internal locus of control attributes change to himself

and to his actions. They b r d
·

·e 1eve an act as if they control the1r own future and

see themselves as effective ts
·

d
· · · ·

agen m etermmmg the occurrence of remforcmg

events in life.

In contrast, a person who believes in reinforcements of external control

attributes their outcomes to chance, luck, fate, powerful others and so on. These

people are called, externals. A person with external locus of control attributes

changes to external sources, and believes that powerful forces such as; fate,

luck, chance, powerful others, social constraints or instructions are important

factors determining the occurrence of reinforcing events in his life. He or she

also believes that reinforcement does not depend on his actions or behaviour

ration by luck, chance or fate (Herbert, 2013). The implication of this is that

individuals with internal locus of control may likely change their behaviours

when reinforced than those individuals with external locus of control.

Locus of control can be measured by using the Internal/External (I-

E)Scale on which high scores reflect external locus of control and low scores

reflect internal locus of control (Russ, 201 !).The Psychologists typically believe

h I f t 01 fiorms during childhood and stabilizes during adolescence.
t at ocus o con r

1

·

fluence their children's locus of control through their
A so, parents can m

, Ch'ldren are more likely to develop an internal locus of control
parenting styles. 1
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if their parents encourage auto d •

nomy an consistently use a system of rewards

and punishments. Stressful life events may result in a higher likelihood of

having an external locus of t I p· ¡¡con ro . ma y, although the empirical evidence is

in conclusive as individual '

J f · ·s ocus o control may evolve over their hfe-cycle as

physical and mental health changes.

Concept of Achievement Motivation

Colman, (2001) has defined achievement motivation as a social form of

motivation involving a competitive desire to meet standards of excellence.

Thus, the basis of achievement motivation is achievement motive, that is

motive to achieve. Those who engage themselves in a task account of an

achievement motivation. Achievement motivation is expectancy of finding

satisfaction in mastery of difficult and challenging performances where as in

the field of education in particular it stands for the pursuit of excellence.

Since need for achievement vary from one student to another, it may help in

planning activities to know where students stands which students, for

instance, have high achievement needs which are low in achievement and

which seems primarily motivated by a need to avoid failure. Those who are

more highly motivated to achieve are likely to respond well to challenging

. tr' t grading corrective feedback, new or unusual problems and
assignments, s 1c

try again But less challenging assignments, simple
the chance to · '

small steps for each task, lenient grading and
reinforcement for success,
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protections from embarrass tmen are probably more successful strategies for

those students who are very eager to avoid failure.

Denhardt (2008) defi d
• • ,., me mot1vat1on as ·what causes people to behave as

they do" Lawler (1994), said "motivation is goal directed". Motivation outlines

the achievement and pursuit of goals (Denhardt 2008). Pettinger (1996), defined

motivation as environmentally dependent. Campbell and Pritchard (1976),

defined motivation as being the set of psychological processes that cause the

initiation, direction, intensity, and persistence of behavior, Denhardt, Denhardt

and Aristigueta (2008), outlined that motivation is not directly observable, the

same as satisfaction, always conscious, and directly controllable. Denhardt

(2008), argued that motivation is not directly observable. Motivation is an

internal state that causes people to behave in a particular way to accomplish

particular goals and purposes (Denhardt, 2008). Motivation is not directly

controllable. Motivation is not something that people do to others and

motivation occurs within people's minds and hearts (Denhardt 2008).

Motivation is not the same as satisfaction; satisfaction is past oriented, whereas

motivation is future oriented (Denhardt 2008)-

Achievement motivation forms the basis for a good life. People who are

·

d d ht"evement in general enjoy life and feel in control. Being
onente towar s ac , '

People dynamic and gives them self-respect. They set
motivated keeps

.

1
b t easily achievable targets, which help them, achieve

moderately d1fficu t u

d not set up extremely difficult or extremely easy
their objectives. They 0
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targets. By doing this they ensure that they o I d rtakn Y un e e tasks that can be

achieved by them. Two motives d'
1

are 1rect y involved in the prediction of

behaviour, implicit and explicit Th tw
.

· ese o motives often work together to

determine the behaviour of th 1

· · •

e earner m direct10n and passion. (Broussard and

Garrison, 2004)

Achievement motivated Ipeop e prefer to work on a problem rather than

leaving the outcome to chance. It is also seen that achievement motivated

people seem to be more concerned with their personal achievement rather than

the rewards of success. In Nigeria, the importance attached to academic success

in secondary school education can be seen in the anxiety of educators, teachers

and parents over the achievement of students in external examinations such as

the Senior Secondary School Certificate Examination (SSSCE). This is why the

Federal Government of Nigeria places high premium on the Secondary level of

education, which is evident in the establishment of National Examination

Council (NECO) to conduct Senior Secondary School Certificate Examination

(SSSCE) along the West African Examination Council (WAEC) for senior

secondary school students in Nigeria. The same emphasis on education has led

to the adoption of education as "an instrument par excellence" for effecting

·

1 d 1 t (Federal Government of Nigeria [Federal Republic of
nationa eve opmen

• .

1

· of the high premium placed on educational attainment
N1ger1a 2004.]. n view

tak h lders students' under-achievement or poor
by government and other 8 e O '

.
· Mathematics has become a thorny issue that has

acliievement in exanunatwns,
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attracted the attention of researcher d .

s an psychologists alike. The aim of

psychologists and educators in th·is regard has been to determine the variables

(both internal and external to th tud .e s ents) which are related to their educational

achievements. In Nigeria some ext 1

.

bl, ema vana es such as overcrowded

classroom, inadequate facilif ·

tes, unmotivated teachers, poor family background

and so on, have been identified as likely factors influencing academic

achievement of students (Cokley, 2005). The basis of achievement motivation is

the achievement motive which is target to achieve. The desire of learner to

improve the achievement at school or to get a good grade or to become an

engineer and so on is known as Achievement Motive.

Motivation is another factor thought to impact on students· academic

achievement (Elliot &Dweck, 2005).It is usually explained by using the Self-

Determination Theory (SDT) approach. This theory divides motivation into

three categories; extrinsic motivation, intrinsic motivation and a motivation.

Extrinsic motivation refers to a behaviour influenced by external factors, such

as; good grades and higher social status. Intrinsic motivation, on the other hand

means a behaviour impacted by a person's interest and curiosity and thereby not

impacted by external factors (Guay, lOIO).

A motivation means absence of motivation; individuals who lack

t k without knowing the aim and have difficulties in
motivation conduct as s

.
•

u· n between their behaviour and its outcome (Ryan &
understanding the mterac 0

.
• and extrinsic motivation have been shown to be

:Oeci, 2000a).Both intrinsic
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positively correlated with h"gh h"1 er ac 1evements Gottfried, 2007; Yahaya, (2010),

and better reading and writ" timg per ormance (Broussard & Garrison, (2004).

Among these two intrinsic t· t· h ·
' mo 1va ton as been considered as the most essential

form of motivation (Ryan & Deci 2000a; Ryan & Deci, 2000b). This type of

motivation has been found to result into deeper learning and higher

achievements compared to extrinsic motivation in Mathematics (Ryan & Deci,

2000a; Ryan & Deci, 2000; Areepattamannil, 2011). These findings are in

accordance with the SDT theory, where students are motivated by intrinsic

motivation i.e. students performing tasks based on their inherent satisfactions,

are thought to achieve deeper understanding compared to students motivated by

extrinsic motivation i.e. performing task to avoid punishments (Ryan & Deci,

2000).

According to the SDT theory, an individual can be motivated by both

intrinsic- and extrinsic motivation simultaneously in different degrees (Ryan &

Deci 2000a; Covington and Mueller, 2001). Furthermore, as intrinsic motivation

h
·

a· 'duals' genuine interest for a particular task, the tasks and
concerns t e m 1v1

• • •

h
· · ·

lly motivate individuals differ among individuals (Ryan
act1v1t1es t at mtnns1ca

. H intrinsic or extrinsic motivation will change over
& Dec1, 2000a). owever,

. .

·

d' idual motivated by intrinsic motivation for a certain
time, meanmg that an m iv

•

t d motivated by external motivation (Pintrich
task can later on be ms ea

trary to intrinsic- and extrinsic motivation, a

&Degroot, 1991).However,
con

h e a negative impact on students' achievements
Ill.Qtivationhas been shown to av
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in Mathematics (Walker, 2006). Th' .

18 18 in accordance with the SDT theory,

where students with high level f . .0 mot1vat10n are thought to achieve lower

achievements compared to tud ·

s ents with a low level of motivation (Ryan &

Deci, 2000a). This pre-assumption is based on the fact that motivation refers to

lack of motivation (Ryan & Deci, 2000a).

Concept of Self-Efficacy

Bandura (1997), defined self-efficacy as individuals' beliefs in their own

abilities to organize and execute a given course of action towards solving a

problem or accomplish certain tasks in order to produce positive outcomes.

Self-efficacy is the central construct of the Social Cognitive Theory, which

views individuals as agents that are proactive engaging in self-organizing, self-

reflecting and self-regulating processes. This self-system enables individuals to

exercise a measure of control over their thoughts, feelings and actions. In other

words, this self-system serves as a self-regulatory function and provides

individuals with the capability to alter their environments and influence their

own actions (Pajares, 1996). Individuals' environments, self-beliefs and future

fi ·nfiormed and altered by how they interpret the results of their
per ormances are 1

previous performance attainments.

'd d that human beings engage in self-reflection, a form
Bandura cons1 ere

ht He further argued that self-reflection is the most
of self-referent thoug ·

· t' for it mediates between knowledge and action in
uniq\lely human ctiaractens ic
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order to evaluate and alter the· hink' •If own t mg, experiences, thought processes

and behaviour. These self-refie f If .

c 10ns or se -evaluat10ns include; perceptions of

self-efficacy or beliefs in one' b'l' .
. .

s capa 1 1t1es reqmred to orgamze and execute

courses of action in order to · · · ·

manage prospective s1tuat10ns (PaJares, 2001).

A central aspect of the Social Cognitive Theory is that individuals

possess self-beliefs, which Bandura refers to as "people's judgements of their

capabilities to organize and execute courses of action required to attain

designated types of performances" (Bandura, 2001). Snyder and Lopez (2007),

reiterated Bandura's ideas by explaining that 'people's judgement are what

individuals believe they can accomplish using, their skills under certain

circumstances and it focuses mainly on individuals' beliefs about their abilities

to complete a task and attain a specific goal. Such self-efficacy beliefs provide

the foundation for human motivation and personal accomplishment.

For this reason, people's behaviour and performance can often be better

predicted by the beliefs they hold about their capabilities than by what they are

actually capable of accomplishing. Does this mean that people can accomplish

tasks beyond their capabilities just by believing that they can? According to

Pajares (2001), the answer is no, since in order to attain competent functioning

·
·

d t only to possess self-beliefs, but also the necessary skills and
one 1s require no

knowledge and know how to use them to reach the desired outcome. Bandura

• d self efficacy as a multi-dimensional construct that varies
(1997), characterize

-

•
J'ty and level (or difficulty). Thus, some people possess a

m strength, genera 1 ,
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strong sense of self-efficacy and th0 ers do not; some have efficacy beliefs that

encompass many situations wh"l th h, I e o ers ave narrow efficacy beliefs; and

some may believe they ar ffi
·

e most e 1cac1ous even on the most difficult tasks,

while others believe the ffi
.

Y are e 1cac1ous only on easier tasks. For example,

some students may possess self effic tr ? b'l' b 1.
. ..

-

acy ans,era 1 1ty e 1efs across act1v1t1es,

such as; from Algebra to Statistics, while others may not. Other students may

have the ability to perform successfully at different levels of difficulty on a

particular task, such as spelling words of increasing difficulty, others do not.

Self-efficacy belief affects and influences behaviour in several important

ways. They influence the choices individuals make and the courses of actions

they choose to pursue, how much effort people will expend on given activities

and endeavours, how long they will persevere when faced with obstacles and

failures, and how resilient they will be in the face of adverse situations. Efficacy

beliefs also influence the amount of stress and anxiety individuals experience

when they engage or perform a task, and the level of accomplishment they

attain. These influences are the reasons why Bandura argued that "beliefs of

personal efficacy constitute the key factor of human agency" (Bandura, 1997).

High levels of self-efficacy are influenced by how much effort is put forth

· • d how long they will persevere in the face of obstacles and
m given en eavours,

f:
•

d h
• 'lience to adversity. Based on the research of Britner and

a!lures, an t e1r res1

Pajares (2006), self-efficacy levels are not always constant across an

experl·ence.
For example, a high degree of self-efficacy will be

individual's
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exhibited by those individual h •8, w o are attempting performing tasks which they

are familiar with, versus thos
·

d" ·d Ie in 1v1 ua s who have never encountered those

tasks before and are not famT ·

h th ·t tar wit e task they are attempting to complete.

It is believed that students who have a higher degree of self-efficacy are more

likely to succeed while attempting an unfamiliar task and persist in the face of

external obstacles. Furthermore, in achievement settings, skills, outcome

expectations and perceived value of outcomes are not always stable, because the

individual is constantly evaluating new information. However, once efficacy

beliefs have been established over a long period of time and are based on large

amount of information, they are unlikely to be changed (Bandura, 1997).

Concept of Academic Self-Efficacy

Academic self-efficacy is a multi-component construct grounded in self-

efficacy theory and it refers to an individual's belief that he or she can

successfully organize and perform an academic task or achieve a specific

academic goal at a designated level in a specific academic subject area (Eccles

& Wigfield, 2002; Elias & Loomis, 2002; Schunk, 2002). Some students may

I If fficacy for believing in their ability to master and manage
possess genera se -e

.
· but they may possess low self-efficacy in academic

general life s1tuat10ns,

.

1 ay exist between social self-efficacy and academic
settings. Some over ap m

ccording to Hall, Smith and Chia (2008) academic
self-efficacy. However, ª

.
.

. ecific and must be measured as such.
self-efficacy 1s situation sp
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Bandura (1997) expand d h' .e on t IS view and stated, "Students may perform

poorly either, because they 1 k th k'ac e s ills or because they have the skills but

lack the perceived personal effi .

icacy to make optimal use of them". Numerous

studies have shown the import f ·
•anee o academic self-efficacy with regard to

academic performance at colleges, as shown in the following studies. Self-

efficacy has also been positively correlated with academic performance and

increased grade point average, as well as persistence in college (Berry, 1999;

Pajares& Schunk, 200 l; Zimmermann, 2005). Furthermore, researchers have

positively correlated self-efficacy with an increase in study hours for College

students, students' satisfaction with College life, as well as College students'

purpose in life (DeWitz, Woolsey & Walsh, 2009).

Zimmerman, Bandura, and Martinez-Pons (1992), indicated that

academic self-efficacy influences achievement directly, as well as, indirectly by

raising students' grade goals. These findings suggested that students who

believed they were capable of performing academic tasks used more cognitive

· ·

t tegies and persisted longer than those who did not. They
and Meta cogmt1ve s ra

• d t h d not learned these strategies, then they were less
stressed that, tf stu en s ª

long in a task, due to a lack of cognitive and meta-
likely to persist very

. they concluded that academic self-efficacy
cognitive strategies. Furthermore,

·fi anees· importantly that academic self-efficacy
correlated with academic per orm '

d h'gher performance and completion rate on
. . .

1 as regar s a I
played a fac1htative ro e

final papers and examinations.
35

?-
,,·

. :. ,.,,
? ,ii:;;\?.:ê'>.?.:r.·:\:··,



Sources of Self-Efficacy

According to Bandura (1997) h, t ere are four specific sources from which

self-efficacy beliefs are developed h, sue as; mastery experiences ( or past

experiences), vicarious experien ·

1

•
• ·ces, socia persuasions, and phys10log1cal states

and indexes. Mastery experien th · ·ces are e most mfluential source of self-efficacy

beliefs because they serve as an indicator for an individual's personal ability

and "provide the most authentic evidence of whether one can master whatever it

takes to succeed" (Bandura, 1997). The more success experiences a person has,

the higher will be the self-efficacy appraisal. "Failures that were overcome by

determined efforts can instill robust precepts of self-efficacy through experience

that one can eventually master even the most difficult obstacles," such as;

completion of a doctoral degree (Bandura, 1997).

The implications for academic achievement and task performance based

on this statement are very important verbal persuasion methods to raise

competence and confidence should be accompanied by authentic mastery

. d h erformed well in school will be more likely to have
expenences. Stu ents w o P

.

fi future academic tasks or performances. However,
a high self-efficacy or

.
.

) th's assumption may not be always true for doctoral
accordmg to Lovitts (200S , 1

. • fr m course-taker to independent scholar or

students, since the transition °

d t ral students and success in the classroom
researcher is difficult for many oc 0

during the dissertation process. Some

does not always translate to success
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students, such as those with a high de . .
.gree of analytic mtelhgence but with low

levels ofpractical and creative inten ·

igence, may fmd the transition very difficult

for having to go from a hi h sg ense of self-efficacy during the coursework to a

low sense of self-efficacy during the writing and research stage of the

dissertation process (Faghihi, 1999).

The second source of efficacy infonnation is the vicarious experience

which occurs when individuals adjust their personal levels of efficacy after

witnessing other people's performance and comparing their abilities to those of

others. Individuals who are uncertain about their abilities could become more

sensitive to vicarious experiences. However, researches have demonstrated that

the effects of models are particularly relevant in this context. Significant models

in one's life could help individuals to develop self-beliefs that will permanently

influence the course and direction of their lives. Likewise, a highly regarded

teacher who models excellence in the academics could help her students

develop the belief that they can do that. Bandura (1994), states that "through

their behaviour and expressed ways of thinking, competent models transmit

kn d h bservers effective skills and strategies for managing
owledge an teac o

. d
" Therefore significant models can have a positive or a

environmental deman s •
'

If ffi acy of observers and thus this may be beneficial
negative effect on the se -e ic

(20 ¡ o) noted that some doctoral students might be
for Doctoral students. Varney

.
. f ther doctoral students or doctoral graduates who

lllSpired bythe experiences
O 0

37



had previously faced different obstacle b .
.s ut they persisted and completed their

dissertations.

Social persuasion is anothe b
,r way Y which individuals create and develop

self-efficacy beliefs based on th ·

Ie socia messages they receive from others. This

is a weaker source of efficacy
·

fi
·m ormat10n than mastery or vicarious experience

since· persuasions can involve b 1

·

d · ·' ver a JU gements of others which sometimes

can be effective, while other times could be empty praise. Individuals who can

be persuaded verbally that they have the ability to master a given task or activity

are more likely to expend greater effort and sustain it than individuals who have

a tendency to self-doubt and dwell on personal deficiencies when faced with

difficulties. This emphasizes the importance that a doctoral student's beliefs in

his or her ability to complete the dissertation could be influenced by the type of

verbal messages/persuasions that he or she receives, during the dissertation

process. Students may find positive verbal persuasion from fellow students,

faculty members or an advisor very helpful and inspiring.

The fourth source of self-efficacy beliefs is related to physiological states

. rousal fatigue and mood states. Physiological states
such as; anxiety, stress, a ,

, b 1· t: and levels of self-efficacy based on how they
will affect people s e ie s

• t'onal experiences and states. People with a high
perceive and interpret their emo 1

likely to view their state of affective arousal as a

sense of self-efficacy are more

rfi rmance while those who have a tendency
sot1rce of energy that facilitates pe O '

d their arousal as a debilitator. It is highly
to Self-doubt will tend to regar

38



important for a student to minimize the stress and negative effects of these

physiological states. These four sources of self-efficacy beliefs directly

impactedon several behavioural outcomes, such as; (1) Approach versus

avoidance, (2) performance, and (3) persistence (Bandura, 1997). It is believed

that an individual with high self-efficacy for a particular behaviour is more

likely to approach, perform better, and persist at that behaviour, while an

individual with low self-efficacy is less likely to approach, perfom1 well and

persist at that behaviour. As illustrated in figure 2.2 for a visual representation

of the interactions between the sources and outcomes of self-efficacy beliefs.

I M,s,e,,üpaimm ?
L

Virmious Experiences ?
Self-

I
.

, ? Efficacy
_

Social
Persuasioll_____J ;;r

_

Pltrsiological States

JApproacb
'"'·

I
/ :

Avoidance

? Performance

I

? ..... m ..

I
. . fBandura's (1997) self-efficacy tbeory.

Figure 2: A dep1c1Iou o

d d as a multi-dimensional construct.
Self-efficacy is generally regar e

. .

d
. our dissertation completion 1s

. ecific in nature an m
Since self-efficacy 18 sp

.

. . .

perative to examme self-efficacy
d

.

e context, it is im
d.

.

h. an aca em11scussed wit m
I r

d ·1s influence on task comp e mn.
· ement an 1

for academic ach1ev



concept of Academic Pertiorm anee

The concept academic perfor .manee accordmg to Adeogun {2000), embodies

two concepts; effectiveness and ffi
.

e tc1ency. Effectiveness on the one hand deals

with the congruence between O tu puts and goals. It also refers to the usefulness

of the skills ªnd knowledge acquired by students to themselves and their

environments. Efficiency on th th h d 1·
· ·

e o er an mks outputs to mputs. Efficiency

refers to the rate at which an educational system is able to produce maximum

output with minimum inputs or the rate at which the school system is able to

reduce wastage in terms of drop-outs, repeaters, withdrawals and failures.

Students' academic performance refers to their ability to do well; fairly or

poorly in an examination. The rate and degree of performance is determined

through evaluation which is the systematic way of estimating the worth, quality,

importance and relevance of a programme with a view of rating, correcting

modifying, improving or changing the programme.

The technique to determine students' learning outcome is carried out

thr h
·

fi f standardized tests and examinations (Adeogun, 2004)
oug vanous orms o

. be said to be the success attained especially in
Academic performance can

. k done in schools, Colleges or Universities after a

work-study expenment, wor

.

.1 1
Cross (2002) opines that sharpening the focus

lot of conscious effort. Simi ar Y,

.
1 arning outcomes goes beyond mere tinkering

of higher education mto student e

th d it really constitutes a paradigm shift in

With traditional structures and me O s,

. and increasingly accepted view among

educational philosophy and practice
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educational scholars is that trad't• 11 tona structures d fun
•are ys ctional and overdue

for change (Miller,2008). To rem d h' .
.e Y t ls Situation, students and their learning

should become the focus of ev •

erythmg we do from the instruction they will

provide to the intellectual climat he t at we create to the policy decisions that we

make.

At this point it is importa t t k
. . .' n o ta e a d1stmct10n on students' outcomes

and learning outcomes. Students' outcome generally refer to the aggregate

statistics on groups of students, graduation rates, transfer rates and employment

rate for an entering class or graduation class. These often relate to institutional

outcomes because they attempt to measure comparative institutional rather than

changes in the students, due to their school experiences. They have generally

been associated with accountability reports. This implies that they are computed

without regard to incoming students' individual experiences and without regards

to what they experienced at school's environment. Consequently, they do not

distinguish between how much as observed measurement of the institution's

d d
· mmes on the students and how much is due to the other

pro uct an its progra
· omic status general intelligence level and which

factors, such as; soc10-econ ,

high school attended.

compasses wide range of students' attitudes
Student learning outcomes en

. . and affective which are measures of how their
and abilities, both cognitive

d th
.

developments as individuals. Cognitive
school experiences have supporte

eir
.

. 'tion of specific knowledge and skills.

Oll.t<:otnes include; demonstrable acquist
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and so forth.

Affective outcomes are also of cons"d .

1 erable unportance. It concerns with the

impact of institution experience don stu ents' attitudes, values, goals, self-

concept, worldview and behav· K h"10ur. e mde (2003), opined also that academic

Performance is the leve] of a stud t' kn · ·
·en s owledge tn a given subject at a given

point in time. It is the score of the student in relation to others in a class test or

examination. This is as a result of the combined outcome of aptitudes and

interests. He explained further that performance of students in academic tasks

has always been of special interest to the educators. Therefore, students'

academic performance can be influenced by various factors such as; resources

allocation, utilization, quantity and quality of teachers, environmental factors,

learner's characteristics and their attitudes towards learning, locus of control,

achievement motivation, self-efficacy, students' socio-economic background,

Factors Affecting Students' Academic Performance

.
· ften not tangible and are difficult to measure

Educat10nal services are 0

.

fi of transformation of knowledge, life skills and
because they result m the orm

(Tsinidou Gerogiannis, andFitsilis, 2010).
behaviour modifications of learners '

d definition of quality that is applied to
So there is no commonly agree upon

J"ty of education varies from culture to
education field. The definition of qua 1

. t and the personal characteristics of

8) The env1ronmen
culture (Michael, 199 ·

. h
. academic success. The schools'

lell1"1lers play an important role m t eir
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personnel, members of the fam•i·1 1es and commu ·t·m 1es provide help and support
to students for the quality of the. d

.Ir aca em1c perfonnance.
This social assistance h .as a crucial role for the accomplishment of

performance goals of students at h 1
se oo (Goddard, 2003). Besides, the social

structure, parents' involvement in their child's education increases the rate of
academic success of their children Furstenberg& Hughes, (1995). The

relationship between gender and th d
· ·e aca em1c achievement of students has

always been discussing for decades Eitle, (2005). Above and beyond the other

demographic factors, the effects of Social Economic Status (SES) are still

prevalent at the individuals' level (Capraro, Capraro & Wiggins, 2000). The

SES can be deliberated in a number of different ways; it is most often calculated

by looking at parental education, occupations, incomes, and facilities used by

individuals, separately or collectively. Parental education and family SES level

have positive correlations with the student's quality of achievement (Jeynes,

2002; Mitchell & Collom, 2001; Ma and Klinger, 2000). The students with high

level of SES perform better than the middle class students and the middle class

th the students with low level of SES (Garzon, 2006
students perform better an

. t f students ¡8 negatively correlated with the

&Kirkup, 2008). The ach1evemen °

t b cause it hinders the individual in gaining
low SES level of paren 8 e

ces of learning (Dike, 2007). Low SES level

access to sources and resour

. of students, dragging them down to a lower

str1mgly affects the achievement
. t visible at the post-secondary level

Th. ffect is mos
level (Sander, 2001). 1s e

¡.

/t
,;, '"t,,;:.fuí''1::l,
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personnel, members of the families and ..
commumties provide help and support

to students for the quality of th
.

d
.e1r aca em1c performance.

This social assistance h .as ª crucial role for the accomplishment of
performance goals of students at hse ool (Goddard, 2003). Besides, the social
structure, parents' involvement ·

th
.

h' ,m e1r c dd s education increases the rate of
academic success of their children Furstenberg& Hughes, (I 995). The

relationship between gender and th d
· ·

e aca em1c achievement of students has

always been discussing for decades Eitle, (2005). Above and beyond the other

demographic factors, the effects of Social Economic Status (SES) are still

prevalent at the individuals' level (Capraro, Capraro & Wiggins, 2000). The

SES can be deliberated in a number of different ways; it is most often calculated

by looking at parental education, occupations, incomes, and facilities used by

individuals, separately or collectively. Parental education and family SES level

have positive correlations with the student's quality of achievement (Jeynes,

2002; Mitchell & Collom, 200 I; Ma and Klinger, 2000). The students with high

level of SES perform better than the middle class students and the middle class

d e: b tt than the students with low level of SES (Garzon, 2006
stu ents per1orrn e er

• t of students is negatively correlated with the
&Kirkup, 2008). The acbievemen

t because it hinders the individual in gaining
low SES level of paren s

ces of learning (Dike, 2007). Low SES level
access to sources and resour

. of students, dragging them down to a. lower

strongly affects the achievement
. ost visible at the post-secondary level

le:vel (Sander, 2001). This effect 18 m
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(Trusty, 2000). It is also observed th at the econom
·

11 d'1ca y 1sadvantaged parents
are less able to afford the cost of d .

e ucatrnn of their children at higher levels and
consequently they do n t k0 wor at their fullest potential (Rouse & Barrow,
2006).

Krashen (2005) concluded th at students whose parents are educated score

higher on standardized tests than those hw ose parents were not educated.

Educated parents can better comm ·

t
·

h h
· ·

·umca e wit t eir children regardmg the

school work, activities and the information being taught at school. They can

better assist their children in their work and participate at school. Theory of

Educational Productivity determined three groups of nine factors based on

affective, cognitive and behavioural skills for optimization of learning that

affect the quality of academic performance: Aptitude (ability, development and

motivation); instruction (amount and quality); environment (home, classroom,

peers and television) (Roberts, 2007).

The home environment also affects academic performance of students.

·

d environment that is very conducive for academicEducated parents can provi e

. fth
•

hildren. The schools' authorities can provide
success academic success O eir c

•

t parents on the need to provide or make
counselling and guidance services 0

. t'vities of their children. The academic
home conducive for the academic ac 1

d on the parental involvement in their
performance of students heavily depen 8 up

f l'ty in academic success. Thete is a
•

h level o qua 1

activities to attain the hig er
. f erformance of students Waters

r.an:ge of factors that affect the quahty o P
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·¡u ..

atMarzano, (2006). A series of var· blta es are to be considered when trying to
identify the affecting factors tow d .ar s quahty of academic success. Identifying
the most contributing variables in qu l"ty f .

.a 1 o academic perfonnance 1s a very
complex and challenging job Th tud •

.· e s ents m pubhc schools belong to a variety
of backgrounds depending upon their demography.

Parents' involvement has been defined and measured in multiple ways,

including activities that parents engage in at home and at school and positive

attitudes parents have towards education. The findings of several studies have

revealed that increased frequency of activities were associated with higher

levels of child misbehaviour in the classroom (Carden, Courtney and Rebekah,

2004).

Moreover, Dayad (2000), mentioned that good teachers are constantly on

the alert for methods and instructional materials that will make learning

meaningful. With the wise selection and use of a variety of instructional

. . .

1 t rials experiences may be provided to developmaterials or aud10-v1sua ma e '

understanding.
, demic performance arise from several

The factors affecting students aca

fti t tudent' s learning faculties, if they do
.

I
.

arily a ec s

reasons. Thinking ski! s pnm

f hers do not know how to catch the
¡

I teac
not learn what they need to earn.

.

t make himself attentive to that
the student canno

attention of a student, the more
. th think that it's a

't has a subJect that ey
1

because 1

subject. The student gets azy

¡

'

j
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l""f'
.

I

subject he perceives to be not
1

so re evant to th
.

.

eir course; nonetheless, they still
study 1t.

Empirical Review.

Locus of Controland Academic p ..er,ormance-

Research study by (Hasan 2014)
.

, explamed that high achieving students
must adopt external locus of control strategy through which they should able to

achieve well academic performance on the oth 'd I h"
·

der s1 e ow ac 1evmg stu ents

must adopt internal locus of control strategy. He said further in his explanations

that Students who have study habits must achieve academic performance and

such academic performance is going to be positive locus of control. Another

researcher (Oshati 2014) in his study, he found out that locus of control is in

two types; internal and external locus of control. Internal locus of control is the

way whereby students get high academic achievement. He stressed in his study

that adoption of external locus of control may be caused by continuous failure in

academic session.

.
· was conducted by Renea (2009) approximately,A more ngorous review

.

h I f nship between locus of control and academic
100 studies investigatmg t e re ª 10

.
. ded· studies of all ages and used explicit

achievement. His review mclu ,

1 sion and included all of the mediators
quantitative techniques for drawing cone u

thors of this review concluded that, (a)
.

ers The au
suggested by the other review ·

..
. t are significantly and pos1t1vely

. ach1evemenlocus of control and academic
.

.
. small to medium. Based on the

f this relation 1s

:related, and (b) the magnitude 0
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characteristics of the Participant .

th .s Ill e reV1ewed studies and the nature of the
locus of control and academic a h'c tevement measures, used as mediators for the
investigation, it resulted that the

1 fre ª ton tended to be stronger for adolescents
than for adults and children and th .' e relat10n was more substantial among males
than females. More recent stud'ies conducted on University students showed
similar results. Park and Kim (1998) ,

, conducted two studies to mvestigate the

relationship between behaviour patterns, locus of control and academic

achievement. Their first study analysed behaviour patterns and locus of control

in both university honour students and low achievers or students on probation.

Findings from this study revealed that honoured students showed higher internal

locus of control than lower external locus of control when compared with

students on academic probation, and they attributed their successes to efforts

and the influence of other people. Their second study focused on inter-

relationship between locus of control and academic achievement in three

Ch. nd Korean-Chinese students. Findings showed a
groups: Korean, mese a

. .

·

ternalized locus of control and academic
positive relat1onsh1p between m

K nd Chinese students with higher academic
achievement in favour of the orean ª

h . Maizub Bataineh, Ishak, and Rahman
grades. Other researchers, sue as, " '

.
. esults with positive relationships between

(2009), in their study found stmilar r
. . .

. Jordanian and Turkish uruvers1ty
. hievement m

locus of control and academic ac

Students respectively.
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pt

Wolfe (2011) conduct d' e a study pon
sychology students at the

Vniversity of Minnesota, Duluth Res· ults of the study revealed that, there were
no significant differences between r .

P e-test mternal and external locus of control
and that locus of control orientation d'd1 not change based on the quality ofpost-
test feedback. These results might b fl' .

e con 1ctmg with Schmitz and Skinner's

(1993) research which suggested that, perceived success and failure do
influence locus of control orientatio Stud' ·

· ·n. 1es on mvestigatmg locus of control

and academic achievement have been conducted on graduate students. Nejati

(2012), investigated the relationship between locus of control and academic

performance of the master's students of the University of Yazd, Iran. Their

findings indicated that locus of control is significantly related to the academic

performance of the graduate students from their institution. How are students'

educational outcomes related to their locus of control? Does locus of control

have differential effects on educational attainment and educational

achievement?

.
d th t because those with an internal sense of control

Researchers opme a

h d work they are more likely to be aware of
believe that success comes from ar '

.
. . re decision-making, are more willing to take

mforrnat10n that 1s useful for futu

d are less likely to surrender to peer
·

. th
·

perfonnance,
an

action to rrnprove eir
. .

1

. associated with superior academic
f contro is

pressures. An internal locus O

.

1
is thought to mercase effort,

performance. A sense of personal
contro

I,
f

',
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motivation, and persistence in probl .em solvmg all of which are expected to
improve educational outcomes (Ross and Broh, 2000).

A study on locus of control among Iranian students by Barzegar (2001),
using the Internal-External locus of control scale by Rotter indicated that locus
of control was a factor that is predicting on students' academic performance.
Anakwe (2003), examined the

relationship between locus of control and

secondary school students' academic performance. The findings showed a

significant positive relationship between academic performance and locus of
control. Shepherd, Owen, Fitch and Marshall (2006), found that students with

higher GPA reported higher score in internal locus of control.

Knowles and Kerman (2007), found that students with internal locus of

control tend to perform better in academic courses compared to those with

f t I Neiati Abedi Agbaci and Mohammadi (2012),external locus o con ro · o ' '

. hi b tween locus of control and the academicinvestigated the relat10ns P e

'd
.

the role of life quality and satisfaction
performance of students by const ermg

1 d that locus of control significantlywith life. The outcome of the study revea e

fj anee of the students.
correlated with the academic per orm

between locus of control and academic
· ·

is foundWhen associat10n

ger in adolescents compared to
. .

n is found to be stron
achievement, the associat!O

Iranian students byof control among
tudy on locusadults or children. A s

I by Rotter indicates that
f ntrol Sea e

. e I-E locus o co
Barzegar (2011), usmg th

d t
, academic perfonnance.

dieting stu en s

ÍOílQs of control was a factot pre
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I{nowles and Kerman (2007) fi d' oun thªt students with internal locus of control
tend to perform better in acade .

mie courses compared to those with external
locus of control. The findings f h0 t e study of Nejati, Abedi, Agbaci &
Mohammadi (2012), have reported a strong relationship between locus of
control and academic achievements.

Anakwe (2003) examined th
1

.
.' e re at10nsh1p between locus of control and

secondary school students' academic performance. The findings showed a

significant positive relationship between academic performance and locus of
control. Shepherd, Owen, Fitch and Marsall (2006)revealed that students with

higher GPA group reported higher score in internal locus of control. Nejati,

Abedi, Agbaci & Mohammadi (2012) investigated the relationship between

locus of control and the academic performance of students by considering the

role of life quality and satisfaction with life. The outcome of the study revealed

that locus of control significantly correlated with and the academic performance

of the students. Dinçyürek, Güneyli & Çalar (2012) found no significant

f t 0¡ and academic students.
relationship between locus o con r

I f¡ und that academic self-efficacy and locus
Some researchers have ª 80 0

demic success (Cassidy & Veeachus,
of control are positively related to aca

. Akomolafe 2010)whereas some others
2000, Derin 2006; Adeyemo, Z007,

I of control had no impact on
ffi Y

and ocus
lllaititained academic self-e icac

.
..

Ids & Weigand, 2010; Dmçyurek,
1998" Reyno

academic performance (Jeffreys
'
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Research has shown that how peo 1 .
.P e respond to s1tuat1ons or decide to adopt

ne behaviour or another
greatly d d

o
epen s upon expectations (Bergvik:, Sorlie, &

Wynn, 2012; Brown, Garavalis, Fritts, &Olson, 2006; Ng, Sorensen and Eby,
2006).Based on the findings of the research, the construct of locus of control
can be measured on a continuum from high internal to high external. Most
people tend to fall somewhere between these extremes. Carlson (2007) also

suggested that individuals with a strong internal locus of control are inclined to

take more responsibility for the outcomes in their lives, and attribute their

successes or failure to their own efforts and decisions. When these individuals

reach a goal, they feel that they are responsible, and likewise when they fail to

reach a goal, they also accept responsibility. In contrast, individuals with an

external locus of control orientation tend to believe that their own efforts have

little impact on the amount of reinforcement they receive and that outcomes

d f: ·1 ¡'n their lives are controlled by luck, circumstances,such as success an a1 ures

b lieve that what happens is beyond their control.
fate, or powerful others. They e

do their successes and failures in life are
They feel that no matter what they '

predetermined.
. .

f trol refers to the distnbut1on of
d. the locus o con

In personality stu ies,
. .

.

3 the power to determine results 1s
.

t as illustrated in Figure '

power. In this contex
. ,

1

.

f control are internal,
. When patients

oc1 o
b .

.
.

happenmgs.y directly-tmpactmg
d take responsibility for the

th
. own fate an

.
harge of err

th? believe they are m e

1
¡ of control are external,

When the oc

01.J.tcome of what happens
to them.
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?

patients
tend to blame outside sources for their failures and successes. Werner

and Ahlstrom (20l6) affirmed that if patients believe they can control their oral
health and that they have the tools and capability to eliminate the aetiology of
their disease, the focus becomes internal. Patients need to understand the
benefits of daily oral hygiene so they are empowered to be in charge of
maintaining their own oral health.

Feels like
INTERNAL LOCUS

Feels like
EXTERNAL LOCUS

No control
attributed

Control
attributed

Ability Happenstance
0
v

Effort • o ifficulty
grade

. 3· Locus of controlFigure •

Source: Field Survey, 2018.

.

I of control across var10us
been conducted on ocus

shave
¡·

·

¡

Several resource

Health Psychology and C imca
1 Psychology,fields including Educationa

redict their behaviours.
.

dividuals and p
.

d to observe Ill

I in a variety of
Psychology tn or er

f locus of contra
construct o

studying the

out its influence
Researchers have been

. der to find
•

S !O OJ1

discipbnesubject areas in various
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onobservable behaviours. Loe fus o control has b
.

een found to have an influence
in a variety of areas

including· .

, academic ach·ievement, motivation (Anderson
Hattie, & Hamilton,2005) self ffi

'

' -e 1cacy (H harsc , 2008), stress (Schmitz,
Neumann & Oppermann, 2000),

Measuring Locus of Control

There are ways to reliably det .

,ermme one s locus of control. For example,
the Locus of Control scale measures g 1. denera 1ze expectancies for internal

versus external control of reinforcement Rotte bl' h d th L fe ¡
• r pu 1s e e ocus o ontro

scale in 1966. Rotter's internal-external scale tests locus of control expectancy

using 29 questions (Kurt, Dharani, &Peters, 2012). Each question has two

options for the participant to choose from: one option expresses a typical

attitude of internal locus of control expectancy and the other indicative of the

attitude of external expectancy. This choice represents an extreme option and

the participants are asked to choose options which they more strongly believe in

or the option that is closest to their preferences. One point is scored for each

•

h b th articipants. Thus the higher the score, the more
external opt10n c osen y e P '

• d d (Kurt Dharani & Peters, 2012). The scale
external the individual 1s regar e '

.

b t how important events in society affect
detennines one's perspective a ou

. of where control lies can have an impact on
different people. One's perceptwn

.

"th their environment. However, 1t

they interact w1
0ne's viewpoint and the way

. ontinuum and no one has a 100
.

.
. f control is a e

I& important to note that locus 0
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ercent external or internal locus ofP
control

(Cherry, 2016). Essentially, most
People

fall somewhere between the tw o extremes.

Achievement Motivationand Student , A d .s ca em1c Performance
Researchers have shown that there is an interest in achievement motivation as it
relates to students. Many studies had been conducted to discover what motivates
students towards achieving academic performance (Atkinson, I 999). With these
studies came ideas on how to predict an individual's task performance. Other

studies have been conducted to increase students' motivation. These studies also

have spawned new ideas on motivation (Accordino, Accordino &Slaney, 2000).

This work will look at person's need to achieve, fear of failure, and probability

of success at a task, perception of the outcome of a task, and other testing

methods.

The individual's perception of probability for achieving the task would

.

d ti ar of failure. Both are strong emotions thatcause a need to achieve an ª e

. . hether or not to attempt the task. If ainfluence the individual's decisIOn on w

.

d' 'd al's motivation to approach the task and
task simultaneously arouses an m ivi u

f the two motivations will be the
motivation to avoid the task, then the sum O

• . .

h the task then the ind1v1dual will
. itive to approac '

result. If the result 1s more pos
. .

.

1 importantgth of mot1vat10n is a so .

h t sk The strenbe motivated toward t e ª ·

h ta k Often this is done
.

to account for eac s .

Different variables are taken m
. his or her behaviour is

. ted to achieve,
on is mottva

.
•

.

.
..Sl!bçonsciously. If a pers

. motivated to avoid failure, his
..
1 .

.. If a person
is

· ?d by a positive pos5ibihty.
?li;.

-
.
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r
f

.... r behaviour is directed by an d
•

o,ue un esirable possibility. The same person may-rience both motives at the sarne time d d' th •
•

Wh' h

e,-r
epen mg on e situation. 1c

motive the person selects depends on the relative strength of the achievement
motives, either to achieve success, or to avoid failure. An individual will find a
task easy if they have a high probability of

successfully completing the task. An
individual will find a task hard, if they have a low probability of successfully
completing the task.

Motivation, as it relates to students, is very important. Students who have

high motivation to achieve generally do well, academically. Students with low

motivation do not do well academically. But motivation does not guarantee

achl·evement does not reflect motivation Keefe andachievement. Similarly,

Jenkins (1993).

Measuring Achievement Motivation

, The Need to Achieve

h. e It causes them to want to beb the need to ac iev .All students are influenced Y

.

d t is affected to differentt But each stu en
h t they attemp .successful at w a

h I other factors that
he desire to achieve overw e ms

degrees. For some students, t
.

nee lack of ability, orf kills lack of expene '
has· lack o s 'could cause failure, sue '

rk through or eliminate.

takes to wo
whatever it

lack of time. The individual does

b Atkinson (1999), showed
d. es conducted y

these setbacks (Atkinson, 1999). Stu I

h' ve a task they do not enjoy,
k hard to ac ie

d nts will wor
Th. reflects back

thata :percentage of stu e

high class rank, 15

. de average or
J!Jl«iltt.amaintain their high gra
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oll the student's attitude toward
success. Those students who hold a highattitude of success work hard to achie ve

success, regardless of the task. High
achievement motivation and high h'ac ievement may be associated with normal
perfectionism (Accordino,2000).

If we accept the notion of intr' .

.
.ms1c motivatmn, it implies that there is a

Powerful potential for self - actual' t' • •iza ion w1thm each of us. This potential is

based on the intensity of our need to achieve a II ·

t f, s we as, our enJoymen o

achieving. Students who are intrinsically motivated participate in learning
activities for their own sake as they desire the outcome. They do not need

rewards or praise. They find satisfaction in knowing that what they arc learning

will be beneficial later. They want to master the task, and they believe it is

under their control to achieve mastery. The work may reflect personal interest or

be a new challenge. "Academic intrinsic motivation has been shown to be

· ·

¡ d
· 'fi ti related to students' achievement and perception ofpos1t1ve y an s1gm 1can y

.
. d

•

nversely related to their academic anxiety"their academic competence, an 1

(Eskeles-Gottfried, Fleming&Gottfried, 1998).

.

'd I are those who participate to receive a
. .

t· ted ind1v1 ua s
Extrms1cally, mo 1va

. li do not want to do the task and
.

h t they typ1ca yreward or avoid a pums men ,

th they succeed or not. If they do
. . tr I on whe er

heheve that it is out of thelf con °

h
.

. than knowledge, sue as; praise,
rt of gain other

the task, they expect some so
.

1993). A person's
(Keefe

&Jenkins,

and a person's attitude is
rew?ds or avoiding punishment

are very powerful,
¡, •?ons about their life

·?-::
.-, ,¿:,_:,' ..

-.-:::,·- -_,._

.. ':i?
::_¡??mt:?.·.:.
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determined by their
expectations (Tracy, 1993) E .

,
· Xpectatmns have a greatinfluence on one s

personality. Atr .

ttude 18 shown by the way one reacts when
under pressure. A positive attitud 11

'

e a ows you t0 respond constructively. Y ou
expect the best from yourself yo' u expect to s duccee • A negative attitude may
contain self-limiting beliefs, which will reflect on how you handle or feel you
can handle certain situations. y ou maY expect to do poorly or to even fail. "You
are the person you imagine yourself to be. If you imagine that you are
successful, tben you will be a success. If you imagine that you are a failure, then

you will be a failure (Murphy, 1996).

Successful people are confident, enthusiastic, remain positive and

optimistic. They always want to succeed. "Individuals with strong self-efficacy

are less likely to give up than those who are paralysed with doubting about their

capabilities" (Alderman, 1999). Unsuccessful people often lack confidence and

are negative and pessimistic about themselves. They rarely expect success.

Tracy (1993) opines that everything that happens to you, everything you

b d l. h d
.

determined by the way you think and by yourecome an accomp 1s e ts

.

h mpetent we feel is what causes certain
mindset. Our self-esteem and ow co

. oals Some people like to try new
behaviours and establishes certam g ·

.

1
while others prefer to stay in their

experiences and set more challengmg goa s,

kn w they can accomplish.
'th what they 0

COmfort zones and be happy wi
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, The Fear of Failure

The differentiation between the co ncepts of measuring achievement
motivation has gradually slipped fr om the focus of attention. Meanwhile, the
role of different measurement te hn.c

tques, that is, implicit and explicit, is
influencing more research. Whereas ·

picture-story tests (PST) are often used as

implicit methods, questionnaires are still th th d f h
.e me o o c 01ce for explicit

motivation. Early on the question was whether 1·mpl· ·t d 1·
·

h' t1c1 an exp 1c1t ac 1evemen

motivation can be understood as part of one construct despite different

measurement approaches (Thrash & Elliot, 2002). By now there seems to be a

growing consensus that both are distinct but related motivational systems.

Nowadays a lot of research is directed at finding moderators influencing their

relationship (Thrash et al., 2007). One of the major differences between these

systems lies in their assumed predictive power. McClelland et al. (2010) stated

th
·

¡·
·

h' t otivation determines spontaneous behavioral trendsat imp 1c1t ac 1evemen m

. .
.

'ty 't If being the source energizing the need.over time, with the act1v1 t se

,, db k would elicit implicit motivation.
Consequently, self-referenced ,ee ac

.
. h ther hand is supposed to be reactive to

Explicit achievement mot1vatwn on t e 0

dback). Empirical evidence for this
social comparisons (norm-referenced

fee
. .

nfirm the different cntenon
l seem to co

as
. . .

d Meta-ana ysessumpt10n 1s m1xe .

Validities (Spangler, 1992).
due to their fear of

hieve success
d 't difficult to ac

Some individuals fm 1

• t be able to succeed at
-?-

that they will no

'ftUq;,_ Titey are so concerned?\
?-.
S"?.

?-:-,_ ·'·'

;"-1,7,
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es,rryingout some tasks as a r
1esu t· they d' o not even attempt erfi

.

k. They feel that if th .

P onnmg any
taS e task is not atte .

.

mpted, It cannot be failed. These
individuals can hardly time deal w·th .

1 their short ·

.
commgs. They also fear failing

in front of their peers, so they avoid .
.

situations where the opportunity to fail
exists or where things are out ofth ·

eir control. According to Tracy (1993), "Fear
of failure is what keeps most adults fr .om succeedmg".

If a student anticipates failure th .
., e student will actively try to avoid being

in that situation. Likewise, if the student does end up confronted with a possible

negative consequence, the student does little, to achieve a positive outcome. If
the task is not attempted, it cannot be failed. Alderman (1999) buttresses that, to

this idea, "Students often believe that ability is the primary element to achieve

success and lack of ability is the primary reason for failure. Their motives then

become avoiding failure and protecting their self-worth from the perception that

they have low ability". If students attribute achievement to ability, effort may be

1 d th tudents may actually decrease their efforts to protectseen as use ess an e s

, ·

t· may be buried under years of less -

their self-worth. "A student s motiva wn

.
. chool". Murphy (1996) stated that, many

than - successful expenences m s

much as possible. Attempt to put it off as

people will avoid a stressful task as

. and allows little time to accomplish the

long as possible. This increases anxiety

'd ,., 'lure is to succeed. Even though
to avo1 ia1

task. For some students, the way
. .

fi these students 1s not to fati.
the goal or

On\.! ' success,
~111eving the outcome 1s a

¡

·1
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'{beir goal is not to gain the rew dar s or benefits f th
•

0 e outcome, but to avoid
failure at any cost (Sunons, 1999).

• The Probabilityof Success

People are normally motivated to .

act Ill ways that help them to achieve
goals accomplishment. The strength of h .

.t e motivation to act however, depends
on the perceived achievee ability of the ta k 11

.s as we as the Importance of the
task. When the probability to achi •

.
.eve success 1s low, 1.e. confrontmg a very

difficult task, there is little embarrassment in failure. For some individuals,
failing a task that should be easy is humiliating. Rather than to fail a task, they

prefer not to attempt the task, thus not completing it. But if the task is very

difficult to accomplish, then failure to achieve the task is expected. Attempting

the difficult task and failing brings no shame, since failure was expected, but

attempting the difficult task and succeeding, brings happiness.

A recent study by Bronstein and Maier (2005) showed that task

.

1. ·t tivation given task-orientation and self-performance is predicted by imp ICI mo

h the situation is highly relevant to the
referenced feedback. However, w en

r ·t motivation in combination with
person (high ego-involvement), it is exp ici

..

k rformance. Implicit and Explicit
k h t predicted

tas pe
nonn-referenced feedbac t a

b Thrash et al. (2007) revealed
.

. . Constructs A study y
Achievement Mot1vat1on as

M Clelland's
on Murray's or on c

.
.

es based either
that different quesuonnalf

use implicit motivation
mon factor. Beca

·tute one com
.' COficeptualization constl

th could not test whether there is a
±,· ors

,
. . .. . ST, the au

!: ·

?''llll$êssed only with one P
.-,.

.
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ooaunon implicit motivation
construct. other ways to measure implicitachievement motivation are indirect asses .sment

techniques, such as Implicit
;.ssociation Tests (IAT, Greenwald M G' c hee, & Schwartz, 1998) or objective
tests (Schmidt-Atzert, 2004). An exam

1
.

P e for an achievement motivation IAT
can be found in Brunstein and Schmitt c20 04 ). The IAT uses different adjectives
(see description below). The adiectives m' th •, e version used here were chosen

partly from standard questionnaire measures of achievement motivation and

partly from content coding categories listed in manuals for the scoring of
achievement related imagery in PSTs (see Brunstein & Maier, 2004). An

objective test, measuring achievement motivation is the Objective Achievement

Motivation Test (OAMT, SchmidtAtzert, 2004, see description below). In this

computer based test participants in several trials have to steer the cursor along a

winding road by pressing two different buttons indicating the direction.

Between the trials, participants are given performance feedback.

f rson in whose his or her disposition toWhat should we expect O ª pe

.

t achieve? It is apparent at once that the
avoid failure is stronger than ª motive 0

Id be negative for him. This person
resultant motivation for every task wou

. . achievement situations are
.

1
ks Compet1t1veWould want to av01d al tas ·

..

ess is based on ab1hty and
. dividuals feel that succ

unattractive to him. Some m
. . •tu tions occur many

. . When compet1t1ve
s1 a ,

fl ·1
·

¡ k of ab1bty.· a1 ure 1s caused by a ac
th elves from failure or a

d to protect
ems

fi I a nee
Of.1:hese individuals often ee

. h as· withholding effort

:
A

..
•

• • • so they develop strategies, sue '

l,let?ted, lack of abihty,
.
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or.setting unrealistic goals (too h'ghI or too low) Oft
.

· en people have self-limitingbeliefs, ideas that categorize the th 'nk .

I er lU Cert
.

am ways, according to Tracy
(1993). Usually the beliefs are bas de

onsomep tas perfonnance and are untrue.
feelings of inadequacy, whether true ,,

1
or ,a se becom tru 'f th . .

, e e 1 , e behef 1s strong
enough. Belief can make individuals to d' .

isregard mfonnation contrary to one's
beliefs. Many students feel that if they m k f"'' a e e ,orts and work hard, they will be

successful. Effort is the key to success Leondari Syn ll't d K' 1
, go I ou an 10sseog ou,

(1998).

Alderman ( I 999) adds to the achievement theories that "Ability and effort

have typically been found to be the most frequent reasons for success and

failure in achievement context". "Ability and self - worth are often seen by

students as synonymous. It is ability, in the absence of accomplishment that

defines self - worth for them. Further, it was stated that, "Personal experience is

one of the most influential sources of efficacy information. It follows then that

.

ff¡ expectations
_ whereas failures tend to lowersuccesses tend to raise e 1cacy

_J

them."

.

nces or abilities in doing a task, the
If an individualhas related expene

t k Will be low while the chances
Jete the as '

amount of intended effort to comp

. Alderman (1999) stated that, "We are
fi 'li be mcreased.or a positive outcome WI

k'll t handle but
believe we have the s I s o '

.

t ks that wemore hkely to undertake as
. e possess". If an

.

greater
skills than w

11¥ 'd
. to requirell1 tasks we believe

. d d ffort is great and the
.

.
. then the roten e e

'.i11t,m • .
.

• . .
.

• or ab1ltty,· ?tiij?•has no experiences
62
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B
7

()bailees
for a positive outcome Will b e

decreased. Alderman (1999), furtherarotained that, "If we fail at a task!ti
' our

eXpectations for future success differ '
depending on whether we attribute the f: .1ª1 ure to lack of effort (try) or to not
J¡aving the ability (can) to succeed on the ta k" Hs

. owever, Tracy (1993), noted
(hat people have skills aud talents that are developed with education and
experience. These can improve with study and practice. With the correct
attitude, one can make deliberate, conscience efforts to make improvements.
Even so, Reynolds and Weigand (20!0), "Improvement in on-task behaviour

does not necessarily lead to increases in academic performance". One must gain

knowledge or understand the concept to improve, not just behave in a manner

that is conducive to learning.

Some students do not believe in additional effort. However, believe that

ability to learn is fixed, at birth. These students believe they can only learn so

t fi rth to learn more or faster will be wasted.much so fast, and that any effort pu 0

.

tances so that if poor performanceTo avoid failure, they will arrange the circums

the cause rather than lack ofwill be seen asshould occur, those circumStances

ability
·

d

·

erson that is more motivate
b b"Jityofsuccess,apIn dealing with the pro ª 1

.

1
1 f aspiration will fall.

k ms eve o
ti a moderate ns .

to achieve success would pre er
t the point where the

.

1· n is strongest, a
. •

e motiva 1o
?t the point where his pos1t1v

failure does not want to take
"th a fear of

ltldq!l seem to be 50 - SO. A person
w1

task that he or she will not...,..

·ther an easy.

..·..
. ·u .refer el§ :,J,;?, but when forced w1 . p

3

•·
., "'
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?..:4 õt a task that is difficult to beIll'
expected to ace 1.. omp Ish. In an experimentwith five-year old, a nng-toss Was us d .e to help identify individual's motivation

JeYels. Those five-year old with high .
.

motivation levels tended to throw at
¡argets of medium difficulty. The five-year old with low motivation levels
tended to avoid targets of medium difficult Thy. ey tended to choose targets that
were very near or those targets that were distant (Midgley, 2002).

In summary the person in wh th h' · ·

' om e ac 1evement motive 1s stronger
should set his level of aspiration in the intermediate zone where there is

moderate risk. On the other hand, the person in whom the motive to avoid

failure is stronger should select either, the easiest of the alternatives or should

be extremely speculative and set his goals where there is virtually no chance for

success. These are activities, which minimize his anxiety about failure.

• Perception of the Outcome

.

3) t d that "Authentic human achievement, on theKeefe and Jenkms (199 sta e ,

.
.

i ificant, worthwhile, and meaningful inother hand, is concerned with what is s gn

li lks of life _ artists, business people ...

the lives of successful adults from ª wa

should concern itself with
h. ment then,Authentic academic ac 1eve '

h"l and meaningful for students
. 'fi ant worthw I e,

accomplishments that are sigm IC '

. "Children are born
.

(1997) opmed that,
Pre

.

d I h d" JenkinsParmg for a u t oo ·

sing this enthusiasm
K dergarten

still posses
lllótivated to learn. Children enter Ill

. children to learn, this was
t motivate

?- Jot
leatning. Educators need no

.

to eliminate the Joss of
..:.

. . of educators is
.?, .

?...... ponsibthty¦: · 1

i"•'"""'!!lishedat birth. The res
-

'
, .. ·
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?; ?I. • "
K.I - enu,us1asm . eefe and Jenkins

(1993) furth'

?:,aren begin school with enth .

er buttresses that, "most
¡;¡¡v us1asm for I

.

earning. School is fi I fi
.

,i.eir positive system of values Ov .

rm Y 1xed m
w · er time how' ever, the importance begins to
cllminish

as school experiences fa·¡ tr o connect with their lives" O h' f.
. wners 1p o

¡deas
and proJects also increases a h'c 1evement

opined that, "Ownership

motivation to succeed".

motivation. Atkinson (1999)
develops a sense of

responsibility, pride and the

An individual'sachievement motive m bay e seen as a personality trait.

Each person has different degrees of achievement mot· t' H' h h'1va 10n. 1g ac 1evers

may be classified as driven, striving for success, competitive or taking charge.

Low achievers may be seen as quitters, non-participants or failures. Each person

approaches each situation with a unique combination of several achievement

motives. These achievement motives are shaped by significant interactions in a

child's early developmental years. They are learned motives, shaped by play,

ex
.

d d quences for actions or behaviours. It is at this
perience an rewar s or conse

.

d h rs can have the greatest impact on
lime when parents', role models, an teac e

h. ent motivation.lhe child's habits and values about ac ievem

d (ZOO 1) showed that students who
The results of studies done by San er

d try more strategies to achieve the
Value the outcome put forth more effort an

.11 try different means to

k harder and wt
ºUteome. High achievers wor

when all possibilities of

\I! b erved that even

?';._
"º 11,i,)tnplish success. It was also O s

¦

¦

I
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2002)

.,.,1• •lllW removed from a situationJll! · ' many students w·¡¡ .
. 1

procrastmate, quit or•stternPt the task, 1f the outcome hJ10? as no
perceived value.

Otb?r Test Methods

~"er test methods for
measuring h"V!ll ac ievement mot1·vat1·on

·

mclude: Story
sequence Analysis, Thematic perception Test and Surveys.

• Story Sequence Analysis

Story Sequence Analysis is a method of testing achievement motivation by

analysing stories told by subjects. The subject is showing a series of ambiguous

photographs and asked to write a detailed story about each photograph. The

stories must explain what is occurring, the feelings of the photographed people,

and what will result. It is thought that the story will reveal the story tellers'

motivation level. People with high levels of motivation will tell stories of

d I. h ts People with low levels ofsuccess, based on work an accomp 1s men •

d
.

h where failure often result (Thomas,motivation tell stories of dreams an w1s es

• Thematic ApperceptionTeSí
.

.
.

Story Sequence Analysis. The
. ite similar to

Thematic Apperception Test is qu
.

hs and asked to wnte a

biguous photograpsubject is showed a series of 31 am

the photographed
"bing what happened,

how
Slóry for each photograph, descn

.

alysed for recurrent
Th story is an

ill end. e
P?ºPle feel and how things w

fvation of the author
.

'

reflect the mo I
•?. illil,ic '" thought tog,ç t•vafipnal themes that are

iii

I

ii
?
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. ,t achievement motivation
surveysfAO are

constructed in the same manner. Theykéd a number of questions to
understand .

as

certam behavioural characteristics.
fbe surveys have related groups ( or com

ponents) of questions that are scattered
ghout the questionnaire. The re dtJ¡roU spon ents are asked their likes and dislikes

of various topics. Other queStions may ask respondents to rate themselves or
their abilities. By having related groups of questions, the survey can ask the

respondent the same question in different manners and compare how the student
answers each time. In this manner, the consistency of the respondents' answers

can be checked. The answers to the questions are presented as a Likert -
type

rating-scale. Typically, there are between five and seven answers which the

respondent can select (Jagacinski & Duda, 2001).

Some individuals have a need to achieve. They want to be successful at

'gh ttitude toward success and work hardwhatever they attempt. They have ª hi ª

.
. .

Uy motivated they participatefi I If they are mtnnstca 'to ensure they are success u .

. ...
.

'ty or improving their ab1httes at.

1

·

g that act1v1m the activity for the sake of eamm
. . .

. d they participate m the actlVlty. .

lly motivate ,that
activity. If they are extrmsica

.

d G ttfried·

d, Flemmg an ° '
d (Eskeles-GottfneWith the expectation of rewar

1998).

·¡¡ avoid failure at all
. They WIf failure.

I Other individuals have ª fear O

k In this manner, theY:

e•
..

rt mpt the tas .•·e .

ven a e?
... :??..;

.
.

·¡¡ not e
•· c.

·1 d The
'-t>:··YlllS:• 'ftsua11 th .

d1'v1'dual WI
·t annot be ,a1 e •?: . , , u

y e rn
ted 1

c?f?>
. not attelllP '..._

f the task is
With their peers. I
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?ility of success also has
bearing

.

·
• .

on an individ l' .-

l)JÔ.twatiºn.
An md1v1dual may not

ua s achievement
need to put forth

es,sy task. A difficult task
much effort to accomplish

an may be thought to tak e too much effi rt T ks..,0derate difficulty seem to be pre?
0 · as of

11• J.erred by
·

d' .

. An .

d.
.

In IV1duals with high achievement
motívat10n. m 1v1dual' s perception of the outcomes also affects their
achievements motivation. If the outcomes of a task

.

1s not viewed as
unimportant, little or no effortmay be d

.ma e In attempting the task.

Types of Achievement Motivation

Achievements are caused by implicit exp11·c1·t co
·

d ·dmpanson an av01 anee

motives. Why humans do the things that they do specifically, what creates the

drive for success, has been a subject of scientific investigation for decades. The

consensus is that everyone is motivated to achieve, although for different

reasons. These reasons are collectively called achievement motivation and

directly influence everyday actions, such as; doing work, practicing a sport or

hobby, studying for an examination, attending college and even shopping. There

are Various types of achievement motivation

• I . . 'd I are commonly influenced by intrinsic
ntrtnsic Motivation: Ind1v1 ua s

d the desire to perform well and
.

·1h·n base on
lllotives, which come from wt 1 '

.
.

. d . a sense of self-sat1sfact10n
b

. entives mclu e,
llSed on the incentives. Such me

1 ted a

exhilaration of having comp e

?;;'1?Ved by doing a good job, tbe
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,·?••ic Motivation: Extrins· .•. ,:'JIii'"'',_ re
motives are e

-

·

. • • 0tntnon and come from. utside the md1v1duaL Very often th
o

, eyarethe result of a desire to meetsociety's standard rather, than their ow n.

Avoidance Motivation: Avoidance· kº
•

is a md of motivation with which some
People can identify. It offers

stability d .
.

,
.an

predictab1hty m return for the
perfonnance of boring or unpleasant task A 'd .

. . .

s. vo1 anee motivates md1v1duals
to compete such tasks to avoid unpleasant consequences, However,
performing these tasks, can improve an individual's overall situation.

• Universal Motivation: The need to achieve is part of the human condition.
What motivates achievement differs from individual to individual depending

on factors like; personality and self-esteem. In 2005, Mathew Weller of the

"Los Angeles Business Journal" wrote that Universal motivation include;
.

.

d
.

f:avourable environment and pre-existing internalmcentives, es1re, a

h dition exist achievement is likely to lookmotivation. When any sue con ,

additional effort on the part of would bemore attractive, resulting into

achievers.

. Performance
Stif.Etlicacy and Students' Academic

i

. information to evaluate
that people acqutre

S If. h ostulates
.

e -efficacy t eory P
1 ·(a) enact1ve mastery

urces name y,ri, •

ary so '

'!Jl(:¡¡cy beliefs from four prun
. of others (vicarious

.

. (b) observatton
• ces (actual performances), d otherwise; and (d)

both verbal an

Of Persuasion,forms
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cl? and affect;ve ,...., fron, Wltlci,! people Partly judge their;;;
...?'eness, strength, and

vulnerab'l•,

¡¡apa111 i ity to d sfun .

. . y ction'
(Bandura, 1997) Of

tb

.

.ae four mfonnatton
sources, resear h

·..
e es have sho

.
wn that, enactive masteryPeriences

are the most influential sourex ce of efficac ·

fi .

. Y 10 0rmat1on because theyrovide the most direct, authentic evidp ence that an individual can gather the
ersonal resources necessary to succeed (B dP an ura, 1997). As one might expect,

Past
successes raise efficacy beliefs while re t d ,,.

.1
.

' pea e 1a1 ures, m general, lower
them. However, the influence of performance successes and failures is a bit
more complex than this. For example, 'after strong efficacy expectations are

developed through repeated success, the negative impact of occasional failures

is likely to be reduced' (Bandura, 1977). Thus, the effects of failure on personal

efficacy really depend on the strength of individuals' existing efficacy beliefs,

as well as, the timing of failures with respect to the totality of their performance

"
·¡ not negatively impact efficacyexperiences. In other words, later 1aI ures may

beliefs to the same extent as earlier failures might.

h wn to produce the most powerfulWhile experienced mastery has been s 0

!so learn by observing the;..,
·

d"viduals can ª
"u1uence on efficacy beliefs, in 1

. t Bandura (1997), "so-called
iU According 0

Cce&ses and failures of others.
that they too

beliefs in observers
"leo.; ate efficacy

\ ,?

..

•ou?
experiences can

gener.
tence and effort." However, such vicarious

t'_ ·•··
?Ill success through pers1s

d modelling are postulated to.f .

.

arisons an•'

.
•

J colllP
,.\\lluts, which rely on socia

I

i
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.

· :J• bpetldable sources of info .·I':"""' ..

rtnation about ,

.

ones own ca b·¡·
.

. ?oed mastery. As such ffi pa 1 1t1es than is= :pr-· ' e
!Cacy her c.ie,s induced solei b .odelling of others tend t b

Y Y observat10n
j11d

Ill o e Weaker and more
susceptible to changeA third source of efficacy inti .

·

ormation come fr
.

s om verbal persuasion
frolll others. Such social persuasion is Wide! .

y used m academic settings to help
s111dents

believe that they can in fact cope
.

h
.wit difficult situations. In the words

of Bandura: (Bandura, 1997) 'verbal persuasion alone may be limited in its

Power to create enduring increases in perceived effi b t
•

bcacy, u 1t can oost self-
change if the positive appraisal is within realistic bounds., On the other hand,

optimistic persuasive comments tend to be ineffective, particularly if the

individual being persuaded ultimately fails-a result that acts to discredit the

persuader and undermine the recipient's efficacy beliefs (Bandura, 1997).

The fourth and final source of efficacy information comes from one's

own physiological and emotional feedback during performance, particularly that

.

.

. . .
.

1
individuals interpret stress reactions

mvo]vmg physical actlVlty. In part1cu ar,

. erventilation, and feelings of anxiety
(e.g., increased heart rate, sweatmg, hyp

. f vulnerability (Bandura, 1997).
illld

fear) during demanding tasks as signs 0

.

I and emotional arousal can often
lbis ·

b
·

physiolog1cais ecause excessive
d to expect success, to a

n
.

. Individuals ten
•• ?!Vely impact on performance.

. than if they are
i ..

b stress reactions '
i •?i.... .

1 vercome YiI >"'£
extent, when they are no O

.

ns tend to generate,

fear reactJo.

.

' unfortonately,lllld viscerally agitated ·

''il'··
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further thoughts of
impending danger, thereby

.
.

sigmficantly elevating an
Ílldividual's anxiety level far beyond what may be Warranted by the actual
Situation. Ultimately, information conveyed by h

.

1P ys10 ogical reactions is

cognitively assessed by individuals and c
..an positively or negatively influence

efficacy beliefs, depending on the level f
1

..o arousa and a person's cogmt1ve

appraisal (Bandura, 1997).

Bandura's theory identifies four core features of human agency:

intentionality, forethought, self-reactiveness, and self-reflectiveness (Bandura,

2001). Social cognitive theory is rooted on the view that individuals are agents,

pro-actively engaged in their own development and can make things happen by

their actions. In the social cognitive view, people are neither driven by inner

forces nor automatically shaped and controlled by external stimuli. Human

fu
· · ·

¡

·

d
·

terms of a model of triadic reciprocity in which
nct10nmg 1s exp ame m

b h
. . .

d other personal factors and environmental events all
e av1our, cogmt1ve an

. .

d
·

nts of each other.
operate as mteractmg etermma

. d mie settings have focused primarily on
Furthermore, researches m aca e

th link between efficacy beliefs and
h focused on e

three major areas. One area as

.

11 in the areas of Science and
hoices especia y

college major and career e '
. .

Risinger, 1995). Var10us studies
. Wardrop, Anderson &

Mathematics (Farmer,
beliefs in the selection

I of self-efficacy
h ditational ro e

ave demonstrated the me
. h e also indicated that

Findings av
students.of career choice in college
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,...
cci

dergraduates are more likely to choose .un
maJors and careers in which they feel

ost competent and avoid those in wh· h
[ll

rc they believe themselves less
Petent or less able to compete Rcom

· esearchers have found the Mathematics
self-efficacy of Colleges, undergraduates to be more predictive on their
Mathematics intereSt and choice of its related courses and majors than their

prior achievement or outcome expectations (Pajares, 1996). Furthermore, the

research indicates that male undergraduates reported higher Mathematics self-

efficacy than did female undergraduates (Pajares & Kranzler, 1995). lb.is type

of research has valuable implications for the counselling and vocational

psychology theory and practice.

The second area of the studies focused on efficacy beliefs of teachers and

F. d" s of these studies suggest that teachers' self-efficacystudents' outcomes. m mg

.
. nd their orientation toward thebeliefs affect their instructional practices ª

d h
.

tudent outcomes (Pajares, 1996). Researcherseducational process an t err s

.

1
sense of efficacy tend to hold a

h s with a owhave also found that teac er

tudents' motivation. They emphasize
custodial orientation which impacts on s

.

behaviour and rely heavily on
classroom·

•

¡ f controllingngrd contro way O

d t study Teachers. t make stu en s .

ative sanct10ns o
extrinsic enticements ªnd neg

t ry experiences for their
t·ng mas e

fi cus on crea I

With high instructional efficacy O

"ding a positive learning
ff¡cacy beliefs and provi

Students building student self-e
.

1 self-efficacy tend to,

instructronaith loW
auno.sphere while teachers w

li as students' judgements of,

taswe'
.

. developmen ,

lílldêrJ:nine students' cogrut1ve
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',Pt'
J' •'-eir own capabilities. Teacher efficac .

.: I" y 18 an mdicator of students' achievement
d students' achievement beliefs aero .an

ss various areas and levels (Gabriela,
2016).

The third area of studies has m·
.

vestigated the relationship between
academic efficacy beliefs with other motivation constructs and with students'
academic performances and achievement. Constructs included; in these studies

are: attributions, self-regulation, modelling, strategy training, social

comparisons, problem solving, reward contingencies, test and domain-specific

anxiety, as well as other self-beliefs and expectancy constructs, and varied

academic performances across domains (Pajares, 2002).

Findings from the available studies have strongly supported Bandura's

argument that self-efficacy beliefs mediate the effect of skills or other self-

beliefs on subsequent performance attainments which are influencing and being

.

d perseverance. This is illustrated in a studyinfluenced by effort, persistence an

lected children at three levels of
conducted by Collins (Pajares, 1996) on se

. d high
- and she asked them to judge

learning ability - low, medrnm an

f ffi cy on each of the three levels
h. h or low sel -e ica

themselves if, they were at ig
.

d'ffi ult academic problems. At
.

n to solve • ic
f . b'l' they were give0 academic a 1 1ty as

d
. their perceived self-

ho were assure m
children w

each ability level, there were
I f the study show that at

The resu ts o
d self-doubts.

eiI'icacy and others who ha
d those who believed

h. h self-efficacy
an

·•¢a£?.· level of ability, children of ig
uicker to discard faulty

ed better, were q

'li .

s performUi their capab1 ue
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$Id chose to rework some of th e problems th .

\?curatelY than did childr
ey fal]ed and did soen of equal ability wh

.

·
.. =•-1. Th"

o were ov h l
,J.iidvi.wts,

1s study was ab)
erw e med by

.

e to show th at positive tt' d

(toward
learning), as highlighted

.

ª itu es or beliefs
m the soei 1a cognitive theo

Predicted
by perceived self-effic

ry, were better

acy than b

"

y actual ability. As this study
showed, people who perform poor) Y may do sob ecause they lack the skills or

they have the skills but they lack th e sense of efñicacy to use them well"

(Bandura, 1993). However, Wentzel (I999) h, as noted that although positive

self-efficacy may be important for acad
.

fiem1c per ormance, it will not produce

competent performance (by itself) in the absence of pre-requisite skills and

knowledge.

Other studies have found that self-efficacy also could enhance students'

memory performance by enhancing persistence (Berry, 1999). Similarly, studies

of college students, who pursued science and engineering courses have shown

that high self-efficacy beliefs could influence the academic persistence that is

necessary to maintain high academic achievement (Michael, Richard, Huebner,

2009) Furth h findi'ngs by Píntrich and Garcia (1991), suggest
· ermore, researc 1

lha b ]' they are capable of performing
tstudents with high self-efficacy who e ieve

.

. k and use more cognitive and meta-

=r'

i1Cadetn1c tasks persist longer on a given tas

.
Furthermore,

Pintrich and DeGroot

ve strategies than those who do not.

ffi cy correlated with academic outcomes,

found that academic self-e ca
,

d' ated
·

- -:':'' iroiJarly, Schunk (1991), Ill lC < m

-
I

,
·. L - ..

..
.

. tion scores. S
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deVelop new ones.

that high self-efficacy ind" .

iv1duats w k:i: G.'->
.•

or ed harder on ace .
.·

í .'.Ji?tm1.d. persisted longer when th omphshmg• '!JP'!"- ey encounter d d"""· · '
· e

1fficulties h"J ¡
= . . . .

, w I e ow self-'

,liil.•.--;..,,_y individuals tend to quit or av "dIP'_. o1 a task In th
. . .

· e same context, Bandura
(1.9'7),

found that md1V1duals with a low sense of
self-efficacy were more likely

W give up when challenged by a diffic It
.

.u
situation, while individuals with a

high sense of self-efficacy were more like! t .

Y O attempt different strategies or

Research on academic self-efficacy in other subject areas showed similar
results. For example, Pajares and Johnson (1996), studied high school students'

writing self-efficacy performance and found that their writing performance was

directly affected by their self-efficacy beliefs and as theorized by the Social

Cognitive Theory, it assumed a meditational role. A study conducted by Pajares

and Valiante (1997) found similar relationships with fifth grade students'

writing self-efficacy, as did Pajares (1996), when he examined the relationships

d th atícs problem solving of middlebetween self-efficacy judgments an ma em

school students in an algebra class.

ffi Y conducted by Britner and Pajares
Research on science self-e icac

.

ce self-efficacy beliefs
(2 found that sc1en

•

006), on middle school students,
. articular showed that mastery

9fedi t This study m p· ·

·. cted science achievemen ·

redicted science self-
. e gnitive Theory, P .j

_!l'i,çnces,as emphasized in Social o

tudents were able to carry positive ';i .· '

.

h d the idea that s
. tJl'b:e study highbg te

. .,.-nt science proJ®
. ents mto C1.1uw

petence frorn past
assigntn
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. Furthemiore, students hWohadp .

. rev1ous . .

.-··•i••, , , • t positive exper1enc 'th!,_.'.•p;;a,s1gnmen
s earned a higher es wi

·º

• .

grade on the .

<. .
. assignments and

;,,..¡¡ to turn m the assion...
1

Were less
urt•»Y

. o-uuent ate or .

Incomplete. Findings support the
tttention that efficacy beliefs play a .

.@. meditation ¡
1

ª ro e and affect the skills and
ther self-beliefs on subsequent percoo . i, rmances by infl .

uencmg effort, persistence
and perseverance (Dale, 2012).

Accordingly, perceived academ
·

IfIC se -efficacy is defined as "personal

J'udgments of one's capabilities to organize and ,execute courses of action to

attain designated types of educational performances" (Zimmerman, 1995).

According to Pajares (1996), self-efficacy research in academic settings has

focused primarily on two major areas. One area has explored the link between

efficacy beliefs and college major and career choice, particularly in the areas of

science and mathematics (Farmer, Wardrop, Anderson and Risinger, 1995).

Researchers have reported that self-efficacy of College undergraduates was a

better predictor of their learning interest and majors than either their prior

.
. Al ale undergraduates report higher

achievement or outcome expectations. so, m

.

d. s from these self- efficacy
self-efficacy than female undergraduates.

Fm mg

development of students and can
Slúdies have providedinsights into the career

.

s therefore having important
·lle, ,.. • tion strateg1e ,

""ed to develop career mterven

h logy (Pajares, 1996).
¡,,." • • d vocational psyc

o
,!,llíltions for coW1sellmg an

1 ;"ª· self-efficacy in
h jnVO Vu..,

. . d
.

or area of researc
.

.es m the secon maJ
. . .. s among effiéll,cy bebef11,

:'
,

.
. . the relationship,.. -

. ·h . .

. investigated,e;;""'?ngs .. ave
I

.
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J :j.i ,,.,,clwlogic,J "'"'lrucis, and 3"'1,,nfo motiv.ti.,,, and ""'"'""""i!l«.isres, 1996).Relationships among If?·?- se
-efficacy .

.
. perceptions, self-efficacy for

lf-tegulat1on, academic
self-reguJatose ry processes and d

.' aca em1c achievement
have also been reported in the literature cz·immerman and Bandura, 1994).
ZÍIJll'llennan, Bandura, and Martinez-Pons (1992) used path analysis to

demonstrate that academic
self-efficacy med· t d h

.ta e t e mfluence of self-efficacy
for self-regulated learning on academic achievement. According to their

researches, academic self-efficacy, influenced achievement directly, as well as;

indirectly by raising students' grade goals. Other findings suggest that students

who believe they are capable of performing academic tasks use more cognitive

and meta-cognitive strategies and persist longer than those who do not (Pintrich

& Garcia, 1991 ). The research base to support the important role played by self-

efficacy in predicting and explaining human behaviour has been well

documented by Bandura(l 997). Additionally, Pajares (1996) has summarized

. If f""cacy The following is a summary of
extensive literature on academic se -e '1 ·

.

d' ºd ais hold about their abilities and
Pajares' findings: Because of beliefs m ivi u

fully influence the way in which they
the outcomes of their efforts to power

. nts are often poor predictors of

behave, Knowledge, skill and prior attalil111e

liege undergraduates is more

bs . If-efficacy of co
Sl.) equent attamments, se

d dors than either
boice of related courses an ma

.__

_

P.tedictive of their interests and c
. If-efficacy is a powerful

1 '" ectat10ns, se
-

.
- •tl...!c. .

. tcome exp
,?:

?·?_-.,:'prior achievement or oud mi'c self-beliefs am:l¡;
- "-· •

-

d'ct aca ea¡.
-.

-

well to pre I
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ce at varying levels·.
.

.
.

, self-eff¡ .

-_¦,,_-
t .

.
.

.

.

cacy beliefs are .

•. ,'.?cacy behefs, motivation correlated with other
p-- constructs , and academic h

.

?ement;
· general measures of

e o1ees, changes, and
. self-

efficacy
.

.
.

1I1Sens1t1ve t

P_.Alctors
of academic perform

O context are weak
r.w anees.

Similarly, academic self ffi-e icacy Which is d "bescn ed as personal
judgment

of one's capabilities to .

orgamze and e xecute course of action to attain

designated types of educational
outcomes/perfi ormance has been reported to

promote academic achievement directly and
1

.

d'ª so m irectly by increasing
academic aspiration and pro-social behaviour. Studies have reported a

significant influence of academic self-efficacy on academic performance

(Adeyemo, 2007&Akomolafe, 2010).

The positive links between academic self-efficacy and academic

performance has been reported by (Chemers, Hu & Garcia, 2001, Greene,

Miller, Crowson, Duke and Akey, 2004; Sharma,& Sibereisen, 2007). For

example, Green (2004) tested a model explaining the impact of220 high school

Students' perceptions of classroom structure on their academic self-efficacy,

instrum ¡· d
• h' vement Self-efficacy had a direct positive

enta 1ty and aca em1c ac 1e ·

re)
·

. rt nee of self-efficacy for successful

ationship, demonstrating the impo ª

¡ .

. d the influence of self-efficacy on

1 earning. Downs (2005) conducted a stu Y on

-'-

·--?
•

·.·
. .

ts' academic perfonnance.
The finding

:

.a.tive .American high school studen
. . ..

-. •t'ly correlated with academic
.

.
.

¡ and pos11ve
·

Jhat self-efficacy significant Y
.

.
.

. d that self-efficacy s1?fi111U1tly

;,.SehaUett (.2006) found in h1s stu Y

1'J



.students' academic
achievement .

.i: ,

, ln Sciences p· .

=:
·

.?
..
·.-rilfflli·.. :ennan (2000) found in theu-· var·

· intrich (2000) and
?· 1ous stud"ies that

self-efficacy signíficantl,.i:iuenced students' academic perfi
Y

W1f 0rrnance Kl.

assen, Krawchuk &Rajani
(ioos),

found that academic self-effic acy was ª strong predictor of academic
performance. However, contrary findings h ave been reported by a few empirical
studies. For instance, Saunders Davis w·¡¡·' ' 1 iam and Williams (2004) and Loo
and Choy (2013) found that

self-efficacy had small - •

,.,, .pos1t1ve euect on academic

Performance. Reynolds & Weigand (2010) examined th ¡ t' h.e re a 10ns 1ps among
academic attitudes, psychological attitudes and academic achievement with a

sample of 164 undergraduate first year students. The researchers found that self-

efficacy was not significantly related to academic achievements. Jefireys (1998)

also reported inconsistent findings regarding the relationship between self-

efficacy and academic achievement of University students. Self-efficacy did not

predict academic achievement among the students.

I d d th t academic self-efficacy is one of theAkomolafe (2013) cone u e a

.
. ,, rmance of secondary school students in

lliaJor factors influencing academic per10

d
.

1 arning by observation and direct
Nigeria. Academic self-efficacy is roote m e

me of secondary schools
ducation programPersona] experience. Therefore, e

.

h mphasis would be given to
•1 that mue e
"'1óílld be restructured in such ª way

adm'
· tratorsSchool mis '=·

.

..
.. of students.

=-\-&loping· academic self-efficacy
1 and enhance-.. k????

arents should wor
s Psychologists and Pential conditions lllld

.d. all ess

by pro-vi mg
?trd? self-.efficacy

so

i

J -.



•111-t.

'

?ents for students' success in schools and lea
.

.

.

. . .

mmg envrronment that is

,anduc1ve
and nch m high quality cou .

rse cumcula and ffi
.

o ermg challenges that

can be met.

In addition, teachers should establish and maintain supportive and

appealing pedagogical environment ds an employ teaching and evaluation

methodologies which are focused on tud ,
.

s ents educattonal needs and overall

development. Counseling and Educational Psychologists should use appropriate

psychological interventions t nho e anee academic self-efficacy of secondary

school students.

Locus of Control, Self-Efficacy and Students' Academic Performance

The concept of control plays an important role in several psychological theories.

It is central to Rotter's Social Leaming Theory, Bandura's Self-Efficacy

Theory, Weiner's attribution analysis of motivation and emotion, and

Seligman's probability analysis of control (Wise, 1999). Self-efficacy and locus

of control can be understood as independent or inter-related constructs. The

essence of the interrelations between these two constructs is captured very well

by Lefcourt (1992).Although,
the authors of these various cognate constructs

insist on the uniqueness of their contributions and draw detailed definitions to

disentangle theirs from the terminologies of others, it is evident that there is

much overlap in the meanings that are dealt with under these diverse rubrics.

Research has indicated that there is a relationship between self-efficacy

andlocUS of control in that higher self-efficacy is correlated with internal locus
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of control (Pincus & Callaba, 1994; 1995). W
.

.

.

hile self-efficacy is the belief that

individuals
can succeed m a specifiIC area of their lives, locus of control

indicates
how much control individuals feel the

.
.

y have over the outcomes. Thus,

people
with high self-efficacy in an area are more likely to persist longer in

performing
a task and to believe that th ey can control the outcome of a situation

(Strausser, Waldrop, Hamsley, &Jenkins, 1998).

The relationship between self-efficacy and locus of control has been

studied in areas such as: self-management of health and emotional conditions

(Dunn, Elsom, &Cross, 2007; Sonntag, 2010) goal setting and task performance

(Bandura, 1977; Phillips & Gully, 1997) academic achievement (Nowicki,

2004; 2008; Choi, Tella, Tella & Adika, 2008; Sagone& Akomolafe, 2010;

Choi, 2013; De-Caroli, 2014), and stress and coping behaviour (Roddenbberry

& Renk, 2010; Benight & Bandura, 2004).Based on the fact that, external locus

of control has been claimed to be related to passivity and learned helplessness

(Rotter, 1992), and also the fact that perceived environmental control ability has

been found to be related to greater self-efficacy (Phillips & Gully, 1997), it is

proposed that individuals with more internal locus of control will have a higher

self-efficacy than individuals with external locus of control (Phillips & Gully,

1997). They asserted that, locus of control influences people's individual level

of performance,
and studies have shown that self-efficacy has an effect on an

individual's performance.
Thus, it will be very unlikely for an individual to set

lúgh performance goals, if she doesn't believe that she is capable of performing
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tr·r
¡?o- .

.rt/i:.

i.¡J? she may have the ability to perform .

.
. . .

º c.:;'· : .

.

_
.· .·

._

well on that plU'tjti\lÍll.r

..l?s & Gully, 1997). Based
.

l
.

,¡,J/.

main y on Social Cognitive Theory,

em. have found that individuals with h'gh1 self-efficacy set higher goals,

;'. ?.in.0ie likely to engage and persist in . .

J
a given behav10r or task that they

i 1,elieve they have the ability to complete succe full dss Y, ten to put a great

l!1110unt of effort into the task and have high
_,, . . .

er penormance than md1v1duals

with low self-efficacy (Bandura, 1991 ). Wood, Bandura, and Bailey (1990), also

suggest that stronger self-efficacy has been found to lead to higher self-set

goals.

The concepts of self-efficacy and locus of control have been recognized

by researchers to be factors associated with academic achievement (Nowicki,

2004; Tella, & Adika, 2008). Most available studies indicate that both self-

efficacy and locus of control are able to predict academic achievement

(Nowicki, 2004; Tella,Tella &Adeniyi, 2011), while others indicated that they

had no impact on academic performance. Some studies suggest that higher

achievers tend to be more internally controlled and have higher levels of self-

efficacy than lower achievers (Sagone &DeCaroli, 2014), while other studies

indicate self?efficacy as a significant predictor of academic achievementhutnQt

f

I

)

l?J.!ll.ôft.¢0\'lil1',0l (Choi, 2013).
.,

.

o,· - , e

_ ,
mitrifWld.uni.':!ii (J997) The0ry of Self--Efñc?md.??:?1·
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,ir'·
ijiwiállmallocus of control would

-
.·····

.

.·. .

generally perceive themselves as

:?Ji!'fO: perform and more responsibl fi th
.

-?,
'

.

. ..
.

e or err progress and performance

4t&sertat1on completion, while stud
.

.

ents with lower self-efficacy and an

t :?1 l<>cus of control would most oft bl
?,

.. •

en ame or thank luck, fate, destiny, or

ôllier force beyond their control. McDermott (2002) fi
.

, ound that students with

internal locus of control were more likely to co 1 t th dmp e e e octoral degree than

students with an external locus of control Add"ti" 1

.

. 1 ona research ts needed to

study the combined influence of locus of control and self-efficacy on

dissertation completion.

Based on the findings of the researches stated above, it can be said that

there is a strong relationship between self-efficacy and academic performance.

Summary of Literature Reviewed

In the review of related literature to this study, the researcher considered some

theories which serve as the bases for this study. Also, the concept of locus of

control, concept of achievement motivation, self-efficacy, academic self-

efficacy, and academic performance
as well as the correlation of these variables

with academic performance
were delved into.

,(l-,' ?.'.:llh'ê',re'lliew showed that locus of control is a fon:e. tha.tcartm? l\itI?

. ¡?
·

; ??e> depending on how it is applied and managt:lil

!-:.,·._-
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·

1 is a personal? -ve
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r

/
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-fJJ®'? to him or her. The .

-:::

-

review also showed that lecus of

- I

-

-.!ITlfli
be internal or external in natur I th

-

?i'
e. n e former, an individual

·

be the controller of his destiny of erfiP ormance whereas in the latter

._.¡:??ii?ividual
believes that there are certain 1 1

"' . .

'

ji JIWI»-
ex ema 1orces outside his domain

wlii¢h determine his outcome or result. These include; fate, chance, luck or

other powerful or influential personalities

Again, the review revealed that self-efficacy is a volatile determinant

factor of academic performance in schools. Academic self-efficacy has been

conceived as students' perception of self as learner and how she or he interacts

with the learning environment. Studies of the relationship between self-efficacy

and performance in educational settings have been a major focus of research

and theory for many years. It was reviewed also that there is a persistent and

significant relationship between self-efficacy and academic performance and

that the change in one seems to be associated with a change in other.

The literature further revealed that there was a consensus among various

researchers that several factors aside the main variables of this study significant

impact students' academic performance
in both internal and external

examinations, Accordingly, these included; school climate, school climate

I

I

•

:•
, . tea¡.¡her quality, availability and utilization of instructioiial µiªf¢n:_·ri,t?f.,, ? :':;:( , ;

. -,. ?:;,-",¡?
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··®ietal uuluenci::, pi::et•gtoup influeJJ,ct:,. •·
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1ili.• reviewof the study looked int . th .

t<
·

0 e combm,ed impact oflôcus

_ 1¡fMJ¢acadernic self-efficacy on students' .

.

it,;
academ1cperformance. ltwas

Jn the reviewthat, these two variables have positive correlation with

academic performance Therefore th d'
.

· , e contra 1cting findings from

?·· various literature reviewed could perhaps be due to the time or place in which

those studies were carried out, it is therefore imperative to examine students'

academic performance as it is being correlated with locus of control,

achievement motivation and self-efficacy in Ondo State Secondary Schools.

Thus, the review of related literature summarized that: for effective

academic performance of secondary school students in general, is important to

note that adaptation of students to situations depends upon expectations and

their behaviour. It arrived at the point that gender has roles to play in

determining the performance of students academically as males have stronger

perception of an internal locus of control and females have stronger perception

of external locus of control, based on the relationship between Locus of control

and sex tested in the interactive. Self-efficacy also serves as factor which

determines academic performance
of students.
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CHAPTERTHREE

RESEARCH METHOD

)L··

???,. chapter describes the method d

t,
an procedures used to conduct the

\?y·under the following sub-headings· re h d
. .

111··

·

' searc esign, population of the

=
-

st\lÓY, sample and sampling techniques, research instruments, validity of the

instrUinents, reliability of the instruments, administration of instruments for data

collection and data analysis.

Research Design

The descriptive research design of Survey type and ex-post facto method

were used in the study. Survey method was used to enable the researcher to

capture a large sample of students for the purpose of making generalization. It

also involved the use of a questionnaire. Ex-post facto was used because there

r

I

was no attempt to manipulate the variables since the design presumed that data

were collected after events of interest had occurred.

Population of the Study

The population comprised all secon? school students in Ondo SW-til,

Nj,.gffl!:I•. Ille lltu4Y covered the three Senatorial Districts in Ondo S?¢ (??

,

.·· •.·• ,,_.?'1\ and Qnd.o CenttalSenatoriaLD?fyic1$), A tntal n,? ·•·•··
''

·
· ·

·: e, $?ªp? .]¡?b!\J,gl ifwâent$: ???,;.·
'
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.·· .·.·· lint Techniques

Jt:''
,ample size for the study was 900 Secondary School students

·.·.
'??g; males and females. A multi-stage random samplm· t hn

.

. ,
g ec 1que was

, .;? to select 18 public Secondary Schools in Ondo Stat N"
·

fr hi"h
t· ·

·· e, 1gena om w c

re

the respondents for the study were drawn from the Local Government Areas.

In stage 1, the state was grouped into three senatorial districts (Ondo North,

Ondo South and Ondo Central) with each senatorial district having six local

governments' areas. In stage 2, one secondary school per local government area

was selected in each senatorial district using stratified sampling technique,

meaning that 18 secondary schools were selected. In the last stage, simple

random sampling technique was used to select 50 students which was 20 males

and 30 females in each secondary school giving a total number of 900 students

as respondents, used for the research.

Research Instrument

A self-developed, structured questionnaire by the researcher, titled,

. • L us of Control Achievement Motivation, Self-Efficacy and

"Questionnaire on oc '

ad
· Perfiormance Questionnaire (LCAMSESPQ)"was us.ed to

Students Ac emic

d ta fi r the study. The instrument used was adapted frQJll,

iz?1teet relevant a · 0
. .

., ;

'· '.f/{' ;, ,-

(?Qi) íJnd Hassan (2004) and the Researcher re&pe?41y w?'?,

·-:'.·:.-?...
·

. ..;?.
.'

•. ,1

y. Qf'ortna ,C()l\?ed from .?d1,:1i ·..
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i?t
.. 11mi11(1J1tiihmsive bio-data of th

-

I',:,ILwinch measured the ind

e

rdesponde?ts
while Section B to I)

.
-

,..-.

epen ent variables stru tur d
?~

ce onthe4
.

· e of Strongly Agree (SA) = 4 A' gree (A) = 3, Disagree (D) = 2 and

-•. i$tJ:'ôlllY Disagree (SD) = I .Section B consisted of 17 't 11 ems on ocus of control.

= Se¢tion C consisted of 1 O items on achi
. .

evement motlvat1on, and Section D

consisted of 15 items on d
·

aca em1c self-efficacy. Also, the Academic

performance was used for th ¡¡
·

e co ect1on of students' results in English

Language and Mathematics.

Validity of Instrument

The validity of the instrument was done by the researcher's supervisor

and expert in Tests and Measurement in the Faculty of Education, Adekunle

Ajasin University, Akungba-Akoko., proper scrutiny of the items were done,

their suggestions, modifications and corrections were effected. The instrument

was found as valid for the study.

Reliability of Research Instrument

The reliability of the instrument was determined through test re,-test

m?09-· Questionnaires
were administered on students twice at a11 Jntli:l'Val qf

?t??? .? the students. The Scorell of th.e two telltS were correlated ??

:_".
:

, Nf!mAAt Co?li.tiott atu.1,lysis to .estabfü1b -•it?-

.·-··.·:·.·,:_ ;'..--·.·'• "
_,éít·· J¢' : \i ,ctãêh'
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- 4jlif?, it was adjudoed th
.

V ·

·
co e mstrument ·

.

·

,,,,
·.

.

was reliable, thllS used

I
11ff?on.

.

1.:
s·

.. litrationof the Instruments
4??'·

.;;i\· 'The researcher administered copies of th
.

f .....

e mstruments through direct

? delivery method. A letter of introduction obt
.

d frame om the Head of Guidance

and Counseling Department Adekunle A"
.

U
. .

' Jasm mvers1ty, Akungba Akoko was

presented
to each of the selected schools' principals for approval. Then, the

researcher, with the help of two counsellors in each of the selected secondary

schools who were duly briefed and well informed about the purpose of the

study, distributed and administered the copies of the instruments to the students.

The completed instruments for the study were collected for data analysis.

Data Analysis

Data analysis was done using, both descriptive and inferential statistics.

The following descriptive statistics of frequency counts, mean and standard

deviation were used in the analysis. The inferential statistics of Pearson Product

Moment Correlation (PPMC), Independent Hest, and Multiple Regressíon

I

I

Analysis were used to test the hypothesis. Hypothesis one was analysed using

Multiple Regression, this method was used to take an accurate prediction in the

vliil.? 0'f th? variables used, which helped the researcher to get the ri.gbl

,4
·., '--?:

· • · · • ·· .·

./" 1.mi.ttfwduet Jvloment Cori.'elation was used to a:rtal

',

:•:•é,\•
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, ;?t?dc l¡bj resêlll'eher to d.
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CHAPTERFOUR

,'1-?f
RESULTSAND DISCUSSION

ÍfiiJ ¢hapter presents the analysis of data and di .

scuss1on of findings

-?pn of data was carried out and testing of hypotheses. Discussions o?
dings were presented at the end of the analysis.

-j
J.?¢ãtch Questions 1-3 were converted to hypotheses and tested, inferentially.

'testing ofHypotheses

Hypothesis 1

Locus of control, achievement motivation and academic self-efficacy do

not significantly predict academic performance of secondary school students.

In order to test the hypothesis, scores relating to locus of control,

achievement motivation and academic self-efficacy on the prediction of

academic performance of secondary school students were computed and

subsequently subjected to statistical analysis involving Multiple Regression

statistics at O.OS level. The result is presented in Table 1.

Table 1: Multiple Regression Analysis on Locus of Control, Achievement

Motivation and Academic Self-Efficacy as Predictors of Aca(Jeittic

I

I

/!

Performance of Students
ii iR

Model



?1{:i'··
__ }:f-"

??t::
¡ ,¡:

?J\,t1imws
that locus of control hi .

.

¡{.. . .

ac evement mottv!ltiQñ a:t:tâ

_ -JJJif?fflcacyjointly and significantl d" . .

,r:.-·. .

Y pre tcted academic performance

::ffff4at'Y
school students (F3,896=78_226 p<O OS) Th

.

. .

. .

' · · e null hypothesis 1s

J:i:,?".it, The table reveals that the
· . . . .

•?'"'-
re is a positive s1gruficant, but moderate

;;.·
..

·•·· m11lffple
correlation between the predictor

.

bl (I
-

·.·
'·

vana es ocus of control,

- I

aebievement motivation and academic self-efficacy) and d
·

rfiaca emic pe ormance

,

of secondary school students (R=0.456, p<0.05). This implies that all the

predictor variables are factors that can exert influence on academic performance

of secondary school students.

The value of the coefficient of determination (R2=0.208) indicates that all

the predictor variables jointly accounted for 20.8% (R2 X 100) of the total

variance in academic performance of secondary school students, while the

remaining 79.2% unexplained variation is largely due to other variables not

included in the study that can account for academic performance of secondary

school students.

Hypothesis 2

/

I

,¡

-?
J."
!,:,;
¡s,

,?•·,, .. ,·. c?'Ot$eêOtidaryschool
students.

·
,.,,

.. ,- ::>.:
--.:-··_:;-:--::.r-:¿•l·r.'.,;_
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.. ·

..·,?,,?,.?the tiypothesi.$, sêôtes on lo®S êlt' conu1f .•.

·

"

,.

,.,, ..... ,? ... ,, .:?;--."' ·';1Ííid'ili\Wllii:'';·

There is no significant relative contribution of locus of control, academic

triêltivation, and academic self-efficacy to the prediction of students' academiê
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-¡11¡t1fldbse4uentlysubjected to statist' ·ca1
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1 analysis
·
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·
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mvo vmg, Multiple

- ?111111rr•t1$ttCS
at o.os level. The re It. .
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su is shown m Table2.

_
.

i'fiz Multiple Regression Analys· Sh
.

l}
·

18 owmg the Contribution of Locus

l· fn. of Control, Achievement M f .

•

o tvatlon and Academic Self.- Effi

•'

1cacy

to Students' Academic Pe....o111 rmance

Unstandardized Standardized /

Model Coefficients Coefficients

B
I

Std. Error Beta(IJ) t Sig.

(Constant) 34.629 1.481 23.376
.)

.000

Locus of Control .437 .038 .556 11.503 .000

Achievement Motivation .164 .022 .463 7.416 ·ººº

Academic Self- Efficacy .127 .036 .233 3.497 .000

I
I?? I

'• .

Multiple Rc-0,456, Multiple R"-0.208,Adj"'ted R'=<l.205,Fa,,-78X!61

p<0.05

The regression result in table 2, reveals that the single best predictor of

total variance in students' academic performance is locus of control (P= 0.556).

This was followed by achievement motivation (P = 0.463. The variable with the

l?pt cplitfiibutiõn to students' academic performance is academic self? eftil:lJ!I:y

< ·,'JJf
-•i;-,l ,

·
·

-·
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- ievement motivation (46.3¾) and,

iilll-'dléaçy (23.3%) as the least contn'but'

-

,,
10n.
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there is no significant relationship between locus of control and

?e performance of secondary school students.

In testing the hypothesis, scores on locus of control and students'

academic performance were computed and subjected to statistical analysis

involving Pearson Product Moment Correlation at O.OS level of significance.

The result is presented in Table 3.

Table 3: Pearson Product Moment Correlation of Locus of Control and

I

I

Students' Academic Performance.

I Variables
--------;;=------?

Academic Performance 900

N r IP 7

j
900 0.392' ·ººº

_J

p<0.0.5

-_-

-

·ñ__ _

that computed Halue (0.392) is signüicatlt tilt ? l:lllifffi.

-":ibte 3 if! ows ·

·,'._. -·,,.

-e-•-. {•;?;:-?.?'- •
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'Ill.e hypothesis is hereby rejected. This iffipliéSr, ?
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·
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rnotivationdoes not si 'fl
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gm cantly correlate wi'th adem·.

•

=

? w

.,. of-secondary school students .

.

;_¿??,;t? order to test the hypothesis, scores relating to achievement motivation

! o;dsiudents' academic performance w ere computed and subjected to statistical

analysis involving Pearson Product Moment Correlation at O.OS level of

significance. The result is presented in Table 4a.

Table 4a: Pearson Product Moment Correlation of Achievement

Motivation and Students' Academic Performance

Variables

Achievement Motivation

r p

900

0.153* .000

Academic Performance

L
p<0.05

900

Table 4a shows that the computed r-value (0.153) is significant at p<0.05

level of significance. The hypothesis is hereby, rejected. This implies that there

I

J

is significant relationship betWeen achievement motivation and aca!it;n1fç

, ; _ .q?¡!!1Ce of secondarY school students. There is no significl!l\t r¢lati()ns?

--

,Q(:?p11#'.º1 and !lêademic perfonnance ofs?ntl.ai,y ?çhJ?9l.-
•

\\l??!tt ,ll? ,? ?j?QliS •·lllf•·
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ion at 0.05 level o-f si?
- .. J?sentedin Table4b.

.

e",

¡t;:.
-?r-Pearson Product Moment e 1

•

·,:

orre ation of Locus of Control and

11 Academic Performance.

•""fcademic

Performance

1:õêus of Control

.¡

Hypothesis 5

N

900

r p

900 0.392' ·ººº

'p<0.05

Table 4b shows that computed r-value (0.392) is significant at p< O.OS

level of significance. The hypothesis is hereby, rejected. This implies that there

is significant relationship between locus of control and academic performance

ofsecondary school students.

Academic self-efficacy does not significantly correlate with academic

i

I.

1

¡

.·j

performance of secondary school students.

?
t
?
i,'

.
::

!®í,d.ertúc perfonna.nce
were computed and subjbctetlti, §

·
• J·? < · ' -

· -

?·?I"' ' ·· .so Pro¡lµf# $'ioment i(:bffi!Íijt.fõfL •Jihdf.
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ln Qtdet to test the hypothesis,
scores relating to academic self.ceffi¢ffll'
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r p

900

0.259* .000
900

t

Table S shows that r •• i(0.259) is significant at 0.05 level of significance.

The hypothesis is hereby, rejected. This implies that there is significant

relationship between locus of control and academic performance of secondary

school students.

Discussion of Findings

The findings of the study showed that locus of control, achievement motivation

and academic self-efficacy significantly predicted academic performance of

secondary school students. The finding is consistent with Philips and Gully

(1997) that found the influence of locus of control and self-efficacy oµ

academic performance.
Thus, it will be very unlikely for students to set hi?

pp.ls, if they do not believe that they are capable of

:ve the abl,lity to perform. wtll ó

âtc?tf?ffl??'
_- ..•• !

..•
?··•-··-
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11 recognized by researchers to be f:
beíl

actors associated with academic
achievement.

The result in hypothesis two revealed that there was a significant
relationship between locus of control and academ· ti f1c per onnance o secondary
school students. This is in support of Majzub, Bataineh, Ishak and Rahman

(2009), who opined that there Was a significant positive relationship between
locus of control and academic achievement among Jordanian and Turkish

University students, respectively. Nejati (2013) also found that locus of control

was significantly related to the academic perfonnance of the graduate students.

Knowles and Kerman (2007) also opined that students with internal locus of

control tend to perform better in academic courses compared to those with

external locus of control. This can be attributed to the fact that such students

. . . .

d d they viewed themselves as architects of theirwere mtrms1cally motivate an

future.

three showed that achievement motivationThe result in hypothesis
. erformance of secondary school

significantly correlated with academic p

.
. to achieve generally do well
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(2000) who opined that high
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'tíYe strategies than those who do no

?
t. Dale

(2012) also supported that
·

. .lf:i;acy beliefs play a
meditationaJ role and ..,,,

.

eµ,
auect the skills and other self-••Jiefs on subsequent performances by ;?,, .

.

uv

uuJUencmg effort persistence and
perseverance. Schallert (2006), Zimmennan (2000) and Klassen, Krawchuk,
Rajani (2008) found in their respective studies that academic self- efficacy is a
strong predictor of academic performance. This stems from the belief that a

person can exercise control on him or herself; organize and regulate, as well as,
control ones thought positively which on the long run impact positively on such

person's or student's academic performance.

The result on with hypothesis four revealed that academic self-efficacy

significantly correlated with academic performance of secondary school
. . .

f B d a (1997) who opined that vicariousstudents. This 1s m support O an ur
'

b liefs in observers that they too can attainexperiences can generate efficacy e

Th.
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lies that efficacy beliefs induced.

d effort 1s impsuccess through persistence an ·

. f others tend to be weaker and moresolely by observation and modellmg O

•

b 'tt d that teachers' efficacy is.

(2016) also su m1 e
SUsceptible to change. Gabnella
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CiiAPTERFIVE
SUMMARY, CONCLUSIONAND

RECOMMENDATIONSThis chapter presents the sum mary,
conclusion, recommendations and

suggestions
for further studies.

summary

This study examined locus of contr I h'o , ac 1evement motivation and
academic self-efficacy as correlates of

secondary school students' academic
performance in Ondo State, Nigeria. The study specifically detennined the

relationship between locus of control and academic performance, examined the

relationship between achievement motivation and academic performance and

examined the relationship between academic self-efficacy and academic

performance of secondary school students. The review of relevant literature was

done under the following sub-topics: theoretical review, conceptual review,
. .

. fl' t e and theoretical review.empmcal review, summary o itera ur

f; t and descriptive research design of theThe study adopted ex-post ac 0

study comprised all Secondary School
survey type. The population of the

. 0 d State The sample size for this·

I o· t ·cts m n ° ·

Students in the three Senatoria is fl
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dary schools in the area of
ubhc secan

study was 900 students chosen from p
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ple random, strat1fie an
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study, Multi-stage procedure w
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,lfca? Scale (ASES) and
Academic Perro

•.

llllance Proforma" were used forJlectíon of data. The instruments Were v I'd
oo

a
1 ated by experts in LCMS, AMSd ASES, reliability coefficients of o 89 0 79

art
· ' • and 0.86 were obtained. Datali ted were analysed using d •

.

.

e.o ec
' escnptive and tnferential statistics. The

descriptive statiSíics of
frequency counts, percentages, mean and standard

deviation were used to answer the general questions, while the inferential
statistics involving Pearson Product Moment Correlation, t-test and Multiple
Regression analysis were used to test the hypotheses. All the hypotheses were
tested at O.OS level of significance. The study revealed that:

·

Locus of control, achievement motivation and academic self-efficacy
l.

significantly predicted academic perfonnance of secondary school

students.

ii.
.

h' b tw n locus of control and academicThere was significant relations tp e ee

performance of secondary school students.

correlated with academic
,

motivation significantlyiii. Achievement

iv.

school students.performance of secoDdary

significantlyAcademic self-efficacy

V,

correlated with academic

school students.performance of secondary

the locus of control,f gender on
. .

t difference o
.

There was no significan
d students' acadeID1c

. self-efficacy an
.

. acadermcacademic motivation,

school students.?rm.anee of secondary
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There was significant relative .

.

contribution of I. . ocus of control, academicmot1vatton, and academic self. ffi·e
icacy to the prediction of students'academic performance of

secondary hse ooI students.
Conclusion

Based on the findings of the stud ·

Y, tt was concluded that locus of control
was a major factor that can influenc d .e aca em1c performance of secondary
school students.

In addition, academic
self-efficacy which is the belief (conviction) that

students have about their abilities to successfully achieve at a designated level
on an academic task or attain a specific academic goal significantly predicted

academic performance of the students. Finally, Achievement motivation wasa

significant factor determining secondary school students' academic

performance.

Recommendations/Findings

.

d the following recommendations wereBased on the conclusion of the stu Y,

made;

.

t to monitoring students for
t r commitmen•

teachers should show grea e

. de endency, lack of confidence
istics such as, p

specific exhibited character '

well as, responsibility
.

. ersonal problems,
as

1n handling academic and p

ffi y thereby improving
d

.

e self-e icac
.

. them aca enu
skins in order to instill Ill

• ..Ç, rmance.Students' academic peuo
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,.... 1'eachers should endeavour to create
adequ te .a tune to develop strongintemal locus of control in students b .Y

encouragmg good study habits,lower academic
procrastination low t .' eSt

anxiety both at home and inschool in order to boost their locus of tr
1

con o and
consequently enhancetheir academic performance.

• School counsellors should design appropriate and effective counselling
techniques to detect, assess and treat students that are exhibiting negative
psycho-social and adjustment traits relating to academic motivation, self-
efficacy and locus of control in order to boost their morale, enhance their
academic self-efficacy and subsequently promote high academic

performance of students.

• There is need for government in partnership with Ministry of Education
. .

d kshops for school's Counsellors on how toto orgamze semmars an wor

' academic motivation, self-efficacy andhandle cases, relating to students

.

d •c performance in schools.ff¡ t their aca em1locus of control as they ª ec

good social support mechanisms,• School counsellors should develop

d school management to assist.

.

b rs teachers an
involving family mem e

'

.

he area of academic• roblem mt
Students Who may be experiencing p

d
.

1 t enhance aca em1c
of contra 0

and locus
motivation; self-efficacy

t Performance.
?:
eJ./_.

?:::Lec
,(

104

( ?:

,:.--r_,_ ,/,} ;cs??

;\ -?1;v;;,f??-Jl1t?1,



. -
·3.-; ?

•wt···
uatfODS to the Study£í.,,..,
...

The major problem
encountered th ere Was the un

. cooperative attitudes ofoJtle respondents during the administr rs
a ion of the instrument. The researcher

bad to visit some selected schools .severa] times for the retrieval of the
completed instrument.

However, this did t
.no In any way affect the

methodology of the research work.

Suggestions for Further Studies

The study was carried out on the locus of control, achievement
motivation and academic self-efficacy as correlate of Secondary School
students' academic performance in Ondo State, Nigeria. However, further

research works should be carried out in the following areas;

a. A replica of the study could be carried out in higher institutions in Ondo

State.

b A
.

.1 d Id be carried out on parental motivational factors in. s1m1 ar stu y cou

relation to students' academic performance.

.

d
.

other states within the South-westc. A study could also be repltcate m

to further validate all the generalizations
geopolitical zone of the country

made in this study.
h 1 and

. t in private secondary se oo s

d. Research should also be earned ou

dary schools.
compared with public secon

10s
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APPENDIXI

ADEKUNLEAJASIN UNIVERSITY,AKUNGBA AKOKO

DEPARTMENT OF GUIDANCE AND COUNSELLING

FACULTY OF EDUCATION
LOCUS OF CONTROL,ACHIEVEMENTMOTIVATION AND

ACADEMIC SELF EFFICACYAS CORRELATES OF SECONDARY
SCHOOL STUDENTS' ACADEMICPERFORMANCE IN ONDO

STATE, NIGERIA
Dear Respondents,

This is a study on "LOCUS OF CONTROL, ACHIEVEMENT
MOTIVATION AND ACADEMIC SELF EFFICACY AS CORRELATES
OF SECONDARY SCHOOL STUDENTS' ACADEMIC

PERFORMANCE IN ONDO STATE, NIGERIA."

Please, complete the section (A)

SECTION A

School:
·

.

Class:
.

Age: ..

Sex: Male D Female D
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1iílij)OS?ibleto control my

.

...
· irregular and f: ?;:=;::----

I
am havingdifficulties.

ast
breathing

-

¡ff£htand why my problem(s) varlri·?:::-=??--?ies so much tl
ion to the next.

orm one

;jijn confident of beinrrig?a?b?le?t?o?d;;;;-¡--l==-?7"::--
.

·

ea
successfully with

t ture problems.

I.
·tn my case maintaining control over bl .

my pro em(s) 1s due

,' roostly to luck
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'rf/N I
STATEMENT

18 Being part of a team at workisless important than

doing good work on your own.

19 I regularly list my goals, where I can see them during

20

SA A D SD

the day ..
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the blame or praise will come to me.
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Academic Self-EfficacyScale

.

e SD- Strongly DisagreeA Agree D- d1sagre ,SA- Strongly Agree , -_ '_
SA A D SD

Items

'tget down
·s that I can

28 One of my problems I

I shouldto work when
?, J soon

something? When trying to learn
ful initially

t uccess.

up ifl am no s

I do notgive
blem occur,

..=·? When unexpected pro
:L

h die them well
. to do things

¡,;
•·

an
abibty? . .

. about mY? •ll · I feel insecure
'th most?(

f dealing w1""' .

able oI do not seem cap
iP mY life.

orne up
problems that c

1;Z6



01 I confronted with diffi
.

.
Icult subject Ir1tways experience

shortag f .; e o Ideas to
1r: iandle it.

When I make plans, I am cert
.

1am can mak:,.e ---------
?:·_ them work.

?r?.,;·_.·· I am capable to pass my exami t·&:P.
? -

na Ions under
-?),

·

any condition
?!·,

::.:
?

.-,

;Tfd" When I have something to do. I stick to it1¡?·-

until I finish it

17 I perform quite well in all courses/subjects
of study

38 I give up on things before completing them

39 I doubt my ability to succeed in my

examination

T When I decide to do something, I go right to

work for it

:41 I am up to any challenge posed by any

'<; examination
-. ---;;"f

_

f,,,___ . d b the attitudes o
+ I I am easily discourage Y

J?i

'.· e

)\?,\}::,???

?'.-. '.
- -:-;,./?

. ,,·: ._:_:ê.:_-:::_._?./.\;?-??-:l.J:J.\•;·?:_.i_; .. ??i?t;";??.:Ú -



APPENDIX II

Adekunle Ajasin University
Akugba-Akoko, Ondo State'

Faculty of Education
'

Department of G?idance

Counselling.
and

The Permanent Secretary,

Ministry ofEducation,
Akure,

Ondo State.

29th October, 2018.

Attention: Director Research and Statistics

Ministry of Education,
'

Akure.

Dear Sir,

REQUEST TO COLLECT SS Ill STUDENTS'LAST PROMOTIONEXAMINATION

RESULTS IN ENGLISH AND MATHEMATICS OF EIGHTEEN (18) SECONDARY

SCHOOLS IN ONDO STATE

I am a post-graduate student of Adekunle Ajasin University ,
Akungba Akoko with Mattie

No: 159201004 in the Department of Guidance and Counseling, Faculty of Education,

conducting a research on Locus of Control, Achievement Motivation and Academic Self-

Efficacy as correlates of Secondary School Students' Academic performance in Ondo State,

Nigeria.
ln light of the above, I humbly request for the purpose ofmy M.Sc Thesis, the SS li Students'

Last Promotion Examination results in English and Mathematics respectively of the attached

18 Secondary Schools in Ondo State.

I would be very grateful, if my request could be granted.

Yours faithfully,
Oshakuade, O.J.(Mrs)
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=I \l!?ÍOUthLocal Government: CAC Grammar School, Akure1¡-=_-

North: Elu Iju High School, Ita Ogbolu

\? West: Adeyemi College of Education, Demonstration Secondary School, Ondo

::"'}
Ondo East: Ekimogun Grammar School, Bolorunduro

·

hi. Ifêdore Local Government: Community Comprehensive High School

·6. Jdanre: Methodist High School

7, Ue-Oluji/Okeigbo:Gboluji Grammar School, Ile-Oluji

&. ]rele: Oyenusi Memoria!GrammarSchool, Ode !rele

9. Okitipupa: Stella MarisCollege(SMC), Okitipupa

10. Ese Odo: lgbobini ComprehensiveHigh School, Igbobini

11. Ilaje: Igbokoda High School, Igbokoda

12. Odigbo: Isero Grammar School, Odigbo

IS, Akoko South West: Oroke Grammar School, Akungba Akoko

U ·ty Grammar School, Epinmi
14. Akoko South East: Ill

i h School, Arigidi Akoko
15. Akoko North West: Greater Tomorrow Hg

d Jubilee High School
1.6. Akoko North EaSl: Leonai

ar School
.1'7.0se: Eka Marun Gramm

?·i::tlJ. OWo: OWo High School, Owo
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