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SUMMARY 

THE RELATIONSHIP BETWEEN HOME VARIABLES AND ACADEMIC 

ACIIIEVEMENT IN ENGLISH AND SCIENCE 

The purpose of this study was to determine, by means of a review of literature and an 

empirical investigation, the influence of home and other variables on pupils' academic 

achievcment in English and Science. 

From the review of literature it was concluded that home variables have an influence 

on acadcmic achicvement. Different families create different environments that 

influcnce children's academic performance in different ways. 

It was concluded from the literature review that school-related variables such as 

teacher-pupil relationships, discipline, curriculum, subject matter, teaching method and 

peer-group have an influence on academic achievement. 

From the literature review it was also concluded that learning strategies enhance the 

learning of students. Attributions of success to stable factors such as aptitude, ability 

and effort make a student work harder and persist longer at a task and thereby increase 

his level of performance. 

A student with a high sense of efficacy achieves better than the one with low efficacy, 

because obstacles make him intensifY his efforts more than the one who doubts his 

capabilities. 

By means of an empirical investigation. it could be concluded that there is a relationship 

between home variables and academic achievement with reference 10 family structure. 

The hYPOlhess that there is a relationship between motivational variables and academic 

achievement could only be accepted with reference to anxiety. The hypothesis Ihat 

there is a relationship between cognitive variables and academic achievement had to be 

rejected. 
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OPSOMMING 

DIE VERHOUDlNG TUSSEN TUlSVERANDERLIKES EN AKADEMIESE 

PRESTASIE IN ENGELS EN WETENSKAP 

Die doel van hierdie studie was om, deur middel van 'n literatuuroorsig en 'n empiriese 

ondersoek, vas te slel wat die invloed van tuis- en ander veranderlikes op leerlinge se 

akademiese prestasie in Engels en Wetenskap is. 

Uil die literatuuroorsig het dit geblyk dat tuisveranderlikes 'n invlocd het op 

akademiese prestasie. Verskillende gesinne skep verskillende omgewings wat kinders 

se akademiese prestasie op verskillende maniere beinvloed. 

Daar is uit die literatuuroorsig afgelei dat skoolverwante veranderlikes, soos 

onderwyserlkindverhoudings, dissipline, die kurrikulum, vakinhoude. onderrigmetodes 

en portuurgroep 'n invloed het op akademiese prestasie. 

Dit is ook uit die literatuuroorsig afgelei dat leerstralegiee leerlinge se leer versterk. 

Die toeskrywing van sukses aan stabiele faktore soos aanleg, vermoe en inspanning 

help 'n leerling om vir langer en met meer toewyding aan 'n laak le werk en verhoog 

daardeur sy vlak van preslasie. 

'n Leerling met positiewe selfdoeltreffendheidsoortuigings doen beter as een met lae 

selfdoeltreffendheidsoortuiging, omdat hindemisse horn eerder aanspoor as om horn, 

soos iemand wat aan sy eie vermoens twyfel, te laat moed opgee. 

Deur middel van 'n empiriese ondersoek kon daar tot die gevolgtrekking gekom word 

dat daar 'n verhouding is tussen tuisveranderlikes en akademiese prestasie met 

verwysing na gesinslruktuur. Die hipotese dat daar 'n verhouding is tussen 

'motiveringsveranderlikes en akademiese prestasie kon slegs met verwysing na 

angstigheid aanvaar word. Die hipotese dat daar 'n verhouding tussen kognitiewe 

veranderlikes en akademiese prestasie is moes verwerp word. 
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CIIAPTERI 

THE PROBLEM AND OVERVIEW OF THE STUDY 

1.1 Introdllction and statement of the problem 

The high rate of failure in black schools has been of great concern over the years and 

has been specifically voiced at many meetings where school matters are discussed. 

There are a number of variables in the child's environment which influence his 

achievement, but the home produces the first and perhaps the most insistent and subtle 

influence on the mental ability and development of the child (Marjoribanks, 197928). 

The home environment influences the individual's acquisition of knowledge, 

development of intellectual skills, abilities and the formation of specilk attitudes to 

learning (Engelbrecht & Lubbe, 1981 :67). Thus an environment which is culturally 

poor and which lacks opportunities may hamper the child's development and 

10 such an extent that his potential cannot develop fully (Sherron, 1991:67). 

Environments that are not suitably conducive to learning, Ihus hindering the 

development of the child's potential, are referred to as disadvantaged environments 

(Kikot, 1992: In). 

Most black children in South Afiica live in poor sodo-economic environmer.t~ 

(Harker, 1991:12), they are faced with multiple handicaps genetic, medical, 

psychological and social - each of which decreases their chances of success at school 

CHAPTER 1 

THE PROBLEM AND OVERVIEW OF THE STUI>Y 

1.1 Introdnction and statement of the problem 

The high rate of failure in black schools has been of great concern over the years and 

has been specifically voiced at many meetings where school matters are discussed, 
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I 
(Wollf, 1983:142). Mwamwenda (1989:95) states that the poor academic 

achievement of most black children is attributable to a poor home environment. 

The effect of continued failure on the student is destructive, hence the need for 

understanding home conditions which lead to poor academic performance. Poor 

academic achievers must be helped, and in the process their backgrounds must be 

assessed to identitY the variables which lead to poor performance. Knowledge of the 

variables which cause poor academic performance can help to establish ways of 

helping a poor academic achiever to achieve more in accordance with his potential. 

The answer to the following questions must be found in relation to academic 

achievement: 

How do home variables contribute to academic achievement? 

2 Do motivational and cognitive variables have an influence on academic 

achievement? 

Motivational variables comprise, inter alia, anxiety, intrinsic motivation and self-

efficacy. Self-efficacy refer~ t!l_ perso~al judgments of capabilities to organize anL 

exe~rses of action requir~~~~f~a~ (Bandura, 

1986:391). Self-efficacy judgments are considered to be relevant to students' academic 

achievement because they have motivational effects (Norwich. 1987:384). Motivation 

to learn can be defined as the degree to which learners exert an effort to achieve 

academic goals that they perceive as being meaningful and worthwhile (Johnson & 

Johnson, 1984:250) It is because of motivation that a specific activity is chosen by an 

individual, and the longer an individual persists with a task depends on the intensity of 

2 

I 
(Wollf, 1983142). Mwamwenda (1989:95) states that the poor academic 

achievement of most black children is attributable to a poor home environment. 

The effect of continued failure on the student is destructive, hence the need for 

understanding home conditions which lead to poor academic performance. Poor 

academic achievers must be helped, and in the process their backgrounds must be 

assessed to identity the variables which lead to poor performance. Knowledge of the 

variables which cause poor academic performance can help to establish ways of 

helping a poor academic achiever to achieve more in accordance with his potential. 

The answer to the following questions must be found in relation to academic 

achievement: 

How do home variables contribute to academic achievement? 

2 Do motivational and cognitive variables have an influence on academic 

achievement? 

Motivational variables comprise, inter alia, anxiety, intrinsic motivation and self­

efficacy. Self-efficacy refer~ ~~perso~a1 judgments of caRabilities to organize anL 

execute courses of action required to attain designated types of ~orma~ (Bandura, 
.... --- --------------
1986:391). Self-efficacy judgments are considered to be relevant to students' academic 

achievement because they have motivational effects (Norwich, 1987:384). Motivation 

to learn can be defined as the degree to which learners exert an effort to achieve 

academic goals that they perceive as being meaningful and worthwhile (Johnson & 

Johnson, 1984 :250). It is because of motivation that a specific activity is chosen by an 

individual, and the longer an individual persists with a task depends on the intensity of 

2 

I 
(Wollf, 1983142). Mwamwenda (1989:95) states that the poor academic 

achievement of most black children is attributable to a poor home environment. 

The effect of continued failure on the student is destructive, hence the need for 

understanding home conditions which lead to poor academic performance. Poor 

academic achievers must be helped, and in the process their backgrounds must be 

assessed to identity the variables which lead to poor performance. Knowledge of the 

variables which cause poor academic performance can help to establish ways of 

helping a poor academic achiever to achieve more in accordance with his potential. 

The answer to the following questions must be found in relation to academic 

achievement: 

How do home variables contribute to academic achievement? 

2 Do motivational and cognitive variables have an influence on academic 

achievement? 

Motivational variables comprise, inter alia, anxiety, intrinsic motivation and self­

efficacy. Self-efficacy refer~ ~~perso~a1 judgments of caRabilities to organize anL 

execute courses of action required to attain designated types of ~orma~ (Bandura, 
.... --- --------------
1986:391). Self-efficacy judgments are considered to be relevant to students' academic 

achievement because they have motivational effects (Norwich, 1987:384). Motivation 

to learn can be defined as the degree to which learners exert an effort to achieve 

academic goals that they perceive as being meaningful and worthwhile (Johnson & 

Johnson, 1984 :250). It is because of motivation that a specific activity is chosen by an 

individual, and the longer an individual persists with a task depends on the intensity of 



the motivation she or he has (McCombs, 1988:742). Self-efficacy is thus related to 

motivation which also leads to attainment of higher levels of performance 

Cognitive variables, which include cognitive strategy use and self-regulation, also have 

an influence on learning. Self-regulated students are those students who actively seek 

and process infonnation in the teaching-learning situation (Zimmennan, 1988:339). 

Consequently, more emphasis is placed on students' readiness and ability to exercise 

control over their learning strategies. 

Home, motivational and cognitive variables thus play an important role in the academic 

perfonnance of students. Awareness of these variables by both teachers and students 

may improve academic achievement of black students, which is at present of much 

concern, especially during this crucial period of political, social and educational 

refonn. 

1.2 Aim of the study 

The aim of the study was to detennine the relationship between home and other 

variables, inter alia, motivational and cognitive variables and academic achievement. 
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1,3 Resean:h hypotheses 

To achieve the aims set in paragraph 1.2, the following three hypotheses were tested: 

Hypothesis I 

There is a relationship between home variables and the academic achievement of Std. 7 

students in English and science. 

JlHm/hesis ] 

Then.: is a relationship between motivational variables (inter alia self.efficacy and 

intrinsic motivation) and the academic achievement of Std. 7 students in English and 

science 

Jlypothesis 3 

There is a relationship between cognitive variables (inter alia cognitive strateb'Y use and 

self-regulation) and the academic achievement of Std. 7 students in English and 

science 

1.4 Method of J'csearch 

The Illethod of research for this study comprised a literature review and an empirical, 

investigation 

4 

1.3 Research hypotheses 

To achieve the aims set in paragraph 1.2, the following three hypotheses were tested: 

Hypothesis I 

There is a relationship between home variables and the academic achievement of Std. 7 

students in English and science. 

There is a rciationship between motivational variables (inter alia self-efficacy and 

intrinsic motivation) and the academic achievement of Std, 7 students in English and 

science 

Hypothesis 3 

There is a relationship between cognitive variables (inter alia cognitive strateh'Y use and 

self-regulation) and the academic achievement of Std. 7 students in English and 

science 

1.4 Method of I'cscarch 

The method of research for this study comprised a literature review and an empirical, 

investigation 

4 

1.3 Research hypotheses 

To achieve the aims set in paragraph 1.2, the following three hypotheses were tested: 

Hypothesis I 

There is a relationship between home variables and the academic achievement of Std. 7 

students in English and science. 

There is a rciationship between motivational variables (inter alia self-efficacy and 

intrinsic motivation) and the academic achievement of Std, 7 students in English and 

science 

Hypothesis 3 

There is a relationship between cognitive variables (inter alia cognitive strateh'Y use and 

self-regulation) and the academic achievement of Std. 7 students in English and 

science 

1.4 Method of I'cscarch 

The method of research for this study comprised a literature review and an empirical, 

investigation 



Literature ill the Held under investigation was studied. llse \\~S l1l~de of j(lurnaJ~, 

periodicals, books and thesis that dealt with aspects of the prnblclll A DIALOG-

search was performed with the following keywords: home CI1Virorlll1(;nt, acadcllIic 

achievcmcnt, motivational variables and cognitive ':ariahlcs. 

An empiric.]1 investigation was undertaken to determine whether thel(, is a relationship 

hetween home variables, motivational and c<'gnitiw variables and academic 

achievement. 

1.5 Procedure and overview of the study 

As already stated ill paragraph 1.2, the aim of the study was (0 determine the 

relationship between home and other variables namely motivatiollill ,lnd cognitive 

variables and academic achievement. To achieve this aim a lcvicw or literatlllc Oil 

h01l1e vanables was made which is rcnected il~a)ltcr 2. In chapter .1 olher variable, 

which innucnce academic achievement namely lllotivational and cognitive variables are 

disclIssed. In chapter 4 the methodological proccdures adopted to determioe the 

relationship between the home, motivational and cognitive variables arc described. 

Chapler 5 entails Ihe statistical analyses and interpretation of results. In chapter 6 a 

sm11lnary or the slUdy is given as well as the implicatiolls, limitations and 

recollllllelldations 

Literature ill the Held under investigation was studied. llse \\~S l1l~de of j(lurnaJ~, 

periodicals, books and thesis that dealt with aspects of the prnblclll A DIALOG-

search was performed with the following keywords: home CI1Virorlll1(;nt, acadcllIic 

achievcmcnt, motivational variables and cognitive ':ariahlcs. 

An empiric.]1 investigation was undertaken to determine whether thel(, is a relationship 

hetween home variables, motivational and c<'gnitiw variables and academic 

achievement. 

1.5 Procedure and overview of the study 

As already stated ill paragraph 1.2, the aim of the study was (0 determine the 

relationship between home and other variables namely motivatiollill ,lnd cognitive 

variables and academic achievement. To achieve this aim a lcvicw or literatlllc Oil 

h01l1e vanables was made which is rcnected il~a)ltcr 2. In chapter .1 olher variable, 

which innucnce academic achievement namely lllotivational and cognitive variables are 

disclIssed. In chapter 4 the methodological proccdures adopted to determioe the 

relationship between the home, motivational and cognitive variables arc described. 

Chapler 5 entails Ihe statistical analyses and interpretation of results. In chapter 6 a 

sm11lnary or the slUdy is given as well as the implicatiolls, limitations and 

recollllllelldations 

Literature ill the Held under investigation was studied. llse \\~S l1l~de of j(lurnaJ~, 

periodicals, books and thesis that dealt with aspects of the prnblclll A DIALOG­

search was performed with the following keywords: home CI1Virorlll1(;nt, acadcllIic 

achievcmcnt, motivational variables and cognitive ':ariahlcs. 

An empiric.]1 investigation was undertaken to determine whether thel(, is a relationship 

hetween home variables, motivational and c<'gnitiw variables and academic 

achievement. 

1.5 Procedure and overview of the study 

As already stated ill paragraph 1.2, the aim of the study was (0 determine the 

relationship between home and other variables namely motivatiollill ,lnd cognitive 

variables and academic achievement. To achieve this aim a lcvicw or lileratlllc Oil 

h01l1e vanables was made which is rcnected il~a)ltcr 2. In chapter .1 olher variable, 

which innucnce academic achievement namely lllotivational and cognitive variables are 

disclIssed. In chapter 4 the methodological proccdures adopted to determioe the 

relationship between the home, motivational and cognitive variables arc described. 

Chapler 5 entails Ihe statistical analyses and interpretation of rcsuhs. In chapter 6 a 

sm11lnary or the slUdy is given as well as the implicatiolls, limitations and 

recollllllendations 

Literature ill the Held under investigation was studied. llse \\~S l1l~de of j(lurnaJ~, 

periodicals, books and thesis that dealt with aspects of the prnblclll A DIALOG­

search was performed with the following keywords: home CI1Virorlll1(;nt, acadcllIic 

achievcmcnt, motivational variables and cognitive ':ariahlcs. 

An empiric.]1 investigation was undertaken to determine whether thel(, is a relationship 

hetween home variables, motivational and c<'gnitiw variables and academic 

achievement. 

1.5 Procedure and overview of the study 

As already stated ill paragraph 1.2, the aim of the study was (0 determine the 

relationship between home and other variables namely motivatiollill ,lnd cognitive 

variables and academic achievement. To achieve this aim a lcvicw or lileratlllc Oil 

h01l1e vanables was made which is rcnected il~a)ltcr 2. In chapter .1 olher variable, 

which innucnce academic achievement namely lllotivational and cognitive variables are 

disclIssed. In chapter 4 the methodological proccdures adopted to determioe the 

relationship between the home, motivational and cognitive variables arc described. 

Chapler 5 entails Ihe statistical analyses and interpretation of rcsuhs. In chapter 6 a 

sm11lnary or the slUdy is given as well as the implicatiolls, limitations and 

recollllllendations 



6 

CHAPTER 2 

2 TilE INFLUENCE OF THE HOME ENVIRONMENT ON AC\DEMIC 

ACHIEVEMENT 

2.1 Introduction 

The most important variables in the child's environment are the home, the school and 

the community (Engelbrecht, Griessel, Vorster & Ysscl, 1981:5). Of these three 

variables, the home produces the first and perhaps the most insistent and subtle 

influcnce on the mental ability and development of the child (Marjoribanks, 197928) 

The home environment influences the individual's acquisition of knowledge, 

development of intellectual skills, abilities and the foonation or specilic attitudes to 

learning (Engelbrecht & Lubbe, 1981:6). The extent to which the child's intellectual 

potential for success in the educative process can be realized depends initially upon 

how the parents who transmit this potential can provide the environmental influences 

to nurture it (Durojaiye, 1976:28). 

The home is a place of learning: learning about the world, people, ways of behaving, 

and developing attitudes towards health, work, people, places, things and lile in 

general (Durojaiyc, 1976:28). It is also at home that the child should have the 

opportunity to review the teaching of the school, to practice the good points and 

discard the bad oncs (Clark, \983:5). The home is a place (or the application and 

further preparation of what was taught at school (Clark, 19835). 
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To further emphasize that performance at school and attitudes towards learning are 

influenced by the home in which the child lives, Engelbrecht et ai, (1985:53) say that 

the child's home circumstances are revealed in the classroom in terms of t he way he 

behaves and relates to others. Indeed a child who comes from a home which provides 

security and safety feels more free and bold to explore at school than the child from a 

home which provides no security (Clarl<, 1983:5). When uncertainty overwhelms a 

child from a secured home, he is able to find consolation and renew his self-reliance in 

the loving attention of his home (Farrant, 1988:87). So once a particular child is afraid 

to venture into the unknown at school, there may be a possibility of the home 

environment being a contributory factor. 

Since the present study concentrates on the influence of the home environment on tne 

achievement of the child at school, it is important that the following concepts be 

explained: academic achievement, underachievement and environment. 

2.2 Ell pia nation of concepts 

2.2. J Academic achievemetll 

Academic achievement refers to successful accomplishment or performance in a 

particular subject or courses (Mwamwenda, 1989:334). Matseke (1984:44) states t!lat 

academic achievement is the proficiency of performance in a given skill or subject 

whilst Mwamwenda, (1989:334) Slates that it is an accomplishment acquired usually 
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with reference to school subjects. (t implies the passing of an examination set for a 

particular group of pupils at the end of an academic year or course. 

Academic achievement is of importance to pupils because it is an indication of their 

ability in a particular field (Matseke, 1984:44). 

2.2.2 Ellvirol1l11elll 

The environment is the conditions and influence under which one lives (Van den 

Aanlweg & Van den Aardweg, 1988:85), and refers to things and people in the real 

world surrounding the child that he might perceive or that might have some effect on 

him (Rownlree, 198182). 

Mwamwenda (1995516) defines the environment as the totality of, or any aspect of, 

the physical and social phenomena which surrounds or affects an individual organism 

or part of an organism. The environment as conceived by Mwamwenda (1995: 5 J 6) is 

capable of interacting with the individual. Though the environment is capable of 

interacting with the individual, it does not affect each individual in the same way (Van 

Aardwcg & Van Aardweg, 1988:85), because of individual differences. 

An environmellt which is culturally poor and lacks opportunities may hamper the. 

child's development and learning to such an extent that his potential cannot develop 

fully (Sherron, 1991:67). Mwamwenda (\989:95) slates that the poor academic 

achievement of most black children is attributable to a poor home environment. 
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2.2.3 Ullderachievement 

Whitmore (1988:168) and TIale (1991:16) define underachievement in terms of an 

individuals' penormance which are below the expected level of achievement. In other 

words underachievement is a significant discrepancy between a students' expected and 

actual penormance levels. 

Most studies define underachievers by the large gap between the underachievers' 

school penormance and potential (Butler-Por, 1987:6). However, since it is not 

possible to assess potential accurately, investigators usually define potential on thc 

basis of I.Q. scores while achievement is assessed on the basis of teacher grades or 

achievement test scores (Butler-Par, 1987:6). 

2.3 Causes or underachievement 

Causes of underachievement can be classified in three main categories namcly 

biological deficiencies, socio-cultural deprivation and psychological disturbances 

(Engelbrecht et al., 1985:65). 

2.3. I Biological deficiencies 

In this category frequent illnesses, poor health, undernourishment and chronic ailments 

resulting in regular absence from school and a lack of energy to penorm at an expected 
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level may cause underachievement (Wolff, 1983: 145). Sensory deficiencies not 

attended to such as visual and hearing defects affect concentration and reading ability 

thus causing underachievement (Engelbrecht t!l!!.., 1985:62). 

2.3.2 Soda-cul/llral depril'lllions 

Common filctors in this category are parents showing no interest in their child's 

schoolwork (Engelbrecht et aI., 1985:64). If parents are indifferent to their children's 

schoolwork, their children will not experience the joy of learning. If parents show no 

inter~st in their children's academic progress, the children will have no real incentive to 

work hard and function according to their capabilities. Also the socio-economic status 

of the family defined by Monteith (1979:119) as the grouping of people according to 

the income and the ways whereby such income is earned, may contribute to 

underachievement. Children from lower socio-economic status families will 

deteriorate cognitively because of inferiority, hunger and poverty (Steelman & Mercy, 

1983:159). 

2.3.3 Psychological distllrballces 

Psychological di,(urbances include feelings of inferiority and lack of confidence (Tlale, 

1991.18) Wilh some children the possibility of failure is perceived as so great a threat 

that they are prevented ITom attempting to cope with learning experiences even though 

these are within their capabilities (Tlale, 1991:18). This inability to reconcile 

conflicting des!,,,, and fears usually leads to underachievement (Tlale, 1991:18). 
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2.4 Characteristics or underachievers 

The traits or characteristics of underachievers have been reported in many studies, 

although not one pupil would be expected to have all or even more than a few traits 

mentioned in this study. 

A finding repeated in most studies is the low self-concept of underachievers (Clark, 

1988:471). They are negative in their evaluations of themselves. Their feelings of 

inferiority may be demonstrated by distrust, indifference, lack of concern, and even 

hostility towards others and they believe no one likes them (Clark, 1988:471). 

Underachievers have weak motivation for academic achievement (Clark, 1988:471). 

They forget homework, misplace books, daydream and they don't listen attentively 

(Rimm, 1988:2). They also tend to have poor study habits, do less homework, 

frequently nap when trying to study and leave of their work incomplete (Clark, 

1988:471). 

Because of a feeling of helplessness, underachievers take no responsibility for their 

actions, they externalize conOict and problems (Clark, 1988:4 71) As a result of a lack 

of confidence, underachievers may covertly manipulate parents or teachers to give 

them less challenging assignments (Rimm, 1988:3). 

Parents and teachers can help cure underachievement if they learn to identifY causes of 

underachievement (Rimm, 1988:3). 
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Duminy (1980:163) says that if the underachiever is not identified early and special 

attention paid to his problem, he will be caught up in a vicious circle of failure and 

frustration. To fail implies personal inefficiency and no one develops steadily in 

confidence while remaining in a situation where he fails. Underachievers are thus 

children in need of help to achieve according to their potential, hence the purpose of 

this study to identifY home variables leading to underachievement, in order to help 

children out of this tragic situation. 

2.5 Family tYI}es and children's academic achievement 

2.5.1 Defillitio/l and struclure of the family 

The family is the group of persons consisting of the parents and their children, whether 

actually living together or not, and in a wider sense, the unity formed by those who are 

connected by blood or affinity (Simpson & Weiner, 1989:707; Dalta, 1987:63). 

The structure of the family varies from society to society. The smallest family unit is 

known as the nuclear family (Harlambos, 1985:326). The nuclear family consists of a 

husband and wife living together in a household with their own or adopted children 

(Giddens, 1989385). Units larger than the nuclear family are usually kllown as 

extended families. The extended family, unlike the nuclear family, may cover the. 

parents of the couple and their children, the brothers and sisters of the couple and the 

grand and great grandchildren of the couple, living in the same household (Ezewu, 

1'18340) 
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The extended family may also include many parents' substitutes, such as aunts, uncle! 

and grandparents to mention but a few, All these people to some degree play E 

parental role (Ezewu. 1983:40). so when discussing the parental influence of ar 

extended family the influence of other adults in the extended family are not excluded. 

2.5.2 1he role of Ihe family in preparing Ihe child for school 

The family is the basic institution through which children learn who they are, where 

they tit into society. and what kind of future they are likely to experience (Clark, 

19IB:IX), The family plays an important role in making the child ready for school. 

The attitude and values the child holds when he enters school for the first lime have 

mostly been acquired in the family situation. A child who is exposed to activities such 

as dressing himself, tying shoelaces before attending school will find it easy to handle a 

pencil, crayons and a pair of scissors when he starts school (Engelbrecht ~L 

198520). 

A school beginner who comes from a home which has laught him to control his 

emotions as well as his impulses. will find it easy to adjust at school (Farmnt, 

1988:87), 

Engelbrecht WM. 1985:20) further state that a child who comes from a family which 

has taught him to share, to consider the feelings of others, will find it easy to adjust to 

other children and teachers. A child who is socially ready for school will be co-
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operative in working with other children and share the teacher's attention (Engelbrecht 

et aI" 198520). 

As a result of family influences, some children come to school eager to learn while 

others are much less eager or actually resistant to learn (Duminy, Dreyer, Steyn, Behr 

& Vos, 1991:38). A family which inculcates love, security, respect and authority 

paves the way for better adjustment of children at school. A child who comes from a 

family which inculcates love and respect feels secure and when confronted with a 

problem at school will readily approach a teacher for help (Duminy et al., 1991 :98). 

On the other hand, some children may find the transition from home to school very 

difficult, often very traumatic because of parents who do not treat their children with 

love and respect (FaITant, 1988:87). Children from families which do not shower them 
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2.5.3 Family types and (heir influence on academic achie"emen( 

Family types have a marked effect on children's learning at school. The family types to 

be focused on are the single-parent family, the broken family, step-parents, nuclear 

family and the type offamily which has both parents working. 

2.5.3.1 Single-parent family 

Single-parent family refers to a family with one parent either mother-only or father­

only (Marsh, 1990:329). 

Children from single-parent families are characterized by lower school achievement 

than children from two-parent families (Marsh, 1990:328), as the usually lower income 

of single-parent families may have a negative effect on the academic achievement of a 

child (Lawson, Gaushell & Karst, 1993:288). With a single-parent family, especially a 

mother-only family, she may not find it easy to be the breadwinner, the figure of 

authority and a mother at the same time. 

2.5.3.2 The broken family 

The broken family is the type of family in which one of the parents is absent due to 

death, divorce, desertion or separation, (Barton, 1988: 18). Massive rural urba~ 

migration has resulted in a higher incidence of the broken family among blacks, 

especially in urban areas (Datta, 1984:174), as a result of the long absences of the 

father from home. 
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Divorce, which is the greatest area of social concern, has serious effects on children 

(Bell, 1983:532). Most divorced women experience downward economic mobility 

because of economic discrimination, less secure jobs and infrequent or non-existent 

support payments (Bell, 1983:537). For children to be given proper food, proper 

clothing and whatever is needed at school in the form of books, a divorcee, if she 

doesn't have a good income, may find it difficult to provide adequately tor children. A 

hungry and not adequately clothed child will find it difficult to give full attention to his 

schoolwork (Bell, 1983:537). 

As a result of the parents' divorce, the child may also be caught in the middle of 

parental conflict and suffer a strong conflict of loyalty and emotional commitment 

(Bell, 1983: 3 54). This may be particularly true if one of the divorced parents criticizes 

the other (Bell, 1983:533). 

If the marriage is broken, adequate social provision for the security and identity of the 

child may not be provided (Morgan, 1985:29). The most commonly cited behaviours 

and concerns of a child from a broken family at school include guilt, anxiety, fantasies 

and social problems with peers (M organ, 1985:29). Social pressures also arise because 

the child may be embarrassed over the divorce, especially if it means the mother must 

take the child to an activity normally meant for father and son (Morgan, 1985:29). 

Other stresses occur when comparisons are made with children from intact familil's 

(Morgan, 1985:29). 

16 

Divorce, which is the greatest area of social concern, has serious effects on children 

(Bell, 1983:532). Most divorced women experience downward economic mobility 

because of economic discrimination, less secure jobs and infrequent or non-existent 

support payments (Bell, 1983:537). For children to be given proper food, proper 

clothing and whatever is needed at school in the form of books, a divorcee, if she 

doesn't have a good income, may find it difficult to provide adequately for children. A 

hungry and not adequately clothed child wiU find it difficult to give fuU attention to his 

schoolwork (Bell, 1983:537). 

As a result of the parents' divorce, the child may also be caught in the middle of 

parental conflict and suffer a strong conflict of loyalty and emotional commitment 

(Bell, 1983354). This may be particularly true if one of the divorced parents criticizes 

the other (Bell, 1983 :533). 

I f the marriage is broken, adequate social provision for the security and identity of the 

child may not be provided (Morgan, 1985:29). The most commonly cited behaviours 

and concerns of a child from a broken family at school include guilt, anxiety, fantasies 

and social problems with peers (Morgan, 1985 :29). Social pressures also arise because 

the child may be embarrassed over the divorce, especiaUy if it means the mother must 

take the child to an activity normally meant for father and son (Morgan, 1985:29). 

Other stresses occur when comparisons are made with children from intact families 

(Morgan, 1985:29) 

16 

Divorce, which is the greatest area of social concern, has serious effects on children 

(Bell, 1983:532). Most divorced women experience downward economic mobility 

because of economic discrimination, less secure jobs and infrequent or non-existent 

support payments (Bell, 1983:537). For children to be given proper food, proper 

clothing and whatever is needed at school in the form of books, a divorcee, if she 

doesn't have a good income, may find it difficult to provide adequately for children. A 

hungry and not adequately clothed child wiU find it difficult to give fuU attention to his 

schoolwork (Bell, 1983:537). 

As a result of the parents' divorce, the child may also be caught in the middle of 

parental conflict and suffer a strong conflict of loyalty and emotional commitment 

(Bell, 1983354). This may be particularly true if one of the divorced parents criticizes 

the other (Bell, 1983 :533). 

I f the marriage is broken, adequate social provision for the security and identity of the 

child may not be provided (Morgan, 1985:29). The most commonly cited behaviours 

and concerns of a child from a broken family at school include guilt, anxiety, fantasies 

and social problems with peers (Morgan, 1985 :29). Social pressures also arise because 

the child may be embarrassed over the divorce, especiaUy if it means the mother must 

take the child to an activity normally meant for father and son (Morgan, 1985:29). 

Other stresses occur when comparisons are made with children from intact families 

(Morgan, 1985:29) 

16 

Divorce, which is the greatest area of social concern, has serious effects on children 

(Bell, 1983:532). Most divorced women experience downward economic mobility 

because of economic discrimination, less secure jobs and infrequent or non-existent 

support payments (Bell, 1983:537). For children to be given proper food, proper 

clothing and whatever is needed at school in the form of books, a divorcee, if she 

doesn't have a good income, may find it difficult to provide adequately for children. A 

hungry and not adequately clothed child wiU find it difficult to give fuU attention to his 

schoolwork (Bell, 1983:537). 

As a result of the parents' divorce, the child may also be caught in the middle of 

parental conflict and suffer a strong conflict of loyalty and emotional commitment 

(Bell, 1983354). This may be particularly true if one of the divorced parents criticizes 

the other (Bell, 1983 :533). 

I f the marriage is broken, adequate social provision for the security and identity of the 

child may not be provided (Morgan, 1985:29). The most commonly cited behaviours 

and concerns of a child from a broken family at school include guilt, anxiety, fantasies 

and social problems with peers (Morgan, 1985 :29). Social pressures also arise because 

the child may be embarrassed over the divorce, especiaUy if it means the mother must 

take the child to an activity normally meant for father and son (Morgan, 1985:29). 

Other stresses occur when comparisons are made with children from intact families 

(Morgan, 1985:29) 



17 

Other divorce reactions seen in children include grief, shame, resentment, phobias, 

anorexia and sleeping problems all accompanied by difficulties with academic school 

work (Morgan, 1985:29). In more than half of the children of divorced parents, 

teachers note a negative response of behaviour in school (Morgan, 1985.29). 

In terms of low academic achievement, it is thought that the child's education becomes 

a low priority of the family in the midst of a divorce, with the result that the child 

receives little attention and recognition for academic achievement (Clark, 1983:175). 

It may also be that the intense emotional upheaval experienced by the child inhibits his 

or her ability to attend well at school (Jubber, 1990:8). 

Sometimes parents do not divorce legally but separate due to differences between 

them. The mother or father leaves the home to live elsewhere, but visits the family 

whenever she or he wishes. 

To children separation results in an unsettled life-style. The child may wish both 

parents were permanent household members, or the child may feel that the parent who 

has left the family should have no say in the matters of the family (Clark, 1983: 171). 

In these circumstances, the child may grudgingly see the parent who has left home as 

an intruder. Family cohesiveness is at these times difficult to maintain (Clark, 

1983:171). For the parents, effective educational encouragement of the child is almost 

impossible, since the child has little respect for the parents' life-style (Clark, 1983: 171). 

The death of a parent in a family may result in a child's fear of being abandoned by the 

remaining parent (Morgan, 1985:48). If the child attends school but internalizes fears 
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of abandonment, then total preoccupation with the possible loss of the remaining 

parent can result in reduced motivation and loss of interest in school activities 

(Morgan, 198548). Defense mechanisms such as withdrawal or daydreaming may be 

utilized as a method of protection from inner anxieties and insecurities (Morgan, 

198548) 

2.5.3.3 Step-parents 

When the single parent remarries, the family undergoes drastic change. Step-parents 

are very often said to do more harm to their stepchildren than help them to become 

good adult members of the society (Ezewu, 1983:80), because they may not 

adequately dedicate themselves to the child. 

The children of a step-parent or parents acquire a sense of insecurity and they also 

often feel a loss of autonomy (Bell, 1983:563). A child who acquires an ill-treating 

step-parent will be emotionally disturbed, and an emotionally disturbed child will find it 

difficult to concentrate and learn effectively at school (Bell, 1983:563). 

Children who feel that they are unloved or unacceptable by a step-parent may transfer 

some of these feelings to interpersonal relationships with peers as well as adults such 

as teachers (Morgan, 1985:151). Such children begin to doubt their self-worth, and 

this combination of a breakdown in self-esteem and a fear of further rejection becomes 

extremely anxiety-producing with detrimental results to academic achievement 

(Morgan, 1985:51). 
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However, children who are able to overcome their immediate reactions of fear, 

unacceptability and worry, are able to become content with their step-parents, and they 

eventually return to their prior level of academic performance (Morgan, 1985 :51 ). 

2.5.3.4 The nuclear family 

It is a commonly held view that a secure home environment with two parents is needed 

for the satisfactory normal development of children, and that where family relations are 

disrupted, emotional and educational development may suffer (Barton, 1988:2) 

Furthermore, the presence of two parents in the home allows for an expanded arena of 

learning (Barton, 1988:2). The child learns through observing the communication of 

the two adults. Through the communication of the two adults, the child learns sharing, 

compromise, mutual respect, support in decision-making, especially when the 

relationship between the two adults is that of mutual respect (Barton, 1988:2). 

When a child from a nuclear family with a cordial relationship goes to school, he will 

know that when he is faced with a problem he must approach another person for help 

as a result of the home practice of mutual support during difficult times (Barton, 

1988:1 I). This lcind of relationship helps the child to share his learning problems wiih 

his or her school mates or with other teachers. In this way learning becomes easier 

because of support and assistance (Barton 1988: I1 ). 
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know that when he is faced with a problem he must approach another person for help 

as a result of the home practice of mutual support during difficult times (Barton, 

1988:1 I). This lcind of relationship helps the child to share his learning problems wiih 

his or her school mates or with other teachers. In this way learning becomes easier 

because of support and assistance (Barton 1988: I1 ). 
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2.5.3.5 Both parents working 

When a child goes home and finds not even one of his parents there, he has no 

supervision, and there is no one to see that he does his homework or to help him with 

it (Engelbrecht ct a!., 1985: 134). 

When the parents eventually reach home in the evening they are tired, and the domestic 

chores which have not been done during the day also claim their attention. The result 

is that there is very little time left to give real and genuine attention to the children and 

their school work (Engelbrecht S<UJ., 1985: 134). The lack of parental assistance at 

home concerning schoolwork may result in underachievement at school (Engelbrecht 

tl1!!., 1985: 134). 

2.5.4 Family re/alions and academic achievemelll 

The way parents and other members relate to children is revealed in the classroom 

(Engelbrecht !<t.!!.!, 1985:133). Tlale (1991:18) states that poor relations between 

parents and children will result in emotional instability which is not conducive to 

eflcctive learning. Family relations to be discussed in this paragraph are rejecting 

parents, parental expectations, parental indifference and neglect, and casual parents. 
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2.5.4.1 Rejecting parents 

Rejection of the child by the parents can have a serious effect on his school 

performance. According to Engelbrecht et al. (1985:55) the rejected child reveals 

characteristics of lack of concentration, hostility towards the school and especially the 

teacher and carelessness as regards his school work. Indeed, if a child lacks 

concentration and shows hostility towards the teacher, his academic achievement will 

be adversely alrected. (Engelbrecht et al. (1985:55). 

2.5.4.2 Parental expectations 

Parental academic attainments, as well as parental occupation and knowledge of the 

relationship between formal education and life prospects are all factors, which in 

conjunction with actual demonstrated abilities and performance of the child, help to 

shape expectations which parents might have for the child as regards school 

performance (Jubber, 1988:8). When parents' expectations are unrealistically high, the 

children may become discouraged when they fail to reach the very high goals set by 

parents, and this may result in the child underachieving at school (Tlale, 1991 :18). A 

child who is pressurised to achieve goals he feels are beyond him may resist the 

pressure by not exerting himself at school (Tlale, 1991: 18). 
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2.5.4.3 Parental indifference and neglect 

I f parents are indifferent to their children's work, their children will not experience the 

joy of learning (Tlale, 1991: 18). Children who never receive enthusiastic 

reinforcement from their parents when it is needed, will usually be discouraged from 

persisting in doing well (Engelbrecht et al., 1985:36) If parents show no interest in 

their children's academic progress, the children will have no real incentive to work hard 

and function according to their capabilities (Butler-Por, 1987: 17). 

2.5.4.4 Casual parents 

Casual parents generally do not have a consistent method of dealing with their children 

(Duminy et al., 1991:100). Casual parents leave their children very much to 

themselves to solve their problems. Fourie, Griessel and Vorster (1991:100) state that 

selfishness, love of comfort, carelessness and unwillingness to associate responsibly 

with children are often the causes of an uncaring attitude. Norms and values are not 

transmitted selectively to the child who is left alone to make a choice between right 

and wrong (Fourie !<!M, 1991 :100). 

Children from casual homes tend to be inactive, withdrawn, in need of consistent 

guidance and are dependent on the teachers' guidance (Durniny U., 1991:100). In 

the teaching learning situation, a child who is dependent upon special attention and. 

guidance of the teacher will find it difficult to work on his own if a teacher is unable to 

attend to him because of, for example, overpopUlation or children in the classroom 

(Durniny ct al., 1991: 100). 
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Poor family relations have a detrimental effect on children's academic performance. 

Duminy et 01..(1991,99) state that children whose parents express love, exercise 

patience with them and take interest in them, are able 10 deal fairly easily wilh learning 

al school. 

2.6 The inOuence of the soc:io-ec:onomic: slatus of .he family on the children's 

academic: achievement 

The socio-economic status of a family is defined by Wolff (1983;44) in terms of the 

occupation of the head of the household, income, residential area and the education of 

the parents. In support of Wolff's view, Ezewu (1983:23) also explains socio­

economic status as the social and economic position of an individual or family in any 

given society, determined by such factors as the level of education, occupation and 

income. 

Ma~oribanks (1982b:655) has indicated that socio-economic status contributes to the 

variation in academic achievement, and also that social class is a factor on which 

parental motivations and attitudes towards academic success are dependent. 

There are various variables emanating from low and high socio-economic status which 

have a bearing on academic achievement. The following are variables from a bw 

socio-economic status which contribute to poor performance at school. 
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2.6.1 Poverty 

One way in which the sodo-economic status of the family can impinge on the 

educability of the child is through the enviromnent with which he is associated (Datta, 

1983: 165). Life conditions of people who are generally poor, exposed to long hours 

of heavy physical work, giving rise to severe fatigue are marked by a pattern of 

disadvantages such as arriving home too tired to give assistance to children in school 

work, resulting in poor performance at school (DattB, 1983: 165). 

Most black children come from poverty stricken families, and poor health is one of the 

primary variables affecting the achievement of children from impoverished 

environments (Havighurst & Levine, 1979:177). Scholtz (as quoted by Chawinsky, 

1988: 54) has found that the less healthy the student, the lower his or her level of 

academic achievement. Children from low-income families also depend on school­

related opportunities to develop literacy skills, particularly when home supports are 

weak or ineffectual because parents from low-income families do not engage 

themselves with the learning activities of their children (Sherron, 1991;69) 

I'arents of poor children also have had less positive experiences with schools than the 

parents of advantaged children. Many poor parents failed to complete high school 

themselves, and only remember school as a difficult and trying experience (Osland, 

1990256) 
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2.6.2 Malnutrilion 

Another aspect of a low-socio-economic status which is related to school performance 

is malnutrition (Havighurst & Levine, 1979:77). Malnourished children are most 

frequently from impoverished homes (Havighurst & Levinc, 1(7977). Severe early 

malnutrition does have an effect on the development of the brain (Havighurst & 

Levine, 1979: 177). Children suffering from malnutrition arc found to be irritable and 

inattentive at school, a condition which contributes to poor school performance 

(Havighurst & Levine 1979: 177). 

2.6.3 Diseases 

Although the common diseases of childhood now respond very readily 10 medical 

treatment and are usually resolved without permanent complications, each such event 

in the life of the child is associated with anxiety, with restriction of activities, and often 

with pain and admission to hospital (Wolff, 1983:145) 

Diseases like diarrhoea and respiratory infections often bring children from large, 

poorly-housed families into hospitals (Wolff, 1983: 146). The illness must be very 

severe indeed before a child from a high socio-economic status is parted from his 

family on this account (Wolff, 1983: 146). 

Children whose schooling is interrupted by long absence from school due to illness, 

may perform poorly academically. 
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severe indeed before a child from a high socio-economic status is parted from his 

family on this account (Wolff, 1983: 146). 

Children whose schooling is interrupted by long absence from school due to illness, 

may perform poorly academically. 
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2.6 . .J Fillancial problems 

Financial problems in a family are also linked to poor academic achievement 

(Mortimore & Blackstone, 1982:28). As a result of low income, parents may have less 

money to spend on books, school unifonn and educational excursions (Mortimore & 

BlacKstone, 1982:28). Parents who fail to meet school requirements may demotivate a 

child to the extent that he may find it difficult to perfonn well at school 

There may also be pressure on older children to take evening or weekend jobs to earn 

extra money, which means they will have less time and energy for their studies, either 

at home or at school (Morlimore & Blackstone, 1982:28). 

2.6.5 SoCio-ecollomic slalus and the quality of lhe school 

Socio-economic status is generally strongly associated with the quality of the area in 

which families live and the access they have to the areas' schools and schools of the 

parents choice (Jubber, 1990:3). As a rule the higher a fiunily's socio-economic status, 

the better the residential location, and the greater its access to a good school (Jubber, 

19903). 

Ezewu (1983:25) states that research results have shown that the prestigious schools. 

in many countries arc usually attended by children from high socio-economic families, 

because these highly placed schools also attract the best qualified teachers Such 

differences stemming from sodo-economic status suggest that the socio-economic 
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status could have a strong impact on educational opportunities and also on school 

achievement for a child who is exposed to a well trained qualified teacher as compared 

to one exposed to an unqualified teacher. 

2.6.6 Ellcollragemenllo achieve in school 

In his investigation of parental reaction to poor perfonnance at school, Ezewu 

(1983:26) found that high sodo-economic status families tend 10 show more concern 

over their children's poor performance at school than parents from low socio-economic 

status. Most parents from high socio-economic status either teach their children those 

subjects in which the children perform poorly, or they appoint part-time teachers for 

them (Ezewu, 1983:26). 

It must be noted that even if low socio-economic status families are wonied over their 

children's poor performance, they are not always able to give academic assistance to 

their children. In the first instance, the parents themselves have had little education 

and so they may both be able to help their children. Secondly, such families belong to 

the low income group and so they may not be able to afford the appointment of part­

time teachers. Thus high socio-economic status families are in the position to give 

more parental help and better motivation to their children than those of low socio­

economic status (Ezewu, 1983 :26). 
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2.6.7 Academic achievement and the educational levels of parents 

Another variable which influences the achievement of pupils is the educational level of 

the parents (Matseke, 1981: 147). For most children, it is their mother who has the 

most important influence on their intellectual development in early school years, 

because it is generally the mother who interacts most intensely and most frequently 

with the young child and from whom its first language is learnt (Iubber, 1990:5). It 

follows therefore that mothers who have the appropriate cognition-enhancing 

attitudes, approaches, knowledge and experience of formal school will be in a better 

position to help children with for example reading, listening and writing skills (Iubber, 

1990: 5) The experience and the support the child gets from a mother who attended 

school make him better prepared for school than a child raised by a mother who cannot 

even read and write (Clark, 1983:193). 

The relationship between the father's level of education and the child's school 

performance is much weaker and not statistically significant (Iubber, 1990:6). Poston 

and Falbo (1990:449), on the other hand, state that there is no difference between the 

educated mother's influence on a child's intellectual development and that of the 

educated lather. 

According to Pilot and Falbo (1987:310), as is the case with mothers, better educated 

fathers interact with their children in ways conducive to intellectual development, for 

example, better-educated fathers are more likely to provide stimulating toys and to 

encourage their children to explore their environment than less-educated fathers. 
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From the above discussion, it can be seen that the low socio-economic status of a 

family has been acknowledged to affect academic achievement negatively. 

2.7 The influence of parental attitudes and aspirations on children's academic 

achievement 

Educationists regard parental attitudes as playing a very vital role on the academic 

achievement of children (Mortimore & Blackstone, 1982:48). Engelbrecht and Lubbe 

(1981 :6), state that in the child's home circumstances, the one factor which contributes 

most to his progress at school is the attitude of parents towards, and their interest in, 

his day-to-day educational work. 

Parental expectations are highly correlated with school performance (Jubber, 1980:8). 

Whether a young person values education, and the knowledge and skill that it offers, 

will depend largely on the point of view of his parents (Mortimore & Blackstone, 

1983:40). 

Parents who regard what is done at school as valuable, will encourage their children to 

work hard in order to do well at school. Those who do not appreciate and value what 

is done at school will not encourage their children to work hard. This lack of 

encouragement from parents will have an adverse influence on the children's academic 

achievement. The discouraged child who feels he cannot do well, develops inferiority 

feelings and lack of security which are a stumbling block towards academic 

achievement (Mortimore & Blackstone, 1983:49). 
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2.8 The influence of child-rearing on academic achievement 

Different patterns of child-rearing have been found to be associated with academic 

achievement of children (Wolff, 1989: 173). Child-rearing patterns to be discussed are 

democratic. authoritarian and permissive ones, 

2.8, J J >elllOcmti<: child rearillg 

Democratic child-rearing refers to the type of upbringing which encourages the child to 

make responsible choices independently (Gravett, 1988:26). Child-rearing patterns 

assessed as democratic are most commonly found in educated parents (Wolff, 

1983: 173) 

Children raised by parents who exercise democratic child-rearing have a sense of 

autonomy (Engelbrecht ~l!L 1985:158). This autonomy is cultivated by frequent 

explanations, relaxed parental control, and democratic decision-making. 

2.8.2 Authoritariall child-rearing 

Authoritarian child-rearing is a mode in which the parent exercises very strong control 

over the child's behaviour, demanding strict obedience rather than willing co-operation 

(Farrant, 1988:75). In the families of some under-achieving pupils, authoritaria~ 

parents give little warmth or affection, and are more restrictive, aggressive and severe 

in their punishment (Tlale, 1991: 17). Dornbusch, Carlsmith, Bushwall, Ritter, 

Liedcnnan, lIarstorf and Gross (1985:327) contend that this authoritarian type of 
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parenling, has been associated with low self-esteem, contributing to poor performancl 

of the child at schooL Many pupils, contend (Engelbrecht et al. (1985:144), do no 

perform well at school, not because of low intelligence, but because they considel 

themselves unable to do academic work resulting in underachievement 

VU I'ermi.';.~ive child-rearing 

Pernlissive parenting allows children to make their own decisions as much as possible, 

with few demands for control or for maturity (Dornbusch et al., 1985:327). 

Permissive parents are likely to have children who are lacking in social responsibility 

and independence (Oornbusch ~., 1985:327). In such family situations, where 

children do what they like, there is no incentive to work, and at school children may 

underachieve (TIale, 1991:16). 

From the above discussion, it is clear that parenting styles in child rearing have an 

effect on academic achievement. A child who feels unloved and insecure may not 

venture to explore the unknown at school which may lead to poor performance 

2.9 The inOuence of sibsize on academic achievement 

Research on home environment and cognitive development has been concerned v;ith 

such variables as size of the family, number of siblings, and order of birth within the 

family (Havighurst & Levine, 1979:174). Walberg and Marjoribanks (1976:528) 

explain sibsize as the number of children in the family. 
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It is assumed that the intellectual growth of every member of a family is dependent on 

that of all other members, and that the rate of growth depends on the family's 

configuration (Marjoribanks, 1976:195), Cognitive ability decreases with family size 

because the larger the sibship the poorer the intellectual environment (Marjoribanks, 

1976: 195), and the lower the child's abilities (Walberg & Marjoribanks, 1976:532), 

Marjoribanks and Walberg (1976:532) argue that, since children share adult resources 

of intellectual stimulation in the family. the mathematical relationship between sibsize 

and parental stimulation is not linear but is of a hyperbolic form involving the term 

·One divided by the number of children in the family", That is, the amount of parental 

attention received by each child decreases as the number of children in the family 

increases (Walberg & Marjoribanks, 1976:532). With each additional child the 

successive decrements in shared attention becomes smaller (Walberg & Marjoribanks, 

1976532), 

Jubber (19908) also argues that increasing fumily size impacts progressively negatively 

on school performance. This is partly due to the reduction that such increases imply in 

the allcntioll that children receive from their parents and the reduction in living 

standards, living space, learning resources and privacy that is generally associated with 

increasing family size (lubber, 1990:8). 

Walberg and Marjoribanks (1976:532) further arh'lle that the amount of parental 

attention received by each child decreases as the number of children in tbe family 
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increases in such a way that with each additional child the successive decrements ir 

shared attention becomes smaller, 

On the other hand, Datta (1983: 174) states that the argument put forward that in f 

larger family a child gets less maternal care, is of doubtful validity in African societies 

Datta (1983:174) says the implicit assumptions of this approach are Ihat it is only the 

biological mother who can talce care of the child and that multiple mothering is a kinc 

of maternal deprivation. Multiple mothering is the practice of the child given materna 

care by several women including the mother (Datta, 1983: 174). 

In African societies the routine tasks of the mother such as feeding, caring, dressint: 

the baby, are often performed by her sisters, sisters-in-law or older daughters (Datta 

1983: 174). This is considered normal in the extended family and is not regarded as f 

furm of maternal deprivation fur the child (Datta, 1983: 176). Thus a large family neec 

not necessarily mean a reduction in maternal care - it may on the contrary be arguec 

that in a larger family the child is likely to receive more adult company and guidanct 

which may help his speech development because of verbal stimulation from othel 

members of the extended family (DattB., 1983: 174). 

2.10 Tbe inOuence ofbirtb order on academic achievement 

Havighurst and Levine (1979: 175) report that the brightest children are generally thosl 

born early in the family (thus often first-borns), perhaps because they have a good dea 

of undivided adult attention in their early years. Walberg and MRfjoribanks (1976:532 
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also state that first-borns may tend to be brighter, either because some of them are 

single children and receive all the available parental attention, or because they receive 

100 percent of the parental stimulation until the second child is born, whereas later 

born children usually have to share parental attention. 

When one baby is born alter another in rapid succession, the toddler is forced to be 

independent and socially competent earlier than if he remained the youngest child in 

the home lor a long period (Wollf, 1983:149). Hendricks (1980:114) explains 

competence as effectiveness in dealing with the environment. Hendricks (1980: 114) 

further contends that this competence contributes to the child feeling masterful and 

thus independent in performing school work. Thus competence and independence are 

worth enhancing fbr good school performance. 

Wolff ( 1983: 148) also states that children from large families, especially latecomers, 

are doubly at risk: they are poorly socialized and they miss out on language learning. 

Most or the time they are at play with other children outside and intimate 

conversations with adults under quiet conditions are rare (Wollf, 1983:148). The lack 

of frequent conversation between parents and children may result in a child going to 

school with a restricted vocabulary which may have a negative effect on his school 

performance. 

Though there is cause for suspecting that sibsize and birth order are related 10 school 

perf(Jrmance, at this point in time it is not entirely clear how these variables contribute 

to school achievement other than that these variables appear to be connected with 

school achievement (1lavighurst & Levine, 1979: 178). 
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2.11 CondusioD 

The foregoing discussion has indicated that home variables have an influence on 

children's academic achievement. Different families create environments that influence 

children's intellectual growth and educational motivation in different ways. 

Since social class tends to provide differing home environment, it is thus not only the 

teacher's duty, but also his privilege to know and understand the child's home 

background in order to be able to help the child perform well by using appropriate 

styles and strategies in teaching. 
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CHAPTER 3 

3 OTIIER VARIABLES WIIICD INFLUENCE ACADEMIC 
ACHIEVEMENT 

3.1 Introduction 

Underachievement is an acquired form of behaviour which results from a variety of 

variables (Tlale, 1991: 16). Though there are many variables contributing to 

underachievement, the majority of studies have focused on personality, social and 

family factors (Bow, 1988:18) In this chapter, variables other than the family, which 

influence academic achievement, are discussed. Variables relating to the school, 

learning strategies, attributions and self-efficacy are discussed. 

3.2 School-related variables 

For many children, school provides thrills, pleasure and a sense of achievement and 

belonging, compensating in some cases, for stress and disadvantages in the home and 

neighbourhood (Wolff. 1983: 156). For others school itselfis stressful, for, whenever 

school work fails to challenge children's capabilities or capture children's interests, the 

likely outcome is dislike for what is being taught and lack of interest in school 

(Richards, Gaver & Golicz, 1984:273). This lack of interest in school may partly be 

responsible for underachievement (Whitmore, 1980: 165). 

The failure of und.:rachievers to realize their intellectual potential represents a tragic. 

loss to society and the world in its need for leadership, innovation and competence 

(Whit more, 1980: 165). There is thus a need to alleviate the problem of 

underachievement. 
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The following are some of the school-related variables responsible for 

underachievement: Teacher-pupil relationships, discipline, unrewarding curricula, 

subject matter, teaching methods and competition. 

3.2.1 

For a pupil to perform well at school, he must relate well with the teacher as the co­

operation between the teacher and the pupil results in good performance (Matseke, 

1981:121). 

A teaching-learning situation is one of involvement and interpersonal relationship 

(Matseke, 1981 :123). The teacher is the main person to promote a sound relationship 

between himself and the learner (Engelbrecht et aI., 1985: 128). Unfortunately this is 

not always the case in schools (Matseke, 1981 :123). 

Where the teacher controls his class with a whip and by handing out smacks, there will 

be a hostile atmosphere in the classroom (Engelbrecht e..u1, 1985:128). Pupils, as a 

result of the teacher's highhandedness, may be openly rebellious, refusing to do 

schoolwork, criticizing assignments and disrupting the order in the classroom by 

refusing to take punishment (Engelbrecht et al., 1985: 128). 

When the relationship between the teacher and the pupil is not sound, leading to 

rebellion on the part of the pupil, low or inconsistent achievement is inevitably part of 

the act (Matseke, 1981: 123). 
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Some teachers become angry with the child when he asks questions (Matseke, 

1981 :24). In such cases, pupils are not free to communicate with the teacher. They 

are even afraid to ask questions where they do not understand, nor are they 

encouraged to do so by the teacher (Matseke, 1981: 124). 

Lack of respect lor women teachers by older boys, who still regard women as inferior, 

is another problem that teachers have to contend with in black schools (Matseke. 

1981.124) This lack of respect of teachers may adversely affect learning because 

pupils may not be keen to do the work given to them by women teachers because of 

lack ofrespect (Matseke, 1981:124). 

For pupils to perform well in a teaChing-learning situation, it is important that a 

relationship of mutual tnlst, respect and understanding should prevail between the 

teacher and the pupil (Butler-Por, 1987:25) so that he can be brave enough to ask 

questions in class. The underachieving child is sensitive to resentment and lack of trust 

by the teacher and other pupils (Whitmore, 1980:192). 

3.2.2 Disciplilll! 

The achievement of pupils at school does not only depend on their ability and on the 

attitude of teachers but to some degree on the discipline of the school (Matseke, 

1981: 148) 

I.ack of discipline leads to a restless school atmosphere (Engelbrecht et al., 1985: 132) .. 

Teachers and pupils walk around during lesson time, and in the classroom children 

make noise (Wolff, 1983: 188). This restless atmosphere leads to lack of 

concentration, which may have an influence on pupils achievement at school (Wolff, 
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1983: 188). A restful and calm atmosphere is required in the classroom so that pupils 

can attend to their work without interruption (Wolff, 1983: 189). 

The way students are disciplined also has an influence on achievement. Disciplining 

students by keeping them in for recess to complete school assignmcnts is not 

appropriate for underachievers (Rimm, 1983:233). They may aClually prefer the time 

alone with their teacher to the peer group recess relalionship which they actually may 

find uncomfortable (Rimm, 1988:232). Thus the threat of a lost recess either may 

serve no appropriate purpose or may even reinforce their non-completion of 

assignments (Rimm. 1988:233). 

Disciplining children by writing names on the board because of unfinished work is also 

inappropriate (Rimm, 1988:233). This exercise highlights children's inadequacies to 

the class and serves only to confinn the children's suspicions that they do not measure 

up to typical student performance (Rimm, 1988:233). For most children, whose names 

may appear only occasionally, it does no harm, and the exercise may serve as a 

reminder to stay on the task (Rimm, 1988:232). Children who perform poorly will see 

their names on the board daily, an exercise which may not motivate them to perform 

better. 

Disciplining children by means of withdrawal of privileges based on incomplete work 

should be used sparingly, for frequent use will only prevent these children from 

participating in the important and rewarding activities. Withdrawal of privileges as a 

means of discipline is only effective if children personally feel that they can do 

something to change their consequences (Rimm, 1988:233). Unfortunately they often 

feel doomed to failure, depressed, sad and helpless (K1ein, 1991:273). 
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3.1.3 The curriculum 

The concept curriculum covers a wide area and is often used rather loosely (Bray l:l; 

aI., 1986:144). When most people refer to the official curriculum, they are thinking 

about syllabus documents and timetables (Bray ~ 1986:144). Broader definitions, 

however, include official statements of goals, the structure of education systems, and 

the content and style of examinations (Bray ruL, 1986:144). 

In this study the discussion of the curriculum is centred on the syllabus. 

Underachievers sometimes experience intense conflict between internal desires for high 

levels of maslery and perfection on advanced, complex, challenging tasks and the 

external demands 10 conform to routine completion of an unchalJenging curriculum 

(Whilmore, 198666). A curriculum which does not cater for interests and abilities of 

students may lead to underachievement (Whitmore, 1980:193). Children are often 

anxious to question, criticize, discuss and learn but unfortunately sometimes the 

regular school curriculum does not normally provide opportunities for this (T1ale, 

1991:18). 

3.1A Suhject muller 

The subject mall er taught at school may lead to boredom and underachievement. 

Causes of such lack of imerest range from lack of purpose 10 lack of understanding. 

(Laurens, 1992: 13). A pupil who finds subject matter confusing is most unlikely 10 

find it interesting (Laurens, 1992:13), and lack of interest in subject matter leads to 

poor performance. 
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Subject matter which is too difficult is an obvious reason for underachievement (Rimm, 

1988:89). If children are expected to learn content for which they are not ready, they 

may feel justifiably defeated and give up (Rimm, 1988:89). Unfortunately, children 

who feel defeated in one skills area easily generalize that underachieving style to other 

subject malier (Rimm, 1988:89). 

Subject matter which, on the other hand, is too easy is another cause of 

underachievement (Rimm, 1988:90). Too easy subject maller can be boring and 

unsatisfying, making escape into stimulating daydreams or social interaction more 

rewarding (Whitmore, 1986:66). 

When a student is confronted with subject matter that promises to be intrinsically 

rewarding because the content and process are related to the student's special interest 

and career goals, the natural response is one of high motivation to participate, leading 

to good performance in the subject maller concerned (Whitmore, 1986:66) 

3.2.5 Teaching methods 

Teaching methods which do not allow the child to exercise the need for autonomy and 

develop initiative can contribute to underachieving behaviour (Butler-Por, 1987:27). 

With children who are socialized into autonomous behaviour and encouraged at home 

to exercise initiative, a restrictive classroom situation, with conventional teaching 

methods can lead to frustration (Butler-Por, 1987:30). Prolonged frustration and 

boredom may drive such children to "opt-out" of the learning situation in school and 

"choose" to become underachievers (Butler-POT, 1987:30). These children may show 
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their frustration in passive resistance to learn, or by becoming aggressive and 

disruptive in class (Tlale, 1991: 17). 

A teacher who understands the complex process of divergent thinking by using a 

variety of teaching methods, attractive and effective teaching aids will instil interest in 

learning (Tlale, 1991: 17). A teacher who allows and caters for individual differences 

in learning. will instil joy in learning, resulting in good school performance (Tlale, 

19117). 

3.2.6 Competition 

Underachievers do not handle competition well. They are poor losers. They get angry 

and quit or they sulk, whine and find excuses and give up (Rimm, 1988:79). They tend 

to see things in a competitive framework but fear failure because they want so 

desperately to win (Rimm, 1988:79). The more frequently they see themselves as 

losers the less they work (Tlale, 1991: 17). 

In a classroom where competition is heavily stressed, pupils who do not have a clear 

sense of their own competence perceive, on a daily basis, that they are not measuring 

up to the standards of excellence expected of the class (Tlalc. 1991: I 8). The pupils 

who more frequently see themselves as losers, in a competitive class are likely to 

dislike students who surpass them, and other competitive class activities (Rimm, 

1991:79). 

Of course there should be competition in the classroom because society is competitive 

(Rimm. 1988:79). Classroom contests and games which vary from subject to subject 

help children to meet competitive situations later in life with courage and a certain 
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degree of emotional stability (Matseke, 198122). Practices which though should he 

avoided are the open announcement of individual grades, public criticism of individual 

children's poor work, exclamations of surprise when a child performs well who usually 

doesn't, Ihe invidious comparison of class papers and children's criticism of each others 

work, especially in the early grades before they are able to handle such criticism 

(Rimm, 1988:80). 

3.2.7 Peer-group influence 

Peer-group refers to a group of people who have an equal social status and are usually 

of similar age (Papenoe, 1986:136). 

The child's need to be accepted as a person leads him to associate with the peer-group 

and 10 do everything in his power to get them to accept him (Vrey, 1990: 170) A 

popular saying among pupils especially in high .school is !II'd rather be dead than out" 

(Engelbrecht et aI., 1985:130). 

Because it is 80 important to children to belong and "fit in", children who are placed in 

classrooms where they are alone in their differentness, without "buddies" or clusters of 

peers with similar abilities, are at risk of learning difficulties and underachievement 

(Whitmore. 1988: 13). An isolated student may cope with the sense of ostracism by 

repressing anger and resentment and working hard to achieve (Whitmore, 1988: 13). 

In such a situation the child often seeks peer acceptance by masking good performance 

to peer behaviour patterns, and purposely underachieving (A1vino, 1991 177). 

If there is an excessive amount of criticism, failure experiences, or competition with 

pressure for grades or being a "winner", children will suffer emotionally and sociall~ 
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(Whitmore, 1980 158), Their perfonnance makes them vulnerable to feelings of 

failure, and their supersensitivity can cause them to perceive very subtle messages of 

peer resentment or rejection (Whit more, 1980: 158), In such a context, the child is 

very vulnerable to anxiety and diminishing self-esteem and if there is a demand for 

conforming to peer standards al the expense of good school performance. he will do so 

(Whit more, 1980: 158). 

Anytime an individual enters into a relationship with another person, there is an 

unconscious assessment intended to determine whether or not the interaction will be 

rewarding or not (Whit more, 1980:186). If the interaction with the teacher is not 

rewarding to the child through lack of acceptance, the pupil can be expected to seek 

the reward of acceptance from peers (Whitmore, 1980: 187). This is usually seen by 

the teacher as the child becoming disruptive in class, as she may wander around the 

class socializing instead of working, may gain attention by constant talking, or may be 

the classroom clown (Whit more, 1980:187). If the rewards are not forthcoming from 

the peer group, the child will become withdrawn and function entirely as a loner, or 

will become aggressively dominating in an effort to demand the needed attention 

(Whit more, 1980: 187). The "problem behaviour" of not working effectively in class to 

try and draw attention for acceptance from peers may lead to underachievement. 

11 sometimes happens that a child becomes a member of a group which is not 

interested in schoolwork (Engelbrecht 1985:130). Social pressure by a peer 

group unmotivated toward educational goals and antagonistic toward authority figures 

such as teachers, will have a negative effect upon school performance in any child' 

striving for peer recognition (Glaser, 1974:39). 
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In some cases, where peers are extremely negative because of one's performance in 

class, changing schools might be a reasonable alternative. Moves from one school to 

the other, coupled with new achievement efforts may facilitate positive peer 

acceptance (Rimm, 1988:179). 

Students who do not perform well at school need the support of teachers against peer 

pressure because peers assign rejecter status to underachievers (Home, 1982:79). 

3.3 Learning strategies 

3.3. J Definition 

The term "strategy" refers to the implementation of a set of procedures aimed at 

accomplishing something (Schmeck, 1988:5). A learning strategy can thus be defined 

as a sequence of procedures employed by the student to accomplish learning 

(Schmeck, 1988;5). Examples of learning strategies include underlining key ideas in a 

passage, outlining the key or main ideas of a chapter or lecture, paraphrasing, 

analysing and monitoring information during learning, organizing and monitoring 

information and trying to put some newly learned inrormation into one's own words 

(Mayer, 1988:11; Pintrich,1988:75). 

3.3.2 The influence of learning strafegies 011 academic achiewmel1t 

It is very important for students to know the characteristics of the task, and the nature 

of materials which inOuence their learning. The important issue concerning learning 

strategies is learning with awareness (McKeachie, Pintrich & Lin, 1985: 154). 

Knowledge regarding their own abilities will help students adapt their learning to the 

learning task (McKeachie et al., 1985: 154). 
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Learning strategies also help students to know themselves and the student's knowledge 

of himself as a learner, his knowledge of the learning task and learning strategies are 

important variables that influence academic achievement (FIavell, 1979:907). 

Learning strategies help students retrieve stored information (Weinstein, 1987:590). 

In retrieving this stored information effectively, strategies such as rehearsal, 

elaboration and organizational strategies are used (Weinstein & Mayer, 1986:316). 

Students who prepare for complex tasks such as learning material for a test may 

include rehearsal strategies such as taking notes as one reads, and underlining 

(Pintrich, 1989:130). The act of note-taking, independent of whether or not notes are 

retrieved, enhancies learning because it both increases attention to, and encourages 

elaboration ofinformation presented (Kardash & Kroeker, 1989:323). 

Underachievement may thus sometimes be caused by students who do not take notes 

when studying because Kardash and Kroeker (1989:323) contend that students who 

take notes remember more than those who do not, and that performance on tests is 

enhanced for students who are given an opportunity to review their notes compared to 

these who arc not 

The use of mctacognitive strategies, defined as a student's knowledge of cognition and 

his control of that knowledge (Pintrich, 1989:132), also has an impact on academic 

achievement. Pinlrich (1989: 132) notes that there are three general processes that 

make up metacognilive control strategies: planning, motivation and self-reb'ldation. 
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Planning strategies include setting goals for studying, skimming, generating questions 

before reading the text, and doing a task analysis of the problem (Pintrich, 1989: 132). 

Clear, attainable goals set by students when preparing for a test produce higher levels 

of performance and it is this higher performance that indicates to the learner that he is 

capable, which leads to good academic performance (Ban dura, 1986:472). 

How much effort learners expend to attain a goal depends on the level at which it is set 

and the more challenging the goal, the more the effort expended (Schunk, 1985 :217). 

Bandura (1986:472-473) postulates that in situations where one h&-,> control over 

activities, and when one sets oneself higher goals one's performance level improves. 

Self-regulated learning strategies are related to monitoring strategies, because for 

"example" as lcarners monitor the comprehension of a text, they can regulate their 

reading speed to adjust to the difficulty ofa material (pintrich, 1989:133). These self­

regulated activities are assumed to improve performance by assisting learners in 

checking and correcting their behaviour as they proceed with a task (Pintrich, 

1989:133). 

Resource-management strategies, defined as assisting students in managing their 

environment and the resources available (Pintrich, 1989: 133), also have a positive 

impact on learning. These resources include persistence, effort management and 

seeking help from teachers and peers (Pintrich, 1989: 133). 

Students need to know when and how to seek and obtain help. Sternberg (1985, 

quoted by Pintrich, 1989: 134), contends that good students know whcn they don't 

know somcthing and are able to identity someone to provide some assistance. The 

source of this help can be a teacher or a peer. This resource management strategy 

boosts academic performance because it fosters high social interaction and more 
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individual involvement; mutual support and emotional involvement; a sense of 

independence; self-esteem and a belief that one is capable (Radenb3ugh & Kazemek, 

19891116) 

To enhance the learning of students it is important that teachers ~hOllld focus 

instnJction on the acquisition of learning strategies (Cliff, Ghatala, Naus & Poole, 

1990253) for strategies are not ends in themselves, but deliberate means to an end, the 

end bcing enhanced task performance (Bjorkland, 1990:97). 

3,4 AHributions 

Attributions may be described as the individual's search for understanding and quest to 

discover why an event has occurred, and is inferred from self-evaluation of the results 

and consequence of behaviour (Weiner, 1984: 18), 

Attributional theories postulate that individuals use information to arrive at causal 

ascriptions for outcomes primarily in terms of ability, effort, task difficulty and luck 

(Schunk, 1985:49), These attributional ascriptions which vary along thc dimensions of 

stability, controllability and locus affect student performance either positively or 

negatively 

3..1.1 Stable versus Ill/stable aflriblltional ascriptio/1s 

When an individual attributes success to stable factors such as aptitude, ability and 

other personal traits, he is likely to have expectations of future success (Weiner, 

1981 :25), On the other hand, however, when an individual attributes failure to stable 
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factors such as aptitude, ability and personal traits, he will have expectancies of future 

failure (Schunk, 1989:24). 

Attributions of failure to stable factors such as ability will lead to helplessness since 

people can change their effort but not their ability (Klein, 1991 :283). On the contrary, 

attributions of failure to unstable factors will lead to hope for future success, because 

unstable factors such as errort are controllable (Schunk, 1985 :216). The student 

therefore expects outcomes ascribed to stable causes to be repeated in the future with 

a greater degree of certainty than outcomes to unstable causes (Weiner, 1985:559). 

3.4.2 COl/lroltable versus uncontrollable attributional ascriptions 

Success ascribed to a controllable cause such as effort, furthers future expectancies of 

success (Klein, 1991:282). Failure ascribed to an uncontrollable cause such as ability, 

however, evokes feelings of helplessness (Klein, 1991:272). 

Exposure to uncontrollable events produces helplessness because of the development 

of an expectation that these events are independent of behaviour. Once individuals 

acquire the belief that they cannot influence the occurrence of aversive events, 

helplessness ensues (K1ein, 1991 :275). Apparently, individuals' expectations of future 

events depend on their belief that they can control past and present experiences (K1ein, 

1991:277). 

3.4.3 I.ocus of conlrol 

The construct of "locus of control" has been used to describe whether individuals' 

belief that the reinforcements they receive are the consequences of their own actions 

(internal control) or are due to the factors beyond their personal control (external 
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factors) (Pearl, Bryan & Donahue, 1980:3). Locus of control thus emphasizes 

perceived control over outcomes. 

Belief in "internal control" indicates that outcomes are perceived as the result of one's 

own effort and ability (Pearl ~ 1980: 56). For example, if a student wants to pass 

an exam, and believes that hard work will make him pass, he will then spend hours 

studying for the exam (Klein, 1980:44). The student will then be reflecting the belief 

that obtaining a goal depends upon his own actions (Klein, 1991:44). 

Beliefin "external control" reflects the perception that outcomes are the result of luck, 

task difficulty or other factors over which the individual has no influence (Pearl et at, 

1980: S6) If a student believes that luck will determine his grade in the exam, he will 

not exert much effort in studying, because luck is an external factor bey~nd his control 

(Klein, \980:45). 

Students who believe that they possess a large measure of control over outcomes in 

achievement situations should be more inclined to engage in activities and persist at 

them, than students who believe that their success or failure is caused by their own 

actions (Klein, 1991:45). Externally oriented individuals on the other hand, assume 

that they have no control over their fate (Klein, 1991:45). 

It is important that teachers should help students to attribute success or failure to 

internal forces If students hold themselves responsible for their performance 

outcomes, they will believe that the improvement of their performance depends upcm 

their own actions and they will thus work harder. If they attribute success or failure 

and will make little or no effort to improve their performance. 
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3.4.4 Tne il1fluence of atlriblltiol1ai ascriptions 0/1 achievemeJIt 

Failure attributed to an unstable, controllable variable such as effort makes a student 

work harder, because when a student believes that increased effort will produce 

success, he would persist longer at a task and thereby increase his level of performance 

(Schunk, 1984:50). On the other hand, however, if failure is ascribed to a stable 

uncontrollable variable such as aptitude, a student lacks the enthusiasm to work harder 

(Weiner, 1981:30). The student lacks enthusiasm because the future is expected to 

remain as bad as the past, and as a result helplessness is elicited which will adversely 

affect achievement (Weiner, 1984:30). 

A student who believes that he will not be able to succeed in doing a task because of 

uncontrollable variables such as ability, experiences a traumatic emotional state and 

becomes helpless and exhibits motivational deficits (Klein, 1991 :277). 

Students who attribute their failure to external factors such as luck do not have a 

feeling of helplessness when they face difficulties in executing tasks since they do not 

consider themselves responsible for their failure (Klein, 1991:282). However, the 

attribution of failure to internal factors makes one feel incompetent (Klein, 1991 :282). 

A student who feels incomPetent does not exert himself when faced with a task 

because he believes that his incompetence is unlikely to change (Klein, 1991 :283), an 

altitude which may result in underachievement. 

If success or failure has been attained, and if the conditions or causes of that outcome 

are perceived as remaining unchanged, then success or failure will be anticipated again 

with a reasonable degree of certainty (Weiner, 1984:24). But if the conditions or the 

causes of failure are subject to change, then there is reasonable doubt of repetition of 

the previous outcome (Weiner, 1984:25). 
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3.5 Selr-efficacy 

Bandura (1986:390) maintains that among the different aspects of self-knowledge, 

perhaps none is more influential in people's everyday lives than conceptions of their 

persona! efficacy. 

Bandura (1986:391) defines self-efficacy as personal judgments of capabilities to 

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

performance Schunk (1989: 14) further states that self-efficacy for learning refers to 

students' beliefs about their capabilities to apply effectively the knowledge and skills 

they already possess, and thereby learn new cognitive skills. To produce desired 

outcomes, it is important for an individual to be convinced that he or she is capable of 

executing the necessary tasks successfully (McAuley. Duncan & McElroy. 1988:65). 

Skills which one already possesses are not the detennining factor for the 

accomplishment of a task, because one might have the necessary skills, but if one is not 

adequately self-efficacious. one may not accomplish the task (Bandura, 1986:39). The 

student thus has to believe that his behaviour can generate desired outcomes if he is to 

persist with the behaviour despite difficulties (Czerniak & Chiarelotte, 1990;50). 

3.5.1 Sources of seJj-efficacy 

Knowledge about one's self-efficacy, whether accurate or faulty, is based on some' 

sources of information (Bandura, \986:399). These sources of information contribute 

to the development of one's judgments of self-efficacy (McCombs, 1988:144). In this 

discussion the following sources are discussed, namely enactive experiences, vicarious 
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experiences, verbal persuasions, psychological reactions and sources related to learning 

practices. 

3.5.1.1 Enactive experiences 

Enactive experiences refer to performance outcomes resulting from one's own actions 

(Schunk, 1991 :87). Performance outcomes exert an important influence on self­

efficacy. However, an occasional failure after many successes may not have a greal 

impact. Similarly, one success after many failures may nol raise self-efficacy much 

(Schunk,1985:212). 

Continued failure serves to reduce efficacy cognition, particularly if Ihat failure occurs 

in the early stages of performance (McAuley, Duncan & McElroy, 1988:66). Success 

promotes increased effort and enjoyment, as well as attempts at more difficult and 

complex skills (McAuley J:1J!L, 1988:66). 

Failure often results in reduced effort and decreased participation. Thus information 

which is rooted in mastery experiences appears 10 provide the mOSI potent efficacy 

information (McAuley et aI., 1988;66). 

The extent to which people may have their self-efficacy perceptions changed on the 

basis of their enacted experiences, depends on variables such as amount of effort they 

expend, the difficulty of the task, amount of outside help and failures (Bandura, 

1986:401). Success at an easy lask does not raise the individual's self-efficacy level, 

while on the other hand mastering difficult tasks results in a high sense of efficacy 

(Bandura, 1986:402). 
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A person who attains success after help by other people will not have his self-efficacy 

level raised because this success will be ascribed to external factors rather than to 

personal capabilities (Schunk, 1985:210). 

3.5.1.2 Vicarious experiences 

Vicarious experiences refer to observing other people perfonn tasks successfully, more 

especially people who are similar to the observer (Bandura, 1986:399). An observer 

who sees other similar people perfonn tasks successfully can have his or her 

perceptions of self-efficacy improved, because this conveys to the observer that he or 

she possesses the same capabilities to accomplish the task as well (Schunk, 1985:215). 

In classrooms. students acquire much infonnation about their own capabilities through 

knowledge of how others perfonn (Schunk, 1985:209). The vicarious capability lends 

the student the capacity to gain self-knowledge by observing the behaviour and 

behavioral results of similar others, on condition that the modelled behaviour is 

important to. the observer (Schunk, 1989: 13). The student thus acquires rules for 

generating and regulating behavioural patterns and reduces trial and error with the 

accompanying feelings of failure (Bandura, 1986: 19). 

Observing similar peers succeed at a task can convey a vicarious sense of efficacy to 

students that they too can accomplish a task (Schunk, 1985:209). 

Observing similar others perform a task that is dependent not only on inherent 

characteristics but also on skills, strategies and knowledge, serves as a source of 

outcome expectancies and self-efficacy (Schunk, 1985:209). This peer observation is a 
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reliable source of self-efficacy to students because the observed peer might be similar 

in perhaps age, gender, ethnicity or socio-economic background (Schunk, 1989:24), 

Though one attains a vicarious sense of efficacy when observing others succeed, this 

vicarious increase in efficacy can be negated by subsequent personal failures (Schunk, 

1985:209), 

3.5.13 Verbal persuasions 

In learning contexts and elsewhere, verbal persuasions are used to convince people to 

believe that they are capable to achieve what they want (Bandura, 1986:400), These 

persuasions have an effect on people's perceptions of self-efficacy. 

Students often receive persuasory infOlmation from the teacher, such as "you can do 

this" (Schunk, 1985:209). Persuasory feedback enhances self-efficacy to a student 

who may find a task to be accomplished difficult (Bandura, 1986:406). Students who 

are persuaded verbally that they possess the capability to master given tasks, are likely 

to mobilize greater sustained effort than if they harbour self-doubts (Bandura, 

1986400). 

Although positive persuasory feedback can promote a student's sense of efficacy for 

performing a task well, this increase is apt to be short-lived if the student subsequently 

performs poorly (Schunk, 1985:209). 

3.5.1.4 Physiological reactions 

The emotional experiences that one goes through while busy with a task or 

approaching a task enable one to judge one's capabilities (Bandura, 1986401) 
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Emotional reactions such as excessive perspiration or accelerated heartbeat, before 

tackling a task could be interpreted by students as indicating that they may not be 

capable of performing well (Schunk, 1991: 122). When students notice that they are 

reacting in a less agitated fashion before tackling a task, they may experience a 

heightened sense of efficacy for mastering the task (Schunk, 1985:209). 

3.5.1.5 Sources related to teaching practice 

3.5.1.5.1 I nstruction presentation 

Instruction refers to the teacher's explanations demonstrations and re-teaching along 

with students' learning activities (Schunk, 1988:8). 

How instruction is presented can affect student's learning efficacy (Schunk, 1985:214). 

Teachers who not only explain in presenting subject matter, but also model the 

application of cognitive or utilize symbolic models like films and videotapes help 

students comprehend the learning material better (Schunk, 1985:214). Students who 

readily comprehend the teacher's instructions and explanations are apt to feel more 

efficacious for learning than those who experience less understanding (Schunk, 

1985:24). 

Though teacher modelling leads to a higher sense of efficacy, low achievers may view 

the teacher as vastly superior in competence (Schunk, 1985:214). Peer modelling may 

therefore be more effective than teacher modelling, due to the similarity perceived in 

age and competence (Schunk, 1985:214). 

56 

Emotional reactions such as excessive perspiration or accelerated heartbeat, before 

tackling a task could be interpreted by students as indicating that they may not be 

capable of performing well (Schunk, 1991: 122). When students notice that they are 

reacting in a less agitated fashion before tackling a task, they may experience a 

heightened sense of efficacy for mastering the task (Schunk, 1985:209). 

3.5.1.5 Sources related to teaching practice 

3.5.1.5.1 I nstruction presentation 

Instruction refers to the teacher's explanations demonstrations and re-teaching along 

with students' learning activities (Schunk, 1988:8). 

How instruction is presented can affect student's learning efficacy (Schunk, 1985:214). 

Teachers who not only explain in presenting subject matter, but also model the 

application of cognitive or utilize symbolic models like films and videotapes help 

students comprehend the learning material better (Schunk, 1985:214). Students who 

readily comprehend the teacher's instructions and explanations are apt to feel more 

efficacious for learning than those who experience less understanding (Schunk, 

1985:24). 

Though teacher modelling leads to a higher sense of efficacy, low achievers may view 

the teacher as vastly superior in competence (Schunk, 1985:214). Peer modelling may 

therefore be more effective than teacher modelling, due to the similarity perceived in 

age and competence (Schunk, 1985:214). 

56 

Emotional reactions such as excessive perspiration or accelerated heartbeat, before 

tackling a task could be interpreted by students as indicating that they may not be 

capable of performing well (Schunk, 1991: 122). When students notice that they are 

reacting in a less agitated fashion before tackling a task, they may experience a 

heightened sense of efficacy for mastering the task (Schunk, 1985:209). 

3.5.1.5 Sources related to teaching practice 

3.5.1.5.1 I nstruction presentation 

Instruction refers to the teacher's explanations demonstrations and re-teaching along 

with students' learning activities (Schunk, 1988:8). 

How instruction is presented can affect student's learning efficacy (Schunk, 1985:214). 

Teachers who not only explain in presenting subject matter, but also model the 

application of cognitive or utilize symbolic models like films and videotapes help 

students comprehend the learning material better (Schunk, 1985:214). Students who 

readily comprehend the teacher's instructions and explanations are apt to feel more 

efficacious for learning than those who experience less understanding (Schunk, 

1985:24). 

Though teacher modelling leads to a higher sense of efficacy, low achievers may view 

the teacher as vastly superior in competence (Schunk, 1985:214). Peer modelling may 

therefore be more effective than teacher modelling, due to the similarity perceived in 

age and competence (Schunk, 1985:214). 

56 

Emotional reactions such as excessive perspiration or accelerated heartbeat, before 

tackling a task could be interpreted by students as indicating that they may not be 

capable of performing well (Schunk, 1991: 122). When students notice that they are 

reacting in a less agitated fashion before tackling a task, they may experience a 

heightened sense of efficacy for mastering the task (Schunk, 1985:209). 

3.5.1.5 Sources related to teaching practice 

3.5.1.5.1 I nstruction presentation 

Instruction refers to the teacher's explanations demonstrations and re-teaching along 

with students' learning activities (Schunk, 1988:8). 

How instruction is presented can affect student's learning efficacy (Schunk, 1985:214). 

Teachers who not only explain in presenting subject matter, but also model the 

application of cognitive or utilize symbolic models like films and videotapes help 

students comprehend the learning material better (Schunk, 1985:214). Students who 

readily comprehend the teacher's instructions and explanations are apt to feel more 

efficacious for learning than those who experience less understanding (Schunk, 

1985:24). 

Though teacher modelling leads to a higher sense of efficacy, low achievers may view 

the teacher as vastly superior in competence (Schunk, 1985:214). Peer modelling may 

therefore be more effective than teacher modelling, due to the similarity perceived in 

age and competence (Schunk, 1985:214). 



57 

Schunk (1988: 199) states that instructional presentation also includes a variety of 

variables such as the setting of the classroom, instructional format, materials to be 

learned and equipment used. The use of a variety of instructional approaches and 

learning settings make students comprehend the subject matter better, and better 

comprehension of the subject matter raises self-efficacy. 

35.1.5.2 Performance feedback 

It is important that students get feedback from the teacher when leaming so that they 

can assess whether they are making progress or not. To develop self-efficacy, students 

need clear information that they are acquiring knowledge and skills, and also mastering 

the material (Schunk, 1985:214). 

Performance feedback such as "That is correct" and "You're doing better" informs the 

students that they are acquiring skills and knowledge, and this enhances self-efficacy 

(Schunk,1985216). 

Performance feedback may not be in terms of verbal feedback only, as students can 

also gain capability information through graphic presentation, charts and grades 

(Schunk,1985:216). 

3.5.1.53 Goal-setting 

Goal-setting involves comparing one's present performance to some desired standard 

(Schunk, 1985:217). When students have set themselves or are given goals for 

learning, they may experience a sense of self-efficacy when they attain these goals 

(Schunk, 1985:217). 
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(Schunk, 1985:217). When students have set themselves or are given goals for 

learning, they may experience a sense of self-efficacy when they attain these goals 

(Schunk, 1985:217). 
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Goals incorporating specific performance standards are more likely to enhance self­

efficacy than general goals (Schunk, 1990:74), Specific goals boost performance by 

greater specification of the amount of effort required for success and self-satisfaction 

anticipated (Schunk, 1990:74), 

Proximity of goals refers to how far goals project into the future (Schunk, in press), 

Proximal goals result in greater self-efficacy than distant goals because it is easier to 

gauge progress towards a proximal goal, and the perception of progress raises self­

efficacy which invariably affects achievement (Schunk, 1990:74). 

Goal difficulty also has an influence on self-efficacy, because students who attain 

difficult goals have their efficacy boosted more than when standards are lower 

(Schunk, \990:74). Lower standards may not motivate students to exert themselves 

when given a task, a situation which may also promote laziness and unwillingness to 

do extra work, 

3,5.2 The illfluence of self-efficacy 011 academic achievement 

To show that self-efficacy has an influence on academic achievement, Zimmerman 

(1985:331) states that students' self-efficacy perceptions are closely related to the tasks 

that they are engaged in as well as to their performance levels and outcomes. 

Therefore an assumption can be made that self-efficacy has an influence on students' 

learning activities. 

Choosing a task and continuing with it depends on an individual's perceptions of self­

efficacy (Schunk, 1988:4), Students who have a low self-efficacy may fail to do the 
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task or even not attempt to do the task (Miller, 1989:234). The apparent choice of 

doing a task is the first indication of motivation which leads to achievement 

High self-efficacy stimulates effort and persistence when problems are encountered, 

while low self-efficacy leads to doubts, avoidance of techniques and lack of effort 

(Schunk, 1990: 121). Thus a student with a high sense of efficacy will achieve better 

than the one with low efficacy because obstacles make him intensify his efforts whereas 

an inefficacious one might easily give up when faced with problems in a learning 

situation. 

3.6 Condusion 

This chapter focused on the influence of the school, learning strategies, attributions 

and self-efficacy on academic achievement 

To promote good academic performance, it is important that teachers in instructional 

presentation should use a variety of learning settings, material and equipment, for 

students believe that they can be successful when learning under these conditions and 

this boosts their self-efficacy. 

Attributions also enhance a sense of personal responsibility for failure, and increase 

motivation, heightened attention and reduce threat on academic tasks (Platt, 

1988:569). Learning strategies also positively influence the process and outcome of 

learning (Mayer, 1988:1\). 
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There is thus a strong influence of self-efficacy, attributions and learning strategies on 

academic achievement because self-efficacy and attributions influence students' use of 

learning strategies (Schunk, 1990:3). 
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CIIAPTER4 

In this chapter the empirical investigation adopted for this study is described. The aim of the 

study is slated in paragraph 4.2, while the population and sample are discussed in paragraph 

4.3. The instruments used to collect data are discussed in paragraph 4.4. The research design 

is outlined in paragraph 4.6. Finally, the statistical techniques used to analyse the data are 

outlined in paragraph 4.7. 

4.2 The aim of the research 

The aim of the research was to determine the relationship between home and other variables, 

inter alia, motivational and cognitive variables and academic achievement. 

The effect of continued failure on the student is destructive, hence, the need to identifY those 

variables that have the largest impact on academic achievement. 
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4.3 Population and sample 

The Middle School Students in Std 7, in the MABOPANE Circuit, both from rural and 

urban areas, formed the study population for this research. The study population comprised 

1316 students. Random cluster sampling, consisting of two steps, was used to draw a sample 

from the population. A random cluster sample of five (5) out of thirteen (13) schools was 

first drawn (see Table 4.1), thereafter, random cluster sampling was again used 10 draw one 

(1) class from each of the these five (5) schools (see Table 4.2) 

TABLE 4.1 Gasses and number of students drawn by random duster sampling 

School No. of Gasses No. of Students 

\ . 4 232 

2 6 342 

3 3 168 

4 4 232 

5 6 342 

Total number of students 13\6 

Through lhe second random cluster sampling, one (\) class from each of the five 

schools was drawn (see Table 4.2). 
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TABLE 4.2 School, dasses and number of students drawn by random duster 

sampling 

School Selected Classes No. of Students 

1 7A 40 
_ ..... 

2 7B 54 

3 7A 48 

4 7C 61 

r----
5 7B 45 

Total number of students 248 

~ .. 

4.4 Instruments 

The following questionnaires were used to gather the data needed to test the hypotheses: 

-I. -1.1 Socio-ecollomic Slatus alld Biographical Questiollooire (SES(!) 

The Socio-economic Status and Biographical Questionnaire (see Appendix A) was designed 

to depict students' socio-economic background. 
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As some students were shy about revealing the soeio-economic status of their families, they 

were especially encouraged to be honest in their response to questions. 

4.4.2 Self-efficacy Questiollnaire (Sf.;QJ 

The Self-efficacy Questionnaire (see Appendix B) was developed (by Monteith & Mathebula, 

1992:53) as a paper-and-pencil test to assess students' perceived capability to correctly 

perform a variety ofleaming-related tasks. The questionnaire consisted of two parts: 

PART ONE 

Part J of the SEQ assessed self-efficacy in a way similar to that used by Berry, West and 

Dennehey (1989). Part One initially consisted of 62 statements (see Appendix B), each 

describing a task related to effective learning and studying, such as: 

Planning 

Connecting ideas 

Help-seeking 

Outlining 

Paraphrasing 

Note taking 

Selecting main ideas Items: 

Items: 10,27,29,32,37,41 

Items: 2*,6,26,28,30,59 

Items: 1,22*,24,52*,57 

Items: 11*,53 

Items: 16,47,58 

Items: 35,61* 

Items: 38 
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Knowledge ofleaming 

strategies 

Expectations 

Sense of responsibility 

Perseverance 

Concentration 

Environmental regulation 

EnvironmentaVrnonitoring 

Items: 13,21 

Items: 4,7,8 

Items: 56* 

Items: 3,33,42,62 

Items: 5*,31,40,50 

Items: 9,15,54* 

19,34,44,46* ,48,49 

Self-confidence Items: 12, 14, 17,18,23,36* ,39* ,43,51,55 

Self-knowledge Items: 12,20,25,45,60* 

Items eliminated because of a low index of discrimination. 

For each item, the subjects had to indicate whether they could perform the task described by 

circling lino" or "yes". If"yes" was circled, subjects had to rate their certainty (ie. strength of 

perceived self-efficacy) to perform a task by circling a confidence rating. Following Bandura, 

(1984:205) and Bandura and Schunk (1981:589), the confidence ratings ranged from 10"10 to 
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100% confidence in lO-unit increments. The confidence rating is an indication of perceived 

strength of self-efficacy. 

As there were no right or wrong answers, subjects were advised to be honest and to circle the 

efficacy value that most accurately reflected their own judgments and confidence. 

The capability to perform a task had to be judged and not the certainty for being able to 

successfully perform the task (Schunk, 1982:90; 1987:10). The higher the scale value, the 

stronger the perceived seif-efficacy (Bandura & Schunk, 198 \:589). Self-efficacy scores 

were calculated by summing the scale values of the ·yes" responses with at least a 20"10 

confidence (Berry et a\., 1989:703) and averaging the 50 items that eventually constituted 

Part I to render a maximum self-efficacy score of 10 for Part I. 

Item discrimination 

As no pilot test was run on the SEQ, 62 items of Part I of the SEQ were completed and 

scored to reduce the number of items and eliminate items which did not differentiate between 

students with a low and high self-efficacy. A discrimination index was calculated for each 

item by correlating each item with the total score on the questionnaire. As an external 
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All items with a correlation less than 0,45 were eliminated reducing the number of items to 

SO. Part one of the SEQ, as used in this study, thus consisted of 50 items. The following 

items were eliminated: 2,5, 11,22,36,39,52, 56, 60, 61 (see Appendix B). 

PART1WO 

Following Schunk and Rice (1991), Part 2 of the SEQ consists of 12 passages of which two 

were used as a sample passage to train the subjects in completing part two (see Appendix B). 

The passages described events familiar to the culture of the subjects. From two to three 

questions with multiple choice answers were set on each passage. Both passages and 

questions ranged from easy to difficult, and corresponded in reading level to that expected 

from Std. 7 students. 

The tester explained the procedure for completing Part 2, and then first read example passage 

E I aloud with the subjects, followed by the question and multiple choice answers on the 

passage. After explaining the scale for Part 2, the subjects had to complete each question by 

indicating how sure they were that they could answer the question by encircling a confidence 

rating on the answer sheet using the following scale: 
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SCALE: 

The likelihood that subjects judged whether they actually could answer particular questions 

was minimized by not allowing them to consult passages while making efficacy judgments, by 

not putting questions on the same pages, and by the tester reading only the questions. As 

there were no right or wrong answers, subjects were advised to be honest and to circle the 

efficacy value that most accurately reflected their own judgments and confidence. 

As some of the subjects in the sample had language deficiencies, precautions were taken to 

ensure they understood the directions by including the two example passages and explaining 

difficult words from the passages, questions and answers. After explaining the instructions, 

the tester also required a sample of subjects to tell him the instructions until he was satisfied 

that they understood them. 

A self-efficacy score for part two was calculated by adding and averaging the 25 judgments. 

To/al self-i!Jficacy score 

The scores of the subjects on Part I and Part 2 were added to render a maximum self-efficacy 

score 0[20 for the SEQ. 
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/leliahi/ily of lhe .velf-efficac.y qlleslionnaire 

The reliability of the self-efficacy questionnaire was calculated by using the Cronbach-a1pha 

. reliability coefficjgJt: 

Where, 

k equals the number of items in the test; 

:L Vi equals the sum of the variance of the individual items in the test; and 

VI equals the variance of the total sub-test (Cronbach 1949: 160) 

'" The reliability of Part 1 was: 

Alpha co-efficient "" 0,99 

'" The reliability of Part 2 was: 

Alpha co-efficient = 0,95 (Mathebula, 199257). 
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4.4.3 Motimted Strategies For Learning Questiollnaire (MSLQ) 

The MSLQ (see Appendix C) includes 56 items on student motivation, eognitive strategy use, 

metacognitive strategy use and management of effort. Students were instmeted to respond to 

the items on a 7 -point Likert scale (I "not at all true of me" to 7 = "very tme of me") in 

terms of their behaviour in learning English and science. The items of the MSLQ were 

adapted by its developers from various instmments used t~ assess student motivation, 

cognitive strategy use and metacognition. Factor analysis was used to guide scale 

constmction, resulting in the exclusion of some of !be items from the scales, because of a lack 

of correlation (Pintrich & De Groot, 1990:34). 

An analysis of the motivation items revealed the following motivation factors' self-efficacy, 

intrinsic value and test anxiety. The self-efficacy scale (Alpha=O,89'/0,81 consisted of nine 

items regarding competence in executing class work e.g. "I am so nervous during a te~t that I 

cannot remember facts I have learned"(3), and "I expect to do very well in this class" (8). 

(Pintrich & De Groot 1990:35). 

The Intrinsic Value Scale (Alpha 0,87/0,84) was constructed by taking the mean score of 

the students' response to nine items concerning intrinsic interest e.g. HI like what I'm learning 

1l1e Alph.1lcl"cls as rcportoo by Pintrkh and De Grout (1990) 

TIIC Alpha levcls aficr the I arc for South Mrican conditions. 
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in this class" (5) as well as one's self-assessment e.g. "compared with others in this class, I 

think I am a good student". (9) 

Pour items, e.g. "I am so nervous during a test that I cannot remember facts I have learned" 

(3), "I wony a great deal about tests" (20), concerning wony about and cognitive 

interference on tests were used in the Test Anxiety Scale (Alpha = 0,751075) (Pintrich and De 

Groot, 1990:35). 

On the basis of the results of the factor analysis two cognitive scales were constructed, 

namely, cognitive strategy use and self-regulation. The Cognitive Strategy Use Scale (Alpha 

= 0,83/0,74) consisted of 13 items pertaining to the use of rehearsal strategies e.g., "1 work 

on practice exercises and answer end of the chapter questions even when I do not have to" 

(32) and elaboration strategies such as summarizing and paraphrasing e.g. "when I'm studying 

this topic, I try to make everything fit together" (39) (Pintrich &De Groot, 1990:35). 

The Self-Regulation Scale (Alpha=O,74/0,55) was constructed from metacognitive and effort 

managenlent items. The items on metacognitive strategies. such as planning, skimming and 

comprehensive monitoring are, for example, "I ask myself questions to make sure I know the 

material I have been studying" (25), "I find that when the teacher is talking, 1 think of other 

things and doni really listen to what is being said" (38) and "I often find that I have been 

reading for class, but I don't know what it is all about" (37). The latter two items were 

reflected before scale construction and were adapted from Weinstein ~ l!L (1987) and 
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Zimmerman and Pons (\986). They included students' persistence at difficult or boring tasks 

and working diligently e.g. "Even when study materials are duU and uninteresting, I keep 

working until I finish" (33) and "When work is hard I either give up or study only the easy 

parts" (27), with the latter item reflected before scale construction. (Pintrich and De Groot 

199035) 

4.4.4 School marh 

) 

School marks in English and Physical Science in the half-yearly examination in the schools 

were used as dependent variables in the study. 

4.5 Variables used 

4.5. J llldepm<V.ml variables 

Age 

Sex 

Fathers' educationalleve1 

Mothers' educational level 

Whether both parents are employed 

Father's place of work in the neighbourhood or not 

Mother's place of work in the neighbourhood or not 
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Mothers place of work in the neighbourhood or not 
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Family size 

Sibsize 

Birth order 

Aspirations of parents fur child with regard to educational level to be obtained 

Aspirations of parents with regard to future job/occupation 

Child's own aspirations with regard to future career 

Having a TV at home 

Having a radio at home 

Having a hi-fi at home 

Having books for leisure reading at home 

Having newspapers at home 

Description of home with regard to physical characteristics 

Intrinsic motivation to leam 

Test anxiety 

Cogniliw .lrate/,'Y use 

Sclf-rc/,'Ulation 

SeU:cfficacy / 

Also see paragraph 5.4 for information on how the variables were grouped together for the 

purpose of testing the hypotheses. 
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4.5.2 Depelldent mriahles 

\/ Marks in English 

Marks in Physical Science 

4.6 Experimental design 

An ex post facto design was used to determine the influence of the independent variables on 

the dependent variables. 

4.7 Statistical procedures and techniques 

The data were processed with a mainframe computer of the PU for CHE. Correlation 

coefficients were calculated with the CORR Procedure of SAS Program (SAS INSTITUTE 

INe. 1985) to determine the relationship between the independent variables (paragraph 4.5) 

and the dependent variables. 

T-test for independent samples were performed with the t-test procedure or SAS (SAS 

INSTITUTE INe. 1985) while a one-way analysis ofvanance was performed by means of 

the GLM procedure of SAS. 
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To detennine the collective and individual influence of the independent variables on the 

dependent variable, a multiple regression analysis was perfonned. The BMDP-9R Computer 

Program (Dixon & Brown, 1979) was used fur the calculation of the regression analysis. 

Multiple regression is a method for analysing the collective and separate contributions ofthe 

two or more independent variables, X I, X2 X3 ... to the variation of a dependent variable Y 

(Kerlinger & Pedhazur, 1973:3 and Kerlinger, 1966:360; 1975:659; 1%9: 187). This method 

is appropriate in this research in which the collective and the separate contributions of self­

efficacy and learning strategies on academic achievement in English, are to be determined. 

Multiple regression analysis also helps "explain" the variance of a dependent variable and also 

to study the influence of several independent variables on academic achievement (Kerlinger ~ 

ill,19734) 

The means, standard deviations, smallest and largest values of each variable were considered. 

The practical or educational significance (effect size) was calculated by using two equations. 

To delennine the educational significance of the difference between two groups means the 

following equation was used: 
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d= XE XK 
SK 
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Where: 

d effect size; 

XE mean of group E; 

XX mean of group K; 

SK the largest standard deviation of either h'fOUP K or 

groupE(Steyn 1990:10-12) 

To determine the educational significance of the contribution of a single variable to R', the 

following equation was used: 

f1 Contribution to R2 
1 _R2 

(Steyn, 1990: 13-23) 
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4.8 Procedure 

The researcher went to 5 randomly selected schools, falling under the MABOP ANE Circuit, 

10 make arrangements wilh headmasters for the administration of tests. Tests were not 

administered on a continuous basis, because extra-curricular activities had to be 

accommodated 10 ensure the minimum disruption of school programmes. 

In all the schools, the students first completed the self-efficacy questionnaire, followed by the 

MSLQ and lastly the socio-economic status questionnaire. There was a break of 10 - 15 

minutes or 20 - 30 minutes, depending on the length of the test. Time was recorded from the 

beginning to the end of every test. 

Before the commencement of every questionnaire, instructions were thoroughly explained to 

the students. Difficult words, such as self-efficacy, learning strategies and economic status, 

were explained. To make sure that all students bad understood the instructions, a few of 

them were asked questions pertaining to the instructions before answering the questionnaires. 

Scales pertaining to each questionnaire were also thoroughly explained to students before the 

commencement of a questionnaire. 

After the administration of all the questionnaires, English and Physical Science marks were 

then recorded trom the JUNE mid-year schedules. The questionnaires were then scored and 

read into a computer tor stalistical analysis. 
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CJlAfYI'ER 5 

5 STATISTICAL ANALYSES AND INTERPRETATION OF RESULTS 

5.1 Introduction 

As mentioned in paragraph 1.2, the aim of this study was to detennine the relationship between 

home and other variables. inter alia. motivational and cognitive variables and academic 

achievement. To achieve these aims three hypotheses were tested (paragraph 5.2). The 

subjects used in this study are discussed in paragraph 5.3. Paragraph 5.4 focuses on the 

descriptive statistics of the independent variables used and correlation co-efficients with 

academic achievement. The influence of the independent variables on the dependent variables is 

discussed in paragraphs 5.5 and 5.6. 

5.2 11 ypotheses 

The following hypotheses were tested. 

Hypothesis I 

There is a relationship between home variables and the academic achievement of Standard 7 

students in English and Science. 
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Jlypolli.:sis 1 

There is a relationship between motivational variables (i.e. anxiety, intrinsic motivation and self­

efficacy) and the academic achievement of Standard 7 students in English and Science. 

HYfI01ltesi.\· 3 

There is a relationship between cognitive variables (i.e. cognitive strate!.:,'y use and self­

regulalion) and the academic achievement of Standard 7 students in English and Science. 

5.3 Discussioll ofthe subjects 

A number of analyses of variance and t-tests were performed to get a clear view of the subjects 

used in this study. 

5.3.1 Age of lite .11lbieds 

The average age of Standard 7 students who have never failed and started school at 6 years 

ought to be 14 years and 15 years for those students who started school at the age of 7. The 

mean age of Standard 7 students can therefore be considered to be 14 to IS years. Table S.S 

reveals that 27 of the 248 subjects were below the mean age of Standard 7 students. Only 118 
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of the subjects were on age and 103 were above the average of Standard 7 students, which 

implies that 130 of the 248 subjects have either failed or missed more than one year ofschooiing 

or started school at an age later than 7 years. 

TABLE 5.1: Age distribution ofsubjects 

Age 
years 

Subjects 

in 112 13 14 IS 16 17 1 18 19 
&older 

Research (Weinstein & Mayer, 1986:317) has revealed that students who are below age may 

not perform well academically, because younger children have limited knowledge resources. 

Those students who are above age may also not perfurm well academically, because it is 

reported that the academic achievement of students, deteriorates progressively according to the 

number of years they failed or missed school (Mathebula, 1992:66). Thus in terms ofTable 5.1 

only 118 of the students who are on age should stand a chance of academic achievement or 

success according to their potential, while those below Of above age may not perfurm well 

academically. 

In this study a one-way analysis of variance revealed a statistically significant difference in 

academic achievement in English between younger and older students in the same standard (F 

(7,240)=10,83; P < 0,0001). Tukey's post hoc comparison revealed that younger students 

achieved higher marks in English than older students (see Table 5.2). 
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TABLE S.2: Mean academic achievement in English per age group 

Age group Mean Age group Dilference 
academic comparison between means 

achievement 

J!Y~ 73,00 13 - 15 11,94 • 

13 years 62,12 13 - 16 10,93 • ._M_ 

r11~s 56,43 13-17 ... __ .. 12,41 • 

J.5 years 50.18 13 - 15 18,35 • ... . .. -

16 years 51,18 13 - 19 15,25~ 

17 years 49,70 ... __ .. 
18 years 43,76 

19 years and 46,86 
older 

p < 0,05 

A one-way analysis of variance also revealed a statistically significant difference in academic 

achievement in Science between younger and older students in the same standard (F (7,240) = 

7,06; P < 0,000 I). Tukey's post hoc comparison revealed that younger students achieve higher 

marks in science than older students (see Table 5.3). 
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TABLE 5.3: Mean academic achievement in Science per age group 

Age group Mean Age group Difference 
academic comparison between means 

achievement 

12 years 56,00 13 - 16 13,51 • 
, 

\3 years 55,58 \3 - 17 11 80· 

14 years 52,10 \3 - 18 982 • 

15 years 49,34 13 - 19 12,99 • 

16 years 46,06 14 - 16 10,04 • 

17 years 43,78 14 - 17 8,33 • 

18 years 45,76 14 - 19 9,51 • 

19 and 42,59 15 - 16 7,28 • 
older 

• p < 0,05 

5.3.2 Father's and mother's level of education 

An analysis ofTable 5.4 reveals that only 68 oflhe subjects' fathers have Standard 10 or higher 

qualifications while an analysis of Table 5.6 reveals that 46 of the mothers have attained 

Standard \0 and above. It can thus be deduced that most of the subjects' parents may not have 

the ability to effectively encourage and stimulate their children to learn effectively, because of 

lack offormal or academic knowledge. It has been proved that mothers and fathers with college 

education have a positive influen~.or the academic achievement of their children because they 
if , 

have formal education (Caldas, 1~:206) 

.. ~ 
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A one-way analysis of variance revealed a statistically significant difference in academic 

achievement in English (F (5,242) = 3.61; P < 0,(036) and Science (F (5,242) = 3.11; P < 

0,0097) between students with fathers with a higher educational level and students with less 

educated fathers. Tukey's post hoc comparison revealed that students whose fathers had a 

Standard 8 and higher qualifications achieved significantly better in English than students whose 

fathers who had Standard 6 or lower qualifications, and that in Science students whose fathers 

had post matric qualifications achieved significantly better than students whose fathers who had 

Standard 6 or lower qualifications (see Tables 5.4 and 5.5). 

TABLE 5.4: Mean academic achievement in English per fathers' level of education 

Fathers' Number Mean Comparison Difference 
level of of academic between between 
education' subjects achieve- levels of means 

ment Fathers' 
education 

Std. 6 or 116 50,20 Std. 6 or 9,28 * 
,i<J1Ner lower- Std 8 

Std. 7 26 52,92 .... _--

Std. 8 23 59,48 

Std. 9 f--.c._-..... ~ cl5 52,20 

~td 10 35 52,91 

Post rnatric 33 54,94 

• p < 0,05 
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TABLE 5.5: Mean academic achievement in science per fathers' level oft-ducation 

Fathers' 11"vl"I Nllmberof Mean Comparison I)jlTerence 
ofeducalion subjeds academic between between means 

achievement Fathers' level 
of education 

Std 6 or lower 116 45,65 Std. 6 or lower- 7,17' 
Post -matric ..... -

Std. 7 26 49,38 

Std. 8 23 49,00 

Std. 9 15 49,47 

~IO 35 51,09 
• 

Post matric 33 52,82 
'----~ 

p < 0,05 

A one-way analysis of variance also revealed a statistically significant difference in academic 

achievement in English (F (5,242) 5.61; P < 0,0001) and Science (F (5,242) = 5.63 P < 

0,0001) between students with mothers with a higher educational level and students with less 

educated mothers. Tukey's post hoc comparison revealed that students whose mothers had 

passed matric achieved significantly better in English than mothers who had Standard 6 or lower 

qualifications and that in Science students whose mothers had passed Standard 7 achieved 

significantly better than mothers who had Standard 6 or lower qualifications (see Tables 5.6 and 

5.7) and that students whose mothers had a post-mattic qualification achieved higher marks in 

Science than those with a Standard 6 Of lower qualification. 
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TABLE 5.6: Mean academic achievement in English per mothers' level of education 

Mothers' level Number of Mean Comparison Difference 
of education subjects academic between between means 

amievement Mothers' level 
of education 

Std. 6 or lower 132 49.86 Std. 6 or lower • 10.73 • 
Post-matrie 

Std. 7 15 56,47 

Std. 8 37 53,05 

Std. 9 18 52.94 

Sld. 10 22 55,27 

Post malne 24 60,58 

• p < 0,05 

TABU: 5.7: Mean academic achievement in science per mothers' level of education. 

Mothers' level Number of Mean Comparison Difference 
of education subjects academic between between means 

achievement Mothers' level of 
education 

Std. 6 or lower 132 45,70 Std. 6 or lower - 8,83 * 
Std. 7 _ .. 
-~ .... 

~d7 15 54,53 

Std. 8 37 50,00 _ .. 

Sld.9 18 46,78 

Sld.IO 22 49,41 Sld. 6 or lower -
Post -malrie 

Post matric 24 56,21 10,50 • 

* p < 0,05 
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5.33 Family size 

Family size is defined as the number of people that constitute a family. An analysis of Table 

5.12 reveals that 33 subjects come from families with between 2-5 members. The Table further 

reveals that 97 subjects are from families with 6-7 members, and 68 subjects are from families 

with 8 or more members. A small family can be defined as a family which has 2-5 members and 

a large family can be defined as a family with 6 or more members. The Table thus depicts that 

165 subjects are from large families. 

Small families are associated with higher academic achievement of the child, because in small 

families parents have more time to attend to their children than in large families (Mwamwenda, 

197921). Research has also proved that cognitive ability decreases with family size, because 

the larger the sibsize the poorer the intellectual environment and the poorer the child's academic 

performance (paragraph 2). 

A one-way analysis of variance revealed a statistically significant difference in academic 

achievement in English between students from small families and those from large families in the 

same standard (F (4,243) = 3.36; P < 0,00(1). Tukey's post hoc comparison revealed that 

students from smaller families achieve higher marks in English than students from larger families 

(see Table 5.12). 

No difference in academic achievement in Science was found in relation to family size . 
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TABLE 5.8: Mean aeademic achievement in English per family size 

Lnel Family size Number of Mean academic Family size Difference 
subiects achievement comparison between means 

1 I 16 52,31 Level 2-4 5,85· 
2 2·3 67 54,67 
3 4·5 97 53,63 
4 6-7 40 4883 

5 10 or more 28 48,39 

• p < 0,05 

5.3.-1 Si hsize 

Sibsize is defined as the number of children in the family (paragraph 2). An analysis of Table 5.9 

reveals that 93 of the subjects have 1·3 brothers andIor sisters, 98 of the subjects have 4-5 

brothers andIor sisters and 57 of the subjects have 6 or more brothers and/or sisters. A small 

sibsize can be regarded as 1-3 brothers andIor sisters and a large sibsize can be one with 4 or 

more brothers and/or sisters. The Table thus reveals that 155 subjects are from families with 

large sibsize. 

Children who have few siblings may perform effectively in academic tasks. According to 

Mrujoribanks and Walberg (1976:532) the amount of parental attention received by each child 

decreases as the number of children in the family increases, because with each additional child 

the successive decrements in share of attention becomes smaller. A family with a smaller sibsize 

is also associated with a conducive learning environment because parents can be better able to 
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financially support the children in comparison with a fumily with large siblings (Steelman, 

1986.374). 

In this study a one-way analysis of variance revealed a statistically significant difference in 

academic achievement in English between students with small and large sibsize in the same 

standard (F (4,243) = 4,68; p < O.(lOI2). 

Tukey's post hoc comparison revealed that students from smaller sibsize achieve higher marks in 

English than students from larger sibsize (see table 5.9). 

No difference in academic achievement in Science was found in relation to sibsize. 

TABLE 5.9: Mean academic achievement in Englisb per sibsize 

~""""""--~ .~-~~ .. 

Level Family si/.!: Number of Mean academic Comparison Difference 
subjccts achievement between level of between means 

fathers' oflilthers' 
education education 

J 1 21 51,14 
2 2·3 n 56,28 2-4 606' 
3 4·5 98 51,98 2-5 10,54' 
4 6·7 42 50,21 
5 _ ~Oormore 15 45,73 

• p < 0,05 
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Table 5.10: Means, standard deviations and t-values orramily status, some physical 
characteristics or the home and academic achievement in English 

Variable!l Number Mead Std t-value DF p-value Elfed 
or academic dev size 

subjetU acbieve- (d) 
ment 

Boys 104 52.44 11.67 .{l.05 246 0.96 0.01 

J:lirls 143 5251 9.91 

Onlv onc parenl employed 128 5US 9.50 -1.59 245 0.11 0.2 

J30Ih parents cmplo\'ed 119 53.55 11.66 

.. ~~. 

Fathers' work nOI in 186 51.45 1(l.67 -1.22 210 0.23 0.3 
neighbourhood 

Fathers' work in 26 54.08 10.26 
neighbourhood 

Mothers' work oot in 169 51.52 10.97 -1.13 224 0.26 0.2 
neighbourhood 

Mothers' work in 57 53.33 10.25 
neighbourhood 

Parents home before sunsel 114 53.23 11.46 0.93 237 0.35 0.1 

Parents home after sunset 125 57.92 10.04 ... __ .. 

Subjects living in shacks 25 50.04 9.18 -1.48 235 0.15 0.3 

Subjects ootliving ill shacks 212 52.98 10.87 

House !Iol built wilh bricks 2n2 53.68 1070 4.59** 244 O.O()OI 0.6 

1I0use bllilt with bricks 44 46.84 8.54 

TV at home 109 5288 11.34 0.62 230 0.54 0.07 

NoTVal home 123 52.00 to.28 

No books for leisure reading 164 53.05 .. II.II .. ~ ... 245 0.23 0.1 
~ 

I rllve book for leisure reading 83 51.41 9.67 

Docsn~ rc.1d I wo or more 84 49.52 8.76 3.65·· 243 0.0003 0.4 
IIcwsP<1Pcrs a \\<:ck 

89 

Table 5.10: Means, standard deviations and t-values orramily status, some physical 
characteristics or the home and academic achievement in English 

Variable!l Number Mead Std t-value DF p-value Elfed 
or academic dev size 

subjetU acbieve- (d) 
ment 

Boys 104 52.44 11.67 .{l.05 246 0.96 0.01 

J:lirls 143 5251 9.91 

Onlv onc parenl employed 128 5US 9.50 -1.59 245 0.11 0.2 

J30Ih parents cmplo\'ed 119 53.55 11.66 

.. ~~. 

Fathers' work nOI in 186 51.45 1(l.67 -1.22 210 0.23 0.3 
neighbourhood 

Fathers' work in 26 54.08 10.26 
neighbourhood 

Mothers' work oot in 169 51.52 10.97 -1.13 224 0.26 0.2 
neighbourhood 

Mothers' work in 57 53.33 10.25 
neighbourhood 

Parents home before sunsel 114 53.23 11.46 0.93 237 0.35 0.1 

Parents home after sunset 125 57.92 10.04 ... __ .. 

Subjects living in shacks 25 50.04 9.18 -1.48 235 0.15 0.3 

Subjects ootliving ill shacks 212 52.98 10.87 

House !Iol built wilh bricks 2n2 53.68 1070 4.59** 244 O.O()OI 0.6 

1I0use bllilt with bricks 44 46.84 8.54 

TV at home 109 5288 11.34 0.62 230 0.54 0.07 

NoTVal home 123 52.00 to.28 

No books for leisure reading 164 53.05 .. II.II .. ~ ... 245 0.23 0.1 
~ 

111I\'e book for leisure reading 83 51.41 9.67 

Docsn~ rc.1d I wo or more 84 49.52 8.76 3.65·· 243 0.0003 0.4 
IIcwsP<1Pcrs a \\<:ck 

89 

Table 5.10: Means, standard deviations and t-values orramily status, some physical 
characteristics or the home and academic achievement in English 

Variable!l Number Mead Std t-value DF p-value Elfed 
or academic dev size 

subjetU acbieve- (d) 
ment 

Boys 104 52.44 11.67 .{l.05 246 0.96 0.01 

J:lirls 143 5251 9.91 

Onlv onc parenl employed 128 5US 9.50 -1.59 245 0.11 0.2 

J30Ih parents cmplo\'ed 119 53.55 11.66 

.. ~~. 

Fathers' work nOI in 186 51.45 1(l.67 -1.22 210 0.23 0.3 
neighbourhood 

Fathers' work in 26 54.08 10.26 
neighbourhood 

Mothers' work oot in 169 51.52 10.97 -1.13 224 0.26 0.2 
neighbourhood 

Mothers' work in 57 53.33 10.25 
neighbourhood 

Parents home before sunsel 114 53.23 11.46 0.93 237 0.35 0.1 

Parents home after sunset 125 57.92 10.04 ... __ .. 

Subjects living in shacks 25 50.04 9.18 -1.48 235 0.15 0.3 

Subjects ootliving ill shacks 212 52.98 10.87 

House !Iol built wilh bricks 2n2 53.68 1070 4.59** 244 O.O()OI 0.6 

1I0use bllilt with bricks 44 46.84 8.54 

TV at home 109 5288 11.34 0.62 230 0.54 0.07 

NoTVal home 123 52.00 to.28 

No books for leisure reading 164 53.05 .. II.II .. ~ ... 245 0.23 0.1 
~ 

111I\'e book for leisure reading 83 51.41 9.67 

Docsn~ rc.1d I wo or more 84 49.52 8.76 3.65·· 243 0.0003 0.4 
IIcwsP<1Pcrs a \\<:ck 

89 

Table 5.10: Means, standard deviations and t-values orramily status, some physical 
characteristics or the home and academic achievement in English 

Variable!l Number Mead Std t-value DF p-value Elfed 
or academic dev size 

subjetU acbieve- (d) 
ment 

Boys 104 52.44 11.67 .{l.05 246 0.96 0.01 

J:lirls 143 5251 9.91 

Onlv onc parenl employed 128 5US 9.50 -1.59 245 0.11 0.2 

J30Ih parents cmplo\'ed 119 53.55 11.66 

.. ~~. 

Fathers' work nOI in 186 51.45 1(l.67 -1.22 210 0.23 0.3 
neighbourhood 

Fathers' work in 26 54.08 10.26 
neighbourhood 

Mothers' work oot in 169 51.52 10.97 -1.13 224 0.26 0.2 
neighbourhood 

Mothers' work in 57 53.33 10.25 
neighbourhood 

Parents home before sunsel 114 53.23 11.46 0.93 237 0.35 0.1 

Parents home after sunset 125 57.92 10.04 ... __ .. 

Subjects living in shacks 25 50.04 9.18 -1.48 235 0.15 0.3 

Subjects ootliving ill shacks 212 52.98 10.87 

House !Iol built wilh bricks 2n2 53.68 1070 4.59** 244 O.O()OI 0.6 

1I0use bllilt with bricks 44 46.84 8.54 

TV at home 109 5288 11.34 0.62 230 0.54 0.07 

NoTVal home 123 52.00 to.28 

No books for leisure reading 164 53.05 .. II.II .. ~ ... 245 0.23 0.1 
~ 

111I\'e book for leisure reading 83 51.41 9.67 

Docsn~ rc.1d I wo or more 84 49.52 8.76 3.65·· 243 0.0003 0.4 
IIcwsP<1Pcrs a \\<:ck 



• p<O.O) 
•• p <O,Ol 

Small effect 
Medium cffeet 
Large effect 
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d =0.2 
d 0,5 
d =0,8 

• p < 0.05 
•• p <0.01 

Small eITeet 
Medium cITee! 
Large cITeet 

90 

d~O.2 

d 0.5 
d ~O,8 

• p < 0.05 
•• p <0.01 

Small eITeet 
Medium cITee! 
Large cITeet 

90 

d~O.2 

d 0.5 
d ~O,8 

• p < 0.05 
•• p <0.01 

Small eITeet 
Medium cITee! 
Large cITeet 

90 

d~O.2 

d 0.5 
d ~O,8 
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Table S.I I: Means, standard deviations and t-values or ramily status some physical 
characteristics or the home and academic achievement in science 

Variables Number Mean or Std. t- DF p-
or academic Dev. value value 

subjects achieve-
ment 

Boys 104 48.00 11.89 -0.35 245 0.72 

Girls 103 48.52 10.50 

Only one parent employed 128 47.88 10.43 -0.57 245 0.57 

Both parents employed 119 48.68 11.75 

Fathers' work not in 186 46.89 11.11 -2.55" 210 0.02 
neighbourhood 

Fathers' work in 26 53.15 11.83 
neighbourhood 

Mothers' work not in 169 46.75 10.90 -1.84 224 0.07 
neighbourhood 

Mothers' work in 57 49.84 11.00 
neighbourhood 

Parents home before 114 48.59 10.88 0.59 237 0.56 
sunset 

Parents home after sunset 125 47.74 11.39 

Subjects living in shacks 25 45.16 11.32 -1.37 235 0.18 

Subjects not living in 212 48.44 11.04 
shacks 

House not built with bricks 202 49.66 10.93 4.57" 244 0.000 
I 

House built with bricks 44 42.27 9.43 

TV at home 109 50.07 10.35 2.35" 230 0.02 

Effect 
size 
(d) 

0.04 

0.07 

0.5 

0.3 

0.07 

OJ 

0.7 

0.3 
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NoTVat home 1123 146.73 

No books for leisure 164 49.68 10.2512.79* 
1

245 I ~.OOO 10.4 
reading 

Have book for leisure 83 45.39 12.01 
readin 

Doesn't read two or more 84 45.\0 111.20 13.32" 1243 10.001 10.4 
newspapers a week 

Reads two or more 161 50.01 I 10.56 
news~a~ers a week I 

* p < 0.05 Small effect d"'0.2 
** p <0.01 Medium effect d=0.5 

Large effect d=0.8 
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NoTVat home 

No books for leisure 10.25 2.79* 245 0.000 0.4 
readin 6 

Have book for leisure 12.01 
readin 

Doesn't read two or more 84 45.\0 11.20 3.32" 243 0.00) 0.4 
news a ers a week 

Reads two or more 161 50.01 10.56 
news a ers a week 
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5.3.5 Sex 

TO.detennine whether boys and girls differ in academic achievement in English and Science, t­

tests were perfonned. A comparison of the mean ac,!-demic achievement indicated that there 

were no ditlerences in academic achievement in English and science between boys and girls (see 

Tablt! 5.10) 

No differences in academic achievement in English and Science were also found between the 

following variables or groups of students: 

Students with only one parent employed and students with both parents employed; 

2 Students with mothers working in the neighbourhood and students with mothers not 

working in the neighbourhood; 

3 Students with parents arriving home from work before sunset and students with parents 

arriving home from work after sunset; 

4 Students living in shacks and students not living in shacks. 
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5.3.6 Fa/hers' placl! qf "'01* 

Students whose fathers worked in the neighbourhood were compared with students whose 

fathers did not work in the neighbourhood (by means of t-tests). Students whose rathers 

worked in the neighbourhood performed better in Science t(21O) = 2,55; P < 0,02) than 

students whose fathers did not work in the neighbourhood (see Table 5.11). This difference is 

of average educational significance (d = 0,5). A comparison of means indicated that there were 

no differences in academic achievement in English between students whose fathers worked in 

the neighbourhood and those whose fathers did not work in the neighbourhood. 

5.3.7 HOllse bllilt with bricks or 1I0t 

Differences were found between students who lived in houses built with bricks and those 

students who did not live in houses built with bricks. Students who lived in houses built with 

bllcks scored statistically significantly higher marks in English t(244) = 4,59; P < 0,0001 (see 

Table 5.10) and in Science t(244) = 4,57; P < 0001 (see Table 5.11). The differences in 

English are of medium educational significance (d 0,6) and in Science they approach large 

educational significance (d 0,7). 

5.3.8 Availability vfTV 

To determine whether students with TV at home differ from those without TV in academic 

achievement in English and Science, t-tests were performed. A comparison of the means 
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indicated that there were no differences in academic achievement in English between students 

with and those without TV (see Table 5.10). Differences were found with relation to Science, 

though - t (230) = 2,35; P < 0,02 (sce Table 5.1 I). The difference in science is of small 

educational significance (d = 03). Students with TV scored lower in Science than students 

without TV. This difference in academic achievement could be that though a TV is a source of 

intellectual stimulation for children, it may distract the attention of children when learning. 

5.3.9 Books ami/ah/e jor /el.l1Ire reading 

Students who have books for leisure reading were compared to those who do not have books 

for leisure reading by means of t-tests. A comparison of means indicated that there were no 

differences in academic achievement in English between students with and those without leisure 

books in English. Differences were found with relation to Science. Students who do not have 

books for leisure reading scored higher than students who have books for leisure reading t(245) 

= 2,79; P < 0,006 (see Table 5.11). This difference is of average educational significance (d = 

0,4). This diftcrence in academic achievement could be caused by students spending a lot of 

time reading books for leisure reading rather than attending 10 their schoolwork. 

5.3./0 A I'ailahi/i{)' f!llll:ll·sfXlIJI.'fS 

Differences were Ii.)LlIld between students who read one or two newspapers per week, and those 

who do not rClld ncwspapcrs. Students who read newspapers scored statistically significantly 

higher marks in English I (243) 3,65; p 0,0003 (see Table 5.10) and in Science t (243) = 3, 
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32; P < 0,001 (see Table 5.11) The differences in English are of medium educational 

significance (d = 0,04), and in Science the difference is also of medium educational significance 

(d = 04). 

5.3. J J Summary of re.m/ls 

According to the results of the ANOV As and t-tests used to get a clear view of the subjects, it 

emerged that younger students achieved higller marks in both English and Sicncc. It further 

emerged that students whose parents had higher qualifications achieved better than students 

whose parents had lower qualifications in both English and Science. In terms of family size it 

was revealed that students from smaller families achieved highter marks in English than students 

from larger families. With sibsize, it was revealed that students from smaller sibsize achieved 

higlJer marks in English than students from larger sibsize. 

5.4 Descriptive statistics or the independent variables IISed and correlation coefficients 

with academic achievement 

The variables listed in paragraph 4.5 were grouped into five compound vaJiablcs on the basis of 

common characteristics. These compound variables \\1th the individual variables that 

constituted them were sodo-economic status, family structure, aspirations, home stimulation 

and self-efficacy. English and Science were used as dependent variables. 
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Socio-economic status was defined as the father's and mother's level of education, whether both 

parents were employed, the status of the fathers' and mothers' work and the size and status of 

the home. 

Family structure was defined in tenns of family size, sibsize and birth order, while aspirations 

were defined as the parents' aspirations for their child's education and future career, as well as 

the child's career aspirations. 

Stimulation was defined as availability of a TV, radio, hi-fi, books and newspapers. Self-efficacy 

was dclincd as the subjects scores on the self-efficacy questionnaire and the score on the self­

efficacy subscale of the MSLQ. 

These compound variables were used together with age, sex, intrinsic motivation, anxiety, 

cognitive stratC!:,'Y use and self-re!,'Ulation as independent variables with English and science as 

dependent variables. 

The independent variables can be categorized into three categories, I.e. family variables, 

comprising socio-cconomic status, family structure, aspirations and stimulation. Motivational 

variables comprise anxiety intrinsic motivation and self-efficacy whereas cognitive variables are 

constituted by cognitive strate!,'Y use and self-regulation. By categorizing the independent 

variables in this way it was possible to test the hypotheses. 
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Table 5.12: Uescriplive statistics and correlation coefficients 
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An analysis of Table 5.12 reveals that there is a negative relationship which approach medium 

educational sil,'llificance between age and academic achievement in English (r = - 0, 41; P < 

0,05) and science (r = - 0, 35; P < 0,05). This means that age and academic achievement in 

English and Science are inversely related, i.e. a higher age is related to a low score in English 

and Science. 

An analysis or Tilble 5.12 further reveals that there is a statistically significant relationship 

between socio-economic status and academic achievement in English (r = 0, 24; P < 0,05) and 

Science (r = 0,24; P < 0,05) which approaches medium educational significance. 

Table 5.12 reveals a below medium negative elfect between family structure and academic 

achievement in English (r -0,21; P < 0,05) and science (r 0, IS; P < 0,05) This means 

that family structure and academic achievement in English and Science are inversely related 

which means that fumily structure has a medium negative effect on academic achievement in 

English and Science. 

There is also a statistically significant relationship between intrinsic motivation and academic 

achievement ill English (r = 0, 14; < P 0,05) and Science (r = 0, 18; P < 0,05). This 

relationship though is of little educational significance. 

Table 5.12 reveals a statistically significant relationship between anxiety and academic 

achievement in English (r = -0, 24; P < 0,05) and Science (r = - 0, 24; P < 0,05) which 

99 

An analysis of Table 5.12 reveals that there is a negative relationship which approach medium 

educational sil,'llificance between age and academic achievement in English (r = - 0, 41; P < 

0,05) and science (r = - 0, 35; P < 0,05). This means that age and academic achievement in 

English and Science are inversely related, i.e. a higher age is related to a low score in English 

and Science. 

An analysis or Tilble 5.12 further reveals that there is a statistically significant relationship 

between socio-economic status and academic achievement in English (r = 0, 24; P < 0,05) and 

Science (r = 0,24; P < 0,05) which approaches medium educational significance. 

Table 5.12 reveals a below medium negative elfect between family structure and academic 

achievement in English (r -0,21; P < 0,05) and science (r 0, IS; P < 0,05) This means 

that family structure and academic achievement in English and Science are inversely related 

which means that fumily structure has a medium negative effect on academic achievement in 

English and Science. 

There is also a statistically significant relationship between intrinsic motivation and academic 

achievement ill English (r = 0, 14; < P 0,05) and Science (r = 0, 18; P < 0,05). This 

relationship though is of little educational significance. 

Table 5.12 reveals a statistically significant relationship between anxiety and academic 

achievement in English (r = -0, 24; P < 0,05) and Science (r = - 0, 24; P < 0,05) which 

99 

An analysis of Table 5.12 reveals that there is a negative relationship which approach medium 

educational sil,'llificance between age and academic achievement in English (r = - 0, 41; P < 

0,05) and science (r = - 0, 35; P < 0,05). This means that age and academic achievement in 

English and Science are inversely related, i.e. a higher age is related to a low score in English 

and Science. 

An analysis or Tilble 5.12 further reveals that there is a statistically significant relationship 

between socio-economic status and academic achievement in English (r = 0, 24; P < 0,05) and 

Science (r = 0,24; P < 0,05) which approaches medium educational significance. 

Table 5.12 reveals a below medium negative elfect between family structure and academic 

achievement in English (r -0,21; P < 0,05) and science (r 0, IS; P < 0,05) This means 

that family structure and academic achievement in English and Science are inversely related 

which means that fumily structure has a medium negative effect on academic achievement in 

English and Science. 

There is also a statistically significant relationship between intrinsic motivation and academic 

achievement ill English (r = 0, 14; < P 0,05) and Science (r = 0, 18; P < 0,05). This 

relationship though is of little educational significance. 

Table 5.12 reveals a statistically significant relationship between anxiety and academic 

achievement in English (r = -0, 24; P < 0,05) and Science (r = - 0, 24; P < 0,05) which 

99 

An analysis of Table 5.12 reveals that there is a negative relationship which approach medium 

educational sil,'llificance between age and academic achievement in English (r = - 0, 41; P < 

0,05) and science (r = - 0, 35; P < 0,05). This means that age and academic achievement in 

English and Science are inversely related, i.e. a higher age is related to a low score in English 

and Science. 

An analysis or Tilble 5.12 further reveals that there is a statistically significant relationship 

between socio-economic status and academic achievement in English (r = 0, 24; P < 0,05) and 

Science (r = 0,24; P < 0,05) which approaches medium educational significance. 

Table 5.12 reveals a below medium negative elfect between family structure and academic 

achievement in English (r -0,21; P < 0,05) and science (r 0, IS; P < 0,05) This means 

that family structure and academic achievement in English and Science are inversely related 

which means that fumily structure has a medium negative effect on academic achievement in 

English and Science. 

There is also a statistically significant relationship between intrinsic motivation and academic 

achievement ill English (r = 0, 14; < P 0,05) and Science (r = 0, 18; P < 0,05). This 

relationship though is of little educational significance. 

Table 5.12 reveals a statistically significant relationship between anxiety and academic 

achievement in English (r = -0, 24; P < 0,05) and Science (r = - 0, 24; P < 0,05) which 



100 

approach medium educational significance. This means that anxiety has a medium negative 

effect on academic achievement in English and Science. 

There is a statistically significant relationship between self-regulation and academic achievement 

in English (r ~ 0, 16; P < 0,05) and Science (r 0, 17; P < 005), though it is of neglegilible 

educational significance. 

Though the Table does not reveal a statistically significant relationship between self-efficaey and 

academic achievement in English, the table does, however, reveal a statistically si/:,'llificant 

relationship between self-efficacyand academic achievement in Science (r ~ 0, 14; P < 0,05). 

This latter relationship is oflittle educational significance, though. 

From Table 5.12 it can therefore be concluded that there is a statistically significant relationship 

between age, socio-economic status, family structure, intrinsic motivation, anxiety, self­

re/:,'Ulation and academic achievement in English and Science. The statistical relationship 

between self-efficacy and academic achievement is only related to Science 

5.5 The influellce or the independent variables on academic achievement in English 

To detennine the collective and individual contribution of the independent variables to R2 a 

multiple rC/:,'Tession analysis was perfonned. 
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It can be inferred ft'om Table 5,13 that the independent variables collectively explain 24,8 

percent (R 2 = 0, 2480) of the subjects' academic achievement in English, Of the individual 

variables only age, family structure and anxiety contribute in a statistically significant way to 

academic achievement in English, Age explains 9,07 percent (contribution to R' = 0,0907; p < 

0,01; f' 0,12), family structure 1,44 percent (contribution to R' = 0,0144; P < 0,05; f' 

0,02) and anxiety 1,55 percent (contribution to R' = 0,0155; p < 0,05; f 0,02) of the 

variance in academic achievement in English. The contribution of family structure and anxiety 

to variance in academic achievement in English, although statistically significant, is of little 

educational value because of the low effect size, The contribution of age does approach 

medium educational significance, The conclusion can therefore be made that age specifically, 

and family structure and anxiety to a lesser degree are important variables that influence 

academic achievement in English. 
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TABLE 5.13: Contribution of the independent variables to R'. Criterion: Achievement 

in English 

Variables 

Age 

Sex 

Socio-
economIc 
status 

Family 
structure 

Aspirations 

Stimulation 

Intrinsic 
motivation 

AlLxiety 

Cognitive 
strategy use 

Self-regulation 

Se! f-cnica(;)' 

* 
** 

R' = 0,2480 (N = 248) 

p 
p 

Contribution 

R' 

0,0907 

0,0051 

0,0027 

0,0144 

0,0039 

0,0053 

0,0048 

0,0155 

0,00 

0,0042 

0,00 

< 
< 

0,05 
0,01 

to F-Value Effect size (P) 

29,25·· 0,12 

1,65 0,00 

0,87 0,00 

4,65 * 0,Q2 

1,26 0,00 

1,71 0,00 

1,55 0,00 

5,0 * 0,02 

0,00 0,00 

1,35 0,00 

0,00 0,00 

Small effect (P)= 0,02 
Medium effect (P)= 0,15 
Large effect (P)= 0,35 

5,6 The influence of the independent variables on academic achievement in Science 

It can be inferred from Table 5.14 that the independent variables collectively explain 21,3 

percent (R 2 = 0,2130) of the subjects' academic achievement in Science. Of the individual 
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variables age, anxiety and aspirations contnbute in a statistically significant way to academic 

achievement in science. Age explains 5,44 percent (contribution to Rb 0,0544; p < 0,01; f2 = 

0,07), anxiety 2,66 percent (contribution to R2 = 0,0266; p < 0,05; f 0,03) and aspirations 

1,43 percent (contnbution to R2 = 0,,0143; p < 0,1; f2 = 0,02) of the variance in academic 

achievement in science. The contnbulion of age to academic achievement in science approaches 

medium educational significance. The contribution of anxiety and aspirations to achievement in 

science. although statistically significant, is of little educational value, because of the low effect 

size. The conclusion can therefore be made that age specifically, and also anxiety and 

aspirations to a degree are important variables that influence academic achievement in Science. 
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TABLE 5.14: Contribution or the independent variables to R2. Criterion: Achievement 
ill Science 

Rl= 0,2130 (N = 248) 

Variables 

Age 

Sex 

Socio-economic 
status 

~structure 

~pirlltions 

Stimulation 

Intrinsic motivation 

Anxiety 

Cognitive strategy 
use 

Self-regulation 

Self-efficacy 

* 
** 
*** 

p 
p 
p 

5.7 Conclusion 

Contribution to F-Value 
R2 

0.0544 13,95*" 

0,0024 0,62 

0,0028 0,72 

0,0043 1,10 

0,0143 3,27* 

0,00 0,00 

0,007 1,79 

0,0266 6,83** 

0,00 0,00 

0,0017 0,44 

0,0019 0,49 

0,1 < 
< 
< 

0,05 Small elTect (P)= 0,02 
0,0 I Medium effect (P)= 0,15 

Large effect (12)= 0,35 

Effect size (p) 

0,07 

0,00 

0,00 

0,00 

0,02 

0,00 

0,00 

0,03 

0,00 

0,00 

0,00 

On the basis of the results of the multiple regression analyses and the ANOV As it can be 

concluded that only three variables, i.e. age, family structure and anxiety, contnbute to academic 

achievement in English and that only age and anxiety contribute to academic achievement in 

Science. These result imply the following with regard to the hypotheses: 
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Hypothesis J 

That there is a relationship between home variables and academic achievement in English and 

Science can only be accepted with reference to family structure and academic achievement in 

English. It can therefore be concluded that family size (paragraph 5.3.3) and sibsize (paragraph 

5.3.4) are important family variables that affect achievement in English. 

Hypothesis 2 

That there is a relationship between motivational variables and academic achievement in English 

and Science can only be accepted with reference to anxiety. As a relationship between self­

efficacy, intrinsic motivation and academic achievement in English and science could not be 

established it can't be concluded that self-efficacy and intrinsic motivation influence academic 

achievement in English and Science. 

Hypothesis 3 

That there is a relationship between cognitive variables and academic achievement has to be 

rejected as no relationShip between cognitive strategy use, self-regulation and academic 

achievement in English and Science could be established. 

An important finding to take cognisance of is the relationship between age and academic 

achievement in both English and Science, especially between age and English academic 

achievement (also see paragraph 5.3.1). It can therefore be concluded that the age of the 

student is an important variable that influences academic achievement. 
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efficacy, intrinsic motivation and academic achievement in English and science could not be 

established it can't be concluded that self-efficacy and intrinsic motivation influence academic 

achievement in English and Science. 

Hypothesis 3 

That there is a relationship between cognitive variables and academic achievement has to be 

rejected as no relationShip between cognitive strategy use, self-regulation and academic 

achievement in English and Science could be established. 

An important finding to take cognisance of is the relationship between age and academic 
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achievement (also see paragraph 5.3.1). It can therefore be concluded that the age of the 

student is an important variable that influences academic achievement. 
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CHAPTER 6 

6 SUMMARY AND CONCLUSION 

6.1 Introduction 

This chapter consists ofa summary of the research. A statement of the problem is given in 

paragraph 6.2. A summary of the literature review is given in paragraph 6.3, as well as a 

discussion of the method of research in paragraph 6.4. The procedure of the research is 

stated in paragraph 6.5, followed by the concluding remarks in 6.7. The results of the 

research are summarized in paragraph 6.6. The limitations are discussed in paragraph 6.8. 

The chapter is concluded by the recommendations and concluding remarks in paragraph 6.9 

and 6. 10 respectively. 

6.2 Statement of the problem 

Harker (1991:28) states that the majority of disadvantaged black students in the North 

West Province of South Africa perform below average and have higher failure and drop­

out rates than white students. In accordance with Matseke (1981 :1V) the academic 

achievement of pupils is dependent on home conditions. 
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Since home conditions have a bearing on the academic achievement of students, it is of 

crucial importance to identifY home and other variables which influence academic 

achievement to counteract underachievement by striving to produce self-efficacious 

students who attribute success or failure to unstable controllable factors which promote 

achievement. 

J 
The aim of the research was therefore to determine the relationship between home and 

other variables, inter alia, motivational and cognitive variables and academic achievement of 

Std. 7 students in English and Science. 

6.3 Review or the literature 

6.3.1 The influence oj home variables 011 the academic achievement oj shldents 

Tbe home produces the first and perhaps the most insistent and subtle influence on the 

cognitive development of the child (paragraph 2.1). The home environment influences the 

individual's acquisition ofknowledge, development of intellectual skills, abilities and the 

formation of specific attitudes to learning (paragraph 2.1). 

According to Marjoribanks (1992:266) the activities of the family, ie., intellectuality in the 

home, language, academic j,'Uidance, and work habits in the family, contribute positively to 
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the cognitive development ofthe child as he learns from parents in the family, for example, 

by listening and imitating them when they talk, and when perfonning the family work. 

6.3.2 111e ilifll/(!1/ce ofselj-efficacy Oil academic achievemellt 

The influence of self-efficacy on academic achievement is revealed by Zirnmennann 

(1985:331) in stating that students' self-efficacy perceptions are closely related to the tasks 

that they are engaged in as well as to their perfonnance levels and outcomes. Choosing a 

task and continuing with it depends on an individual's perceptions of self-efficacy 

(paragraph 3.6.2). Students who have a low self-efficacy may fail 10 do the task or even 

not attempt to do the task (Miller, 1989:234). Thus a student with a high sense of efficacy 

will achieve better than the one with low efficacy, because obstacles make him intensifY his 

efforts, whereas an inefficacious one might easily give up when faced with problems in a 

learning situation (paragraph 3.6.2). 

6.3.3 The iliflllel!ce of atlrib!lliom 01/ academic achiel'emellt 

Attributions can be described as the individual's search for understanding and quest to 

discover why an event has occurred, and is inferred from self-evaluation of the results and 

consequences of behaviour (see paragraph 3.5). Following the attributional theory, 

individuals make causal ascriptions for the outcomes of their actions; that is, they would 
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like to discover why an event has had particular outcomes (Weiner, 1984:19). These 

311ributional ascriptions affect student performance either positively or negatively. 

Failure attributed to an unstable, controllable variable such as effort, makes a student work 

harder, because when a student believes that increased effort will produce success, he 

would persist longer at a task and thereby increase his level of performance (paragraph 

3.5.4). On the conlrary, if failure is ascribed to a stable uncontrollable variable such as 

aptitude, a student lacks the enthusiasm to work harder (Weiner, 1981 :30). 

6.3..1 The inflllence o/Iearning strategies at, ac.ademic achievement 

Learning strategies ean be defined as that behaViour of a learner intended to influence how 

the learner processes information (paragraph 3.4). According to Mayer (1988:11), 

knowledge and effective application oflearning strategies positively influence the process 

and outcome of learning. It is this outcome tbat in turn influences good academic 

performance. 

To enhance the learning of students, it is important that teachers should focus instruction 

on the ac()uisition of learning strategies, for strategies are not ends in themselves, but 

deliberate means to an end. the end being enhanced task performance (paragraph 3.4.2.2). 
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6.4 Methods of research 

6..1.f SlIhje,'/s 

All the Std. 7 students (N = 1316) in the middle schools in the MAnor ANE Circuit of the 

North West Province of South Africa constituted the population of this study. From the 

population a random cluster sample of 5 schools was first drawn (Table 4.1), and then 

random cluster sampling was again used to draw one ( I) class from each of these five (5) 

schools (Table 4.2), to constitute the sample of the study. 

6..1.2 fm/rumellts 

The following instruments were used: 

6.4.2.1 Socia-Economic Status and Biographical Questionnaire (SESQ) 

The Socio-Economic Status and Biographical Questionnaire (SESQ) (paragraph 4.4.3) 

was developed to elicit descriptive personal and family infonnation of the students. 

The Socio-Economic Status and Biographical Questionnaire prompted students to give 

infonnation on age, sex, home language, parents' level of education, parents' employment, 

sibling size, family size, aspirations, size of the dwelling. household possessions such as 
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possessions of a car, TV, radio, hi-fi set, refiigerator, deep-freezer, cart, bicycle, bike, 

books, newspapers and magazines. 

6.4.2.2 Self-Efficacy Questionnaire (SEQ) 

The Self-Efficacy Questionnaire (SEQ) (see paragraph 4.4.1) was developed as a paper­

and-pencil test to assess a student's perceived capacity to correctly perform a variety of 

learning related tasks. The questionnaire consisted of two parts. 

Part [ (one) of the SEQ assessed self-efficacy in a way similar to that used by Berry et al., 

(1980). In Part one, SO items of the 62 statements were used as a yardstick. These items 

assessed a student's perceived capacity to perform learning related tasks. 

Two of the twelve passages which make up Part 2 of the SEQ were taken as sample 

passages. The passages were chosen as the events they describe are culturally identifiable 

to the subjects. A multiple choice evaluation of two to three questions were set on each of 

the two passages. Both passages and questions ranged from easy to difficult and 

corresponded in reading level to that expected from Std. 7 students (see paragraph 4.4.1) 
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6.4.2.3 Motivated Strategies for learning Questionnaire (MSLQ) 

The Motivated Strategies for Learning Questionnaire (MSLQ) (paragraph 4.42) included 

56 items on students' motivation amI their use of self-regulated learning strategies. 'The 

three motivational factors of self-efficacy, intrinsic value and test anxiety constituted 

motivation while cognitive strategy use and self-regulation constituted the use of self­

reb'Ulated lcanning strategies. Students responded to the items on a 7 -point Likert scale (I 

= Hnot al all true of me" 10 7 "" "very true of men) in terms of their behaviour in academic 

achievement. 

6,5 Procedure 

A sample of248 subjects were selected (see paragraph 4.3) from a population of 1316 Std. 

7 middle school students in the MABOP ANE Circuit of the North West Province of South 

Amca. After completion of the questionnaires, these were scored and the data analyzed. 

6.6 Results 

6.6.1 flwotlll.!sis 1 

Hypothesis I, that there is a relationship between home variables and academic 

achievement of Std. 7 students in English and Science, proved acceptable only with 
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reference to family structure and academic achievement in English. It can therefore be 

concluded that family size (paragraph 5.3.8) and sibsize (paragraph 5.3.4) are important 

family variables that affect academic achievement in English. 

6. 6. 2 Hypothesis 2 

Hypothesis 2, that there is a relationship between motivational variables and academic 

achievement of Std. 7 students in English and Science, can only be accepted with reference 

to anxiety No relationship could be established between self-efficacy, intrinsic motivation 

and academic achievement in English and science, thus it can't be concluded that self-

~ efficacy and intrinsic motivation influence academic achievement in English and Science. 

6. 6. 3 Hypothesis 3 

lIypothesis 3, that there is a relationship between cognitive variables and academic 

achievement of Std. 7 students in English and Science, is rejected as no relationship 

between cognitive use, self-reh'ldation and academic achievement in English and science 

could be established. 

An impol1ant result to take CO/;'11isance of is the relationship between age and academic 

achievement in both English and Science, especially between age and English achievement. 
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It can therefore be concluded that the age of the student is an important variable that 

influences academic achievement 

6.7 Conclusion 

In this study it has been established that there is a relationship between home factors and 

academic achievement with reference to family structure. A relationship between 

motivational variables and academic achievement could only be found with reference to 

anxiety. Another finding in tenns of this study is that there is a relationship between age 

and academic achievement. 

6.8 Limitations 

The self-efficacy questionnaire is a new instrument that has not yet been thoroughly 

evaluated and is still in the process of improvement. It may thus have some limitations that 

may make it not a sensitive enough instrument to determine students' self-efficacy. 

Though the concept self-efficacy was explained to the students they also may not have 

understood its meaning clearly because of lack of familiarity with the concept, thus not 

responding properly to the items. 
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Despite the fact that students were encouraged to be free and open in responding to the 

questionnaire, when it came to the Socio-Economic Status and Biographical Questionnaire, 

some students were shy to disclose conditions of their homes, especially the ones from very 

poor environments, thus a possibility of dishonesty in responding to some of the items in 

the questionnaire cannot be ruled out. 

This research was conducted during the period of political unrest at schools. The unrest 

caused instability both at home and school, and the instability could have impacted itself on 

the mind of the child, thus affecting the response of the students to questionnaire items. 

6.9 Recommendations 

The study represents, not a finality, but instead a start on which improvements, 

modifications and further research are based. The study will thus have served an important 

purpose ifit provokes further research of home and other variables which have an influence 

\ on academic achievement in other areas of the North West Province of South Africa on a 

larger sample. 

Teachers should be encouraged to realize that poor academic performance may be 

inlluenced by various variables such as the home, motivational and cognitive variables. 

Teachers should therefore make efforts to provide individual assistance to children with 

learning problems. 
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Teachers are encouraged to inculcate openness in pupils. The teacher-parent relationship 

should embody communication even on issues affecting the fiunily like in the event of a 

divorce, death in the family or loss of job. The above-stated issues may cause anxiety 

which may negatively affect a student's academic achievement. 

It is also recommended that students who are above age in a particular standard should be 

given spccial attention by making special arrangements for them to do remedial work, 

perhaps alter school, as it has been proved in this research that students who are above age, 

have a poor academic achievement. Mathebula (\992:66) also reports that the academic 

achievement of students who failed more than one year or missed school decreases 

progressively according to the number of years they failed or missed school. 

Students who have missed a number of years of schooling and/or tailed a number of years 

should not be put in the same class as younger students because they may develop a 

negative self-concept, because it has been found that students who are on age perfonn 

better academically than those above age. Special programmes in or out of school should 

be designed for the older students to cater for their special needs. ABET programmes for 

example, may be used for these students. 

Teachers should also be made sensitive to the special needs of older students to afford them 

special attention. 
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A prograrrune should be developed to train teachers on how to identity any other variables 

which affect students achievement The reason being to make teachers aware that there are 

other variables other than those related to cognitive ability which may have a bearing on 

academic achievement. 

6.10 Concluding remarks 

In this research home factors and other variables such as motivational and cognitive 

variables that influence the academic achievement of students were studied. It is hoped that 

the findings of this research will make teachers aware that there are various variables which 

have an influence on the academic achievement of students. The knowledge of various 

variables affecting academic achievement will assist the teachers in identitying and helping 

students to improve their academic achievement. 
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16. Which highest standard would your parents like you to pass? 

Std 7 or lower 

Std 8 

Std 9 

Std 10 

Post matric qualification 
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17. Which career would your parents like to see you follow? 
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Career parents wish 

My decision 
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~ (34) 

No tB 
Yes 2 (25) 

D (26,27) 

(28,29) 

18. How many people (including yourself) live at your home where you live? 

I 21 3 I 4 I 5 I 6 I 7 I 8 I 9 I 10 I 111 121 more I (30,31) 

19. How many children do your parents have including yourseifl 

1 1 I 2 I 3 I 4 I 5 I 6 I 7 I 8 I 9 110 I more I (32,33) 

20. How many of these children (brothers and sisters) are older than you? 

I 0 I 1 I 2 I 3 I 4 I 5 I 6 I 7 I 8 I 9 I 10 I (34,3S) 

21. How would you describe your house? Indicate your choice with a cross. 

1. It is a shack No ffi ~I Yes 

2. Built with concrete or brick walls 
No ffi Yes 2 (37) 

3. Number of rooms I 1 I 2 3 4 15 or morel (38) 

16. Which highest standard would your parents like you to pass? 

Std 7 or lower 

Std 8 

Std 9 

Std 10 

Post matric qualification 

My parents leave the decision to me 

2 

3 

4 

5 (24) 

No [2]ZI 
Yes ~ (25) 

17. Which career would your parents like to see you follow? 
(Write career parents wisli in the space proVIded.) 

Career parents wish 

My decision 
I I 

18. How many people (including yourself) live at your home where you live? 

I zl 3 I 4 I 5 I 6 I 7 I 8 I 9 I 10 I 111 lzl more 

19. How many children do your parents have including yourseln 

I 1 I z I 3 I 4 I 5 I 6 I 7 I 8 I 9 110 I more I 
20. How many of these children (brothers and sisters) are older than you? 

I 0 1 1 I 2 I 3 I 4 J 5 I 6 I 7 I 8 I 9 I 10 I 
21. How would you describe your house? Indicate your choice with a cross. 

1. It is a shack No 

Ea Yes 

No EB 
Yes 2 

2. Built with concrete or brick walls 

(26,21) 

(28,29) 

(30,31) 

(32,33) 

(34,35) 

(36) 

(:17) 

3. Number of rooms l 1 I Z 3 4 15 or morel (38) 

16. Which highest standard would your parents like you to pass? 

Std 7 or lower 

Std 8 

Std 9 

Std 10 

Post matric qualification 

My parents leave the decision to me 

2 

3 

4 

5 (24) 

No [2]ZI 
Yes ~ (25) 

17. Which career would your parents like to see you follow? 
(Write career parents wisli in the space proVIded.) 

Career parents wish 

My decision 
I I 

18. How many people (including yourself) live at your home where you live? 

I zl 3 I 4 I 5 I 6 I 7 I 8 I 9 I 10 I 111 lzl more 

19. How many children do your parents have including yourseln 

I 1 I z I 3 I 4 I 5 I 6 I 7 I 8 I 9 110 I more I 
20. How many of these children (brothers and sisters) are older than you? 

I 0 1 1 I 2 I 3 I 4 J 5 I 6 I 7 I 8 I 9 I 10 I 
21. How would you describe your house? Indicate your choice with a cross. 

1. It is a shack No 

Ea Yes 

No EB 
Yes 2 

2. Built with concrete or brick walls 

(26,21) 

(28,29) 

(30,31) 

(32,33) 

(34,35) 

(36) 

(:17) 

3. Number of rooms l 1 I Z 3 4 15 or morel (38) 

16. Which highest standard would your parents like you to pass? 

Std 7 or lower 

Std 8 

Std 9 

Std 10 

Post matric qualification 

My parents leave the decision to me 

2 

3 

4 

5 (24) 

No [2]ZI 
Yes ~ (25) 

17. Which career would your parents like to see you follow? 
(Write career parents wisli in the space proVIded.) 

Career parents wish 

My decision 
I I 

18. How many people (including yourself) live at your home where you live? 

I zl 3 I 4 I 5 I 6 I 7 I 8 I 9 I 10 I 111 lzl more 

19. How many children do your parents have including yourseln 

I 1 I z I 3 I 4 I 5 I 6 I 7 I 8 I 9 110 I more I 
20. How many of these children (brothers and sisters) are older than you? 

I 0 1 1 I 2 I 3 I 4 J 5 I 6 I 7 I 8 I 9 I 10 I 
21. How would you describe your house? Indicate your choice with a cross. 

1. It is a shack No 

Ea Yes 

No EB 
Yes 2 

2. Built with concrete or brick walls 

(26,21) 

(28,29) 

(30,31) 

(32,33) 

(34,35) 

(36) 

(:17) 

3. Number of rooms l 1 I Z 3 4 15 or morel (38) 



No tB Yes (l9) 

4 Sitting room 

No tB Yes (40) 

5. Dining room 

No tB Yes (41) 

6. Kitchen 

7. Bathroom 
No tB Yes (42) 

8. Number of bedrooms I 1 I 2 I 3 4 15 or more I (43) 

9. Garage I 0 1 12ormorel (44) 

10. Electrified 
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22. How many cars do you have at home? 
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23. Give the names and models of ......................................................... . 
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25. How many T.V. sets do you have at home? 
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rn more (49) 
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27. Does it work? 

No EB 
Yes 2 (51) 

28. Do you have a radio at your home? 
No ut Yes 

ill 
29. Does it ever play? No 1 

Yes 2 (53) 

30. Do you have a Hifi set? 

No H1 
Yes ~. (54) 

31. Does it play? 
No tB 

Yes 2 (55) 

32. Do you have a refrigirator? 
No E~I ~) Yes 

33. Does it work? 

No m 
Yes 2 (57) 

34. Do you have a deep freezer? 
No tE 

Yes 2 ($8) 

35. Does it work? 
No tE 

Yes 2 (59) 

36. Do you have a donkey-cart? 

No m 
Yes 2 (00) 

37. Do you use it? 

NOtE 
Yes ~ (61) 

38. Do you have a horse-cart? 
No 

EB Yes 2 (62) 

27. Does it work? 
No 

tTI Yes (51) 

28. Do you have a radio at your home? 
No 

EB Yes (51) 

29. Does it ever play? 
No rE Yes . (53) 

30. Do you have a Hifi set? 
No 81 Yes (S4) 

31. Does it play? 
No 

EB Yes (SS) 
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19. Do you use it? 
No tB (63) 

Yes 

~. Do you have a bicycle? 
No m Yes (64) 

H. Do you have a motor bike? 
No 8j Yes (65) 

~2. Do you have books for leasure reading in your home? 
No m Yes (66) 

43. Do you read two or more newspapers or magazines per week? 
No m Yes (67) 

44. Academic achievement in English 
(68-70) 

UU 45. Academic achievement in Mathematics 
(71.73) 

46. Academic achievement in Physical Science I I I I (74-76) 

47. Academic achievement in History D_TI (77.79) 
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SELF·EFFICACY QUESTIO:-'"NAIRE 

Self-efficacy is your appraisal of your ability to master a task. 

Self-efficacy includes your judgments about your ability to perform a task as well 
as your confidence in your skills to perform that task. 

There are no right or \\Tong answers to this questionnaire. 

Th is is not a test. 

We want you to respond to the questionnaire as accurately as possible, reflecting 
your own Judgments and confidence. 
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SELF·EFFICACY QUESTIO~'NAIRE 

PART ONE 

INSTRUCTIONS 

Read the following statements and indicate if you can perform the task by 
circling 1'\0 or YES. If you circle \'ES indicate how sure you are that you can 
perform the task by circling a confidence rating. If you circle NO don't circle a 
confidence rating. 

I N4 Yes I 10% I 20',~J 30% I 40% I 50% I 60% I 70% I····· 80% I 90% llOO~ 

1. I can make the teacher explain classwork I don't understand. 

2. When I study I c:m find connections between what I am studying and my 
own experience. 

3. Even when I don't like a subject I still work hard to obtain good marks. 

4. I expect to do well in school. 

5. When writing a test I can concentrate on the answering of the questions 
for more than half the time. 

6. When I study] can relate information in one subject to information in 
other subjects. 

7. I will receive good marks in school. 

8. I know that I will be able to learn the material taught in class. 

9. When interruptions disturb my studies when studying at home, I see to it 
that the interruptions are removed. 

10. When [ study I have no trouble figuring out just what to do to learn the 
material. 

11. When studying. I outline the material to help me organize my thoughts. 

12. I usually understand fully more than half of the facts I have to learn. 

13. I know how to study for different subjects. 

14. I can explain most of the work I learn to my fellow stud<!nts. 

15. I .can control problems out of school to prevent them from interfering 
WHh my homework. . 

16. I change the material] study into my own words. 

17. I usually understand fully most of the facts the teacher explains. 
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18. I am confident that I can learn the basic concepts taught in class. 

19. When I read a chapter in a book I know when I don't understand what I 
am reading. 

20. My study skills are excellent compared with others in my class. 

21. I use different study methods for different subjects. 

22. If I have problems with my work I ask a friend for help. 

23. I am certain I can understand the ideas taught in class. 

24. I ask a teacher for further explanation of a task that is not clear to me. 

25. \Vnen I study for a test I usually know when I am ready for the test. 

26. When I study for a test I can make the ideas fit together to make sense. 

27. I plan a homework schedule and stick to it. 

28. I can discriminate between the more and less important facts for most of 
the time. 

29. Before starting to do homework or studying for a test I make certain that 
I understand what is wanted before I start working. 

30. \Vhen studying, I relate the material to what I already know. 

31. I isolate myself from anything that distracts me. 

32. \Vhen studying for a test I divide the work into smaller units and first 
learn one unit before going on to the next unit. 

33. \Vhen a task is uninteresting I can force myself to complete it. 

34. I can point out the work I don't understand in class. 

35. I can make effective notes of important facts the teacher explains for most 
of the time. 

36. I am sure I can do a very good job on the problems and tasks in school. 

37. At the beginning of a study period I plan my work so that I will make best 
use of my time. . 

38. I have no problem to find the important ideas in the material I prepare 
for a test. 

39. I can get 75% in a test. 

40. I can give my undivided attention to what the teacher says for a whol~ 
classperiod. 

41. I keep my work up to date by doing it regularly from day to day. 

42. Even when a task is dull and boring I stick to it until it is completed. 
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I am confident that I can understand the most complex material taught in 
class. 

When learning something I ask myself questions to make sure I know the 
work. 

When pr~paring for a test I can memorise more than half of the facts. 

When I study for a test I usually know when the learning strategy I use is 
not the correct one. 

When I make summaries I don't copy the sentences from the book, but 
rewrite the sentences in my ov.n words. 

I check over my work to make sure I have it right. 

When I study for a test I know when I am not making any progress. 

WheT! writing an exam I can con~entrate fully on the answering of the 
quesuons for most of the exam session. 

I can apply most of the facts I learn when I have to solve a problem. 

When' I don't understand what the teacher is saying, I can ask him to 
explain the work again. 

I can make summaries of the main ideas of the work I have to prepare for 
a test. 

I turn off the radio so I can concentrate on what I am !carning . 

When writing a test or answering a question I can reca!l most of the facts I 
have learned. 

When absent from class I make up for missed lessons without being told 
to do so. 

\\'hen I have trouble "'1th my school work, I talk it over with my teachers. 

When learning something I write the work over in my own words in order 
to remember it better. . 

J c:m usuallv discrimirw.tc between the more and less imDOrtant facts I 
have to learn. . 

Compared to oth.:r stuc:ents in my class, I am a better student. 

J can make efkcrivc/zood notes of important facts the teacher explains 
during the c1assperiod i'or more than half the time. 

I can concentrate for QO~t of a cl:!ssperiod on what the teacher says. 
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When I study for a test I usually know when the learning strategy I use is 
not the correct one. 

When I make summaries I don't copy the sentences from the book, but 
rewrite the sentences in my ov.n words. 

I check over my work to make sure I have it right. 

When I study for a test I know when I am not making any progress. 

WheT! writing an exam I can con~entrate fully on the answering of the 
quesuons for most of the exam session. 

I can apply most of the facts I learn when I have to solve a problem. 

When' I don't understand what the teacher is saying, I can ask him to 
explain the work again. 

I can make summaries of the main ideas of the work I have to prepare for 
a test. 

I turn off the radio so I can concentrate on what I am !carning . 

When writing a test or answering a question I can reca!l most of the facts I 
have learned. 

When absent from class I make up for missed lessons without being told 
to do so. 

\\'hen I have trouble "'1th my school work, I talk it over with my teachers. 

When learning something I write the work over in my own words in order 
to remember it better. . 

J c:m usuallv discrimirw.tc between the more and less imDOrtant facts I 
have to learn. . 

Compared to oth.:r stuc:ents in my class, I am a better student. 

J can make efkcrivc/zood notes of important facts the teacher explains 
during the c1assperiod i'or more than half the time. 

I can concentrate for QO~t of a cl:!ssperiod on what the teacher says. 



PART TWO 

INSTRUCTIONS 

There are 12 passages in this p:m of which two (2) are example passag<!s. Each 

passage has multiple choice questions. Read each passage carefully and wait for 

further instructions. Do not look at the questions. Read the questions \~ith me 

and indicate how sure you are that you can answer the questions on each passage 

by circling a confidence rating. You are not required to answer the questions. 

Only indicate how sure you are that you can answer each ques:ion. Do not turn 

back to the passage when you decide to how sure you are that you can answer 

each question. 
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EXAMPLE PASSAGE (El) 

Sangura the Rabbit went one day to call on his friend the Cock and found him 

asleep with his head under his wing. The Rabbit had never seen the cock in this 

position before, but the hens informed him (as pre\iously instructed) that their 

husband W:J$ in the habit of taking off his head and giving it to his sons the herd­

boys to carry with them to the pasture. 

"Never!" said the Rabbit. "But \vhen the herd-boys come back, will he gel up 

again?" 

And the hens said, "JUSt wait and see!" 

At last when the herd-boys arrived their mOther said, "JuSI rouse your father 

there wilcrc he is skcping". 

The Cock's hcad at once reappeared. He welcome his guest, and they sat talking 
till dinner was ready, and went on conversing during the meal. The Rabbit was 

anxious 10 know how it was done, and the Cock told him it was quite easy. "If 

you think you would like to do it", he said, "why don't you try?". 

Du nut tll rn the page. Wait ColT further instructions. 
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El. What is the most important idea in this passage? 

The most important idea is: 

A. the stupidity of the Rabbit. 

B. the danger of having bad friends. 

C. the death of the stupid Rabbit. 

D. the cleverness of the Cock that killed the Rabbit. 

Don't answer the question. Only indicate how sure you are that you can answer 

the question by circling a confidence rating on the answer sheet. 
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EXAMPLE PASSAGE (E2) 

"Yes, Wise one. My storj is short, but painful. h will not take long to tell. It is a 

story of love." 

"Love and pain. lllOse t\vo are inseparable rwins, my son. A story of love is 

alw~ys a story of pain, of tears. But we of our profession make it our business to 

decrease the pain and tears, and increase the love and happiness. Speak on, 

Ntabeni rvnilo. I am all ears." 

She's eighteen years of age. Sh~ accepted me in spite of the difference in our 

age. Uphoselwe. she is be\~itched. That's the trouble. 

"My job is to give satisfaction to the people who appeal to me" said the Wise one. 

"If you are willing to take the risk, I can prepare a strong potion for you, the 

strongest I have, which I call Velabahleka, Appear-and-they-!augh, stronger than 

the more popular Vamna, Feel-me. 

Do not turn the page. \\,~,it for further instructions. 
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E2.1 What is the first paragraph about? 

A. TIle passage is about "love and pain". 

n. Vamna, Feel-me is all that is in the first passage. 

C. Uphoselwe is bewitched. 

E2.2 What strong potion would the Wise one like 10 prepare for l'tabeni 
;:\ IliIo'! 

A Velabahleka, Appear-and-they-laugh. 

B. The popular Vamna, Feel-me, the strongest of them all. 

C. Both Velabahleka and Vamna. 

D. !\ot one strong-potion. 

Don't answer the questions. Only indicate how sure you are that you can answer 

the questions by circling a confidence rating on the answer sheet. 
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1. 

One afternoon, Lily Rose came home early from School. The front door was 

shut and locked, so evidently her mother and the two youngest children were out. 

She found the key in its usual place under a broken brick on the second step, and 

went in. 

It was ironing day, and piles of ironed and unironed garments lay about. The 

brilliant thought occurred 10 her Ihat it would be a good idea if she finished off 

the ironing by Ihe time her mother returned. Without further hesitation she 

seized one of the irons heating on the stove and put it down on the ironing-table. 

Immediately a rich smell of burning blanket filled the room. Lily Rose hastily, 

put the iron on its stand and waited patiently for it 10 cool, testing the heat at 

intervals by the proft!ssional method of spitting on her finger and dabbing it 

quickly on the iron. 

After some minutes of Ihis she decided the iron was ready, and set to work on a 

baby's overall. 

Do not turn the page. Wait for further instructions. 
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1.1 "'here was Lily Rose coming from in the afternoon? 

A. Fwm the river to fetch water. 

B. FrOIll school that afternoon. 

C From the forest to colkc: wood. 

D. No, she was at home the whole day. 

1.2 \Yhat did she do at home that afternoon? 

A. She was busy with her school-work. 

B. Lily Rose was finishing off the ironing. 

C. She was sleeping from r:Torning to sunse!. 

D. Lily Rose visited the frie;;ds next door. 

Don't answer the questions. Only indicate how sure you are that you can answer 

the questions by circling a confidence rating on the answer sheet. 
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1.2 VVhat did she do at home that afternoon? 

A. She was bllSY \~i[h her school-work. 

B. Lily Rose was finishing off the ironing. 

C. She was sleeping from morning to sunset. 

D. Lily Rose .... isited the frie::ds next door. 
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2. 

This was a new terror. The lions became expert at scraping them out like 

winkles from the shell. Many men returned to the trees and the cages. Some. of 

whom Natha 5ingh was the first, took loaded rifles into the tanks. 

This was a mistake. One night Singh, alarmed by an unusually persistent lion 

and the claw which hooked and s\wng in the blackness of the tank, pushed the 

rifle through the opening and pulled the trigger. Only those who have fired a 

rine inside a metal tank can appreciate the appalling nature of the explosion. 

The lion fled. Singh was later sent home, and taking his shattered ear-drums to 

Korachl, spent the remaindt:r of his days in blessed silence. 

On that same night, a certain Amam Din lowered himself into his chosen tank 

and found that he had shut himself up with a spitting-cobra. In the morning no 

amount of effort could extract the corpse. and Pallerson was presented with a 
difficult burial problem. 

1)0 not tUl'Il the !la:,:c. \\'ait for further ill~lrllctions. 
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2.1 Who was the first to take loaded rifles into the tanks? 

A. Korachi. 

13. Natha Singh. 

C. Amam Din. 

D. All of them. 

2.2 \\11at happened to Amam Din that same night? 

A. Amam Din ran away and was never seen again. 

13. He shut himself up with a spitting-cobra. 

C. Amam Din spent the remainder of his days in silence. 

D. Nothing happened to Amam Din. 

Don't answer the questions. Only indicate how sure you are that you can answer 

the questions by circling a confidence rating on the answer sheet. 
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3, 

White, is regarded as the colour of love, purity, or vision. In the case of red, the 

exact shade woven into a necklace is all important. Opaque red beads represent 

blood and tears, but transparent bright-red beads stand for love - "the great love 

that burns like a fire", Another shade of red signifies anger. 

Green, the colour of gall, repr<'!sents either love-sickness or jealousy, B<'!ads of 

different blues all have different meanings. One shade means the sky, another 

the sea; dark blue rcpreset\ls f:.drhfuln.::ss, a lighter blue talkJ.riven.:ss - "0,) not 

go around gossiping about me", 

Yellow generally means wealth, and sometimes a succession of yellow be.1ds tells 

the numb.::r of cattle necessary for the lobola, Black stands for unhappin..:ss, 

disappointment or misfortune, but it can also mean reassuranc..: - "Nevermind 

the dark clouds: I will be on your side, and together we will pull through." 

Do not turn the page. "'nit ror rurther instrnctions, 
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3.1 'What is this story mainly about? 

This story is about: 

A. the meanings of colours. 

B. colours for love and unhappiness. 

C. all the different meanings. 

D. cattle necessary for the lobola. 

3.2 ,Vhal is the best title for this passage? 

A. The meanings of colours. 

B. Gossiping about someone you love most. 

C. Number of cattle for lobola. 

D. 'The great love that burns like a fire." 

Don't answer the questions. Only indicate how sure you are that you can answer 

the questions by circling a confidence rating on the answer shed. 
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4. 

A woman was brought into the clerk's office. She had been fined five pouncs ior 

fighting with another woman. She had come 10 courl well prepared and :,' soon 

as she got into Ihe room, she untied the edges of her cloth and brought ou, five 

red pound notes out of many. If only I had her dough! 

I watched the clerk through half-closed eyes as he counted the woman's mOlley 

and pulled oul his drawer to give her a receipt. He searched through the drawer 

several times but without success. 

Then remembrance came into his eyes and he hit his palm hard on the table <lnd 

said: "Oh, yes" and got up and made for the door that led to the courtroom. The 

effort of remembering where the receipt-book was had been so much for him 

that he had apparently forgotten all about me. 

I seized the chance and within a tenth of a second, I had bounded up from my 

chair and crossed O\'er to stand behind the door. 
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.I.J Why had the woman been fined? 

:\. SiiC umi~c; tlie edges of her clOth, 

n. For fighting with another woman. 

(' She ntH five red pounds. 

D. She got into the clerk's office, and was fined, 

I.':: Did ,he have money'? 

,\. :";,), tt;c; wumttn had 110 money at all. 

H, Th" i'·()!litll1 had five red pound notes. 

c. She: h;,d her cloth, and nothing else. 

11. Ti,. \',< .Ilitl.! bfl)u:,;iH out five red pound w:ncs out of many. 

Ilon'l ;IIIS\\Cr the ijlll'sthms, Only indicate how sure you arc that you C:Hl tlllS\\Cr 

lit,' <!".:>lioll; by (irdin:; a c!)nJidcnce rating onlhc answer sheet. 
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5. 

At a glance, Soweto looks dull and lifeless. Almost all the houses are built to the 

same pattern· thousand upon thousand of small match·box couages scpar;lkd 

from each other by wire fencing. Yet there are few places I kll')W which arc ;', 

lively as this enormous township. 

There are people, no doubt, who grumble that Soweto is too far from town and 

the factories where everybody works; that many of the houses are still without 

electricity although Africa's biggest power-station lies next door. Yet, in spite of 

this, Soweto lives. It lives insecurely, sometimes dangerously, but with a 

determined.will to survive. 
,.~ 

l\ot many people earn much money here. There are people, thousands of thefll. 

who don't eat three meals a day. There are homes where husbands give 

instructions that visitors are not to be served with tea, however long they may 

stay. That is the more depressing face of this place. But then Soweto has many 

faces. 

Do not turn the page. Wait for further instructions. 
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What does SowelO look like? 

Almost ali the houses are built to the same pattern . 

Th.:re are no schools, because there is no electricity. 

Blacks and whites are fighling for electricity. 

Thw; is only a small power-station that lies next door. 

\\,l1al i-; the \\ ritc-r's problem in this passage'! 

I ;,:t! SUI'. ':11 h (UO far fmm town. 

H. Ilh house is wdl electrified, but he is not working. 

~.'. I k wants to 'c,'"" his visitors with tea daily. 

D. lk doe) !lot knoll' !low long they may stay i<1 the house. 

j)OIl'{ ansm'r th., '1lil',!ions. Only indi.:nle how stlre you nrc Ihal you can :llhller 

11,,: '1IIestioll'; h)' .. ill'li,,;.; a confidence r:lling on the all'mer sheet. 

:.1 What does Soweto look like? 

. \. t\lmost uli the houses are built to the same pattern. 

H. Th'~ic :lre no schools, because there is no electricity. 

C. B:aLks and whiteS are fighling for electricity. 

U. Thcr,: is only a small POII(C[<s[ation that lies next door. 

What j.; the \Hit"r':; pro]llcm in this passage'? 

B, lib house is wdi electrified, but he is notlVorking, 

C. I k '.';ants to ,:,\~ his visitors with tea daily, 

D. Ik doe, not kilO\\' 1101'1 long they may stay in the house, 

11111"1 ansm'r Ill" 'It<,.,liou,. Only indicate how slIre you are that you can ;lTlmCr 

the lp'c~tilln~ hy l'i"'li,,~ a mnlidencc rating on the answer sheet. 
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6, 

At midnight Chaka went alone to the grave of his father Senzangakona, and 

when he came there IsanLlsi the Diviner appeared throui::h the: darkness with hi., 

companions, Ndlebe and Malunga. And there at the gr:l\'c at midnight lsanu,i 

doctored Chab with many medicines, smearing most of them on his body, and 

when he had finished he placed charms on the grave ancl made a small hole in it 

over which he: sat. And then he spat and began to speak in a tongue not known 

to Chaka. lIe seemed to be in pain and very sorrowfull, and the sound of his 

voice inspired pity. He was not speaking to Chaka, but to the spirits in the gra\c. 

While he spoke thus, the earth on top of the grave moved and was shaken. 

Ndlebe stood up at once and ran round and round the gr~w'C. i\Ialunga s:ruck the 

ground repeatedly with Chab's spear, then raised it up. aimed it wh'Jrlls th.;' 

east, and struck the ground with it again. 

Do not turn the page. Wait ror further instructions. 
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6.1 To whom was isanllsi the Dh'iner Speaking? 

balllJsi was speaking t() 

A e\'~rybody at the grave. 

B. his companions, Ndlembe and Malunga. 

C. the spirits in the grave. 

D. Chaka', father, Senzangakona. 

6.~ \Yhat was Isanusi doing at the gra\'e? 

,.\. J k w~,s ductoring Zenzangakona, the old man. 

Ll. J k \1 a, .,rnearing Ch aka's body \,ith his medicines. 

('. !s:lDusi was having a traditional party with friends. 

1) I Le \I;i~ r;lQving up and down as if he was mad. 

6.3 \ \ lut 1I;lppened at the gr:l\'e Ilhen the earth on top of the gra,·c movcd? 

:\. .\b!ufI'::t ran Lome [0 Seek for help. 

Il. !\dkbe st(lud up at once and ran round and round the grave. 

C. (ha).;;[ "Ia' klppy and danced around the grave. 

!)"I1't :1nSlI"a tire questions. Only indicate holV sure you are that you c:\ll answer 

tire Cjucstiolh by eirding a confidence rating on the answer sheet. 
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tire Cjucstiolh by eirding a confidence rating on the answer sheet. 

6.1 To whom was isanllsi the Dh'iner Speaking? 

balllJsi was speaking t() 

A e\'~rybody at the grave. 

B. his companions, Ndlembe and Malunga. 

C. the spirits in the grave. 
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7. 

The 10clIst swarms hummed closer and closer leaving an are;t of deS1THctio!1 

behind them. They devoured every blade of green grass and c~::ry leaf on tll\~ 

tall trees. Millions settled and laid eggs, soon to hatch young to join in the 

destruction. They dropped in their millions as they came against the unbroken 

well of smoke. They dropped until the ground was a struggling mass of crawling 

insects. Men and women - those who were not engaged in tending the fires -

waded knee-deep into the vast mass, armed with skin bags, cooking-pots, and all 

sorts of other vessels, scooping a great bowlfuls of locusts and emptying them 

into large grain-baskets. Ox-sleds carried these baskets to the kwals, where the 

old women were busy cooking the vast piles of locusts. 

For five days the desperate battle raged. Finally the locusts broke through the 

wall of smoke. It was impossible to maintain the defence against them any 

longer. Entire fields, whole moparu forests were set on fire, destroying millions 

and millions of the invaders. But millions more came, bred, and passed on. 
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7.1 \\hat li;'jlpcnl!d ill this passage? 

.\. tAlCust, dc'\,ourt:d every blade of green grass. 

B, Pl!opk were becoming mad all over the country. 

C. :, !COIl ~,r:d women started dancing when the sun rose. 

D. ]'," kld no place to cook the locusts. 

",' l' \"i!:lt \"~J" the people doing about these locusts? 

Wcr-; scooping up a great bowlful of loc1Ists. 

1) \\o;.:~:; were fighting for the locusts. 

C Thc locusts were very big to carry home. 

:!, I !.~v coo~.,,,.j rhe locusts in Ih" forest. 

7.:1 j",r hol\' mallY d:J}s werc people scooping up the locusts? 

For O.1:~, d:ty. 

j, TLc (:c ,)",''':.1((; bauk f0f five days. 

l.', Fur I',\,O days only. and then everything returned 10 norm:'!i. 

I), This l'~l":e lasted fOf almost a year. 

I)"H'[ an,w"r th,' 'I1lcsti'Hls. Only indicatc how sure yOll arc that JOu can answer 

the ljm;stioli' Ily .:in'ling a confidence [ating on the 3nswcr sheet. 
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11,,11 '[ :lfl>1H r thl' qll,,,tiolls. Only iodicnte how sure yOIl ari' that you can answer 

tll" tjaestiou, I,y cirL'lin~ a conlidcnce rating on the ans\\cr shed. 
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8. 

"I am sure I have not offended him in any way. If I had offended him, 1 would 

render an apology easily. I have not even quarrelled with him for not my 

food. For a long time now we have not lived as husband and wife. If he wnnlS to 

marry a second wife 1 shall be perfectly happy. In fnct, 1 hale been thinking of it 
for some time for I have not had a second baby, and nOI\' I wonder whether a 

second one will ever come: 

"Have patience, my daughter. Don't be in a hurry. Everything will be nU right. 

Don't mind my da\lghter. It is only youth that is worrying him and nothing else. 

He will soon realize what a fool he has been, and will come Ciawling .back to you. 

Look after your daughter and your trade. Your husband will come back to you 

after all his wanderings. Men are always like that." 

When Efuru went away her mother-in-law was very sorrO\lful. "The son of a 

gorilla must dance like the father gorilla, Our elders were quite right when they 

said this. Adizua is every inch like his father. God, please don't let him be like 

his father." 

Do not turn the page. Wait for further instructions. 
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8.1 \\'Iw is speaking in this passage? 

A. EfufU'S husband. 

B. Efum's grandmother. 

c. rerum's younger siw:r. 

D. Hurl! ar.d her mother-in-law 

:; 1 \\h:ll is this paragraph about? 

. 
,~ t. Efuru \'.;,,,,1' to divorL'~ her husband . 

rL Jr\~ I~ut as husband and wife. 

i j;;; husband i, heating her every day, 

I). furu do<.:o 11"[ give birth. 

S.J What did El'uru', mother-in-law tell her? 

To pack ,,11 ha belongings and go back home. 

'I hat h: 'c. ill '.HlIl r<:alict: what a fool he has been and will come h:1Ck to 

l',':I, 

(' To rClilk, l;Dt)I!)~Y to her husband, 

I), !ku th~'. l1IuSt stop quarrelling with the husb::nd. 

Don't ans\\!.:r !he questions. Only indicate how sure you are that you can anmer 

tlie qllcsti{JI]s IJ,' circling a conlidence rating on the answer sheet. 
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il]:n 
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/. ill ,,)1)11 realize what a fool he has been and will come hack to 

10 her husband. 

U.lkil lil~:, 1;1ll5t ,lOP quarrelling with the husb:lnd. 

Don't answer the questions. Only indicate how sure you are that you can answer 

the qucs(i rJl1:i I).' cirriillg a confidence rating on the answer sheet. 
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9. 

" I have promised marriage to a sweet young girl of the I3hele clan dO<WTI at our 

village. a girl as bright and beautiful as the dear waters of Xesi river, and :JS 

warm as sunshine in Spring. She accepted me, and her family gave consent to my 

family, all according to custom, as you know. Suddenly I lenrnt that a Thembll 

boy had corrupted my girl when she visited her malllme' at the Themhll vill,!gc'. 

Then my girl rejected me. Can you believe it, wise one? My swcct Zusiwc 

rejected me for a wild, uncircumcised boy. The boy used a hwe-potion, I am ,nrc 

of that. Please help me, Gabulamehlo! Give me the strongest potion in your 

stock so that I may win back my girL" 

"What makes you certain that the boy has used a love-potion? I must be careful, 

you see. If I give you a strong potion for a girl who has never taken one before, 

she will become mad." 

"He must have used a love-potion, .... ise one. What other explanation can there 

be for her rejection of me?" 

• Uncle on the mothers side. 

Do not turn the page. Wait for further instructions. 
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9.1 What is the lirst paragraph mostly about? 

The first paragraph is about: 

A. the boy who uses a love-potion. 

B. Gabulamehlo the wise man in the village. 

C. a sweet young girl who rejected the speaker. 

D. tL" custom marriage of the black people. 

9.2 \Vhat does the speaker want Gabulamchlo to do for him? 

A. Tr,t speaker wants Gabulamehlo to give him a strong-porion. 

IL Th;'! Gabulamehlo must kill the Thembu boy. 

C. (;;;bulamehlo must bewitch Zusiwe, the sweet girl. 

D. 'I'le [WO families must meet and discuss marriage. 

9.3 Why did Zusiwe reject the speaker? 

Tllel 'Jl,,';,k,:r was !lot fit tll marry her. 

B. !Lcau,,~ Zusiwe was corrupted by a Thembu boy. 

e. Zusiw,,'s family hated the speaker's family. 

I.. 'I ;;: speaker was very ur:lucky. 

IJon't ",I,wcr the qthl,tions. Only indicate how sure you are that you can answer 

the questions by cin:ling a confidence rating on the answer sheet. 
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10. 

Lusu felt his shak-y courage evaporating fast. He had depended on his club 

because he was quite skilled with it. He wept openly with fear and the villagers 

howled with laughter. Cries of "shame" and "coward" filled his ears and his nerve 

collapsed altogether. He turned and tried to run, but one of his own advisers 

kicked him in the buttocks, slapped him soundly and pushed him back into the 

clearing. Mutengu tore into him .... ith the violence of a thunderstorm. 

Violent clouds of dust were stirred by the feet of the fighting men and for a long 

time the only sounds were those of blows well and truly landed. Then finally a 

loud scream was torn from the throat of the coward Lusu and he turned and ran 

like a madman. He bowled men over in his great hurry IQ escape the wrath of 

Mutengu. He leapt a high fence and thudded to the ground beyond like a 

hippopotamus. He got to his feet again and sped into the forest with Mutengu 

and all the villagers in hot pursuit. \Vhen he noticed his pursu~rs were gaining 

on him he urged his short fat legs to increase their effort. 

Do not turn the page. Wait for further instructions. 
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10.1 What made cwrybody laugh? 

Everybouy lat!ghed b('cluse 

A. Lusu wept openly with fear. 

B. LlISu turncd amI tried to run. 

C. his aliyiscr kicked him in the buttocks. 

D. ~Ill!engu lOre: into him. 

10.2 \\,11:11 did Lusu do to save his life? 

A. LLSU sc:-eam(;d aloud 10 save his life. 

B. I k ran like a llladman to save his life. 

C. Lusu stood \'t~ry quietly behind the hippopotamus. 

D. He :'cll c!uwn bec;llIse he did not know what to do. 

10.3 Wh~rc ":1, LIJ,u running to when the villagers were chasing him? 

.. \. I: : got I,) ili) (,.~: :tgain and sped into the forest. 

8. Lusu l1e·.(~ r:1rl. it.stead he stood IJp and fought. 

c. j le: quickly r~n inw the river where there were crocodiles. 

D. He did not kno\\i where to run to. 

Hun'! answer the qllc"j,Jns. Only indicate how sure you are that you can answer 

the questions by cirC!ill~ fl confidence rating on the answer sheet. 
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(54·55) 

(',"I h 1 .: 01 02 03 04 05 06 tJ7 08 (N ](} 

I~"- .. .- -- (57·58) 

t_"lj 311 I 0 01 U2 03 04 05 06 07 418 0') 10 . 
r-r" 

(60-61) 

l,G:!) 37 1 2 ut 02 03 04 05 06 07 08 09 10 
--, f-----r- ,-

{(,si .>.' I L 01 02 03 04 os 06 07 08 09 10 
1--- ... ' (66-07) 

(( .. ';, J~ I 2 Ol 02 03 04 05 06 07 08 09 10 
"-' r-

(69·70) 

(11) -Ill I 2 01 02 03 04 os 06 07 08 09 10 (72-73) -- --t-- ,,-

(i-iJ 41 0] 02 03 04 os 06 07 08 09 10 (75-76) 

I 

In) 42 1 2 01 02 03 04 05 06 07 08 fJ9 10 I '--- .---. -
(78-79) 

2 

Card numher Q (\) 

SELF-EFFICACY 

,-

NO YES 10% 21l% 30% 40% SO% 60% 70% 80% 90% 100% 
f-~ f- ,-1--' 

(2) 17 
1 . 1 01 02 03 04 05 06 07 08 0<) 10 

f--
(3-1) 

l5) I,'; 1 2 Ol 02 03 04 05 06 07 08 O'J 10 
--' ~-~~. f--- -_. (6.7) 

l;) i~ 1 2 01 02 03 04 05 06 07 08 {)'J 10 
t-- t--

(9.10) 

lli I :::J 

(14J '21 

(17) 

1 2 (Jl 02 03 04 05 06 07 08 O'J 

:: j 1-' , -~ .. , f.-•• -. 

I 2 Ol ()2 03 04 05 06 07 08 09 
~~ --- -~-----

_.,- _.- 1---
1 2 01 112 03 04 05 06 07 08- (1) W. 

"._ .. r--r 

(12-13) 

(15·16) 

(1B-19) 

1211} 
; , 
~ ) 

1 2 01 01 U3 04 05 06 07 08 09 10 
--~--- 1- .- '- _.-r--r-- "~--.. ~ 

(~1-22) 

un .!i I 1 ill 02 03 04 05 06 07 08 09 ]0 
(~H5) 

---.~ ~~ ~.--

~2tl) 

I':")') 

,:~ f 27 

~~ 
.) 01 02 03 04 05 rJ6 07 08 09 1() 

f---

, .. ~ 
2 m 02 DJ 04 05 06 07 08 09 !O 

c, .. ·-
2 01 02 03 04 05 06 07 08 09 IO 

(27-28) 

Cl/HI) 

(33·34) 
... '-'., ---

I;') I 2 01 02 03 04 05 06 07 08 0<) IO (36·37) 

i \.~ ) ! 2 III 02 ()3 U4 05 06 ii7 418 lYJ III , (39-10) 
.... '--_._, ''---_. --

«I) ~: t 1 :! 01 OZ 03 04 05 06 07 03 09 10 
•.. 1_. 

(4243) 

(il, ;j I 2 01 02 03 04 OS 06 07 OS 0<) ]0 
.' __ d 1-'-' -, 

HT, '" 
2 01 02 03 04 os 06 07 08 09 10 (~E-I9) 

., .... -' ..... , ... - ,._.-

{'d,1 \\ 2 III 02 03 04 05 06 07 08 09 ](j 
(51·52) --- '-, .-- --,- ----

(51) )-! 2 01 02 03 04 os 0(, Cl7 OS 09 10 
1-- ., \. , ---- _. -_. f--. --t---~ r- -- ~-' 1----

(54·55) 

(',"I h 1 .: 01 02 03 04 05 06 tJ7 08 (N ](} 

I~"- .. .- -- (57·58) 

t_"lj 311 I 0 01 U2 03 04 05 06 07 418 0') 10 . 
r-r" 

(60-61) 

l,G:!) 37 1 2 ut 02 03 04 05 06 07 08 09 10 
--, f-----r- ,-

{(,si .>.' I L 01 02 03 04 os 06 07 08 09 10 
1--- ... ' (66-07) 

(( .. ';, J~ I 2 Ol 02 03 04 05 06 07 08 09 10 
"-' r-

(69·70) 

(11) -Ill I 2 01 02 03 04 os 06 07 08 09 10 (72-73) -- --t-- ,,-

(i-iJ 41 0] 02 03 04 os 06 07 08 09 10 (75-76) 

I 

In) 42 1 2 01 02 03 04 05 06 07 08 fJ9 10 I '--- .---. -
(78-79) 



Card number [~J (i/ 

SELF-EFFICACY 

~b. 
-,-----,--

NO YES 10% 20% 30% 60% 70% 80% 90C;- JOO'< 
-

2) 43 1 2 01 02 03 (}4 05 (Xi 07 08 m 10 
~---

5) 44 1 2 01 02 03 04 05 06 07 08 (~) 10 
--,--- -_ ... 

8) 45 1 2 01 02 03 04 05 06 07 08 09 1n 
._-'-

11) 46 I 2 0\ 02 03 04 05 (Xi 07 08 09 10 (11 1.1) 
----I- ..... -- ---. 

I'l) 47 1 2 01 02 03 (M 05 06 07 O~ {)9 HI 
._-f--- ---, 

17) 41\ 1 2 01 02 03 (}4 05 (Xi 07 08 W 10 

21) 49 1 2 01 02 m 04 05 (Xi 07 08 m 10 (21,22) 

23) 50 1 2 Ol 02 03 04 05 (Xi 07 08 0') 10 
... -. 

26) 51 1 2 01 02 03 04 05 06 07 OS 09 I HI 

29) 52 1 2 01 02 03 04 05 (Xi 07 08 09 10 (,0·]1) 

32) 53 1 2 Ol 02 03 04 05 (Xi 07 08 tl') 111 
-- I-

ll) 54 t 2 Ol 02 03 04 05 06 07 OR (~J 10 
f----1-- -- --... /--- I----,~ f--- ... -,-- .. 

38) 55 1 2 Ol 02 03 04 05 06 07 08 [)'l 10 

41) 56 1 2 01 02 03 04 05 06 07 Oil III 
1,---

14) 57 1 2 01 02 OJ ()4 05 06 07 OH 10 
i"-

17) 58 I 
I---

2 01 02 
f--

03 04 05 (Xi 07 08 ()') 10 

\0) 59 1 2 01 02 03 04 05 (Xi 07 Oil 0') 10 

\3) 60 1 2 01 02 03 04 05 (Xi 07 08 09 10 
I--- -

56) 61 1 2 01 02 03 04 05 06 07 08 0'1 10 
1-

\9) 62 1 2 Ol 02 03 04 05 06 07 08 09 10 ([%1) 
.. --

\2) 63 1 2 01 02 03 04 05 (Xi 07 08 O'J 10 

IS) 64 1 2 01 02 03 04 05 06 07 08 0'1 10 

Card number [~J (i/ 

SELF-EFFICACY 

~b. 
-,-----,--

NO YES 10% 20% 30% 60% 70'1. 80% 90C;- JOO'< 
-

2) 43 1 2 01 02 03 (}4 05 (Xi 07 08 m 10 
~---

5) 44 1 2 01 02 03 04 05 06 07 08 (~) 10 
--,--- -_ ... 

8) 45 1 2 01 02 03 04 05 06 07 08 09 1n 
._-'-

11) 46 I 2 0\ 02 03 04 05 (Xi 07 08 09 10 (11 1.1/ 
----I- ..... -- ---. 

I'l) 47 1 2 01 02 03 (M 05 06 07 O~ {)9 HI 
._-f--- ---, 

17) 41\ 1 2 01 02 03 (}4 05 (Xi 07 08 W 10 

21) 49 1 2 01 02 m 04 05 (Xi 07 08 m 10 (21,22) 

23) 50 1 2 Ol 02 03 04 05 (Xi 07 08 0') 10 
... -. 

26) 51 1 2 01 02 03 04 05 06 07 OS 09 I HI 

29) 52 1 2 01 02 03 04 05 (Xi 07 08 09 10 (,0·]1) 

32) 53 1 2 Ol 02 03 04 05 (Xi 07 08 tl') 111 
-- I-

ll) 54 t 2 Ol 02 03 04 05 06 07 OR (~J 10 
f----1-- -- --... /--- I----,~ f--- ... -,-- .. 

38) 55 1 2 Ol 02 03 04 05 06 07 08 [)'l 10 

41) 56 1 2 01 02 03 04 05 06 07 Oil III 
1,---

14) 57 1 2 01 02 OJ ()4 05 06 07 OH 10 
i"-

17) 58 I 
I---

2 01 02 
f--

03 04 05 (Xi 07 08 ()') 10 

\0) 59 1 2 01 02 03 04 05 (Xi 07 Oil 0') 10 

\3) 60 1 2 01 02 03 04 05 (Xi 07 08 09 10 
I--- -

56) 61 1 2 01 02 03 04 05 06 07 08 0'1 10 
1-

\9) 62 1 2 Ol 02 03 04 05 06 07 08 09 10 ([%1) 

\2) 63 1 2 01 02 03 04 05 (Xi 07 08 O'J 10 

IS) 64 1 2 01 02 03 04 05 06 07 08 0'1 10 

Card number [~J (i/ 

SELF-EFFICACY 

~b. 
-,-----,--

NO YES 10% 20% 30% 60% 70'1. 80% 90C;- JOO'< 
-

2) 43 1 2 01 02 03 (}4 05 (Xi 07 08 m 10 
~---

5) 44 1 2 01 02 03 04 05 06 07 08 (~) 10 
--,--- -_ ... 

8) 45 1 2 01 02 03 04 05 06 07 08 09 1n 
._-'-

11) 46 I 2 0\ 02 03 04 05 (Xi 07 08 09 10 (11 1.1/ 
----I- ..... -- ---. 

I'l) 47 1 2 01 02 03 (M 05 06 07 O~ {)9 HI 
._-f--- ---, 

17) 41\ 1 2 01 02 03 (}4 05 (Xi 07 08 W 10 

21) 49 1 2 01 02 m 04 05 (Xi 07 08 m 10 (21,22) 

23) 50 1 2 Ol 02 03 04 05 (Xi 07 08 0') 10 
... -. 

26) 51 1 2 01 02 03 04 05 06 07 OS 09 I HI 

29) 52 1 2 01 02 03 04 05 (Xi 07 08 09 10 (,0·]1) 

32) 53 1 2 Ol 02 03 04 05 (Xi 07 08 tl') 111 
-- I-

ll) 54 t 2 Ol 02 03 04 05 06 07 OR (~J 10 
f----1-- -- --... /--- I----,~ f--- ... -,-- .. 

38) 55 1 2 Ol 02 03 04 05 06 07 08 [)'l 10 

41) 56 1 2 01 02 03 04 05 06 07 Oil III 
1,---

14) 57 1 2 01 02 OJ ()4 05 06 07 OH 10 
i"-

17) 58 I 
I---

2 01 02 
f--

03 04 05 (Xi 07 08 ()') 10 

\0) 59 1 2 01 02 03 04 05 (Xi 07 Oil 0') 10 

\3) 60 1 2 01 02 03 04 05 (Xi 07 08 09 10 
I--- -

56) 61 1 2 01 02 03 04 05 06 07 08 0'1 10 
1-

\9) 62 1 2 Ol 02 03 04 05 06 07 08 09 10 ([%1) 

\2) 63 1 2 01 02 03 04 05 (Xi 07 08 O'J 10 

IS) 64 1 2 01 02 03 04 05 06 07 08 0'1 10 

Card number [~J (i/ 

SELF-EFFICACY 

~b. 
-,-----,--

NO YES 10% 20% 30% 60% 70'1. 80% 90C;- JOO'< 
-

2) 43 1 2 01 02 03 (}4 05 (Xi 07 08 m 10 
~---

5) 44 1 2 01 02 03 04 05 06 07 08 (~) 10 
--,--- -_ ... 

8) 45 1 2 01 02 03 04 05 06 07 08 09 1n 
._-'-

11) 46 I 2 0\ 02 03 04 05 (Xi 07 08 09 10 (11 1.1/ 
----I- ..... -- ---. 

I'l) 47 1 2 01 02 03 (M 05 06 07 O~ {)9 HI 
._-f--- ---, 

17) 41\ 1 2 01 02 03 (}4 05 (Xi 07 08 W 10 

21) 49 1 2 01 02 m 04 05 (Xi 07 08 m 10 (21,22) 

23) 50 1 2 Ol 02 03 04 05 (Xi 07 08 0') 10 
... -. 

26) 51 1 2 01 02 03 04 05 06 07 OS 09 I HI 

29) 52 1 2 01 02 03 04 05 (Xi 07 08 09 10 (,0·]1) 

32) 53 1 2 Ol 02 03 04 05 (Xi 07 08 tl') 111 
-- I-

ll) 54 t 2 Ol 02 03 04 05 06 07 OR (~J 10 
f----1-- -- --... /--- I----,~ f--- ... -,-- .. 

38) 55 1 2 Ol 02 03 04 05 06 07 08 [)'l 10 

41) 56 1 2 01 02 03 04 05 06 07 Oil III 
1,---

14) 57 1 2 01 02 OJ ()4 05 06 07 OH 10 
i"-

17) 58 I 
I---

2 01 02 
f--

03 04 05 (Xi 07 08 ()') 10 

\0) 59 1 2 01 02 03 04 05 (Xi 07 Oil 0') 10 

\3) 60 1 2 01 02 03 04 05 (Xi 07 08 09 10 
I--- -

56) 61 1 2 01 02 03 04 05 06 07 08 0'1 10 
1-

\9) 62 1 2 Ol 02 03 04 05 06 07 08 09 10 ([%1) 

\2) 63 1 2 01 02 03 04 05 (Xi 07 08 O'J 10 

IS) 64 1 2 01 02 03 04 05 06 07 08 0'1 10 



Example EJ 

EX;lIllplc E2.l 

Exam plc E2.2 

1.1 

u 

2.1 

2,2 

3.1 

3.2 

-l.l 

-l.:! 

5.1 

5.2 

6.1 

6.2 

6.3 

7.1 

7.2 

7.J 

Kl 

8.2 

8.3 

9.1 

9.2 

9.3 

10.1 

10.2 

10.3 

r---.--'- -" 
10% 20% 30% 

01 02 03 

01 02: 03 

01 02 03 
-- ,...-" 

01 02 03 

SELF·EFFlCACY 
I'AUTZ 

40% 50% 60% 

04 05 06 

()4 05 06 

04 05 06 

04 05 06 
- ,...--f--... 

01 02 03 04 05 06 

01 02 03 04 05 06 

01 02 03 04 05 06 
--~~ ~-

Ol 02 03 04 05 06 

01 02 03 (}I 05 06 _ .. - ._ ...... 

01 02 03 04 05 06 
----- -_ .. 

01 02 03 04 05 06 

01 02 03 04 05 06 

01 02 03 04 05 06 

Ol 02 03 04 05 06 
r---

01 02 03 04 05 06 

01 02 03 04 05 06 
---~---

01 02 03 04 05 06 

01 02 03 04 05 06 _ .. 
OJ 02 03 04 05 06 

Ol 02 03 04 05 06 

01 02 03 04 05 06 

01 02 03 04 05 06 
---f---

01 02 03 04 05 06 

01 02 03 04 05 06 

01 02 03 04 05 06 

01 02 03 04 05 06 

01 02 03 04 05 06 
--~--

01 02 03 04 05 06 
~ .. 

Card /lumber G (I) 
4 

70% 80% 90% 100%, 
.1 

07 08 09 10 

07' 08 09 10 

07 08 09 10 

07 08 09 10 (2-3) 

07 08 09 10 
... - f---

(4-$) 

07 08 09 10 (6-7) 
.. - - ... - -

07 ~g 09 10 
-- (8·9) 

07 08 09 10 (IO-H) 
"- _ .. _-

07 08 09 10 (12-13) 

07 08 09 10 (IHS) 

07 08 09 10 (16-17) 

07 08 09 10 (IB·19) 

07 Oil ()<) 10 (2().21) 
--

07 08 09 10 m·2.3) 

07 08 (J9 10 (201-25) 

07 08 09 10 (26-27) 

07 08 09 10 (28-29) 

07 08 09 10 (3'J.31) 

07 08 09 10 (32-3.) 

07 08 09 10 (301-35) 

07 08 09 10 (36-37) 
.-

07 03 09 10 (38-39) 

07 08 09 10 (4IJ..l1) 

07 08 09 10 (42-13) 

07 08 09 10 (44-1S) 

07 08 09 10 (4647) 

07 08 09 10 (411-19) 

07 08 (J9 10 (SO-51) 

10% 20% 

Example El Ol 02 

hamplc E2.1 01 02 
- ... 

Example E2.2 01 02 
- .. 

1.1 01 02 
... -

L2 01 02 

2.1 01 02 

1.2 01 02 
-_ .. 

3.1 01 02 
.. - -

12 01 02 

01 02 
f-- f-

Ol 02 

5.1 01 02 

5,2 01 02 

6.1 01 02 

6,2 01 02 

6,3 01 02 
f--- .-

7.1 01 02 

7,2 01 02 

73 01 02 
f----

IU 01 02 

0,2 01 02 

8.3 01 02 

9,1 01 02 

9,2 01 02 

9.3 01 02 

10.1 01 02 

10.2 01 02 

10.3 01 02 

30% 

03 

03 

03 

03 
f---

03 

03 

03 

03 _ ... 
03 

SIiL$-IiFHCACY 
PAIlT2 

40% 50% 60% 

04 05 06 

04 05 06 

04 05 06 
.~ 

04 05 06 
-" 

~ 04 

04 05 06 

(j,t 05 06 
.. -

Oo! 05 06 

04 05 06 
... '--

03 04 05 06 
~. 

03 04 05 06 

03 04 05 06 

03 04 05 OG 

03 04 05 06 
... f--- >--

03 04 05 06 

03 04 05 06 
f--

03 04 05 OG 

03 04 OS 06 

03 04 05 if> 
f-

03 04 05 if> 

03 04 05 06 

03 04 05 06 

03 04 05 06 

03 04 05 06 

03 04 05 06 
.. __ .. - f---

03 04 05 06 

03 04 05 06 

03 04 05 06 

Card number 10 
L:J (1) 

70% 80% 90% 100% 

07 08 09 10 

07' 08 09 10 
..-

07 08 09 10 
... -

07 08 09 10 

07 08 09 10 

07 08 09 10 (0.7) 

07 08 091 10 
1---. - ... 

07 08 09 10 (Ill-ll) 

07 08 09 10 

07 Oil 09 10 

07 08 09 10 (Hi.l7) 

07 08 09 10 (l8·19) 

07 08 O'J 10 (20-21) 

07 08 09 10 (22·23) 

07 08 (19 10 (2+25) 

07 08 09 10 (Ur27) 

07 08 09 10 (28·29) 

07 08 09 10 
-- t----

(JIl.31) 

08 09 10 (32·33) 

07 08 09 10 (34·35) 

07 08 09 JO (36-37) 

07 08 09 10 (38-39) 
... -

07 08 09 10 (4041) 

07 08 09 10 (42-43) 

07 08 09 10 (4445) 

07 08 09 10 (4647) -
07 08 09 10 (4849) 

07 08 09 10 (so.Sl) 

4 

10% 20% 

Example El Ol 02 

hamplc E2.1 01 02 
- ... 

Example E2.2 01 02 
- .. 

1.1 01 02 
... -

L2 01 02 

2.1 01 02 

1.2 01 02 
-_ .. 

3.1 01 02 
.. - -

12 01 02 

01 02 
f-- f-

Ol 02 

5.1 01 02 

5,2 01 02 

6.1 01 02 

6,2 01 02 

6,3 01 02 
f--- .-

7.1 01 02 

7,2 01 02 

73 01 02 
f----

IU 01 02 

0,2 01 02 

8.3 01 02 

9,1 01 02 

9,2 01 02 

9.3 01 02 

10.1 01 02 

10.2 01 02 

10.3 01 02 

30% 

03 

03 

03 

03 
f---

03 

03 

03 

03 _ ... 
03 

SIiL$-IiFHCACY 
PAIlT2 

40% 50% 60% 

04 05 06 

04 05 06 

04 05 06 
.~ 

04 05 06 
-" 

~ 04 

04 05 06 

(j,t 05 06 
.. -

Oo! 05 06 

04 05 06 
... '--

03 04 05 06 
~. 

03 04 05 06 

03 04 05 06 

03 04 05 OG 

03 04 05 06 
... f--- >--

03 04 05 06 

03 04 05 06 
f--

03 04 05 OG 

03 04 OS 06 

03 04 05 if> 
f-

03 04 05 if> 

03 04 05 06 

03 04 05 06 

03 04 05 06 

03 04 05 06 

03 04 05 06 
.. __ .. - f---

03 04 05 06 

03 04 05 06 

03 04 05 06 

Card number 10 
L:J (1) 

70% 80% 90% 100% 

07 08 09 10 

07' 08 09 10 
..-

07 08 09 10 
... -

07 08 09 10 

07 08 09 10 

07 08 09 10 (0.7) 

07 08 091 10 
1---. - ... 

07 08 09 10 (Ill-ll) 

07 08 09 10 

07 Oil 09 10 

07 08 09 10 (Hi.l7) 

07 08 09 10 (l8·19) 

07 08 O'J 10 (20-21) 

07 08 09 10 (22·23) 

07 08 (19 10 (2+25) 

07 08 09 10 (Ur27) 

07 08 09 10 (28·29) 

07 08 09 10 
-- t----

(JIl.31) 

08 09 10 (32·33) 

07 08 09 10 (34·35) 

07 08 09 JO (36-37) 

07 08 09 10 (38-39) 
... -

07 08 09 10 (4041) 

07 08 09 10 (42-43) 

07 08 09 10 (4445) 

07 08 09 10 (4647) -
07 08 09 10 (4849) 

07 08 09 10 (so.Sl) 

4 

10% 20% 

Example El Ol 02 

hamplc E2.1 01 02 
- ... 

Example E2.2 01 02 
- .. 

1.1 01 02 
... -

L2 01 02 

2.1 01 02 

1.2 01 02 
-_ .. 

3.1 01 02 
.. - -

12 01 02 

01 02 
f-- f-

Ol 02 

5.1 01 02 

5,2 01 02 

6.1 01 02 

6,2 01 02 

6,3 01 02 
f--- .-

7.1 01 02 

7,2 01 02 

73 01 02 
f----

IU 01 02 

0,2 01 02 

8.3 01 02 

9,1 01 02 

9,2 01 02 

9.3 01 02 

10.1 01 02 

10.2 01 02 

10.3 01 02 

30% 

03 

03 

03 

03 
f---

03 

03 

03 

03 _ ... 
03 

SIiL$-IiFHCACY 
PAIlT2 

40% 50% 60% 

04 05 06 

04 05 06 

04 05 06 
.~ 

04 05 06 
-" 

~ 04 

04 05 06 

(j,t 05 06 
.. -

Oo! 05 06 

04 05 06 
... '--

03 04 05 06 
~. 

03 04 05 06 

03 04 05 06 

03 04 05 OG 

03 04 05 06 
... f--- >--

03 04 05 06 

03 04 05 06 
f--

03 04 05 OG 

03 04 OS 06 

03 04 05 if> 
f-

03 04 05 if> 

03 04 05 06 

03 04 05 06 

03 04 05 06 

03 04 05 06 

03 04 05 06 
.. __ .. - f---

03 04 05 06 

03 04 05 06 

03 04 05 06 

Card number 10 
L:J (1) 

70% 80% 90% 100% 

07 08 09 10 

07' 08 09 10 
..-

07 08 09 10 
... -

07 08 09 10 

07 08 09 10 

07 08 09 10 (0.7) 

07 08 091 10 
1---. - ... 

07 08 09 10 (Ill-ll) 

07 08 09 10 

07 Oil 09 10 

07 08 09 10 (Hi.l7) 

07 08 09 10 (l8·19) 

07 08 O'J 10 (20-21) 

07 08 09 10 (22·23) 

07 08 (19 10 (2+25) 

07 08 09 10 (Ur27) 

07 08 09 10 (28·29) 

07 08 09 10 
-- t----

(JIl.31) 

08 09 10 (32·33) 

07 08 09 10 (34·35) 

07 08 09 JO (36-37) 

07 08 09 10 (38-39) 
... -

07 08 09 10 (4041) 

07 08 09 10 (42-43) 

07 08 09 10 (4445) 

07 08 09 10 (4647) -
07 08 09 10 (4849) 

07 08 09 10 (so.Sl) 

4 
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PART A. MOTIVATIONAL BELIEFS 

The foUowiog quCStio1l$ ask about 'Your motivation [or and attitudes about t.his 
dass. Rrmember there 1Il~ no rilth. or wrong answers. just answer as alXurBtely 
a.s possible. Use the scale below la a.rlS'""er the que:.:ions. 

If you think the statement is very true of yon, CfQS.S out 'J; if a statement is nm al 
all tnte of you, cross out 1. If the statement is. more or less true o[ "'00. find the 
numher ~tween 1 and '] that hest describes you. Cross out this number. 

1. I prefer class work that is challenging so tbat I Clnleam new things. 

2. Compared wjth other students in this class I expect tu do well. 

3. I am SQ nervous during a test Iha1 J cannot remember fact.s f have learned. 

4. It is important for me to learn what is lieing taught In thi. .. c1OlSS. 

5. I like what I am learning in this class. 

6. I'm eertain J CHl understand thc ide~ tHul~ht ill thl'" cours.e, 

7. J think: J will be able 10 use what I learn in thi:& cla. .. s in Olher c:l::lSSC:s. 

8. 1 expect 10 do very well in thu class. 

9. Compared with others in Ihis clus. ) think J'm it good student. 

10. I often ch(lo()Se paper tOp.fc$ t will learn something from even if they 
require more work. 

J J. I am sure I an do an ellCCnCn1 job 01\ Ihe prohlems and tm\;$ :L~i:&ned fm 
class. 

12. 1 have ,m lIne::ts:y. upset feeiing when J tak.e a lest. 

13. llhink 1 will receive a good grade in this class. 

14. Even when I do p<>orly on a test I try to leam from my miswkes.. 

15. I think that what I am learning in this class is useful for me In know. 

16. My study sl..-il1s are excellent compared with others in (his da.s.s. 

17. 1 think that what we are learning in this class is in1eresting. 

18. Compared with other students in Hlis cla.s.s J think I know a great deal 
ahout the subject.. 

19 I l.."TlOW that 1 will he .. hie: to leam the mate:rial for 111is cl:i:\.S, 

~O. 1 worry;a creal deal ahout lesl!>. 

21. Undcrs.t;mding this 5ubjecl is import;mt 10 me. 

12. \Vhen It;,lo:e a tesl I think about how poorly I am tloing> 

PARTB. SELF·REGULATEO LEARNING STRATECIES 

The following questions ask about your learning strategics tLtld study sldlls for 
this class. Again, tbf'J'e are aD right or 'WlllDg anSllf'en. AnS'WC'r the questions 
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