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ABSTRACT

Motivational Beliefs in Language Learning of Secondary School Students in
Hong Kong: The Relationships among Socio-cultural Influences, Self-efficacy,

Self-concept, Fear of Failure and Academic Achievement

by Chao Chih Nuo, Grace

The Hong Kong Institute of Education

Abstract

Enhancing students’ academic achievement is essential in recent years due to

the increasing demand for academic excellence. Thus, there is a need to conduct

evidence-based research to examine the factors that may be associated with and

predict academic achievement. Based on the Social Cognitive Theory of human

functioning, the present study investigated whether and how socio-cultural

influences (i.c., peer support, parental support, and teacher support) and

students’ personal self-beliefs (i.e., self-efficacy, self-concept and fear of failure)
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predicted students’ behavioral outcomes (i.e., academic achievement in English
language and Chinese language). The research adopted a quantitative approach
in which 1,092 students (S2 to S5) from four Hong Kong secondary schools
were asked to complete a questionnaire to report their perceived socio-cultural
influences, their personal self-beliefs and academic achievement. Confirmatory
Factor Analysis was used to establish the construct validity of the survey
instruments used. Regression analyses were used to examine the relationships
between the predictor and outcome variables. Results indicated that the five
significant predictors for Chinese language achievement were self-efficacy in
Chinese and English, self-concept in Chinese and English, and positive parental
influences. English self-efficacy was a negative predictor in the analyses. In
contrast, only two predictors were significant in predicting English language
achievement, namely, English self-efficacy and English self-concept. The
findings suggest that language self-concept is the most significant predictor in
students’ language learning in both Chinese and English and English self-
concept is an important predictor of achievement in both languages. Gender
difference was found in the present study. The implications of this study are

both practical and theoretical. From the practical point of view, this study
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provides educators with information on how a positive environment (i.e., peer

support, parental support, and teacher support) and personal self-beliefs (i.e.,

self-efficacy, self-concept and fear of failure) predict academic achievement.

From the theoretical point of view, this study also expands Bandura’s (1986)

Social Cognitive Theory to establish its cross-cultural generalizability in Hong

Kong schools.
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CHAPTER ONE

Introduction

I was born in a traditional Chinese family. My parents had high expectations of

my performance in school, both in moral and academic development. From the

time I was very young, they told me that it was essential that I complete

primary school, secondary school and university. They didn’t mind spending

large amounts of their resources (effort and money) in order to provide me with

the best educational opportunities possible. Intelligence and academic

achievement are of the greatest concern to Hong Kong parents, and the pressure

to excel starts from birth (Salili, 1996). Because of our highly competitive

education system, educators and parents are concerned about students’

academic achievement. Therefore students’ motivation to learn has become an

issue for parents, school teachers, and academics in recent studies.

Students’ academic achievement is not only affected by parents, teachers and

peers, but also is related to their academic self-concept and sense of self-
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efficacy. Fear of academic failure may also affect Chinese students’ academic

achievement reported by recent studies (Chong 2007; Eaton & Dembo, 1997).

Students’ self-concepts reflect the attitudes of significant others (parents) and

are developed from positive and negative experiences impacting on self-

construal. Educational policy is also a significant environmental factor affecting

students’ academic outcome. In this regard, the present study was designed to

explore how and whether socio-cultural factors (peer support, parent support,

and teacher support) and cognitive factors (self-efficacy, self-concept and fear

of failure) predict academic outcomes in English language and Chinese

language.

Education is the crucial factor to secure upward mobility and improves quality

of life. United States Department of Labor, Bureau of Labor Statistics (2005)

reported that “In the United States, among individuals aged 25 years and older,

those with a college degree earn almost twice as much as those with only a high

school diploma. A large-earnings disparity has also been found in Hong Kong

between individuals with a college degree and those lacking one (Choi, 2000;

Rao et al., 2000).” (p.86). The difference suggests that accomplishing at least a
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college education is crucial to an individual’s future occupational success in

Hong Kong. Given this reality, it is significant to figure out which factors are

affecting student achievement. This study investigates whether self-perceived

academic support from parents, teachers, and peers, and self-efficacy, self-

concept and fear of failure contribute to higher levels of academic achievement

among Hong Kong secondary students specifically in the areas of Chinese and

English language learning.

1.1. Significance of the Study

The present study seeks to advance our understanding of Hong Kong secondary

students’ language learning motivation in several ways.

First, as most of the existing research about the relationships among self-

concept, self-efficacy, fear of failure, academic achievement, learning and

motivation is grounded in Western theorizing that may neglect important non-

Western characteristics and values, it is important to conduct research in non-

Western cultures. There may be different cultural determinants of academic
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achievement in Western and Asian societies. Academic achievement in this

study refers to students’ performance in school, as measured by their grades in

the two core academic subjects (English language and Chinese language). Are

self-construals such as self-concept and self-efficacy beliefs, and fear of failure,

relevant in Chinese culture? The present study will broaden the insights of the

Chinese students’ self-development and the relationship to the motivation of

their language learning.

Second, two important factors contribute to students’ academic achievement:

internal and external. In intrapsychological processes, the internal factors

include students’ achievement motivation and academic self-concept (Dweck,

1986; Marsh and Yeung, 1997; Nicholls, 1984). The external factors relate to

socio-cultural contexts, such as family, school, and culture (Christenson,

Rounds & Gorney, 1992; Entwisle, 1990; Epstein, 1983; Lam, 1997; Stevenson

& Baker, 1987; Stevenson & Lee, 1990). Students’ intrapsychological

processes i.e., achievement orientation and the significant others i.e., parents,

teachers and peers can influence students’ achievement outcomes (Furman &

Buhrmester, 1992; Goodenow, 1993; Wentzel, 1998). The present study
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examines the intrapsychological processes in students’ self-efficacy, self-

concept and fear of failure. In addition, the external factors in socio-cultural

context, students’ peer support, parent support and teacher support will also be

included in Hong Kong context.

Third, previous studies posited that student achievement is influenced by a

variety of factors. Most of the studies examining student achievement have

focused on one source of influence in parents, teachers, or peers individually

(Furman & Buhrmester, 1992; Stevenson, Chen & Lee, 1993; Wentzel, 1998); a

few studies have investigated how these three support systems simultaneously

influence academic outcomes. The present study seeks to provide valuable

information regarding how these three support systems affect Chinese students’

motivation for language learning.

Fourth, the exploration of motivational constructs has both theoretical and

pedagogical significance for students’ language learning. The study will extend

the theoretical discussion of motivational constructs (Kuhl, 1984; Pintrich, 2000,

2004) to examine whether the three cognitive constructs and socio-cultural
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constructs can predict student’s language learning. If it can, the study will

provide some preliminary insights into the underlying structure of motivational

constructs in Hong Kong Chinese students’ learning behavior and a Hong Kong

Chinese model in students’ language learning. The present study examines

whether and how students’ cognitive factors including self-efficacy, self-

concept and fear of failure, and the socio-cultural constructs including peer

support, parent support and teacher support predict students’ academic

achievement. These factors have been rarely assessed together in previous

studies regarding language learning.

Fifth, the findings of the research will provide a more comprehensive

understanding of students’ psychological drives in language learning. As

McGroarty (2001) indicated the need for more research examining motivation—

related aspects of second language learning, the study may add to our

understanding of the students’ motivational regulation that has been less

explored to-date in the field of Educational Psychology.
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Sixth, typically, boys are more valued than girls in traditional Chinese culture,

and parents prefer boys rather than girls in Chinese history. Parents have high

expectations for their children’s academic performance especially boys more

than girls. It is significant therefore to know whether there are gender

differences in the motivation and achievement of students’ language learning in

the present study.

Seventh, this research may also provide researchers, policy makers, education

practitioners, and parent’s in-depth information about how the socio-cultural

and cognitive factors predict students’ motivation of language learning. The

findings of the study may help teachers to make better and more specific

informed decisions regarding lesson planning and curriculum design that would

lead to enhanced motivation in students’ language learning, especially in their

second language learning.

Finally, the results of a regression model may provide a more comprehensive

understanding of students’ motivation for language learning by indicating the

multiple components that are essential for students’ language learning such as
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motivational beliefs (i.e., self-efficacy, self-concept and fear of failure), and

socio-cultural factors (i.e., peer support, parent support and teacher support).

1.2. Background of Current Study

In studies of the past few decades, the conceptualization of the self has been

shown to be different in Western and Eastern societies. Asian self-perception

has been found to relate to characteristics associated with group membership

and identity. Hong Kong adolescents have emphasized a family and moral

dimension in their self-definitions (Cheng, 1997). In other studies it has also

been found that Hong Kong students who had a high self-esteem were found to

experience more family support, because cohesive families encourage open

communication, greater independency and self-sufficiency (Cheung & Lau,

1985). However, more empirical exploration is needed into the motivational

and self-beliefs of Chinese students.
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1.2.1. Influence of Confucianism on Chinese Values

Among the potential influences on Chinese student’s motivational and self

beliefs is Confucianism. Confucian thought has a number of principles that may

influence how student’s conceptualize the act of learning, their self-concept as

learners, and their motivational values (Bond & Hwang, 1986; Redding &

Wong, 1986). Socialization within the family unit according to Confucian

principles means the promotion of education, and the acquisition of skills and

seriousness about tasks, and family obligation. These values help the group,

preserve hierarchy in relationships, and the importance of honouring these

relationships, and in giving or preserving ‘face’.

The social values in Hong Kong that are often named neo-Confucian include

diligence, a focus on achievement, self-reliance, competition and the promotion

of family over individual interests (Morris, 1995). In this social environment,

children are expected to work hard in school and in the workplace to honour the

family, and through gainful employment support their parents (Sweeting, 1998).
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Such Chinese values may shed light on some of the components that explain

Chinese secondary students’ motivational beliefs.

1.2.2. Collectivism and Schooling in Hong Kong

Chinese collectivism involves hierarchical relations with others, with
individuals forming part of a community, such as family or school class
(Carless, 2011). Parental beliefs play a significant role in children’s education.
Hong Kong parents influence their children and also indirectly push principals
and teachers in the directions they favour, i.e., “parents exert massive pressure
on their children to do well in school. Homework is supervised and extends for

long periods...tutors are hired...” (Bond, 1991, p.18).

In addition, parents regard education as the main route for upward social
mobility and aspiration for education becomes internalized in the minds of both
parents and students (Cheng, 1997). Parents strive to enroll their offspring in
the most prestigious schools to maximize the possibility of reaching the next

rung on the educational ladder (Carless, 2011).
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1.2.3. Exploration of Motivational beliefs in Chinese Students

Teachers are the most influential agent in promoting self-esteem, interest, and

academic performance in the school context (Mclnerney, 2007). Teacher

support and involvement has been shown to be a salient feature of the

classroom environment in Hong Kong. Unlike Western research

demonstrates that teacher is likely to be a weak agent in enhancing academic

achievement beyond family variables (Scarr & Thompson, 1994), it is teachers

rather than parents who are more influential on students’ learning in Hong Kong,

which might reflect the culture-specific features of the teacher-centered

classroom environment (Lee, Yin & Zhang, 2000). This finding might indicate

that teachers could influence students’ learning in Chinese culture. In other

words, enhancing teachers’ support can increase students’ motivation to learn.

Moreover, positive peer relationships play a crucial role in the development of

adolescents. Peers are a source of support in cooperative interactions, such as

sharing valuable intellectual thinking and resources such as notes and strategies,

and modeling academically desirable behavior and learning skills (Wentzel,
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1993a). In Hong Kong, parents seem to be more influential than peers in

shaping the lives of adolescents (Chen, 2005).

1.3. Research Objectives

In a Confucian-heritage based education system, passing examinations is very
important. Because of this, Asian students generally study hard and perform
well in examinations (Ho, Peng & Chan, 2001). Academic achievement is an
important goal for the Chinese (Salili, 1994). Investigation on the effects of
psychological components and socio-cultural influences on exam success is

therefore important in understanding Chinese students’ school achievement.

The present study examines how socio-cultural factors (i.e., parental support,
peer support and teacher support) and cognitive factors (i.e., self-efficacy, self-
concept and fear of failure) predict students’ learning outcomes (i.e., academic

achievement in English and Chinese).
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1.4. Organization of the Dissertation

Chapter one introduces the significance and the background of the study is
provided. Chapter two is devoted to a literature review of the background of the
present study. Chapter three is devoted to the literature review of previous
studies about the self-processes including self-efficacy, self-concept and fear of
fai‘lure. Chapter four is focused on the facilitating conditions including teacher
support, parental support, peer support and other predictors. Chapter five is
focused on the role of Chinese culture and Confucian-heritage education and
the research questions of the present study. Chapter six describes the research
methodology, measures, procedures, and pilot study of the research. Chapter
seven presents the results relating to the construct validity, and reliability of the
measures and the regression model of the present study. Chapter eight provides
the discussion of the main findings of the present study. Chapter nine provides
the implications and recommendations, further research development, the

limitations of the study and the conclusion section.
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CHAPTER TWO

Background of the Study:

Language of Instruction of Hong Kong Education System in Relation to

Students’ Motivation in Language Learning

Chapter two provides an overview of the Hong Kong education policy in
language of instruction in order to discuss how policy may affect students’
language learning (in Chinese language and English language). This chapter
reports on Hong Kong language policy, the significance of English and Chinese
languages learning as key elements in Hong Kong school curriculum and how

the students’ motivation are related to their language learning.

Culture and education are the major means through which existing social
relations are reproduced. “Linguistic relations are always relations of power”

(Wacquant, 1989, p.46). After the colonial transition, linguistic shifts are
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reflected in the school curriculum of Hong Kong, for instance, the changes in
language patterns are to fulfill the future needs (Kataoka & Fu, 1996; Kwo,
1992; Lord & T’sou, 1985). In addition, language learning is significant in
Hong Kong school curriculum, that is English language and Chinese language
are two significant school subjects. These two subjects determine students’
entry to university (Adamson & Lai, 1997). In last two decades three main
language policies have been implemented in Hong Kong schools, namely
Biliteracy and Trilingualism Policy, Medium of Instruction Guidance for
Secondary Schools and Fine-tuning the Medium of Instruction for secondary
schools. These policies of languages of instruction affect students’ language

learning.
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2.1. The Education Policy of Language of Instruction

2.1.1. Biliteracy and Trilingualism Policy

The former Chief Executive of Hong Kong, Mr. C. H. Tung in his first policy

address in October, 1997 addressed the “Biliteracy and Trilingualism policy”,

thus, people of Hong Kong are expected to be able to write Chinese and English

and speak Cantonese, English and Putonghua (Lai, 2005; Tung, 1997). The

Curriculum Development Institute (2001) launched an education reform to

improve learning and language policies. The relationship between Cantonese,

English and Putonghua was addressed in the government’s goal of establishing

a ‘biliterate and trilingual’ society (biliteracy in English and Modern Standard

Written Chinese; trilingualism in spoken Cantonese, Putonghua and English),

together with goals such as the development of critical thinking, problem-

solving, creativity and information technology skills in the preparation of the

students to face the economic challenges of globalization. Lambert (1992)

posited a positive self-concept and motivation to learn and maintain both first

and second languages are central to the development of bilingual proficiency.
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2.1.2. Medium of Instruction Guidance for Secondary Schools

The Education Department (1997) issued the ‘Medium of instruction guidance

for secondary schools’ and the policy was regarded as compulsory and required

for all Government and Government funded secondary schools from 1998, but

the choice of Medium of Instruction was left to schools and parents. Under this

policy, most of the schools should adopt Chinese as medium of instruction

because Chinese for most of the student is their mother tongue. The intent of

the Guidance was detailed in the form of several policy objectives: “ (1) Enable

students to learn effectively, to be biliterate and trilingual. (2) Commit to

promoting mother-tongue teaching. (3) Introduce measures under the Guidance,

to enable schools and parents to see for them the benefits of mother-tongue

teaching. (4) Strengthen the teaching and learning of English in schools using

Chinese as the Medium of Instruction. (5) Monitor the progress to see how best

to achieve the ultimate objective of the language policy” (Kan & Adamson,

2010, p.171).
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2.1.3. Fine-tuning the Medium of Instruction for Secondary Schools

The Fine-tuning of the Medium of Instruction for secondary schools had three
objectives: (1) Increase exposure to English for Secondary 1 to Secondary 3
students. (2) Allow greater school-based autonomy on the choice of Medium of
Instruction. (3) Remove the differentiation between Chinese as Medium of
Instruction and English as Medium of Instruction schools (Education Bureau
2009a). The policy encourages schools to teach more English and teach more

subjects in English.

2.2. Language of Instruction Affects Students’ Language Learning

2.2.1. English and Chinese Languages as Key Elements in Hong Kong Schools’

Curriculum

English and Chinese languages are two important subjects that affect students’
university entrance. Adamson and Lai (1997) emphasized that English language
“retains a significant role in the school curriculum in Hong Kong after colonial

transition. English language is significant because it is a key element in
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assessment for placement in secondary education and entry to tertiary education.

One study reported that about 90% of Hong Kong secondary schools offered

English programmes, thus the standard of English becomes a determining factor

for entering the universities (Lai, 2001). Hong Kong students begin to learn

English at age three in the kindergarten. They have to take a public examination

in Secondary five in the old syllabus, and they are required to pass both English

and Chinese language subjects. For those students who desire to further their

education at the university level, they must pass the two language subjects at

the university entrance examination (Chan, 2002). English is seen as an

important tool in obtaining tertiary education and eventually having a good job,

therefore the mother tongue (Cantonese) teaching has received resistance from

parents and schools (Salili & Lai, 2003). Nevertheless, Chinese language and

English language are two essential subjects in the primary school curriculum

for the purpose of determining entry into secondary school and university

(Adamson & Lai, 1997).
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2.2.2. The Importance of English Language Learning

As mentioned earlier, English is the colonial language, and it might be expected
to decrease in importance after transfer of the sovereignty of Hong Kong from
the United Kingdom to China, but English is the language that dominates the
world (Lai, 2005). English is becoming more and more widespread
internationally (Chan, 2002) for international communication, business and
academic study. Hence, English Language was the colonial language, which
was introduced into the school curriculum (Adamson & Lai, 1997). Cummins
(1979) predicted that students in English language schools should excel in all
school subjects. Cummins (1979) also mentioned that students attending high
schools taught in English usually have very good Chinese proficiency, they are
highly motivated to learn English, and highly motivated to maintain and
develop their Chinese skills. In addition, students receiving instruction in

English produced better English achievement (Johnson, 1997).

The Hong Kong Government had attempted to replace English-medium of

instruction and to bring decolonization immediately after the change of
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sovereignty, but this effort was met with great resistance from parents because
the role of English gate keeping remains unchanged (Lai 1999; Tsui et al.,
1999). Parents strongly believe that English-medium education has greater
prestige and economic returns, in terms of the access to academic achievement,
financial success and the principal determinant of social mobility (Adamson &

Lai, 1997).

2.2.3. The Importance of Chinese Language Learning

Chinese language became an official language in Hong Kong in 1975; it has

equal status to English. The subject was renamed as “Chinese Language” (F
#5 X ). The Chinese put emphasis on the development of practical language and

communicative skills (Auyeung Lai, 1987). Chinese Language is one of the
core subjects of Hong Kong Diploma of Secondary Education (HKDSE) to

enter Hong Kong universities.

Even though English language as medium of instruction is essential to students’

school learning, especially in the elite schools, Cantonese is the mother tongue
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of Hong Kong students. In the Education Commission Report No. 6, it is
aésured that “Each student was educated through a medium likely to lead to
maximum cognitive and academic development. English should be used as a
medium of instruction when students could benefit from it” (Education
Commission, 1990, p.96). That is, Cantonese is the mother tongue and it is the
most effective medium of instruction to promote students’ learning. Previous
studies showed that non-English speaking students learn better in their native
language, especially in achieving competence in English (Marsh et al., 2000;
Thomas & Collier, 1997). Hong Kong students learn better in their first

language, Cantonese even in studying English language.

In addition, The Education Commission Report No. 6 also mentioned “Some
students have difficulties with learning in English. Students can study
effectively in English only when they have passed certain threshold of language
competence in both their mother tongue and in English” (Education
Commission, 1990, p.94). From the government’s perspective, teaching in the
mother tongue facilitated student learning, and students learning in the mother

tongue performed better in the public examination results than students learning




Background 40

in English (Hong Kong Government, 1990; Hong Kong SAR Government,

1997). Gibbon (1989) and Johnson (1997) indicated that instruction in Chinese

was more effective than instruction in English because students understood

Chinese better and instruction in English was disadvantageous for lower ability

students. Because of parental pressure, some schools remained English

language schools, but teachers used a mixture of English and Chinese

(Cantonese). The following study stated that parents believe their students are

more motivated to learn using mother tongue, but parents also insist their

children must learn in English.

“A study of parents' and students' attitudes toward mother-tongue
education reveals that two-thirds of parents, and an even higher
percentage of students (71.8%), surveyed agreed that learning would be
more effective in one's mother tongue. Over one-half of the parents and
four-fifths of student respondents believed that students would be more
motivated to learn using their mother tongue (Hong Kong Standard, 19
September 1997). However, parents remained adamant that their
children should learn in English. In a telephone survey conducted by the
Hong Kong Policy Research Institute, about 70% of respondents said
that they would prefer to send their children to English-language
secondary schools (Sun Pao, 15 March 1998)”

(Chan, 2002, p.278).
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2.3. Language Learning and Motivation

Cognitive perspectives of motivation indicate that students’ learning behavior is
an internal process (Pintrich, 2003). One of the cognitive factors in motivation,
self-efficacy, is hypothesized to affect task choice, effort expenditure, and
perseverance. Self-efficacy serves as an influential predictor of achievement
regardless of ability level, gender or age (Condly, 1999). High degree of value
for success positively relates to task choice (Bandura, 1986), and students’ task
value beliefs are affected by their cultural background, such as families and
schools which might have a great impact on learning and performing a task

(Pintrich, 2003; Zusho, Pintrich & Coppola, 2003).

Stevenson, Lee, and Stigler (1986) found that Asian families stress educational
success. Many children are educated to fulfill family expectations, whose needs
exceed by far their individual needs. For some Asian students, learning a
foreign language at school is equivalent to learning any other critical skill that
may be useful in the future (Okazaki & Sue, 1990). Self-efficacy might not be

able to predict to Asian students’ achievement. It is because past research had
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revealed that Asian Americans showed lower levels of self-efficacy beliefs than
their non-Asian counterparts despite their high achievement (Gan, et al., 2004).
However, Asian American students outperformed non-Asian students on
achievement tasks. Fear of academic failure might better predict Asian
American achievement than did self-efficacy in the study. Non-Asians
overestimated their own capability, but Asians underestimated their capability
(Oettingen, Little, Lindenberger, & Baltes, 1994). In the present study, fear of
failure is believed to be a significant factor to investigate Chinese students’

learning motivation related to their language development.

Asian students attribute their academic success and failure primérily to effort
and ability. Thus, they are more willing to devote more time and effort to
enhance their foreign language proficiency (Gan et al., 2004; Holloway, 1988;
Salili, 1996; Shimahara, 1986; Skinner, Wellborn, & Connell, 1990; Uba, 1994;
Yang, 1986). Some students are more motivated to ayoid failure than to learn
what is being taught in class. In addition, need for achievement is found to

contribute positively to motivation in second language learning (Dornyei, 1990).
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The present study investigates the relationship between motivation and students’

language learning.

This chapter illustrates the Hong Kong language policy in order to introduce the

importance of how the policy may affect students’ Chinese and English

language learning. Particular attention has been given to how students’

perception of their academic ability in English language and Chinese language

relates to academic achievement. These two subjects have been selected as the

target subjects in the present study. Under this educational setting, Chinese

language and English language are the core subjects to access university and

fulfill family expectations, therefore, investigating how students’ self-processes

such as self-efficacy, self-concept and fear of failure influence students’

Chinese and English language learning might help improve students’ academic

achievement. Other significant socio-cultural factors, peer support, parent

support and teacher support might also influence students’ language learning.

The next two chapters explain the Social Cognitive Theory and the self-

processes and the socio-cultural factors in detail.
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CHAPTER THREE

SELF-PROCESSES: THE IMPACT OF SELF-EFFICACY, SELF-
CONCEPT, AND FEAR OF FAILURE

3.1. Theoretical Framework

Social Cognitive Theory provides the theoretical framework for this study.

Social Cognitive Theory refers to the dynamic interplay of personal influences

(thoughts and beliefs), environmental elements, and human behaviours

(Bandura, 1986 & 2001). In particular, human behaviour is affected by

environments through the self-system. For example, self-efficacy drawn from

Social Cognitive Theory is considered as a major factor related to achievement

(Mclnerney, 2011).

Most of the theorizing related to Social Cognitive Theory is Western and

measures used to evaluate levels of personal characteristics such as self-efficacy,

and self-concept have been developed in the West without considering the

indigenous characteristics of Asian cultures and more specifically Chinese
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students. Potential cultural differences should therefore be considered when
adopting such a theoretical framework. The present study aims to expand on
Bandura’s (1986) Social Cognitive Theory with a view to first, validating the
measurement constructs drawn from Social Cognitive Theory for the Chinese
participants, and second, examining the heuristic value of a regression model
for predicting Hong Kong student’s language achievement. In particular the
study tests a regression model in which academic achievement in Chinese and
English languages are regressed on socio-cultural factors and self-processes

(cognitive factors).

Perceptions of self and relationships with others are different in Western and
Eastern cultures (Hamamur, 2011). Students from individualistic and
collectivistic cultures place emphasis on different things when it comes to their |
self-representations. The roles of family and society, and the resulting self-
perceptions have been shown to have a permeating influence on the
psychological processes of cognition and self-regulation of the students
(Markus & Kitayama, 1991). The concept of self in Western cultures is

relatively more individualistic, egocentric and self-contained, reflecting an



Self-processes 46

independent construal of the self (Markus & Kitayama, 1991). But in Eastern

cultures, self is correlated to social context and is more connected and less

distinct from others. People are motivated to get along well with relevant others

and to develop interpersonal relationships, reflecting an interdependent

construal of the self (Markus & Kitayama, 1991), and these different self-

concepts are affected by cultural heritage. The collective societies in Eastern

cultures will be discussed in Chapter Five.

3.2. Social Cognitive Theory

The theoretical framework of the study is based upon Social Cognitive Theory;

therefore, a widely accepted definition of Social Cognitive Theory is presented.

The construct associated with Social Cognitive Theory, such as motivation is

outlined and the chapter concludes with three constructs related to Social

Cognitive Theory: self-efficacy, self-concept and fear of failure.

According to Mclnerney (2000), motivational processes can be understood

from four theoretical perspectives, namely: Social Cognitive Theory, Cognitive
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theory, Behavioural theory, and Humanism. Social Cognitive Theory proposes

a view of motivation that emphasizes human agency whereby individuals are

agents proactively engaged in their own development and who make things

happen by their actions (Bandura, 2000). Social Cognitive theory also

emphasizes mental processes and perception and the social context of

motivation, including the social and emotional support of significant others,

such as parents, teachers, and peers (Mclnerney, 2000). It provides an essential

theoretical platform for this research. In the following sections 1 will elaborate

on three theoretical perspectives and constructs that guide the research.

3.3. Definition of Social Cognitive Theory

Accepted definitions of Social Cognitive Theory include “A view of human

functioning that accords a central role to cognitive, vicarious, self-regulatory,

and self-reflective processes in human adaptation and change...Human

functioning is viewed as the product of dynamic interplay of personal,

behavioral, and environmental influences (Bandura, 1986).” (Pajares, 2002, p.1).

Bandura postulates that human achievement depends on interactions between
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one’s behaviors, personal factors (e.g., thoughts, beliefs), and environmental
conditions. Thus, it is worthwhile to examine how cognitive (personal),
behavioural, and environmental factors interact to determine a person’s
motivation and behaviour (Crothers, Hughes & Morine, 2008). The interaction
of all three factors in human functioning has been called the Triadic Reciprocal
Determinism model (Wood & Bandura, 1989). Hence, for Bandura (1977, 1986)
a sense of personal efficacy is a main factor in the exercise of human agency
within a causal structure involving triadic reciprocal relations between the
person, the environment, and behavior. Numerous factors that play a role in
human behaviour have been identified, for example, culture, attitudes, emotions,
values, ethics, authority, rapport, hypnosis, persuasion, coercion and/or genetics.

One of the most important factors is a persons’ motivation.

3.3.1. Motivation and Social Cognitive Theory

The word “motivation” is derived from the Latin root of “motive” which means

“to move”. Most theories about motivation propose motivation as the “engine”

that moves organisms to act (Mclnerney, 2000; Pintrich & Schunk, 2002) and
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influences individual behaviour (Mclnerney, 2000). Motivation is something
that gets us going, keeps us moving, and helps us complete tasks (Pintrich &
Schunk, 2002). Highly motivated students, for example, are found to pay more
attention to learning processes and outcomes (Bouffard-Bouchard, Parent, &
Larivee, 1991). In contrast, students with poor motivation are found to have low
self-esteem, feel insecure about their ability to fit in at school or ofher learning
environments, and express subjective perceptions of school, specifically that it

was not for them (McInerney, 2000).

3.4. Construct One: Self-efficacy

3.4.1. Self-efficacy Beliefs Influence Human Functioning

At the core of Social Cognitive Theory are beliefs about self-efficacy. Bandura
explains self-efficacy as “People’s judgments of their capabilities to organize
and execute a course of action required to attain designated types of
performance” (Bandura, 1986, p.391). Self-efficacy therefore, strongly
influences the choices people make, the effort they expend, and how long they

persevere in the challenge (Pajares & Miller, 1994) and can provide an
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explanation for actions in addition to predicting one’s thoughts and emotions.

Furthermore, an individual’s beliefs about what they can do with whatever

skills and abilities they possess (Bong & Skaalvik, 2003) has been attributed to

self-efficacy. Self-efficacy beliefs also determine how much effort people will

expend on an activity, how long they will persevere when confronting obstacles,

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

Bandura’s Social Cognitive Theory adopts an agentic perspective. Individuals

are producers of experiences and shapers of events. Human agency is

characterized by a number of core features that operate through phenomenal

and functional consciousness. These include the temporal extension of agency

through intentionality and forethought, self-regulation by self-reactive influence,

and self-reflectiveness about one’s capabilities, quality of functioning, and the

meaning and purpose of one’s life pursuits (Bandura, 2001). Social-cognitive

theory distinguishes three different forms of agency, personal, proxy, and

collective. Human agency centers more on the direct exercise of personal

agency, cognitive, motivational, effective, and choice processes through which

effects are exerted (Bandura, 2000, 2002).



Self-processes 51

The higher the sense of efficacy, the greater the effort, persistence, and
resilience. People with a strong sense of personal competence approach difficult
tasks as challenges to be mastered rather than as threats to be avoided. They
have greater intrinsic interest and deep engrossment in activities, set
challenging goals and maintain strong commitment to them, and heighten and
sustain their efforts in the face of failure (Pajares, 2002). Thus, people tend to
select tasks and activities in which they feel competent and confident and avoid
those they are not familiar with. Unless they believe that their actions will have

the desired consequences, they have little incentive to engage in those actions.

3.4.2. Academic Self-efficacy in Achievement

Academic self-gfﬁcacy refers to individuals’ conviction that they can
successfully perform academic tasks at designated levels of competence
(Schunk, 1991). The assessment of academic self-efficacy refers to tasks that
provide respondents with a specific description of the performance required and

is a referent for students to appraise their competence.
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Schunk (1989b) indicates how self-efficacy might operate during academic
achievement. “Initial self-efficacy varies as a function of aptitude (e.g., abilities
and attitudes) and prior experience. Such personal factors as goal setting and
information processing, along with situational factors (e.g. rewards and teacher
feedback), affect students while they are working. Motivation is enhanced when
. students perceive that they are making progress in their learning” (p.2). There is
evidence to suggest that self-efficacy is associated with indices of motivation.
When individuals feel efficacious, they work harder and persist longer when
they encounter difficulties than individuals who doubt their capabilities. For
example, Rerceived self-efficacy for learning correlates positively with students’
rate of solution of arithmetic problems (Schunk & Hanson, 1985; Schunk,

Hanson & Cox, 1987)

Schunk (1991) states that self-concept was a global construct comprising self-
efficacy and other aspects of the self, therefore, the next section of literature, is
focused on the second construct of importance in orientating students’ effective

engagement in learning, namely, self-concept.
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3.5. Construct Two: Self-concept

Prior to the 1980s, self-concept was broadly defined as a person’s perceptions

of one’s self. Shavelson, Hubner, & Stanton, (1976) defined self-concept as a

person’s self-perceptions formed through experience with and interpretations of

his or her environment. A person’s self-concept is influenced by evaluations of

significant others, reinforcements and attributions for one’s own behaviour. In

the 1990s, self-concept was described as a product of reflexive activity,

particularly that an individual has a concept of himself as a physical, social, and

spiritual or moral being (Marsh, 1990a). Self-concept is regarded as a highly

important and influential factor associated with people’s behaviours and various

emotional and cognitive outcomes such as academic achievement (Branden,

1994). 1t is one of the most significant psychological constructs in behavioral

sciences (Marsh & Craven, 2006). Past studies have suggested that positive

self-concept is strongly related to achievement, and many educational policy

statements also highlight self-concept enhancement as a principal goal of

education, and emphasize self-concept as an important factor that facilitates the

accomplishment of other desirable learning outcomes (Craven, Marsh &
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Burnett, 2003; Marsh, Koller & Baumert, 2001). Academic self-concept and

achievement are the factors investigated in the present study.

3.5.1. Academic Self-concept

From Marsh and Shavelson’s perspective (Marsh & Shavelson, 1985), self-
concept can be divided into two factors; academic and non-academic self-
concept. “Academic self-concept is the perception of oneself in academic
activities in relation to specific subjects, teachers and school, while non-
academic self-concept is about perceptions of oneself in non-academic activities
which includes physical self and relations with parents, friends, and community”
(Tang, 2011, p.123). This multidimensionality characteristic is further explored

in the next section.

Marsh (2007) showed that academic self-concept was more highly correlated
with academic achievement and behaviors. Support for the belief that there is a
significant relationship between academic self-concept and academic

achievement in secondary and post-secondary students was found by Gordon
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(1997), Cokley and Patel (2007), and Yara (2010), however, according to Hattie

(1992) and Byrne (1996) the issue of whether academic self-concept affected

academic achievement or rather academic achievement affects academic self-

concept could not be resolved. In Yara’s (2010) study, students’ self-concept

and Mathematics achievement in secondary school indicated that students with

good self-concept performed well in Mathematics. Cokley (2000) found the

grade point average was the best predictor of academic self-concept for students

attending universities.

As shown in some studies (Marsh & Yeung 1997; Valentine & Dubois, 2005),

academic self-concept and achievement are positively and reciprocally related,

that is, a high academic achievement is likely to lead to a high self-concept, and

a high self-concept is likely to lead to high academic achievement (Marsh &

Yeung 1997; Valentine & Dubois 2005). Marsh and Craven (2006) and Seaton,

Marsh, and Craven (2010) posited achievement in specific academic domains is

correlated with the corresponding specific domains of self-concept. In other

words, academic self-concept should be correlated with both school grades and

standardized test scores, because schools grades are a main feedback to students
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and reflect motivational properties, which relate to self-concept (Hattie, 1992;

Marsh, 1987, 1990a, 1990b, 1993). When students are confident of performing

well on their exam, they would pay more effort in studying and have higher

persistence, and thus attain higher achievement (Marsh, et al., 2002).

In the present study, I examine whether students’ English and Chinese

academic self-concepts predict their achievement in English and Chinese,

respectively. English and Chinese were chosen in the present study because

these two subjects are core subjects for University entrance and the English and

Chinese self-concept scales have been well established with good reliability and

validity (Byrne, 1988; Marsh, 1992; Marsh & O’Neill, 1984).

3.5.2. Research Focus of Self-concept

Two themes of inquiry emerge from research related to self-concept; the

structure of self-concept and the sources of self-concept (Rosenberg, 1979;

Marsh, 1992; Marsh & Shavelson, 1985). The following sections examine these

related themes in more detail.
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a) Structure of Self-concept

According to Marsh (1992) self-concept consists of two basic domains,
academic and non-academic. Each of these decomposes into different domains,
such as academic ability, social ability, and physical appearance, emotional and
general ability, which are arranged hierarchically. Academic self-concept
consists of self-concepts in particular subject areas, for example Math,
English/Chinese. The present study investigates students’ English and Chinese

self-concepts.

Marsh further developed the self-concept model as multidimensional and
hierarchical. He posited that self-concept is a domain-specific construct (Marsh,
1990a; Shavelson, Hubner, & Stanton, 1976) in which global self-concept is at
the top of the hierarchy and it is divided into academic and nonacademic
components. The academic domain is divided into self-concepts specific to
school subjects, including English and Chinese language, whereas the non-
academic domain is divided into physical, social, and emotional components.
Marsh believes that specific components of self-concept should have more

predictive power on outcomes in specific domains than a single, global
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component of self-concept. Research in education indicates that academic

achievement is more correlated with academic self-concept than global self-

concept, and that achievement in specific domains should be correlated with the

corresponding specific domains of self-concept (Marsh & Craven, 2006; Seaton,

Marsh, & Craven, 2010). Hence, in this study, I relate Chinese self-concept to

Chinese language achievement and English self-concept to English

achievement. I also examine the cross-language effects.

High self-concept does not imply that students feel highly confident in all

academic areas. Students might judge their competence as high in science and

mathematics, moderate in English and social studies, and low in French. Within

the area of mathematics, students might have a strong self-concept about

algebra but not geometry. Meanwhile, self-perceptions of specific behaviours

presumably influence sub-area self-concepts (e.g., English or mathematics),

which in turn combine to form the full academic self-concept (Schunk, 1991).

In this study participants may have a high self-concept in Chinese language and

a lower self-concept in English language. Alternatively they might be high or

low in both. Marsh’s internal frame of reference theory suggests that albeit
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performance in both languages may be relatively equivalent, if a student holds a
high self-concept in Chinese then his or her self-concept in English may be
lower. In other words, subjectively the student will appraise his performance as
better in one than the other, and therefore appraise his or her self-concept as
higher in that area (Marsh, 1990a). In this study it is highly likely that in the
participating schools students’ self-concept for Chinese will be higher than their

self-concept in English as the language of instruction is Chinese.

b) Sources of Self-concept

The second theme focuses on the sources of self-concept and the relative
importance of the different sources in self-concept formation. Rosenberg (1979)
posited that self-concept was defined as a composite view of oneself, “The
totality of the individual’s thoughts and feelings has reference to himself as an
object” (Rosenberg, 1979, p.7). Furthermore, he also mentioned that “There is
probably no more critical and significant source of information about ourselves

than other people’s view of us” (Rosenberg, 1979, p.7).
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Self-evaluation is one of Social Cognitive Theory’s components. Self-

evaluation compares an individual’s current performance with a desired

performance of goal. There are two types of self-evaluation standards: absolute

and normative. Other sources of self-concept are self-evaluation, which is based

on social comparison (Festinger, 1954). A social comparison whereby one

evaluates one’s behavior or performance against another individual is an

example of a normative standard of self-evaluation (Zimmerman & Schunk,

2001). Comparing self to peers, enables the individual to come to know how

they stand. Another source of self-evaluation comes from feedback or

evaluations by others, including significant others, for example, parents, peers,

and teachers, whose opinions are of great importance to and have a great

influence on children (Rosenberg, 1979; Zigler & Child, 1969). In the present

study, the relationship of significant others, specifically parents, teachers and

peers to self-concept and achievement is investigated.
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3.5.3. The Meaning of Self in Chinese History

The literature pertaining to Chinese self-concept derives from Confucianism,

one of most influential schools of philosophy in Chinese culture. Chinese self-

concept has been positively recognized (correlated) with Confucianism (Yu,

1976; Chen, 1987). “An individual’s self, identity, and roles derive meaning

from his/her relationships with others. This has created a “big self” (X %) and a

“small self” (/]s#k). The big self is put before the small self, and the big self is

concerned with family and society. Self-concept in Confucianism has become

so small that there is no self in actuality and there can be found no real self (i.e.,

one’s own will and wishes). There is also a notion that only allows the concept

of “we”, but not “I” ” (Lau, 1997, p. 360). Filial piety is strongly emphasized in

Chinese culture and it might be directly related to children’s academic

achievement. Due to the collectivistic tradition of the Chinese culture,

significant others’ influence (e.g., parental support) is great. In addition, family

honesty and filial piety are dominant in Chinese culture; therefore parents’

support plays a significant role in children’s psychological development. Thus,

it is interesting to investigate how the influence from parents, teachers and peers

predict students’ self-concept. The next section of the literature review
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examines the third construct used to predict students’ achievement in Chinese

and English language studies namely fear of failure.

3.6. Construct Three: Fear of Failure

Both Western and Eastern studies on Asian students’ academic achievement

have indicated that fear of failure may be the main factor affecting Asian

students achievement rather than self-efficacy and self-concept (Eaton &

Debmo, 1997). The following sections describe fear of failure, the

characteristics of fear of failure and fear of failure in the Asian context of the

present study.

Many research studies show that student motivation is one of the most powerful

determinants of a student’s success and failure in school (Hidi & Harackiewicz,

2000, Pintrich, 2003). Two early studies speculate on students’ achievement

motives (e.g., Murray, 1938; Atkinson, 1957) specifically “need for

achievement” and “fear of failure”. “Need for achievement” means a desire to

approach success and “fear of failure” means a desire to avoid failure. Students
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who are high achievers take great pride in their success, but students with fear

of failure experience a great deal of shame upon failing. Students’ fear of

failure is one construct under investigation in the present study.

3.6.1. Definition of Fear of Failure

Fear of failure refers to motivation to avoid failure because of the possibility of

experiencing shame and embarrassment (Caraway, Tucker, Reinke & Hall,

2003; Eaton & Dembo, 1997). Fear of failure is related to a person’s

performance expectation of achieving negative results (Cook & Halvari, 1999;

Gjesme, 1982). For some people this is a motive to avoid situations in which

shame occurs upon failure (Atkinson, 1957; Dahme et al., 1993; Elliot &

Church, 1997). In Conroy, Willow & Metzler’s study (2002), it was found that

those who feared failure may have poor self-image or lower levels of perceived

competence.

Fear of failure, as a uni-dimensional construct, focuses on shame (Atkinson,

1964) and is connected to motivation and early achievement. Contemporary
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theorists such as Conroy, Willow, & Metzler (2002) view it as a multi-
dimensional construct (Conroy, et al., 2002; Conroy et al, 2001). The multi-
dimensional construct of fear of failure consists of five beliefs about the
consequences of failure, these are; “ (a) experiencing shame and embarrassment
upon failure, which is related to beliefs of self-presentational failure and
personal diminishment; (b) having an uncertain future, which is related to
beliefs of losing future opportunities; (¢) devaluing one’s self-estimate, which is
related to beliefs of having poor ability and control over one’s performance; (d)
important others losing interest, which is related to beliefs of losing social value
and influence in the performance domain; and (e) upsetting important others,
which is related to beliefs of others’ disapproval and loss of affection following

failure ” (Sagar, Boardley & Kavussanu, 2011, p.392).
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3.6.2. The Characteristics of Fear of Failure

Fear of failure may be conceived of as a relationship, for example, as a friend or

as a foe, Martin and Marsh (2003). The idea that a fear of failure can be a friend

to students is the belief that students are driven to achieve and persist in the face

of challenge and adversity. By contrast, a fear of failure as a foe resonates with

students who experience high anxiety, underachievement, decreased resilience,

and may lead some to learned helplessness. Fear of failure has been associated

with problems in achievement, mental health, moral development, and physical

health (Conroy, et al., 2002).

Fear of failure has at its basis an avoidance-based motive disposition in

achievement domains. As shown in the pioneering work of Murray (1938) and

Atkinson (1957), fear of failure is defined as the dispositional tendency to

orient toward and to seek to avoid failure in achievement settings, because one

feels shame on failure. Fear of failure orients individuals either to perform

better than their peers or to do better than they have in the past (Elliot & Church

1997; Elliot & Trash, 2004). Fear of failure is also the motive to avoid failure in
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achievement contexts, and involves cognitive, behavioural, and emotional
experiences. (Covington, 1992; Elliot & Sheldon, 1997). People with a high
fear of failure strive to avoid the negative implications of failure and damage to
self-worth (Thompson, Altmann & Davidson, 2004; Thompson & Perry, 2005).
A study in the United States reported that both male énd female students rated

‘getting poor grades’ and ‘failing a test’ were their top fears (Ollendick, 1983).

Shame is considered by Atkinson (1966) as a central component of fear of
failure, a “disposition to avoid failure and/or a capacity for experiencing shame
or humiliation as a consequence of failure” (p.13). In addition, McGregor and
Elliot (2005) found a positive relationship between shame and fear of failure,
and a positive relationship between parental shaming and fear of failure. In this
context, therefore, fear of failure is a shame-based achievement motive. It
involves the students’ capacity to anticipate negative effects after failure such as

shame and embarrassment (McGregor & Elliot, 2005).

A fear of failure has possible long-term negative effects as, according to Conroy,

Willow & Metzler, fear of failure is associated with high levels of cognitive
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disruption, somatic anxiety, worry, overall performance anxiety and low levels

of optimism (Conroy, et al., 2002). In addition, cognitive-motivational-

relational perspectives (e.g., Lazarus, 1991), have linked the fear of failure with

appraisals of threats to an individual’s ability to accomplish personally

meaningful goals when one fails in a performance. McClelland (1958) states

that a person’s fear of failure as a motive is socially constructed during

childhood between the ages of 5 to 9 years. A high level of fear of failure

affects a students’ ability across achievement contexts (Conroy, et al., 2003;

Conroy & Elliot, 2004; Elliot & Thrash, 2004).

The characteristics of fear of failure have been separated into two groups, the

first group characterized as the over striver, which includes students who deal

with their fear of failure by hard work and/or success, and therefore they are

high on both failure avoidance and success orientation. The second group is

identified as the self-protector. Typically, these students deal with their fear of

failure through counterproductive activity aimed more at self-protection than

attaining success (Martin, 1998; Martin et al., 2001a). In other words,

successful performers describe fear of failure as a factor that can motivate them
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to reach a high level of performance or prevent them from actualizing their

potential (Conroy et al., 2002).

Fear of failure resonates with low self-efficacy because some people who doubt

their capabilities and experience high levels of fear of failure are less likely to

set and work toward goals (Caraway, et al., 2003). Two studies stated that there

is a positive relationship between the development of children’s beliefs in their

own competence and their experience of success of failure in school (Bandura,

1997; Smith et al., 2003). Schunk and Pajares (2002) have established that

those who feel efficacious for learning participates more readily, work harder,

persist longer when they encounter difficulties, and achieve at a higher level.

And those students who are not achieving well in school have low self-efficacy

beliefs.

3.6.3. An Asian Perspective of Fear of Failure

The pursuit of academic success and competition are two main factors in

motivating students to study hard and to meet the parental and social
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expectations in East Asian cultures. Chong (2007) stated the situation in
Singapore where fear of failure was “ a potential motivational force for students
to strive for their academic engagement and achievement in order to save face,

make one’s family proud, and meet social expectations™ (p. 66).

In the present study, students’ experience of shame and embarrassment, and

their experience of upsetting important others are adopted as the definitions of

fear of failure because these two perspectives have dominated Asian students’

beliefs concerning fear of failure.

Summary

This chapter has briefly reviewed Hong Kong language policies and the
framework of Social Cognitive Theory in students’ motivation. In addition the
three constructs self-efficacy, self-concept and fear of failure have been related
to Hong Kong students’ motivation beliefs and their academic achievement. In
the present study, the three predictors teacher support, parental support and peer

support will be investigated as socio-cultural factors also potentially influencing
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achievement in Chinese and English language study. The next chapter considers

each of these elements.
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CHEAPER FOUR

FACILITATING CONDITIONS: TEACHER SUPPORT, PARENTAL

SUPPORT AND PEER SUPPORT AND OTHER PREDICTORS

Hong Kong students’ self-perceived academic support (from parents, teachers,

and peers) is related to their achievement (Chen, 2005). Chen (2005) stated that

perceived teacher support to achievement is the strongest construct, followed by

perceived parental support and then perceived peer support directly related to

academic achievement. Perceived teacher support made the most total effect

(direct and indirect) to student achievement. Perceived peer support had the

smallest, non-significant and indirect relationship to academic achievement.

Recent studies have been more focused on the dimensions of parental and

teacher behaviour that regulate students’ motivational beliefs in education, and

that may contribute to academic achievement (de Bruyn, Dekovic, & Meijnen,

2003; Gottfried, Fleming, & Gottfried, 1994; Marchant et al., 2001; Patrick,

Ryan & Kaplan, 2007). Sander (1996) established positive associations among
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parental support, teacher support and academic achievement correlated to
percetved positive relationships amongst adolescent students. Parents, teachers,
and peers are the most significant persons in the adolescents’ life (Claes, 1998;
Juhasz, 1989; Juhasz & Yue 1989; Lempers & Clark-Lempers 1992). Further,
parents, teachers and peers’ positive evaluations and acceptance enables
adolescent students to evaluate themselves positively, in addition to having a
higher self-concept. Students’ perceptions of their home and school
environments, i.e., relationships with parents and teachers, are related to their
academic self-concept (Chang et al., 2003; Ireson & Hallam, 2005; Jang, 2001;
Lau & Leung, 1992; Lau & Pun, 1999). Chang et al., (2003) indicated that

parental warmth correlated to general self-concept and academic self-concept.

Turner (2001) suggested that the classroom context includes social elements
(e.g., relations among teachers and peers), cultural elements such as norms and
expectations, instructional and material elements (curricula and tasks). Social
elements are the most important aspect because teachers and students, the
teacher-student refationship, and students’ peer relationships significantly

impact upon students® motivation, engagement and achievement in primary and
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middle school (Hughes & Kwok, 2007; Ryan & Patrick, 2001).What was the
effect? In the following sections support from each significant other, teachers,

parents and peers will be discussed.

4.1. Teachers’ Support Related to Academic Achievement

School plays a central role in the life of teenagers (Vieno, Santinello, Pastore &
Perkins, 2007) and teachers play a vital role in creating positive learning
environments, which reinforce students’ self-efficacy. According to Fan, Lindt,
Arrogy-Giner, & Wolters (2009), student self-efficacy is increased when
teachers provide individualized instruction. Thus, teachers affect student
academic achievement (Hughes, Luo, Kwok, & Loyd, 2008) and student
motivation and academic self-efficacy (Patick, Ryan, & Kaplan, 2007).
Motivational, attitudinal, and behavioural factors are associated with
psychosocial well-being and adjustment, thus, these factors have been
connected to students’ sense of community or belonging in the school setting
(Bateman, 2002; Battistich, Solomon, Kim, Watson & Schape, 1997; Pretty,

Andrews & Collett, 1994). Further, the teacher-student relationship impacts
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student motivation (Hughes & Kwok, 2007; Ryan & Patrick, 2001; Turner &

Meyer, 1999). Moreover, the help or recognition a teacher gives to students for

improving their learning reflects teacher attitude and effort (Lee, Lee & Wong,

2003). Ryan and Patrick (2001) reported that a student’s perception of teacher

support and the teacher as a promoter of mutual respect was significantly

related to positive changes in students’ efficacy.

4.1.1. Teacher Support in the Hong Kong Context

There are few studies that investigate the relationship between the classroom

environment and different aspects of student learning in Hong Kong. A

comparative study with senior high school students in Hong Kong and Canada,

conducted by Salili, Chiu, and Lai, (2001), found that Hong Kong students

displayed lower levels of self-efficacy compared to their Canadian counterparts.

Salili et al., (2001) posited the harsh learning atmosphere of Hong Kong

negatively affected student self—efficacy. By contrast, studies conducted in the

1990’s, for example, Wong (1996), indicated the teacher was the most crucial

factor in the Hong Kong classroom environment, which echoed Chen’s (1994)
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view that students’ perceptions of some classroom environmental factors were
the strongest predictors of their effective performance, including self-concept,
attitude towards peers, schools and teachers. Chan and Watkins (1994) reported
Hong Kong secondary students tended to prefer friendly surroundings and for
their teachers to provide a greater variety of fascinating and exciting activities
in their classes. A more recent study conducted by Lee, Yin, & Zhang, (2000)
found high levels of teacher support and involvement were salient features of

the classroom environment in Hong Kong.

The quality of teacher—student relationships and students’ behavioral
engagement play significant roles in the Hong Kong context. Ma, Shek, Cheung,
and Lam (2000) found that positive relationships with teachers were correlated
to Hong Kong students’ prosocial behavior. Hong Kong has recognized that
teacher support plays a significant role in students’ motivation to both learn and
achieve, and how students feel about their teachers support directly influences
their academic performance. Studies have found that students’ perceptions of

teacher support are significantly correlated to their academic engagement, such
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as showing an interest in learning and having motivation to strive for academic

excellence (Goodenow, 1993; Wentzel, 1997; Wentzel & Asher, 1995).

4.2. Parental Support Related to Academic Achievement

Previous studies have posited that parents play a significant role in their
children’s education (Carter & Wojtkiewicz, 2000; Eccles, Jacobs, & Harold,
1990; Muller, 1998). Parental support refers to parents’ positive involvement
and investment in their children’s education (Chen & Uttal, 1988; Grohick &
Slowiaczek, 1994; Hoover-Dempsey & Sandler, 1995; Sacker, Schoon, &
Bartley, 2002; Stevenson & Baker, 1987). Some researchers have also stated
the importance of parental influence on a child’s education from the early years
into adolescence (Dornbusch, Ritter, Leiderman, Roberts, & Fraleigh, 1987;
Feldman & Rosenthal, 1991), Parental influence and involvement can make
students feel more confident about their capabilities (Bandura, 1994). Gonzalez-
DeHass, Willems, & Doan Holbein (2005) underlined the significance of
parental involvement in their children’s education through their participation in

school activities and the parent-teacher relationship. One study emphasized that
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parents’ expectations had the strongest relationship with children’s academic

achievements (Levpuscek &Zupanc’ic’, 2009).

Muller (1998) suggested that parental support contributed positively to
adolescents’ academic performances, in terms of better grades and higher
mathematics test scores. Themes found in extant literature on the subject of
parental support have emphasized parent influence on students’ school
performance and student academic motivation (Furrer & Skinner, 2003),
“perceived parent support and family cohesion are significant predictors of
students’ academic motivation” (p.38). Students” feelings of association to
their parents may play a positive role in encouraging academic motivation and
performance (Bong, 2008; Furrer & Skinner, 2003; Wentzel, 1998 cited in Fan,
Lindt, Arrogy-Giner, & Wolters, 2009). Less is known about parental influence

on student academic self-efficacy in previous research.

Several investigations suggested “positive parental support inspires better
grades, general academic attainment, cognitive engagement, and academic

persistence among children to adolescents” (p.561) (Bell, Allen, Hauser, &
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O’Connor, 1996; Cutrona, Cole, Colangelo, Assouline, & Russell, 1994, Finn
& Rock, 1997; Hoffman &Weiss, 1987; Moss & St. Laurent, 2001; Peng, 1994,
cited in Fass, & Tubman, 2002). On the other hand, low levels of attachment to
parents, poor parent-child communication or/and relationships, (Ekstrom,
Goertz, Pollack, & Rock, 1986; Finn, 1989) and low educational expectations
or encouragement to children (Dornbusch, Ritter, Leiderman, Roberts, &
Fraleigh, 1987, Okun, Benin, & Brandt-Williams, 1996 cited in Fass, &
Tubman, 2002) have been identified as placing students at risk for poor

academic outcomes.

4.2.1. Parental Support in Hong Kong Context

Chinese parents have cultural expectations regarding parental obligation. In the
highly collectivistic Chinese society, parents are expected to share their
children’s outcomes {Stevenson & Lee, 1990). In fact, there is a common
saying in Chinese culture - If a child is uneducated, his Dad is to blame (& 7 %

Lz i%). Under this cultural environment, Chinese parents may feel pressured

to provide high levels of support to help their children succeed, especially for

-
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those who underachieve (Stevenson & Lee, 1990). Parental support and the
cultural element make Chinese parents participate in their children’s education.
Shek, Lee, and Chan (1998) indicated that what contributes to children’s

- academic performance is how supported they feel by their parents.

4.3. Peer Support Related to Academic Achievement

Peer support is defined as planned practices where one is given defined tasks
that offer a learning experience to others (Charlton, 1998). Adolescents tend to
build intimate relationships with peers and often seek help from them (Parada,
Craven, & Marsh, 2008; Wassef, Ingham, Lassiter-Collins, & Mason, 1995).
Positive peer relationships serve an important role in adolescents’ development
(Ellis, Marsh, & Craven, 2009; Peer Support Foundation, 2001). Adolescent
students tend to spend more time with peers and develop stronger, closer and
more influential relationships with each other (Berndt, 1999; Berndt & Savin-
Williams, 1993; Youniss & Smoollar, 1985). United States studies found that
peers affect a student’s life, especially in social and emotional adjustment,

educational aspirations, and behavior in school (Berndt, 1999; Berndt, Laychak,
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& Park, 1990; Steinberg, Dornbusch, & Brown, 1992). A student’s capabilities
and self-knowledge, therefore, is broadened by interaction with peers who share
similar interests and values. Peers can provide close comparisons, that enable
students to develop and adjust their self-efficacy (Fan, Lindt, Arrogy-Giner, &
Wolters, 2009), for example, peer success through effort when observed,
increases the observer’s self belief about their own capabilities and increases
the likelihood of them making similar effort (Fan, Lindt, Arrogy-Giner, &

Wolters, 2009).

Several studies have affirmed that there are positive associations between peer
acceptance, peer support and academic success. In contrast, low peer
acceptance or peer rejection in adolescence has been identified as risk factors
for poor school adjustment, including academic failure (Buhs & Ladd, 2001;
Coie, Terry, Lenox, Lochman, & Hyman, 1995; Parker & Asher, 1987 cited in
Fass, & Tubman, 2002). Wentzel (1993b) has revealed that peers can be a
source of support in the context of joint connections, such as sharing
intellectual information (e.g., notes and strategies) and modeling academically

desirable behavior and learning skilis. In academic achievement, peers can also
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influence one another’s achievement outcomes. Epstein (1983) found that low

achieving students socializing with high-achieving friends established improved

school performance.

Peer support has been found to be associated with positive effects in a few
studies (Felner, Ginter, & Primavera, (1982), adjustment to school (Martin,
Swartz-Kulstad, & Madson, 1999), and positive self-concept (Way & Chen, .
2000). Furthermore, peer support is recognized in educational settings.
Different forms of peer support, such as peer mentoring, peer tutoring, peer
counseling, befriending, and peer-mediated conflict resolution (Charlton, 1998;
Cowie & Hutson, 2005; Cowie & Wallace, 2000; Walker, Ashby, Hoskins, &

Greene, 2009) have been conducted in schools.

Students with friends with negative academic behaviours tend to experience a
drop off in their own motivational beliefs and academic behaviour (Ryan, 2000).
Students with close friends who had greater positive behavioural characteristics
however, tend to espouse positive classroom behaviours (Berndt, 1999; Nelson

& DeBacker, 2008), fostering their intrinsic motivation (Ryan, 2000), and
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demonstrated positive academic achievement (Berndt, 1999; Ryan, 2000 cited
in Fan, Lindt, Arrogy-Giner, & Wolters, 2009). Less is known about adolescent

academic self-efficacy and peer influence.

4.3.1. Peer Support in the Hong Kong Context

That peer support plays a major role in inspiring students’ academic
achievement has been well documented in the United States (Fuligni, 2001;
Steinberg et al., 1995). The few studics on peer support conducted in Hong
Kong generally focused on comparing the influences of parents and peers.
Evidence has shown that parents play a more powerful role than peers in
affecting Hong Kong adolescents’ life satisfaction (Man, 1991). Students who
were more deeply influenced by parents than by peers reported having greater
life satisfaction; it is possible to imply this result in Hong Kong students’

learning outcome as well.

The present study will examine the relationships between teacher, parental, and

peer support and academic achievement in Chinese and English, and the inter-
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relationships between these and self-efficacy, self-concept, and fear of failure.

The next section will consider the relationship of self-efficacy, self-concept and

fear of failure to academic achievement in Chinese and English.

4.4. The Relationship of Self-efficacy, Self-concept and Fear of Failure to

Academic Achievement in Chinese and English

Self-efficacy beliefs have received increasing attention in educational research,

specifically in the area of academic motivation (Pintrich & Schunk, 1995).

Bandura’s (1986) Social Cognitive Theory is used as the framework in

predicting the role of self-efficacy and how it applies in the areas of English and

Chinese self-efficacy in the present study. Self-concept and. fear of failure are

two other variables for consideration in this study.
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4.4.1. Self-efficacy

Self-efficacy has been showing to be correlated to academic achievement in

previous studies (Bandura, 1986, 1997; Schunk & Hanson, 1985; Pintrich &

DeGroot, 1990; Zimmerman, 2000). Bandura has indicated that students with

perceived high self-efficacy are students who hold optimistic self-beliefs and

those who can change behaviour by personal action. Other studies also reported

that “students with high self-efficacy beliefs increase their academic interest

and motivation (Bandura, 1986, 1997), efforts and engagements of learning

{Schunk & Hanson, 1985; Pintrich & DeGroot, 1990; Zimmerman, 2000), and

also increase in cognitive competencies and accomplished achievement” (p.34)

(Pajares, 1996; Pintrich & DeGroot, 1990; Zimmerman, 2000 cited in Fan,

Lindt, Arrogy-Giner, & Wolters, 2009). High self-efficacy has been

demonstrated to affect one’s academic persistence, i.e., completing a task more

promptly and working harder when they encounter difficulties (Bandura, 1997;

Schunk 2001; Lent, Brown, & Larkin, 1984, 1986). There is evidence that self-

efficacy predicts academic achievements (Bandura, 1986).
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Self-efficacy beliefs are powerful predictors of motivational and academic
practices. Zimmerman who investigated students’ confidence levels, found that
students possess the self-regulated learning strategies required to succeed in
school (Zimmerman & Cleary, 2005), and that “self-efficacy for self-regulated
learning” contributes both to students’ motivational beliefs and to the academic
success they experience (Zimmerman, 1989, 1994; Zimmerman & Bandura,
1994; Zimmerman & Martinez-Pons, 1990). This study investigates the
relationship between self-efficacy in Chinese and self-efficacy in English and
achievement outcomes in Chinese and English. Because self-efficacy is domain
specific and related to specific outcomes it is anticipated that self-efficacy will
be most strongly correlated with achievement in like domain (that is self-
efficacy in Chinese will strongly predict Chinese achievement, and self-efficacy
in English will strongly predict English achievement), but that the relationships
with un-like domains will be relatively weaker. It is also proposed to examine
the relative strength of self-concept in Chinese and English domains for
students whose medium of instruction is Chinese, and for whom Chinese is

their first language.
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4.4.2. Self-concept

As indicated in an earlier chapter, positive academic self-concept is both a
predictor of desirable academic outcomes as well as a desirable outcome in
itself. Often self-concept is seen as a mediator between predictor and outcome
variables, and sometimes as a predictor variable whose effects are mediated by
other constructs. Berndt, Cheung, Lau, Hau and Lew (1993) found a persons’
positive self-concept was associated with perceptions of greater personal
control, better academic performance, higher masculine and androgynous sex-

role orientation, lower levels of delinquency and better parent-child relations.

Shavelson et al., (1976) note that self-concept is important both as an outcome
and as a mediating variable that helps to explain other outcomes. For example,
Marsh (2007) demonstrated the direct significance and long-term effects of
academic self-concept on achievement. Skinner et al., (1990, 2009) indicated
that the relationship between academic self-concept and achievement may also
be mediated by students engagement and attitudes toward school or academic
subjects. In Marsh (1991) study when academic self-concept was accounted for,

previously confirmed negative effects of school-average ability were reduced
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and academic self-concept showed considerable total and direct effects on

academic aspirations.

This study examines the direct effects of academic self-concept in Chinese and
English on achievement in Chinese and English. It is anticipated that self-
concepts in alignment with outcomes (e.g., Chinese self-concept with Chinese
achievement) will be stronger predictors than self-concept with unlike domains
(e.g., Chinese Self-concept with English achievement). However, owing to the
more general nature of self-concept it is likely that there will be a crossover
effect. Hence this study examines the effects of like domains (Chinese Self-
concept with Chinese achievement} while controlling for unlike domain

(English Self-concept) on each achievement outcome (English and Chinese).

4.4.3. Fear of Failure

The relationship between fear of failure and performance focuses on possible
negative effect on performance (Cook & Halvari, 1999; Covington & Omelich,

1988; Pekrun et al., 2006). Elliot & Church (1997) posited that fear of failure
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was only indirectly linked to performance. In contrast, Lang and Fries (2006)

showed that fear of failure amongst secondary school students was positively

correlated to the two negative affective states of worry and test anxiety (Gjesme,

1982). In addition, Pekrun et al., (2006) found that fear of failure predicted

anxiety and hopelessness (Pekrun, Elliot, & Maier, 2009). Some studies

indicated that fear of failure had a positive effect on performance for students

high on achievement motivation due to their high level of arousal (Covington &

Omelich, 1988; Elliot & Church, 1997).

This study examines the relationship between fear of failure and achievement in

Chinese and English. Given the nature of Chinese culture (discussed briefly

above and below) and the performance and exam driven education system

characteristic of Hong Kong, it is anticipated that fear of failure will be a strong

predictor of achievement. However, as discussed earlier, it is unclear whether

fear of failure will be a positive or negative predictor, and whether any

predictive effects will be significant when controlling for self-efficacy and self-

concept, both of which are predicted to have positive effects on student

achievement. In this context Eaton & Dembo (1997) examined achievement and
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a variety of motivational beliefs in Asian American and non-Asian high school
students. They found that fear of failure beliefs elicited in Asian-American
students are a strong motivator to succeed whereas Anglo-American students
were motivated by self-efficacy. Asian American students rated their self-
efficacy beliefs lower than the non-Asian students, but had higher levels of
performance in performing tasks. The results revealed that for Asian American
students, fear of academic failure was the strongest predictor of achievement,

followed by self-efficacy.

A potential line of inquiry drawn from this study is that fear of failure rather
than efficacy beliefs elicit a stronger motivation to succeed amongst Asian
Hong Kong students. In addition, peer, parental and teacher support are
correlated to students’ academic achievement respectively via students’
psychological development in terms of self-efficacy, self-concept, and fear of

failure, all these variables will be examined in the present study.
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4.5. Gender Differences in Students’ Learning

In both Western and Eastern cultures, there are many studies on gender
differences in students’ self-concept and academic achievement in language
learning. Marsh (1989) reported statistically significant but small gender
differences in most Self-Description Questionnaire scales, some favoring girls
but more favoring boys. The total self-concept scores favored boys, although
this gender difference explained only 1% of the variance in the study. Mac
Cann (1995) found a continuous improvement in the performances of girls
relative to boys that was reasonably consistent across all school subjects that
might lead educators to propose special programs to improve boys' educational
outcomes. Eccles (1987) reported comparatively lesser gender differences in
student attitudes and beliefs, but boys tend to rate their abilities and their
expectations of success higher than girls did, whereas girls rated their ability,

expectations of success, and usefulness of English higher than did boys.

From a self-efficacy perspective of Western research, some researchers also

found that girls reported greater self-efficacy during elementary school (Pajares,

Milter & Johnson, 1999) and middle school (Pajares & Valiante, 1999). Girls
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express more confidence in their capability to use strategies such as finishing
homework assignments on time, concentrating in studying, memorizing
information presented in class and textbooks, and participating in class
discussion. Although girls outperformed boys in language arts, both girls and
boys reported equal writing self-efficacy. However, girls considered themselves

better writers than boys in one study (Pajares, 2002).

Phillips and Zimmerman (1990) stated that gender differences can occur as a
function of home, culture and education. Parents often underestimate their
daughters’ academic competence and may hold lower expectations of them.
Parents may hold that mathematics and science are male domains (Meece &
Courtney, 1992) and girls may therefore be weak in these areas. Teachers may

also convey to girls that mathematics may be difficult for them (Pajares, 2002).

From the cultural perspective, there are also some studies that have explored
gender differences in equality of educational opportunity in Chinese culture. It
is well known that boys are more valued than girls in Chinese culture; the

preference for sons has existed in Chinese history for many centuries. In the last
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decades, there have been many changes in cultural, social and political sectors

of Hong Kong society. These include increased educational and job

opportunities for women and changing family structures, and the awareness of

the roles played by women (Ho, 2009). There is a trend towards more equal

gender participation in education in Hong Kong since 70s. Girls were more

educationally disadvantaged than boys in the past. In 2001 Population Census,

12% of Hong Kong girls had never received schooling, but boys were only

4.6% (Census and Statistics, Department, 2002). The school attendance rate for

girls aged 17-18 increased from 63.9% in 1996 to 82.8% in 2006, and the ages

19-24 from 21.0% to 37.3% over the 10-year period (Census and Statistics

Department, 2008). Although more girls have received educational opportunity

in recent years, the academic success of different genders is worth investigating

in the present study.
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CHAPTER FIVE

THE ROLE OF CHINESE CULTURE AND

CONFUCIAN-HERITAGE EDUCATION

Students” academic achievement and variables of self-efficacy, self-concept and

fear of failure have been the focus of investigation in Western research. In

contrast, not much research has been conducted in the East in terms of the

pattern of self-development that reflects the variations in the context of culture.

Chinese students may differ from Western students in how they construct their

self-concepts. For instance, Chinese culture is low on individualism and high on

collectivism (Bond, 1996; Hofsted, 1991; Markus & Kitayama, 1991; Triandis,

1989). Hence, this section provides a discussion on academic

achievement/motivation in Chinese culture in the Hong Kong context which

might affect students’ self-development.

Lee (1996) stated that Confucian ethics place great emphasis on education, effort

and will power, because education is important for building ones’ character, and

also for societal development. Mclnerney (2008) agreed with Lee’s point of view
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that Chinese society is characterized by social orientation and collectivism, and
under the influence of Confucian philosophy, the Chinese place great emphasis
on piety, hard work, and education. Characteristically the Hong Kong education
system is competitive and outcome orientated and greater significance is placed
upon academic achievement for Hong Kong students, as this is the only way for
them to enter a good university. As such, parental relationships and student
achievement for Hong Kong students is thought to be significant as in Chinese
culture importance is placed on relationships between students and persons in
authority (e.g., parents and teachers). In particular, teacher-student relationships
are believed to influence teacher-student interactions and impact on student

learning behaviour.

5.1. Definition of Culture

Early conceptualizations of culture included “culture is to society what memory
is to individuals” (Kluckhohm, 1954, cited in Triandis, 2001, p.908). More
recent descriptions have included the idea of what in culture has worked in the

experience of a society that was worth transmitting to future generations,
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Language, time and place are significant in determining the difference cultures
(Triandis, 1995). In addiﬁon Biggs and Moore (1993) beliecved that culture is
“the sum total of ways of living built up by a group of human beings which is
transmitted from one generation to another’ (p.24). It is not only a matter of
overt behavior, it is also the social rules, beliefs, and attitudes and values that
govern how people act and how they define themselves. Moreover, culture is
regarded as “the collective programming of the mind which distinguishes the
members of one human group from another” (Hofstede, 1980, p.25). Triandis
(1989) proposed that culture affects the relative development of selves, meaning
that collectivist cultures encourage the development of much cognition that
refers to a group or collective, and that most of the time this cognition will be
gained by individuals. People from collectivist cultures, such as Asia, tend to be
collective self. The following sections outline specific characteristics of

collective self rooted in Chinese culture.
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3.1.1. Collective societies in Eastern Cultures

“Collectivism may be initially defined as a social pattern consisting of closely
linked individuals who see themselves as parts of one or more collectives (family,
coworkers, tribe, nation); are primarily motivated by the norms of, and duties
imposed by those collectives; are willing to give priority to the goals of these
collectives over their own personal goals; and empbhasize their connectedness to
members of these collectives” (Triandis, 1995 cited in Hamamura, 2011). In
Eastern cultures, collectivistic values have an impact on students’ learning. They
make students work harder because academic achievement is seen as a filial duty
affecting the entire family (Salili & Lai, 2003). The unconditional respect and
obedience towards parents and to one’s superiors is a main characteristic of

collective culture.

In the collective society that is typical of Eastern culture, Asian students’
behaviour may be better interpreted in terms of collective and interdependent
societtes in which individuals are socialized to behave and respond in ways that
would enhance their relatedness to significant others in the community (Salili,

1995). The typical East Asian cultures such as China, Hong Kong, Singapore,
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Taiwan, Japan and Korea, place strong emphasis on academic success and
competition, and students are motivated to work hard to meet parental and social

expectations.

5.1.2. The Role of “Face’ in Eastern Cultures

“Face” (mien-tzu) in Chinese character (&) means it is significant to have
status in front of others. It is selfish and shameful to cause others to ‘lose facef
(Bond, 1996). Face is increased when one moves up the social hierarchy (status).
Furthermore, face can be protected if one is able to live up to the others’
expectations. If someone fails to meet others’ expectations, he/she loses face, and
this has significant consequences for him/her. Hence, face is something that is
difficult to gain but potentially easy to lose. Face places an important part in
one’s self-concept. If someone loses face, and then it will reduce his/her self-

efficacy or self-concept.

Kirkbride and Tang (1992) posited that maintaining face is significant in Eastern

culture. This concept is divided into two aspects of “lien”(#) which means the
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confidence that society has about a person’s moral character and the second one
was “mien-tzu”( & -F) that prestige arising from one’s social status (Yau, 1994).
“Lien” is granted to those \w;ho deserve it by society, but “mien-tzu” may be lost
by misconduct or regained with appropriate conduct. “lien” is related to Eastern

students’ classroom behavior.

To the extent that East Asians tend to be more concerned about this intrinsically
vulnerable resource, self-regulation is oriented more toward avoiding the loss of
face (Hamamura & Heine, 2008b; Heine, 2005). The most important things are
to make onc’s family proud, save face and avoid shame or unhappy
consequences. Students are often motivated to avoid failure because of the
possibility of experiencing such embarrassing or shameful outcomes. Such fear
of failure can be expected to accompany low self-efficacy (Caraway et al., 2003).
Chan (1999) indicated that students might “losing face” for poor performance in

the classroom and it is the concept or self-concept of face for the Chinese.
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5.2. Academic Success in Chinese Students

Che and Utal (1998) denoted that education and educating “scholars” has long
been an important focus and emphasis in Chinese history. The official selection
and educating of gifted children, called “child prodigies,” or “Tong Zi Ke” (& F
#}) existed in the feudal dynasties from the West Han Dynasty on (206 B.C.). In
the Tang Dynasty (618-907 B.C.), the government established a relatively strict
and formal law for selecting gifted children, and the policy of administering
imperial examinations (#:#) lasted to the end of the Qing Dynasty, though there
have been differences in the details from dynasty to dynasty over the past two
thousand years. Academic achievement is highly valued in many Confucian-
based Asian societies and cultures, whereas education is perceived as an
extremely important means of personal development and advancement.
Stevenson and Lee (1996) stated “therg is compelling evidence of superior
academic achievement by Chinese students” (p.129) in the three areas of
mathematics, reading and science, further, in Confucian-heritage cultures,
motivation and effort are key factors to students who usually spend a great deal

of time on important tasks (Ho, Peng & Chan, 2001).
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At the present time, there is a general consensus that Chinese children learn and
achieve well especially in math and science comi)are to their Western peers
(Harmon et al., 1997; Kwok & Lytton, 1996; McKnight et al., 1987; Stevenson
& Stigler, 1992). To explain Asian achievement, research has indicated that
Chinese learning is associated with academic motivation. Yu and Yang (1994)
indicated that Chinese achievement is atiributed to “a desire to fulfill the
expectations of the in group” (Kim, 1997). Kim also affirmed that in Confucian

cultures children are motivated to please their teacher in learning (p.159).

5.3. Classroom Environment and Teachers’ Role in Confucian-heritage

Culture

Biggs believed that typical classroom environments in Hong Kong are
characterized by large class sizes of more than 40 students, low teacher-student
ratio,' competitiveness amongst students, a harsh classroom climate, and low-
level learning outcomes and good performance in in-school and public
examinations (Biggs, 1996). In addition, Asian classrooms are usually teacher-

centred with passive students (Mok, Chik, Ko, Kwan, Lo, Marton, Ng, Pang,
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Runesson & Szeto, 2001). The teacher is more of an authoritarian purveyor of
information than a facilitator of students’ learning and knowledge construction
(Stigler & Stevenson, 1991). The teacher-centred approach is considered to
create a respectful working relationship between teachers and students (Biggs &

Watkin, 1966; Ho, 2001).

The role of the teacher is unique in Confucian Education, as the teacher is the
repository of knowledge to be passed onto histher students. The older the
teachers, the greater the repository of knowledge they have got according to
traditional Chinese educational philosophy. The polite form of address for a
teacher is “laoshi” (&) literally meaning aged teacher. The duties of the
teacher are manifested in the Confucian proverb that “it takes a teacher to
transmit wisdom, impart knowledge and resolve doubts.” (&% - pF A i85 &
#% % 4) The teacher’s role is to transmit wisdom, and this requires that teachers
serve as a moral example as well as guides for students’ intellectual development

(Lee, Yin & Zhang, 2000).
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The function of education, according to Chinese, is to adamantly enforce among

the students the learning of correct knowledge. Thus, Confucianism sets the

stage for learning by inculcating into students’ minds its representation of truth.

Ho (1994) points to “the central influence of Confucianism on learning and

education concerns and the representation of truth transmitted to, and

subsequently experienced and internalized, by the student” (Ho, Peng & Chan,

2001, p.40).

5.4. Student’s Role in Confucian Educational Philosophy

Some of the students are passive recipient under the Confucian Educational

system implies that students are not active seekers or generators of knowledge.

Students are encouraged to obtain good grades in examinations, study hard, do

lots of homework, and practice repeatedly the materials prescribed in the syllabi.

They must be respectful and obedient toward their teachers. Students keep silent

in the classroom, except when teachers give them an opportunity to say

something (Ho, Peng & Chan, 2001). In Confucian culture, academic success is

necessary for getting good jobs, and for attaining higher socio-economic status.
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Learning is regarded as a necessary hardship to be suffered, not as personal

enrichment to be enjoyed.

5.5. Teacher-student Relationship in Confucian Educational Philosophy

In Confucianism, the ethic of filial piety governs the teacher-student relationship
which is modeled after the father-son relationship (Ho, Peng & Chan, 2001). The
phrase “shifu” (544 ) is translated into teacher-father according to a popular
saying: “One day as a teacher amounts to a lifetime as father.” (— 8 A& & % &
5L < ) In addition, the role of the teacher-student relationship is indicated by its
imperative nature: pervasive, stringent, and intolerant of deviation. For instance,
teachers do not allow their authority to be challenged, students are afraid of

teachers and dare not ask “provocative” questions (Ho, Peng & Chan, 2001).

Role dominance is about the dominance of the teacher in the teacher-student
relationship, which overrides personality and situational factors in teaching and
learning. The model teacher teaches by setting a personal example in a manner

that is principled, caring, but stern. The teacher is the embodiment of authority,
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and according to another Chinese saying: “Rearing without education is the fault

of the father; teaching without strictness is the fault of the teacher.” (R # » %L

EXCINE Y BN EX

The role of the teacher in the Confucian tradition is both affective and
instrumental, especially in the attainment of educational goals. The teacher’s
affection and caring for the students has to be concealed in their hearts. They are
giving praise for good efforts, but harsh in making demands (Ho, Peng & Chan,

2001).

5.6. Socio-cultural Factors Affecting Asian Students’ Academic

Achievement

The Confucian heritage, collectivistic cultures and the differential influence of
family on children’s fear of failure and its relationship to family expectations
have been emphasized in many studies (e.g., Biggs, 1992; Biggs & Watkins,

1996; Reglin & Adams, 1990; Salili, 1996). For instance, Reglin and Adams
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(1990) have suggested that Asian American students are more influenced by
their parents’ desire for success than their non-Asian counterparts. They have
concluded that Asian American students’ desire to meet their parents’ academic
expectations creates the need to spend more time on homework and to minimize

traditional high school activities.

[n addition, Hong Kong is under the influence of the Confucian heritage and
within collectivistic cultures, social relations between teacher and student, and
between student and student, are closer and more complicated in Hong Kong
than in the other Western countries. For example, the interaction between teacher
and student is more frequent, and the teacher and student relationship is typically
marked not only by warmth but also by a sense of responsibility and mutual

respect. (Biggs & Watkins, 1996; Watkins & Biggs, 2001).

Biggs (1996) revealed that social harmony and human relationships are highly
emphasized in Confucian heritage, so there is larger consistency between student
expectations and teacher expectations in the East than in the West, and students’

spontaneous collaboration is a pronounced feature of Chinese student behaviour
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in Hong Kong and mainland China. After examining teacher-student interaction
in Hong Kong schools, Salili (2001) argued that culture and context of learning
have a profound impact on the way teachers interact with their students and in

turn on their motivation to learn.

5.7. Present Investigation and the Research Questions

Because of the important role of teachers, parents and peers in Hong Kong
students’ academic achievement, the present study sets out to investigate the
variables of peer support, parent support and teacher support and their
relationships to students’ academic achievement. In the past studies, parental
involvement in adolescents’ schooling, supportive teaching style, and peer
support has been finding to be positively linked to students’ achievement.
However, few studies have examined the combined effects of peer, parental, and
teacher relationships on adolescents’ academic achievement in Hong Kong. In
the present study, it is significant to fill this research gap in how the socio-

cultural influences predict academic achievement.
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The previous examination of some of the major characteristics of Chinese

Confucian society begs the question as to whether constructs such as self-

efficacy and self-concept have a role to play in understanding the academic

achievement of Chinese students in both learning their native language as well as

a foreign language. It would appear from the socio-cultural description that

socio-cultural factors (teachers, parents and peers) as well as fear of failure (the

concept of saving face in a highly competitive exam and performance based

education system) would be highly predictive of achievement outcomes.

However, it is of great importance to measure whether constructs such as self-

efficacy and self-concept have validity within the Hong Kong context, can

predict achievement outcomes, and if they can predict outcomes, whether their

effects are significant when controlling for socio-cultural factors and fear of

failure.
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Based on the conceptual framework, the overall research questions is:

Do socio-cultural influences and students’ personal beliefs predict Hong Kong

secondary school students’ language achievement?

5.7.1. Research Questions and sub-questions:

1} Are the measures used in this research (Self-efficacy for learning and

performance scale, Self-description questionnaire scales, The performance

failure appraisal inventory and Facilitating Conditions Questionnaire) valid

and reliable for the Hong Kong students participating in this study?

2} Are the measures (Self-efficacy for learning and performance scale, Self-

description questionnaire scales, The performance failure appraisal inventory

and Facilitating Conditions Questionnaire) invariant by gender?

3) Does self-efficacy predict Hong Kong students’ academic achicvement in

language?



Chinese Culture 110

3a: Does self-efficacy in language (Chinese and English) predict Hong

Kong students’ academic achievement in Chinese?

3b:  Does self-efficacy in language (Chinese and English) predict Hong

Kong students’ academic achievement in English?

4) Does self-concept predict Hong Kong students’ academic achievement in

language?

4a: Does self-concept in language (Chinese and English) predict Hong

Kong students’ academic achievement in Chinese?

4b: Does self-concept in language (Chinese and English) predict Hong

Kong students’ academic achievement in English?

5) Does fear of failure predict Hong Kong students’ academic achievement in

language?

Sa: Do fear of experiencing shame and embarrassment, and fear of

upsetting important other predict Hong Kong students’ academic

achievement in Chinese?
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5b: Do fear of experiencing shame and embarrassment and fear of
upsetting important other predict Hong Kong students’ academic

achievement in English?

6) Do facilitating conditions (Peer support, Parent support and Teacher support)
predict Hong Kong students’ academic achievement in language?
6a: Do peer support (peer positive and peer negative), parent support
(parent positive and parent negative) and teacher support predict
Hong Kong students’ academic achievement in Chinese?
6b: Do peer support (peer positive and peer negative), parent Support
(parent positive and parent negative) and teacher support predict

Hong Kong students’ academic achievement in English?

7) Do Self-efficacy (in Chinese and English), Self-concept (in Chinese and
English), Fear of failure (Fear of experiencing shame and embarrassment,
and Fear of upsetting important other), and facilitating conditions (Peer
support, Parent support and Teacher support) predict Hong Kong students’

academic achievement in language?
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7a: Do Chinese and English self-efficacy, Chinese and English self-
concept, fear of failure (fear of experiencing shame and
embarrassment, and fear of upsetting important other), peer support
(peer positive and peer negative), parent support (parent posiiive and
parent negative), and teacher support predict Hong Kong students’
academic achievement in Chinese?
7b: Does Chinese and English self-efficacy, Chinese and English self-
concept, fear of failure (fear of experiencing shame and
embarrassment and fear of upsetting important other), peer support
(peer positive and peer negative), parent support (parent positive and
parent negative), and teacher support predict Hong Kong students’

academic achievement in English?

8) What are the most significant predictors of academic achievement in

English and Chinese language?
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9) Are there gender differences on Self-efficacy (in Chinese and English), Self-

concept (in Chinese and English), fear of failure (Fear of experiencing shame

and embarrassment and Fear of upsetting important other), facilitating

conditions (Peer support, Parent support and Teacher support) and students’

academic achievement (English and Chinese language)?

10) Are the relationships between Self-efficacy (in Chinese and English), Self-

concept (in Chinese and English), Fear of failure (Fear of experiencing

shame and embarrassment, and Fear of upsetting important other),

facilitating conditions (Peer support, Parent support and Teacher support) and

Hong Kong students’ academic achievements (English and Chinese

languages) similar for males and females?
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CHAPTER SIX

METHODOLOGY

6.1. Overview

The present study adopts a quantitative method. It was designed to examine
how socio-cultural factors (i.e., parental support, peerv support, and teacher
support) and cognitive factors (i.e., self-efficacy, self-concept and fear of failure)
predict Hong Kong secondary students’ learning outcomes (i.e., academic
achievement in English and Chinese). This Chapter describes the methodology

of the pilot study and the main study.
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6.2. Pilot Study

Teijlingen and Hundley (2001) indicated that conducting pilot test was beneficial
to the main study because of the following reasons: 1) It helps to develop and test
the adequacy of research instructions and assess the feasibility of the survey. In
the present study, as two of the scales hadn’t been used in Hong Kong, the
purpose of the pilot test was to try out the questionnaire, and to see if the students
could understand the questionnaires’ items in terms of the translation and to
assess the time length they needed to do the questionnaire, 2) It aims to assess
whether the research protocol is realistic and workable, 3) It is essential to
establish whether the sampling frame and technique are effective, 4) It is used to
collect preliminary data. Some preliminary and simple exploration of the data
was also made possible to inform the conduct of the full survey and 5) It also

helps to develop the research questions and research plan.

6.2.1. Participants

A pilot study was undertaken with thirty-three students in which procedures and
measures underwent pilot testing. The participants were chosén from one local
school’s tuition class and one public swimming class during the summer
holiday in 2011. Participants consisted of 16 males, 12 females, and 5
unreported. They were grade 3 to grade 6 students from nine local secondary

schools. They volunteered to participate in this pilot study, and were all Chinese
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students. The age of the participants ranged from 12 to 17, with a mean age of
14.84 years (M = 14.84, SD = 1.19). Their socio-economic backgrounds were

varied.

6.2.2. Measures

All of the measures used in this study were developed by making modifications
to the items from reliable and valid scales used in motivation research and to
measure academic performance. All items of the scales were chosen to explore
the interrelationships of motivational beliefs in cognitive factors, socio-cultural
factors and students’ Chinese and English academic performance. All the items
were presented in Chinese in the questionnaire. We adopted the Chinese version
of some of the scales, including (Self-efficacy for Learning and Performance
scale, Self-Description Questionnaire [I and Facilitating Conditions
Questionnaire). For the scales that were in English the items were translated
from English into Chinese and back translation was done to make sure that the
original and back-translated items were consistent in their meanings. There
were in-depth discussions with the thesis supervisors to resolve any
discrepancies in meanings between the two versions. All the scale points for

each scale were standardized to a 5-point scale.
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6.2.3. Cognitive Factors

6.2.3.1. Chinese and English self-efficacy

Self-efficacy for Learning and Performance scale (in The Motivated Strategies

for Learning Questionnaire (MSLQ))

In general self-efficacy refers to personal judgments of one’s own ability to
accomplish a task and confidence in one’s skills to perform a specific task.
There are two sections of the MSLQ, a motivation section and a learning
strategies section. The self-efficacy for Learning and Performance scale is
under the motivation section. The motivational scales are based on a social-
cognitive model of motivation and the subscale of self-efficacy is about

assessing perceptions of self-efficacy and control beliefs for learning.

The 16-item self-efficacy scale for Learning and Performance was taken from
the MSLQ (Pintrich, Smith, Garcia & McKeachie, 1991), which investigated
students’ self-efficacy in Chinese and English. Students responded using 1 =
not at all true of me to 5 = very true of me. The five-point scale of the Chinese
version of the scale was taken from Li (2000). (in Chinese). The reliability
coefficients for this measure (Cronbach’s o) were 0.89 in Chinese efficacy and
0.92 in English self-efficacy. A sample item of this scale is: I believe 1 will

receive an excellent grade in Chinese.
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6.2.3.2. Chinese and English self-concept |

Self-Description Questionnaire II

Two Self-Description Questionnaire scales (Marsh & Parker, 1985) were
adapted for use in this study; the Chinese self-description scale, and the English
self-description scale. Items were modified and rephrased to make them specific
to English and Chinese (as the original scale measures English self-concept and
Mathematics self-concept). The original scales were 6-point Likert-type
response scales, from 1 = not at all true of me to 6 = very true of me, but it was
reduced to a 5-point Likert-type scale in the present study. Participants
completed a 5-point scale with 5 descriptors: 1 = strongly disagree, 2 = disagree,
3 = not sure, 4 = agree, and 5 = strongly agree. The reliability coefficients for
this measure (Cronbach’s a) were 0.88 for English self-concept, and 0.90 for

Chinese self-concept. A sample item of this scale is: I am good at English.

6.2.3.3. Fear of Failure

The Performance Failure Appraisal Inventory

The Performance Failure Appraisal Inventory (Conroy, et al., 2001) was
adapted for use in this study. It was designed to measure students’ fear of failure.

Two fear of failure factors were posited to underlie the Performance Failure
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Appraisal Inventory. They were fear of experiencing shame and embarrassment
(7 items) that measured whether students experienced personal diminishment
and fear of upsetting important others (5 items) who feared failure because
important others would lose interest in them (Conroy, Willow & Metzler, 2002).
It is hypothesized that these two factors tend to predict the relationship between
an Eastern learner’s motivation and their academic achievement within the
collective culture. Some items were given minor amendments to make them

suitable for the local context.

The responses were made on a five-point scale ranging from ‘do not believe at
all’ (-2) to ‘believe 100% of the time’ (+2) in the original scale. Therefore,
responses were simplified and adjusted to a five-point scale ranging from 1 =
do not believe at all to 5 = believe 100% of the time. The reliability coefficients
for the sub-scales were 0.85 for “experiencing shame and embarrassment” and
0.90 for “fear of upsetting important others.” A sample item of this scale is:

When I am failing, I worry about what others think about me.
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6.2.4. Socio-cultural Factors:

6.2.4.1. Peer, Parent and Teacher Support

Facilitating Conditions Questionnaire

There may be external forces, what I refer to as sociocultural influences, in the
school environment that may facilitate or inhibit the translation of motivational
‘drives’ into actual behaviour. To examine the potential impacts of these
external environmental factors, Mclnerney (1988) designed a Facilitating
Conditions Questionnaire (FCQ) based on Maehr’s (1984) hypothesis of action

possibilities (also see Maehr & Braskamp, 1986).

Several facilitating condition dimensions were posited to underlie the
Facilitating Conditions Questionnaire items. These dimensions were Value,
Peer Positive, Peer Negative, Parent Positive, Parent negative, and Teacher.
Five sub-scales comprising 18 items were used in the present study: a) 4 items
for peer positive, referring to perceived positive contributions of peers to
perceptions of schooling; b) 3 items for peer negative, referring to perceived
negative contributions of peers to perceptions of schooling; c¢) 4 items for parent
positive, referring to perceived positive contributions of parents to schooling. d)
4 items for parent negative, referring to perceived negative contributions on the
part of parents to schooling and e) 3 items for teacher support, referring to

perceived positive support from teachers toward schooling and further
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education (Mclnerney, Dowson & Yeung, 2005). Each dimension was
measured on a five point ‘strongly disagree’ (1) to ‘strongly agree’ (5) scale.

The ‘value’ dimension was not included in the study.

Some items were given minor amendments to make them suitable for the local
context. The reliability coefficients for each sub-scale were: 0.48 for “peer
positive,” 0.95 for “peer negative,” 0.77 for “parent positive,” 0.97 for “parent

negative” and 0.70 for teacher support.

6.2.5. Measurement of Academic Achievement

As outcome measures students were asked to report their latest English and

Chinese exam scores and estimate their scores on their next exam.

Students were asked to report their latest English and Chinese exam scores on a
5-point Likert scale, ranging from 1= below 60/100, 2 = 61-70/100, 3 = 71-

80/100, to 4 = 81-90/100, 5 = above 90-100.

This is a quasi-quantitative way to estimate student’s English and Chinese score
and I had practical difficulties getting the students’ actual academic scores. It
would also have extended the time collecting data if students had to complete
achievement tests in addition to completing a long survey. And there is, to my
knowledge, no common achievement test available in Hong Kong that would

suit the purpose of my research.
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6.3. Procedure

The participants completed the consent forms and questionnaire in the
classroom, while some of the students completed the pilot test questionnaire
(Appendix I) at home. They were assured that all information collected would

be kept strictly confidential and would be used for research purposes only.

After the data collection, the preliminary analysis of reliability coefficients for
each scale was conducted. All items were retained after the pilot test. Some of

the verbal and written instructions were changed to enhance clarity.

6.4. Reliability Coefficients of Scales

Table 1 presents the reliability coefficients of all the scales in the pilot study.
The reliability coefficients of Self-efficacy subscales, Self-concept subscales
and Fear of failure subscales are high, with the range of alpha values between
0.85 to 0.96. Finally, the reliability coefficient of Facilitating Conditions
subscales was generally moderate to high (ranging from 0.70 to 0.95.). The

reliability for peer positive was low (0.48).

In summary, the internal consistency reliability coefficients are very consistent
and strong across the four inventories, except for peer positive (PeerP) of the

Facilitating Condition inventory. This may have been caused by two reverse
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items in this sub-scale and the small sample size in this pilot study. However,
this scale was retained and was given careful attention in the main cross-

sectional study.
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Table 1
Descriptive statistics and Reliability coefficients (Cronbach’s a) of Socio-
cultural Influence and Cognitive Variables in the pilot study (N=33)

No. of Cronbach’s a
items N M SD
Self-efficacy (SE)
Chinese (Chi) 8 32 3.27 0.73 0.89
English (Eng) 8 32 3.22 0.79 0.92
Academic Self-concept (ASC)
English (Eng) 5 33 2.44 0.56 0.88
Chinese (Chi) 5 33 2.65 0.67 0.90
Fear of Failure (FF)
Fear of experiencing shame 7 33 2.58 0.92
0.85
and embarrassment
Fear of upsetting important 5 33 2.83 1.03 0
.90
others
Facilitating Conditions (FC)
Peer Positive (PeerP) 4 33 3.69 0.55 0.48
Peer Negative (PeerN) 3 33 1.73 1.25 0.95
Parent Positive (ParentP) 4 33 3.56 0.56 0.77
Parent Negative (ParentN) 4 33 1.62 1.22 0.97
Teacher (Teacher) 3 33 3.55 0.73 0.70

6.5. Main Study

6.5.1. Participants

Participants consisted of 1,092 (620 males, 464 females and 8 unreported)
secondary 2 to secondary 5 students from four local secondary schools in Hong
Kong, including one on Hong Kong Island, two in Kowloon and one in the New
Territories. Three schools adopted Chinese as the Medium of Instruction (CMI)
and one school adopted English as the Medium of Instruction (EMI) (Table 2a).

The participating schools for the present study were main-stream secondary
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schools in Hong Kong. Three to five classes of each grade were chosen from
the sample schools. Students who participated in the study had varied
achievement in school. The samples of the geographical location and types of
school were representative of Hong Kong region. However, they were not
representative of the whole Hong Kong student population, because only four
schools were involved, and thus the results may not be generalized beyond the

sample in this study.

Research participants were volunteers and their consent was obtained before the
data collection. They were all Chinese students. The age of the participants
ranged from 11 to 20, with a mean age of 14.63 years (M = 16.43). They were

mainly from families of low to middle socio-economic backgrounds.
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Table 2a
School Information
Medium of Instruction
No. School District of School
1. A New Territories CMI
2. B Kowloon CMI
3. C Kowloon EMI
(Girls School)
4. D Hong Kong CMI

(Boys School)
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Table 2b
Information of participants (N=1,092)
Total No. of
No. School Total No.of Participants Age Grade Gender
Participants  in each
grade
1 A 127 G2=127 11=2 2 Male=82
(11.6%) 12=7 Female=45
13=100 Total= 127
14=12
15=42
16=1
17=1
2 B 275 G3=132 13=4 3 M=69
(25.2%) 14=61 F=63
15=91 Total=132
16=65
G4=143 17=33 4 M=73
18=16 F=70
19=2 Total:143
3 C 291 G2=108 12=5 2 F =108
(26.6%) 13=91
G3=107 14=103 3 F=107
15=67
G4=76 16=16 4 F=76
17=7 Total=291
4 D 399 G2=85 12=1 2 M= 85
(36.5%) 13=55
G3=120 14=103 3 M=120
15=97
G4=92 16=90 4 M=92
17=40
G5=102 18=11 5 M=102
20=1 Total=399
Total: 1,092
Remarks:

M=Male, F=Female, G=grade
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6.5.2. Data Collection Procedure

Four secondary schools participated in this research study. Data collection for
the study was conducted between December 2011 and April 2012. Invitation
letters wee sent to the school principals of Hong Kong secondary schools. (See
Appendices Il & III for the Chinese and English versions of the invitation
letters). Parental consent was obtained before the students completed the
questionnaire. (See Appendix IV & V for the Chinese and English versions of
the parent consent forms). The participating students completed the consent
forms and questionnaires during normal class sessions. In two schools (school
C & school D) the questionnaires were administered under the supervision of a
teacher and in the other two schools (school A & school B) the questionnaires
were administered by the researcher with the research assistants in the schools.
The participants who completed the questionnaire under the supervision of a
teacher were given guidelines (Appendix VI) about the data collection

procedure.

The procedure adopted by the administrators of the survey in gathering the data
is described as follows: Before the administration of the questionnaires, the
administrator gave the participants a brief introduction to the current study and
then they were asked to sign a consent letter and were informed that their
participation was completely on a voluntary basis, and that they could refuse to

take part in the study or terminate their participation at any time. They were
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also told that their responses would be kept confidential and used only for the
purposes of the study. A sample of the consent forms in Chinese and English
versions are attached as Appendix VII & VIII. After the administrator received
the research‘ consent forms, the students received a questionnaire and were told
that the questionnaire mainly asked about their attitude toward studying. All of
the questionnaires were in Chinese. The whole set of questionnaires, which
comprises the Chinese and English versions, is presented in Appendix IX
Students who refused to participate were told to do their homework and not to
disturb other classmates. At the end of the session, students were acknowledged
for their participation. Each data collection session took approximately 15 to 30

minutes.

The collection of the questionnaires was not fully controlled by the researcher,
because the school heads of the two sample schools did not allow the researcher
to administer the data collection. The class teacher administered the
questionnaires for the researcher instead according to the guidelines provided

by the researcher.

6.5.3. Data Screening

After the data collection, the participants’ responses to the questionnaires were
screened. The 1,110 participants generated 1,092 valid responses (Table 2c).

The participants’ responses were not all useable for three reasons: some of the
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participants did not give responses to all the questions, some questionnaires
could hardly be identified as participants could not produce correct
identification numbers and some participants did not seem to have taken

completion of the questionnaire seriously.

In the preliminary data analysis, missing data were reviewed. The missing data
for the responses were low (total of 50 missing responses on 6 items of 30
participants). If there is any missing data for a particular participant, this
participant will be excluded altogether in this study. Furthermore, it was
necessary to check the univariate data for normality of distribution, that is, the
“skewness” and kurtosis of each item in the analysis. It was found that each
item was normally distributed with skewness and kurtosis within the range of

+/-1.00.
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Table 2¢

Information of questionnaires of participants (N=1,092)

No. School Valid Questionnaires Invalid Questionnaires
| A ‘ 127 2

2 B 275 11

3 C 291 1

4 D 399 4

Total no. of questionnaires: 1,092
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6.5.4. Statistical Analysis

The statistical analysis is divided into two parts — preliminary analyses and
advanced analysis. The preliminary analyses provide descriptive details and
statistical analyses using SPSS 18.0 to investigate the reliability of instruments

and correlation of the scales.

The advanced analysis of the proposed models used confirmatory factor
analysis (CFA) to examine the construct validity of the measurements.
Regression models were used to examine the relationships among the socio-
cultural factors (i.e., parent, peer and teacher support) and cognitive factors (i.e.,

self-concept, self-efficacy, fear of failure) and academic achievement.

6.5.4.1. Scale reliabilities

In statistics, reliability refers to the internal consistency of a set of items
measured with Cronbach’s Alpha coefficient. The coefficient quantifies how
well the set of variables measure a single uni-dimensional construct and is a
measure of reliability (Petkow, Harvey & Battersby, 2010). The reliability test
was based on Cronbach‘s a (Cronbach, 1951). It determines the internal
consistency or average correlation of items in a survey instrument to gauge its
reliability (Bussing, Ostermann & Matthiessen, 2005; Jelenc, 2007; Santos,
1999). It is commonly used to measure instrument reliability and it ranges

between 0 and 1. The closer it is to one, the higher the reliability estimate of the
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instrument. A commonly accepted rule of thumb is that an alpha of 0.6 - 0.7

indicates acceptable reliability, and 0.8 or higher indicates good reliability.

6.5.4.2. Correlations

Correlation is an index that represents whether two variables are related (or not),
how strongly they are related, and in what way. Correlation analysis was used
to examine the interrelationships among the four scales (SE, SC, FF and FCQ)
which were used in the present study. In statistical terms the relationship
between variables is correlation coefficient, which is between 0 and 1.0.
Pearson’s r is the most common measure of correlation. The higher the
correlation coefficient, the stronger the relationship between variables. A
correlation greater than 0.7 is generally described as a strong relationship,
whereas a correlation less than 0.3 is generally described as a weak relationship
among the variables. An overly high correlation between scales assumed to be
independent may indicate an issue of potential multicollinearity. The rule of
thumb for interpreting the Size of a correlation coefficient (Hinkle, Wiersma, &

Jurs, 2003) is shown in the following table.

The Rule of Thumb for Interpreting the Size of a Correlation Coefficient

Size of Correlation Interpretation

.90 to 1.00 (-.90 to —1.00) Very high positive (negative) correlation
.70 to .90 (-.70 to -.90) High positive (negative) correlation

.50 to .70 (-.50 to -.70) Moderate positive (negative) correlation
.30 to .50 (-.30 to -.50) Low positive (negative) correlation

.00 to .30 (.00 to -.30) Little if any correlation
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6.5.4.3. T-test

The definition of T-test refers to “a statistical test involving confidence limits
for the random variable ¢ of a ¢ distribution and used especially in testing
hypotheses about means of normal distributions when the standard deviations
are unknown” (Merriam-Webster Dictionary). Gender differences will be
examined in the present study. The independent-samples ¢ test is used to
compare the means of two independent groups on a continuous dependent
variable. Effect sizes (d) are needed to report in the t-test, it describes the
degree of gender differences between the groups. The effect size test indicates
whether or not there is a significant difference between the groups while effect

sizes provide an indication of the magnitude of the results (Yockey, 2008).

6.5.4.3. Multiple Regressions

As the purpose of the study was to examine the direct effects of particular
predictor variables on outcome variables while controlling for the effects of
other variables multiple regression was a suitable approach. The general
purpose of multiple regressions is to examine the relationship between several
independent or predictor variables and a dependent or criterion variable.
Multiple regressions was used to examine the relationship of the independent
variables (self-efficacy, self-concept, fear of failure, peer support, parent
support and teacher support) to the dependent variables, English language

achievement and Chinese language achievement.



Method 135

6.5.4.4. Factor Analysis

Exploratory and confirmatory factor analyses were conducted to examine the
construct validity of the scales. The aim of the factor analysis was to establish
and confirm the dimensionality of the scales. They are used to establish the
validity of the proposed models and any misfit that might need to be addressed
before scales maybe used later analyses. Hence, exploratory and confirmatory
factor analyses were adopted in the present study so as to investigate the
construct validity of the four scales namely Self-efficacy for Learning and
Performance (SE), Self-Description Questionnaire (SC), Fear of Failure (FF),
and Facilitating Condition Questionnaire (FCQ),to accomplish the later

analyses.

6.5.4.4.1. Exploratory Factor Analysis

Exploratory Factor Analysis (EFA) is a method used to examine how
underlying constructs influence the responses on a number of measured
variables. It attempts to bring intercorrelated variables together under more
general, underlying variables. Furthermore, the factor analysis is to reduce “the
dimensionality of the original space and to give an interpretation to the new
space, spanned by a reduced number of new dimensions which are supposed to

underlie the old ones” (Rietveld & Van, 1993, p.325).
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The underlying structure of each construct in the exploratory factor analysis

was estimated based on the following six criteria (Stevens, 1996):

1) Kaiser-Meyer-Ollin (KMO): it measures sampling adequacy (KMO>0.50)
and the Bartlett’s test of the sphericity of the factors at a p<0.001 significance
level;

2) Communality: >0.20 for each item;

3) A minimum eigen-value >1

4) Extraction sums of squared loadings: Total percentage of variance explained
by the factor loadings;

5) Cronbach alphas for all the inventories;

6) The identified factors were in accordance with related theories and literature.

6.5.4.4.2. Confirmatory Factor Analysis

Vogt (1999) posited that Confirmatory Factor Analysis (CFA) is conducted to
test hypotheses or confirm theories about the factors one expects to find. CFA
assess how the observed indicators (items) reflect the structure of the
underlying constructs. Confirmatory factor analysis (CFA) was used to evaluate
factor structures with an acceptable fit to the data of the various scales. To
establish the measurement models, a Confirmatory Factor Analysis (CFA) was
conducted to determine the goodness-of-fit of the underlying structure of each

construct using LISREL 8.80 (J6reskog & Sérbom, 2006). It was based on a



Method 137

maximum likelihood estimation on each of the scales. Missing values were

handled by list-wise deletion.

Four scales, namely Self-efficacy for Learning and Performance (SE), the Self-
Description Questionnaire III (SC), and the Performance Failure Appraisal
Inventory (FF) and The Facilitating Condition Questionnaire (FCQ) were being
tested in the present study. After demonstrating through both exploratory factor
analysis and confirmatory factor analysis, the construct validity of the four

scales was supported from the results.

0.5.4.4.3. Model fit

The main goal of model fitting is to determine how well the data fit the model.
Model fit was determined by the extent to which the factor structure
reconstructs the observed covariance matrix among the variables. To ensure an
adequate assessment of the model fit, five indices were employed in the present
study including:

1) Chi-square ( }(2): low values with high, non-significant P-values are good

models.
2) The root mean square error of approximation (RMSEA) and its 90%

confidence interval (Garson, 2008). Values of the RMSEA below 0.05 are

considered to indicate a close fit, with values between 0.05 and 0.08 indicating
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a fair fit, and with values between 0.08 and 0.1 indicating a mediocre fit
(Browne and Cudeck, 1993; MacCallum, Browne and Sugawara, 1996).

3) Non-normed fit index (NNFI) (Bentler & Bonett, 1980): The NNFI has been
shown to better reflect model fit at all sample sizes (Bentler, 1989, Anderson &
Gerbing, 1984, Marsh, Balla, & McDonald, 1988). NNFI values over 0.9 are
viewed as desirable, the value of NNFI may assume 0 and above 1.

4) The Comparative Fit Index (CFI) is used in small sample sizes (Bentler,

1990). Values of CFI greater than 0.90 indicates good model fit (Bentler, 1990);

6.5.4.4.4. Model Modification

If the model does not fulfill the above fit indices, the modification indices (MI)
can be scrutinized to identify items with poor model fit. These items may then
be removed to improve model fit. When the confirmatory factor analysis fails to
fit the observed factor structure for a construct, freeing a parameter that has
been fixed or fixing a parameter that has been freed can be explored. Then, a
new hypothesis about a specific construct structure may be formed and tested.
In the present study, as the initial goodness of fit for the Facilitating Condition
Questionnaire (FCQ) and Self-Description Questionnaire (SC) could be
improved an examination was made of the modification indices. There were 7
pairs of items were highly correlated and so correlated error terms for these

pairs of items were included in the revised models.
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The following section reports the results of the scales Self-Efficacy for
Learning and Performance (SE), the Self-Description Questionnaire 1II (SC),
the Performance Failure Appraisal Inventory (FF), and Facilitating Condition

Questionnaire (FCQ) in EFA and CFA.
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6.5.4.5. Invariance Test

CFA invariance tests were used in the present study to examine whether there
was measurement equivalence of the scales for males and females prior to testing
for gender differences. Apart from testing the invariance of factor loadings, the
series of models also tested the equality of factor variances/covariances and item
uniquenesses. Bentler (1990) and Byrne (1998) have stated that the equality of
parameters associated with measurement errors (uniquenesses) is typically the

least important hypothesis to test and is unlikely to be met in most applications.

6.6. Overview of Analysis — The Hypothesized Model

The hypothesized model examines how socio-cultural factors (i.e., peer, parent
and teacher support) and cognitive factors (i.e., self-efficacy, self-concept and
fear of failure) predict students’ learning outcomes (i.e., academic achievement
in English and Chinese). The overall research question is: Do socio-cultural
influences and students’ personal beliefs predict Hong Kong secondary school
students’ language achievement? Multiple regressions were used to examine the

relationship of the independent variables (self-efficacy, self-concept, fear of
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failure, peer support, parent support and teacher support) to the dependent

variables (English language achievement and Chinese language achievement).
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CHAPTER SEVEN

RESULTS

7.1. Measurement Models

The factorial structure of each construct was established by exploratory factor
analysis and confirmatory factor analysis using SPSS16 and LISRELS.80

respectively.
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Research Question One: Are the measures used in this research (Self-efficacy
Jor learning and performance scale, Self-description questionnaire scales,
The performance failure appraisal inventory and Facilitating Conditions
Questionnaire) valid and reliable for the Hong Kong students participating in

this study?

1) Self-Efficacy (SE) - Self-efficacy for Learning and Performance

Results of the Exploratory Factor Analysis (EFA)

All the items in the inventory were normally distributed and the examination of
KMO measures and Bartlett’s test of sphericity (KMO = 0.93; X* = 14237.56,
df = 120, p<0.001) indicated that the sample size and correlation matrix were
appropriate for the analysis. The EFA of the 16-item intercorrelation matrix for
the Self-efficacy test for Learning and Performance (SE) used an unweighted
least squares extraction method with principal components analysis (PCA) with
varimax rotation in the analysis produced two factors with eigenvalues greater
than 1. The first factor was self-efficacy in Chinese; comprising 8 items (items
1,2,3,4,5,6, 7, and 8). The second factor was self-efficacy in English,
comprising 8 items (items 9, 10, 11, 12, 13, 14, 15, and 16). As expected, the
two factors, self-efficacy in Chinese and self-efficacy in English, were
supported with items loading on their targeted factor, with all loadings from

0.49 to 0.91.
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The communalities values (n?) for the items ranged from 0.27 to 0.83 indicating
that the items were reliable indicators for the factor. The first factor accounted
for 37.12 % of the variance with an eigenvalue of 6.87, while the second factor
accounted for 32.33 % of the variance with an eigenvalue of 4.24. Internal
consistency estimates of reliability (Cronbach’s ) for the scales defined by the
two item clusters identified in the factor analysis was 0.92 for self-efficacy in
Chinese, and 0.95 for self-efficacy in English. These results suggested that the
Self-efficacy for Learning and Performance (SE) test had acceptable scale

reliabilities (see Table 3).
Results of the Confirmatory Factor Analysis (CFA)

The confirmatory factor analysis measurement model tested the ability of the
two factors to explain the relationship among 16 items, while a priori factor
structure is posited and the uniqueness terms associated with different items are

uncorrelated. The confirmatory factor analysis results indicated an adequate fit

to the data: 7 (103, N =1,092) = 1,110.65, p < 0.001, RMSEA = 0.098, NNFI
=0.96, and CFI = 0.96. The two self-efficacy factor loadings were well defined
from 0.44 to 0.90. The two self-efficacy factors (Chinese self-efficacy and
English self-efficacy) were reasonably distinct, as indicated by the factor
correlations (# = 0.23). The completely standardized factor loadings (J6reskog

& Sorbom, 1993) from the confirmatory factor analysis are presented in Table 4.
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Conclusion

Based on the results of exploratory factor analysis and confirmatory factor
analysis, all 16 items in two factors (Chinese self-efficacy and English self-
efficacy) were retained in the present main study. The two factors, self-efficacy
in Chinese and self-efficacy in English, were supported with items loading on
their targeted factor. The confirmatory factor analysis results indicated a good

fit to the data.
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Table 3
Items, Factor Loadings for Self-efficacy for Learning and Performance (SE) in
EFA
Scale Factor 1 Factor 2 Communalities
Chinese self-efficacy
1. Ibelieve I will receive an excellent grade in Chinese.  0.84 0.05 0.70
I’m certain I can understand the most difficult material 0.82 0.07 0.67
presented in the readings for Chinese class
3. Tam confident I can learn the basic concepts taught in  0.83 0.07 0.70
Chinese class.
4. I’m confident I can understand the most complex 0.82 0.13 0.70
material presented by the instructor in Chinese class.
5. I’'m confident that I can do an excellent job on the 0.84 0.08 0.71
assignments and tests in Chinese class.
6.  I'm certain that I can master the skills being taughtin ~ 0.85 0.12 0.74
Chinese class.
7.  Considering the difficulty of Chinese class, the 0.79 0.15 0.65
teacher, and my skills, I think I will do well in this
class.
8. I expect to do well in Chinese class. 0.54 0.10 0.31
English self-efficacy
9. Ibelieve that I will receive an excellent grade in 0.10 0.89 0.81
English.
10. I’'m certain [ can understand the most difficult material 0.05 0.90 0.82
presented in the readings for English class.
11. Tam confident that I can learn the basic concepts 0.12 0.89 0.80
taught in English class.
12. I’'m confident that | can understand the most complex  0.06 0.91 0.83
material presented by the instructor in English class.
13.  I’m confident that I can do an excellent job on the 0.07 0.90 0.81
assignments and tests in English class.
14.  I’m certain that I can master the skills being taughtin ~ 0.11 0.91 0.83
English class.
15. Considering the difficulty of English class, the 0.13 0.88 0.78
teacher, and my skills, I think I will do well in this
class. '
16. 1 expect to do well in English class. 0.17 0.49 0.27
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Table 4
Items, Factor Loadings for Self-efficacy for Learning and Performance (SE) in
CFA

Scale Factor 1 Factor 2

Chinese self-efficacy

1. Ibelieve I will receive an excellent grade in Chinese.  0.81
I’m certain I can understand the most difficult material 0.80
presented in the readings for Chinese class

3. I am confident I can learn the basic concepts taught in ~ 0.80
Chinese class.

4. I’'m confident I can understand the most complex 0.82
material presented by the instructor in Chinese class.
5. I’m confident that I can do an excellent job on the 0.82

assignments and tests in Chinese class.
6. I’'m certain that I can master the skills being taughtin  0.83
Chinese class.

7.  Considering the difficulty of Chinese class, the 0.76
teacher, and my skills, I think [ will do well in this
class.

8. Iexpectto do well in Chinese class. 0.47

English self-efficacy

9.  Ibelieve that I will receive an excellent grade in 0.88
English.

10. I’m certain I can understand the most difficult material 0.89
presented in the readings for English class.

11. Tam confident that [ can learn the basic concepts 0.87
taught in English class.

12. I’m confident that I can understand the most complex 0.90
material presented by the instructor in English class.

13. I’'m confident that I can do an excellent job on the 0.88
assignments and tests in English class.

14. T’m certain that I can master the skills being taught in 0.90
English class. :

15. Considering the difficulty of English class, the 0.85
teacher, and my skills, I think I will do well in this
class.

16. Iexpectto do well in English class. 0.44
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2) Self Concept (SC) - Self Description Questionnaire

Results of the Exploratory Factor Analysis (EFA)

All the items in the inventory were normally distributed and the examination of
KMO measures and Bartlett’s test of sphericity (KMO = 0.86; X* = 8591.14, df
= 45, p<0.001) indicated that the sample size and correlation matrix were
appropriate for the analysis. The EFA of the 10-item intercorrelation matrix for
the Self-Description Questionnaire (SC) used an unweighted least squares
extraction method with principal components analysis (PCA) with varimax
rotation. Two factors were retained with eigenvalues greater than 1. The first
factor was self-concept in English comprised of 5 items (items 1, 2, 3, 4, and 5).
The second factor was self-concept in Chinese comprised of 5 items (items 6, 7,
8, 9, and 10). The two factors, self-concept in English and self-concept in

Chinese, loaded on their targeted factor, with all loadings from 0.70 to 0.92.

The communalities values (n?) for the items ranged from 0.50 to 0.86 indicating
that the items were reliable indicators for the facfor. The first factor accounted
for 40.10 % of the variance with an eigenvalue of 4.14, while the second factor
accounted for 36.10 % of the variance with an eigenvalue of 3.48. Internal
consistency estimates of reliability (Cronbach’s a) for the scales defined by the
two item clusters identified in the factor analysis was 0.94 for self-concept in
English, and 0.90 for self-concept in Chinese. These results suggested that the

Self- Description Questionnaire (SC) had acceptable scale reliabilities (Table 5).
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Results of Confirmatory Factor Analysis (CFA)

The confirmatory factor analysis measurement model tested the ability of the
two factors to explain relations among 10 items, where a priori factor structure
is posited and uniqueness terms associated with different items are uncorrelated.
The confirmatory factor analysis results indicated an adequate fit to the data:
21 (34, N =1,092) = 529.79, p < 0.001, RMSEA = 0.125, NNFI = 0.94, and CFI
= 0.95. As the initial goodness of fit could be improved an examination was
made of the modification indices. It became apparent that there were pairs of
items that highly correlated (2-3, and 7-8) and so correlated error terms for
these pairs of items were included in the second model. The revised
confirmatory factor analysis model showed substantially improved goodness of
fit y*(32, N=1,092) = 268.28, p < 0.001, RMSEA = 0.081, NNFI = 0.97, and
CFI = 0.98. The two self-concept factors (Chinese self-concept and English
self-concept) were well defined in which the factors loadings were consistently
high (0.63 to 0.92). The two self-concept factors (Chinese self-concept and
English self-concept) were reasonably distinct, as indicated by the factor
correlations (r =-0.10). The completely standardized factor loadings (Jéreskog

& Soérbom, 1993) from the confirmatory factor analysis are presented in Table 6.

Conclusion

Based on the results of exploratory factor analysis and confirmatory factor

analysis, all 10 items in two factors (Chinese self-concept and English self-
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concept) were retained in the present main study. The two factors, self-concept
in Chinese and self-concept in English, were supported with items loading on
their targeted factor. The confirmatory factor analysis results indicated a good

fit to the data.
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Table 5
ltems, Factor Loadings for the Self- Description Questionnaire (SC) in EFA
Scale Factor 1 Factor 2 Communalities

English Self-concept

1. Tam good at ENGLISH. 0.92 -0.09 0.86
2. 1 get good marks in ENGLISH. 0.91 0.00 0.83
3. Ihave always done well in ENGLISH. 0.91 0.02 0.83
4. Work in ENGLISH is easy for me. 0.90 -0.07 0.81
5. Ilearn things easily in ENGLISH. 0.83 -0.03 0.68

Chinese Self-concept

6. Iam good at CHINESE. - 0.05 0.89 0.79
7. I get good marks in CHINESE. -0.01 0.90 0.82
8. I have always done well in CHINESE. 0.04 0.88 0.77
9. Work in CHINESE is easy for me. -0.06 0.86 0.74
10. I learn things easily in CHINESE., - 0.06 0.70 0.50
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Table 6
Items, Factor Loadings for the Self- Description Questionnaire (SC) in CFA
Scale Factor 1 Factor 2
English Self-concept
1. Iam good at ENGLISH. 0.92
2. I get good marks in ENGLISH. 0.86
3. I'have always done well in ENGLISH. 0.85
4.  Work in ENGLISH is easy for me. 0.88
5. Ilearn things easily in ENGLISH. 0.78
Chinese Self-concept
6. lam good at CHINESE. 0.88
7. I get good marks in CHINESE. 0.85
8.  I'have always done well in CHINESE. 0.81
9.  Work in CHINESE is easy for me. 0.82
10. I learn things easily in CHINESE. 0.63
Notes: Correlated error terms for items 2-3, and 7-8 were included.
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2) Construct Validation of the Four Self Scales

The previous CFA analyses demonstrated evidence for the construct validity of
both the Chinese self-efficacy and self-concept scales, and the English Self-
efficacy and Self-concept scales. It is also essential that the four scales are
distinct conceptually and to provide measurement evidence for this. To this
purpose 1 conducted an all-in confirmatory factor analysis with all four scale

items included to define the four constructs.

The confirmatory factor analysis measurement model tested the ability of the
four factors to explain the relationship among 26 items, while a priori factor
structure is posited and the uniqueness terms associated with different items are
uncorrelated. The confirmatory factor analysis results indicated an adequate fit
to the data: #°(293, N = 1,092) = 2292.285, p < 0.001, RMSEA = 0.079,
NNFI = 0.97, and CFI = 0.97. The four self scales factor loadings were well
defined from 0.44 to 0.91. The two self-efficacy factors (Chinese self-efficacy
and English self-efficacy) and two self-concept factors (Chinese self-concept
and English self-concept) were reasonably distinct, as indicated by the range of
factor correlations (r = -0.06 to r= 0.88). The completely standardized factor
loadings (J6reskog & Sorbom, 1993) from the confirmatory factor analysis are

presented in Table 7.
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Conclusion

Based on the results of confirmatory factor analysis, all 26 items in four factors
(Chinese self-efficacy, English self-efficacy, Chinese self-concept and English
self-concept) were retained in the present main study. The four factors, self-
efficacy in Chinese and self-efficacy in English, self-concept in Chinese and
self-concept in Chinese were supported with items loading on their targeted

factor, indicating that the four factors were distinct factors.
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Table 7
ltems, Factor Loadings for Self-efficacy for Learning and Performance (SE) and Self-Description Questionnaires (SE) in CFA

Scale Factor 1 Factor 2 Factor 3 Factor 4
Chinese self-efficacy
1. I believe I will receive an excellent grade in Chinese. 0.82

I’'m certain I can understand the most difficult material presented in the readings 0.79
for Chinese class

3. I am confident I can learn the basic concepts taught in Chinese class. 0.80
4. I’m confident I can understand the most complex material presented by the 0.81
N instructor in Chinese class.
5. I’m confident that I can do an excellent job on the assignments and tests in 0.82
Chinese class.
6. I’m certain that | can master the skills being taught in Chinese class. 0.83

7. Considering the difficulty of Chinese class, the teacher, and my skills, I think I 0.76
will do well in this class.

8. I expect to do well in Chinese class. 0.47

English self-efficacy )

9. I believe that I will receive an excellent grade in English. 0.89

10. I’m certain I can understand the most difficult material presented in the readings 0.89
for English class.

11. I am confident that [ can learn the basic concepts taught in English class. 0.87

12. I’m confident that I can understand the most complex material presented by the 0.90

instructor in English class.
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Table cont.

13. I’m confident that I can do an excellent job on the assignments and tests in 0.88
English class.

14. I’'m certain that I can master the skills being taught in English class. 0.90

15. Considering the difficulty of English class, the teacher, and my skills, I think I 0.85
will do well in this class.

16. I expect to do well in English class. 0.44

English self-concept

I am good at ENGLISH.

I get good marks in ENGLISH.

I have always done well in ENGLISH.
Work in ENGLISH is easy for me.

I learn things easily in ENGLISH.

SR -

Chinese self-concept

6. [am good at CHINESE.

7. I get good marks in CHINESE.

8. Thave always done well in CHINESE.
9. Work in CHINESE is easy for me.

10. I learn things easily in CHINESE.

0.91
0.91
0.89
0.86
0.76

0.85
0.91
0.87
0.79
0.60
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4) Fear of Failure (FF) - The Performance Failure Appraisal Inventory

Results of Exploratory Factor Analysis (EFA)

All the items in the inventory were normally distributed and the examination of

KMO measures and Bartlett’s test of sphericity (KMO = 0.90; }(2 =6779.32, df

= 66, p<0.001) indicated that the sample size and correlation matrix were
appropriate for the analysis. The EFA of the 12-item intercorrelation matrix for
The Performance Failure Appraisal Inventory (FF) used an unweighted least
squares extraction method with principal component analysis (PCA) with
varimax rotation. Two factors were retained with eigenvalues greater than 1.
The first factor was Fear of Experiencing Shame and Embarrassment
comprising 7 items (items 1, 2, 3, 4, 5, 6, and 7). The second factor was Fear of
Upsetting Important Others comprising 5 items (items 8, 9, 10, 11, and 12. The
items of the two factors, Fear of Experiencing Shame and Embarrassment and
Fear of Upsetting Important Others loaded on their targeted factors, with all

loadings ranging from 0.61 to 0.91.

The communalities values (n?) for the items ranged from 0.39 to 0.86 indicating
that the items were reliable indicators for the factor. The first factor accounted
for 32.00 % of the variance with an eigenvalue of 5.54, and the second factor
accounted for 30.21 % of the variance with an eigenvalue of 1.92. Internal
consistency estimates of reliability (Cronbach’s a) for the scales defined by the

two item clusters identified in the factor analysis was 0.85 for the Fear of
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Experiencing Shame and Embarrassment and 0.92 for the Fear of Upsetting an
Important Other. These results suggested that The Performance Failure

Appraisal Inventory (FF) had acceptable scale reliabilities (See Table 8).
Results of Confirmatory Factor Analysis (CFA)

The confirmatory factor analysis measurement model tested the ability of the
two factors to explain relations among 12 items, where a priori factor structure
is posited and uniqueness terms associated with different items are uncorrelated.
The confirmatory factor analysis results indicated an adequate fit to the data:
22 (53, N=1,092) = 513.87, p < 0.001, RMSEA = 0.095, NNFI = 0.96, and CFI
= 0.96. The two fear of failure factors (Fear of Experiencing Shame and
Embarrassment and Fear of Upsetting an Important Other) were well defined in
which the factor loadings were consistently moderate to high (0.52 to 0.95).
The two factors (Fear of Experiencing Shame and Embarrassment and Fear of
Upsetting an Important Other) were reasonably distinct, as indicated by the
factor correlations (r=0.5).The completely standardized factor loadings
(Joreskog & Sérbom, 1993) from the confirmatory factor analysis are presented

in Table 9.
Conclusion

Based on the results of exploratory factor analysis and confirmatory factor

analysis, all 12 items were retained in the present main study. The two fear of
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failure factors, Fear of Experiencing Shame and Embarrassment and Fear of
Upsetting Important Others loaded on their target factor. The confirmatory

factor analysis results indicated a good fit to the data.
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Table 8
Items, Factor Loadings for fear of failure in the EFA
Scale Factor 1  Factor2 Communalities
Fear of Experiencing shame and embarrassment
1.  When I am not succeeding, I am less 0.67 0.12 0.46
valuable than when I succeed.
2. When [ am not succeeding, I get downon  0.70 0.18 0.53
myself easily.
3. When I am failing, it is embarrassing if 0.75 0.17 0.59
others are there to see it.
4.  When I am failing, [ believe that 0.61 0.11 0.39
everybody knows I am failing.
5. When I am failing, I believe that my 0.71 0.15 0.52
doubters feel that they were right about
me.
6. When I am failing, [ worry about what 0.77 0.27 0.67
others think about me.
7.  When I am failing, I worry that others may 0.65 0.36 0.56
think I am not trying.
Fear of Upsetting important others
8. When I am failing, it upsets important 0.24 0.81 0.72
others.
9.  When I am failing, I expect to be criticized 0.20 0.83 0.72
by important others.
10. When I am failing, I lose the trust of 0.29 0.74 0.63
people who are important to me.
11 When I am failing, important others are 0.15 0.91 0.86
not happy.
12.  When I am failing, important others are 0.18 0.90 0.84

disappointed.
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Table 9
Items, Factor Loadings for fear of failure in the CFA
Scale Factor 1  Factor 2
Fear of Experiencing shame and embarrassment (Shame)
1.  When I am not succeeding, [ am less 0.57
valuable than when I succeed.
2. When I am not succeeding, [ get downon  0.64
myself easily.
3.  When I am failing, it is embarrassing if 0.72
others are there to see it.
4.  When I am failing, I believe that 0.52
everybody knows I am failing.
5. When I am failing, I believe that my 0.63
doubters feel that they were right about
me.
6. When I am failing, [ worry about what 0.83
others think about me.
7.  When I am failing, I worry that others may 0.71
think I am not trying.
Fear of Upsetting important others (Upset)
8. When I am failing, it upsets important 0.78
others.
9.  When I am failing, I expect to be criticized 0.77
by important others.
10. When I am failing, I lose the trust of 0.67
people who are important to me.
11 When I am failing, important others are 0.95
not happy.
12.  When I am failing, important others are 0.94

disappointed.
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5. Facilitating Condition Questionnaire (FCQ)

Results of Exploratory Factor Analysis (EFA)

All the items in the inventory were normally distributed and the examination of

KMO measures and Bartlett’s test of sphericity (KMO = 0.80; 7*= 12390.07,
df = 153, p<0.001) indicated that the sample size and correlation matrix were
appropriate for the analysis. The EFA of the 18-item intercorrelation matrix for
the Facilitating Condition Questionnaire (FCQ) used an unweighted least
squares extraction method with principal components analysis (PCA) with
varimax rotation. After rotation results suggested that five factors be retained

with eigenvalues greater than 1 (see Table 10).

Results of the Confirmatory Factor Analysis (CFA)

The confirmatory factor analysis measurement model tested the ability of the
five factors to explain the relationship among 18 items, while an “a priori”

factor structure was posited and uniqueness terms associated with different

items were uncorrelated. The fix indexes indicated a poor fit to the data: )(2
(125, N=1,092) = 2401.72, p < 0.001, RMSEA = 0.129, NNFI = 0.86, and CFI
= 0.88. As the initial goodness of fit was poor an examination was made of the
modification indices. It became apparent that there were pairs of items that were

highly correlated (1-2, 8-9, 8-10, 12-13 and 12-14) and so correlated error terms
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for these pairs of items were included in the second model. The revised
confirmatory factor analysis model showed substantially improved goodness of
fi ¥2 (120, N = 1,092) = 725.91, p < 0.001, RMSEA = 0.068, NNFI = 0.96, and
CFI = 0.97. The five Facilitating Condition factors are well defined in the factor
structures from 0.27 to 0.96. The five Facilitating Condition factors are
reasonably distinct, as indicated by the factor correlations, which vary from r= -
0.67 to r= 0.65. The completely standardized factor loadings (Joreskog &

Sérbom, 1993) from the confirmatory factor analysis are presented in Table 11.

Conclusion

The five factors (Peer positive, Peer negative, Parent positive, Parent negative,
and Teacher support) typically loaded on their targeted factors, however, a few
of the items have cross-loadings. In addition, the overall results of confirmatory
factor analysis were acceptable, and it showed good factor loading in the
previous study (Mclnerney, Dowson & Yeung, 2005). Based on the results of
exploratory factor analysis and confirmatory factor analysis, all of thel8 items

were retained in the main study
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Table 10

Items, Factor Loadings for the Facilitating Condition Questionnaire in EFA
Scale Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 Communalities
Peer Positive
1. Most of my friends want to do well at school. 0.82 -0.15 0.44 -0.01 0.10 0.71
2. Most of my friends want to go on to college. 0.79 -0.20 0.09 -0.03 0.10 0.69
3#  Most of my friends think education is a waste of time. 0.13 -0.69 -0.03 -0.05 0.04 0.50
44# Most of my friends want to leave school as soon as possible. 0.07 0.04 0.04 -0.14 0.08 0.57
Peer Negative
5. My friends say I should leave school as soon as possible. -0.08 0.71 -0.08 0.44 -0.03 0.72
6. My friends tell me to leave school and go on welfare. -0.16 0.59 -0.05 0.51 -0.16 0.64
7. My friends tell me to leave school and get a job. -0.08 0.65 -0.09 0.50 -0.83 0.69
Parent Positive
8. My father thinks that I am bright enough to go on to college or university. 0.09 -0.03 0.89 -0.03 0.09 0.82
9. If I decided to go on to college or university, my father would encourage me. 0.47 0.04 0.49 -0.39 0.47 0.65
10. My mother thinks that I am bright enough to go on to college or university. 0.50 -0.07 0.89 -0.03 0.50 0.83
11.  IfIdecided to go on to college or university, my mother would encourage me. 0.47 -0.01 0.48 -0.38 0.47 0.65
Parent Negative .
12. My father encourages me to leave school as soon as possible. -0.05 0.23 -0.04 0.88 -0.06 0.83
13. My father thinks I should leave school as soon as possible to work. -0.08 0.21 -0.06 0.89 -0.07 0.85
14. My mother encourages me to leave school as soon as possible. -0.08 0.22 0.05 0.90 -0.03 0.86
15. My mother thinks I should leave school as soon as possible to work. -0.04 0.20 -0.07 0.89 -0.06 0.84
Teacher Support
16. I get encouragement from some of my teachers to do well at school. 0.16 -0.01 0.07 -0.11 0.82 0.72
17. IfI decided to go on to college or university, teachers at this school would encourage 0.26 -0.09 0.10 -0.17 0.80 0.75

me.

18. Some of my teachers tell me I am bright enough to go on to college or university. -0.11 -0.12 0.35 0.11 0.71 0.67

Notes: Items with # refer to reverse-scored items.
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Table 11
Items, Factor Loadings for the Facilitating Condition Questionnaire in CFA
Scale Factor 1 Factor 2 Factor 3 Factor 4 Factor 5
Peer Positive
1. Most of my friends want to do well at school. 0.27
2. Most of my friends want to go on to college. 0.32
3.# Most of my friends think education is a waste of time. 0.61
4# Most of my friends want to leave school as soon as possible. 0.72
Peer Negative
5. My friends say I should leave school as soon as possible. 0.83
6. My friends tell me to leave school and go on welfare. 0.84
7. My friends tell me to leave school and get a job. 0.89
Parent Positive
8. My father thinks that I am bright enough to go on to college or university. 0.38
9. If I decided to go on to college or university, my father would encourage me. 0.82
10. My mother thinks that I am bright enough to go on to college or university. 0.47
11.  IfI decided to go on to college or university, my mother would encourage me. 0.95
Parent Negative
12. My father encourages me to leave school as soon as possible. 0.80
13. My father thinks I should leave school as soon as possible to work. 0.85
14. My mother encourages me to leave school as soon as possible. 0.95
15. My mother thinks I should leave school as soon as possible to work. 0.96
Teacher Support
16. 1 get encouragement from some of my teachers to do well at school. 0.68
17.  IfI decided to go on to college or university, teachers at this school would encourage 0.88
me.
18.  Some of my teachers tell me I am bright enough to go on to college or university. 0.52

Notes: 1) Items with # refer to reverse-scored items.
2) Correlated error terms for items 1-2, 8-9, 8-10, 12-13 and 12-14 were included.
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Table 12
Summary of the CFA models and goodness of fit statistics for each instrument

Z2 daf Z2 /df RMSEA NNFI CFI
SE 1,110.65 103 10.78 0.098 0.96 0.96
SC 268.28 32 8.38 0.081 0.97 0.98
FF 513.87 53 9.70 0.095 0.96 0.96
FCQ 725.91 120 6.05 0.068 0.96 0.97
Note.

1) FCQ = Facilitating Condition Questionnaire; SE = Self-Efficacy; SC = Self Concept, and
FF = Fear of Failure.

2) RMSEA=root mean square error of approximation; NNFI=non-normed fit index;
CFlI=normed comparative fix index.

Summary

In summary, based on the results of exploratory factor analyses and
confirmatory factor analyses, all 56 items in 4 scales were retained in the
present main study. All the scales were found to have adequate construct
validity (Table 12). Both exploratory factor analysis and confirmatory factor
analysis provide evidence for the construct validity of the measures used in this

study for Hong Kong students.
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7.2. Invariance Tests of the Scales for the Gender Differences

Research Question 2: Are the measures (Self-efficacy for learning and
performance scale, Self-description questionnaire scales, The performance
Sfailure appraisal inventory and facilitating conditions Questionnaire)

invariant by gender?

Although evidence has already been provided for the measurement validity and
reliability of the scales used in this study (see p. 134-161), in order to make
comparisons by gender it is also necessary to establish that the various scales
are invariant across males and females. The following sections present a series
of invariance tests establishing the measurement invariance of the scales for

males and females in this study.

1) Self-efficacy for Learning and Performance Scale (in The Motivated

Strategies for Learning Questionnaire (MSLQ))

In order to test whether the Self-efficacy for Learning and Performance scale
had measurement equivalence for males and females, a confirmatory factor
analysis invariance test was conducted. The results of the series of invariance
tests are summarized in Table 13. Three criteria for assessing goodness of fit
were used, namely the Root Mean Square Error of Approximation (RMSEA;
Browne & Cudeck, 1993), the Non-normed Fit Index (NNFI; Bentler & Bonett,

1980), and the Comparative Fit Index (CFI; Bentler, 1990). In general, for an
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acceptable model fit, the values of NNFI and CFI should be equal to or greater
than 0.90 and 0.95 for an excellent fit to the data. For RMSEA, according to
Browne and Cudeck (1993), a value of 0.05 indicates a close fit, values near .08
indicate a fair fit, and values above 0.10 indicate a poor fit. Hu and Bentler
(1999), indicated that CFI>0.96, RMSEA< 0.1 as cutoffs for indicating

acceptable model fit.

First, a baseline model (Model MG 1) was established without any constraints
imposed. That is the factor loadings, factor variance /covariances, and unique
variances were allowed to be freely estimated across the two groups. The
baseline model provided an adequate fair fit (NNFI= 0.95, CFI= 0.96,

RMSEA=0.100).

The first test of invariance (Model MG2), which specified that all factor
loadings were equal across the two groups, produced acceptable fit statistics.
Importantly, the CFI (0.96) supported the invariance of factor loadings while
the NNFI increased 0.01 compared to the baseline model. These results are
further substantiated by the acceptable fit indices across the NNFI (0.96)
RMSEA (0.097). Cheung and Rensvold (2002) have suggested that for
incremental fit indices (e.g., NNFI and CFI), increases or decreases in fit
greater than 0.01 may indicate a difference between models testing factorial
invariance across groups. As the CFI did not change and the NNFI changed by

0.01 we can say that there is invariance on factor loadings.
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For Model MG3, the NNFI (0.96) and CFI (0.96) and RMSEA (0.097)
remained the same as Model MG 2 providing support for the invariance of

factor loadings and factor variances/ covariances across the two groups.

In Model MG4, all parameters were specified to be equivalent across two
groups. Compared with the baseline model (Model MG 1), RMSEA is
improved; NNFI (0.96) and CFI (0.96) remained the same as MG3 and MG2. In
conclusion, the overall model supported the invariance of the factor loadings,
factor variances/covariances and uniquenesses across males and females.
Overall, the NNFI and CFI provide evidence of good fit while the RMSEA
provides evidence of marginal fit (as indicated above) indicating acceptable
model fit according to Cheung and Rensvold’s (2002) criteria. According to
Cheung and Rensvold (2002), and in consideration of MG 4, numerous authors
in cross cultu(al psychology have argued that assﬁmptions of the need for
invariance across the uniquenesses are too restrictive, and should be ignored

(Byrne, 1994; Parker, Dowson, & Mclnerney, 2007).
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Summary of SE models and goodness of fit statistics across the two groups

(Invariance test)

SE 7~ A df x4 RMSEA NNFI CFI Model description

MG 1314.65 206 - - - 0.100 095 0.96 INV=none;

1 Free=FL, FV/FCV,
Uniq

MG 134450 220 2985 14 2.1 0.097 096 0.96 INV=FL;

2 Free=FV/FCV,
Uniq

MG 1362.03 223 1753 3 584 * 0.097 096 096 INV=FL,

3 FV/FCV;
Free=Uniq

MG 1463.38 239 101.35 16 6.30 *  0.097 096 096 INV=ALL

4

Note: RMSEA=root mean square error of approximation; NNFI=non-normed fit index;

CFI=normed comparative fix index.
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2) Self-Description Questionnaire

In order to test whether the Self-concept for Self-Description Questionnaire had
measurement equivalence for males and females, confirmatory factor analysis
invariance tests were conducted. The results of the series of invariance tests are
summarized in Table 14. First, a baseline model (Model MG 1) was established
without any constraints imposed. That is the factor loadings, factor variance
/covariances, and unique variances were allowed to be freely estimated across
the two groups. The baseline model provided an adequate fit (NNFI= 0.97,

CFI= 0.98, RMSEA=0.084).

The first test of invariance (Model MG2), which specified that all factor
loadings were equal across the two groups, produced acceptable fit statistics.
Importantly, the CFI (0.98) NNFI (0.97) supported the invariance of factor
loadings across the two groups, while the RMSEA (0.080) provided marginal

support.

For Model MG3, the NNFI (0.97) and CFI (0.98) and RMSEA (0.079)
remained the same as Model MG 2. Thus providing support for the invariance
of factor loadings and factor variances/ covariances across the two groups.

In Model MG4, all parameters were specified to be equivalent across two
groups. Compared with (Model MG 3), CFI (0.97) dropped by 0.01 while the
NNFI (0.97) and RMSEA (0.079) remained the same as Model MG3. In

conclusion, there was overall support for the invariance of the factor loadings,
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factor variances/covariances and uniquenesses with acceptable fit indices across
groups according to Cheung and Rensvold’s (2002) criteria. According to
Cheung and Rensvold (2002), and in consideration of model 4, numerous
authors in cross cultural psychology have argued that assumptions of the need
for invariance across the uniquenesses are too restrictive, and should be ignored

(Byrne, 1994; Parker, Dowson, & Mclnerney, 2007).
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Table 14
Summary of SC models and goodness of fit statistics across the two groups
(Invariance test)

2 2 2 RM F1 ipti
SC ¥ df A df AL AdE SEA NN CFI  Model description

MG 1 308.10 64 - - - 0.084 0.97 0.98 INV=none;
Free=FL,
FV/FCV, Uniq

MG2 319.60 72 11.5 8 1.4 0.080 0.97 0.98 INV=FL;
Free=FV/FCV,
Uniq

MG3 33095 75 1143 3 3.8 0.079 0.97 0.98 INV=FL,
FV/FCV;
Free=Uniq

MG4 383.86 87 5291 12 44 * 0.079 0.97 0.97 INV=ALL

Notes: 1) Correlated error terms for items 2-3, and 7-8 were included due to CFA Model
Modlification. 2 pairs of items were highly correlated and correlated error terms
for these pairs of items were included in the revised models.

2)  RMSEA=root mean square error of approximation; NNFI=non-normed fit index;
CFI=normed comparative fix index.



Results 174

3) The Performance Failure Appraisal Inventory

In order to test whether the fear of failure for The Performance Failure
Appraisal Inventory had measurement equivalence for males and females,
confirmatory factor analysis invariance tests were conducted. The results of the
series of invariance tests are summarized in Table 15. First, a baseline model
(Model MG 1) was established without any constraints imposed. That is the
factor loadings, factor variance/covariances, and unique variances were allowed
to be freely estimated across the two groups. The baseline model provided an

adequate fit (NNFI= 0.95, CFI= 0.96, RMSEA=0.098).

The first test of invariance (Model MG2), which specified that all factor
loadings were equal across the two groups, produced acceptable fit statistics.
Importantly, the CFI (0.96) NNFI (0.95) and RMSEA (0.097) provide support

for the invariance of factor loadings across the two groups.

For Model MG3, the NNFI (0.95) and CFI (0.96) and RMSEA (0.095)
remained the same as Model MG 2 and Model MG 1 providing support for the
invariance of factor loadings and factor variances/ covariances across the two

groups.

In Model MG4, all parameters were specified to be equivalent across two
groups. Compared with (Model MG 3) CFI (0.95) dropping by 0.01 while the

NNFI (0.95) was remaining the same as (Model MG 3) and RMSEA (0.096)
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increasing by 0.01. In conclusion, the overall model provided support for the
invariance of the factor loading, factor variances/covariances and uniquenesses
across the two groups. Overall, the NNFI and CFI provide evidence of good fit

while the RMSEA provides evidence of marginal fit (as indicated above).
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Table 15
Summary of FF models and goodness of fit statistics across the two groups
(Invariance test)

2 2 2

FF X d aX¥ df A% /adf RMSEA NNFI CFI Model
description

MG 1 654.61 106 - - - 0.098 0.95 0.96 INV=none;
Free=FL,
FV/FCV, Uniq

MG2 701.81 116 472 10 472 * 0.097 095 096 INV=FL;
Free=FV/FCV,
Uniq

MG3 70325 119 144 3 0.48 0.095 0.95 0.96 INV=FL,
FV/FCV;
Free=Uniq

MG4 78124 131 7799 12 6.40 * 0.096 0.95 0.95 INV=ALL

Note: RMSEA=root mean square error of approximation; NNFI=non-normed fit index;
CFI=normed comparative fix index.
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4) Facilitating Conditions Questionnaire

In order to test whether the Facilitating Conditions Questionnaire had
measurement equivalence for males and females, confirmatory factor analysis
invariance tests were conducted. The results of the series of invariance tests are
summarized in Table 16. First, a baseline model (Model MG 1) was established
without any constraints imposed. That is the factor loadings, factor variance
/covariances, and unique variances were allowed to be freely estimated across
the two groups. The baseline model provided a good fit (NNFI= 0.96, CFI=

0.97, RMSEA= 0.069).

The first test of invariance (Model MG2), which specified that all factor
loadings were equal across the two groups, produced acceptable fit statistics.
Importantly, the CFI (0.97) NNFI (0.96) and RMSEA (0.068) supported the

invariance of factor loadings across males and females.

For Model MG3, the CFI (0.96) dropped by 0.01 compared to Model MG2,
while NNFI (0.96) and RMSEA (0.067) remained the same as Model MG 2.
There was, therefore, support for the invariance of factor loadings and factor

variances/ covariances across the two groups.

In Model MG4, all parameters were specified to be equivalent across the two
groups. Compared with (Model MG 3) CFI (0.95) and NNFI (0.95) both

dropping by 0.01 and RMSEA (0.077) increasing by 0.01 compared to Model



Results 178

MG 3. In conclusion, the overall model supported the invariance of the factor
loadings, factor variances/covariances and uniquenesses across males and

females.
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Table 16
Summary of FCQ models and goodness of fit statistics across the two groups
(Invariance test)

FCQ P df A 7 df A 7 IAadf RMSEA I;I:II\I CFI Model description
MG1 85520 240 - - - 0.069 096 097 INV=none;
Free=FL,FV/FCV,
Uniq
MG?2 88397 253 28.77 13 22 0.068 096 097 INV=FL;
Free=FV/FCV, Uniq
MG3 91740 268 3343 15 22 0.067 096 0.96 INV=FL,
FV/FCV; Free=Uniq
MG4 121450 291 297.1 23 129 *** 0.077 095 095 INV=ALL

Notes: 1) Correlated error terms for items 1-2, 8-9, 8-10, 12-13 and 12-14 were included
due to CFA Model Modlification. 5 pairs of items were highly correlated and
correlated error terms for these pairs of items were included in the revised models.

2)  RMSEA=root mean square error of approximation; NNFI=non-normed fit index;
CFI=normed comparative fix index.

Summary

The set of invariance tests across gender provide evidence of measurement
equivalence across males and females on the various scales used in this study.
Having established invariance across gender I may now proceed to examine
gender differences on each of the scales (p.206), as well as compare the

multiple regression analyses by gender (p.209).
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7.3. Scale Reliabilities

Table 17 presents the descriptive statistics and internal consistency reliability
coefficients of each of the scales computed on the basis of the confirmatory
factor analyses of the main study. The reliability coefficients of Self-efficacy
subscales were 0.92 (Chinese self-efficacy) and 0.95 (English self-efficacy).
The reliability coefficients of Self-concept subscales were 0.94 (English self-
concept) and 0.90 (Chinese self-concept). The reliability coefficients of “Fear
of experiencing shame and embarrassment” and “Fear of upsetting important
other” were 0.85 and 0.92. Finally, the reliability coefficients of Facilitating
Conditions subscales ranged from 0.61 to 0.95. (The reliability for peer positive
was 0.48 in the pilot study but it improved to 0.61 in the main study). These
results indicate that all scales had adequate internal reliabilities. The commonly

accepted rule of thumb is an alpha of 0.6-0.7 (Cronbach, 1951).
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Table 17
Descriptive Statistics and Reliability (Cronbach’s o) of the scales
No. of Cronbach’s
items N M SD o
Self-efficacy (SE)
Chinese (Chi) 8 1,091 3.08 0.73 0.92
English (Eng) 8 1,091 3.12 0.91 0.95
Self-concept (SC)
English (Eng) 5 1,092 2.84 1.06 0.94
Chinese (Chi) 5 1,092 3.12. 0.89 0.90
Fear of Failure (FF)
Fear of experiencing shame
and embarrassment 7 1,091 2.54 0.87 0.85
Fear of upsetting important
other 5 1,089 2.97 1.16 0.92
Facilitating Conditions (FCQ)
Peer Positive (PeerP) 4 1,077 3.62 0.68 0.61
Peer Negative (PeerN) 3 1,081 1.91 0.93 0.89
Parent Positive (ParentP) 4 1,079 3.84 0.78 0.81
Parent Negative (ParentN) 4 1,078 1.76 0.93 0.95
Teacher (Teacher) 3 1,078 3.55 0.78 0.74
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7.4. Correlations

Table 18 presents the correlations of the 4 scales (Self-efficacy (SE), Self-
concept (SC), Fear of Failure (FF), Facilitating Condition Questionnaire (FCQ))
and 13 factors (Self-efficacy in Chinese, Self-efficacy in English, Self-concept
in Chinese, Self-concept in English, Fear of Failure in Fear of experiencing
shame and embarrassment, Fear of Failure in Fear of upsetting important other,
Peer positive, Peer negative, Parent positive, Parent negative, Teacher support,
students’ English achievement score and students’ Chinese achievement score)
for the present study. The results on the correlation coefficients within the four

scales and between the sub-scales will be presented as following.

Correlations within Self-efficacy for Learning and Performance (SE)

The two factors (English self-efficacy and Chinese self-efficacy) of Self
Efficacy for Learning and Performance Scale were correlated. Self-efficacy in
English had a significant positive correlation with Self-efficacy in Chinese

(=0.23).

Correlations within Self-Description Questionnaire (SC)

The two factors (English self-concept and Chinese self-concept) of Self-

Description Questionnaire were correlated. Self-concept in English had a

significant negative correlation with Self-concept in Chinese (r=-0.07).
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Correlations within The Performance Failure Appraisal Inventory (FF)

The two factors (Fear of Experiencing Shame and Embarrassment and Fear of
Upsetting Important Others) of The Performance Failure Appraisal Inventory
were correlated. Fear of Experiencing Shame and Embarrassment had a
significant positive correlation with Fear of Upsetting Important Others

(=0.50).

Correlations within Facilitating Condition Questionnaire (FCQ)

The correlations among the factors of the Facilitating Condition Questionnaire
indicated that Peer positive had a significant positive correlation with teacher
support (r=0.26) and parent positive (»=0.27). There was also had a significant
positive correlation between teacher support and parent positive (r=0.44). In
addition, Peer positive had a significant negative correlation with Peer negative
(r=-0.35). There was also had a significant negative correlation between Parent

positive and Parent negative (+=-0.29).

The above correlations are theoretically meaningful and give further construct

validity for the scales used in the main study.
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Correlations within Academic Achievement (AA4)

The two measures of students’ academic achievement were correlated. Students’
English exam scores were significantly positive correlated with their Chinese

scores (r=0.44).

Correlations between Facilitating Condition Questionnaire (FCQ) and Self--

efficacy for Learning and Performance (SE)

Subscales of the Facilitating Condition Questionnaire and Self-efficacy for
Learning and Performance were correlated. Among these five factors, Self-
efficacy in Chinese had a significant positive correlation with Peer positive
(r=0.16), Parent positive (#=0.28), Teacher support (»=0.31) but had a
significant negative correlation with Peer negative (7=-0.16) and Parent
negative (r=-0.16). In addition, Self-efficacy in English had a significant
positive correlation with Peer positive (#=0.16), Parent positive (7=0.33),
Teacher support (#=0.29) but had a significant negative correlation with Peer

negative (r=-0.10) and Parent negative (r=-0.10).

Correlations between Facilitating Condition Questionnaire (FCQ) and Self-

Description Questionnaire (SC)

Among the five Facilitating Condition factors, Self-concept in English had a

significant positive correlation with Peer positive (#=0.13), Parent positive
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(r=0.33), Teacher support (r=0.23) but had a small significant negative
correlation with Peer negative (r=-0.09) and Parent negative (#=-0.09). In
addition, Self-concept in Chinese had a small significant positive correlation
with Parent positive (r=0.18), Teacher support (»=0.21) but had a small
significant negative correlation with Peer negative (r=-0.09) and Parent

negative (r=-0.09).

Correlations between Facilitating Condition Questionnaire (FCQ) and The

Performance Failure Appraisal Inventory (FF)

Among the five Facilitating Condition factors, Fear of Experiencing Shame and
Embarrassment was significant positively correlated with Peer negative (#»=0.10)
and Parent negative (+=0.10). In addition, Fear of Upsetting Important Others

was significantly positively correlated with Parent positive (r=0.08).

Correlations between Self-efficacy for Learning and Performance (SE) and

Academic Achievement (AA)

Self-efficacy in Chinese had a small but significant positive correlation with the
English achievement score (r=0.08) and the Chinese achievement score
(r=0.40). Furthermore, Self-efficacy in English also had a significant positive
correlation with the English achievement score (r=0.53) and the Chinese
achievement score (r=0.10). It should be noted that the correlations with like

cognate areas were stronger than those between non-cognate areas.
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Correlations between Self-Description Questionnaire (SC) and Academic

Achievement (AA)

Self-concept in English had a significant positive correlation with the English
achievement score (r=0.59) and the Chinese achievement score (+=0.12).
Furthermore, self-concept in Chinese also had a significant positive correlation
with the Chinese achievement score (r=0.40) but a small negative but

significant correlation with the English achievement score (r=-0.07).

Correlations between The Performance Failure Appraisal Inventory (FF) and

Academic Achievement (AA)

The correlations among the factors of the fear of failure and academic

achievement were non-significant in the present study.

Correlations between Facilitating Condition Questionnaire (FCQ) and

academic achievement

Among the five Facilitating Condition factors, Peer positive had a significant
positive correlation with the English achievement score (r=0.13), and the
Chinese achievement score (#=0.12). In addition, Parent positive had a
significant positive correlation with the English achievement score (#=0.25) and
the Chinese achievement score (r=0.21). Teacher support had a significant

positive correlation with the English achievement score (=0.19) and the



Results 187

Chinese achievement score (+=0.20). Peer negative had significant negative
correlation with the English achievement score (r=-0.11) and the Chinese
achievement score (r=-0.10). Parent negative also had a significant negative
correlation with the English achievement score (r=-0.11) and the Chinese

achievement score (r=-0.10).

Summary

The results on the correlation coefficients within the four scales (SE, SC, FF &
FCQ) and between the sub-scales (English SE, Chinese SE, English SC,
Chinese SC, fear of experiencing shame and embarrassment, fear of upsetting
important others, peer positive, peer negative, parent positive, parent negative
and teacher support, English score and Chinese score) showed that self-efficacy
in Chinese and self-efficacy in English had significant positive correlations with
students’ English and Chinese achievement scores. Students’ self-concept in
English had significant positive correlation with both their English and Chinese
scores. But students’ self-concept in Chinese only showed significant positive
correlation with the Chinese achievement score but not with their English
achievement score. Furthermore, most of the Facilitating Condition factors are
significantly positively correlated with students’ academic achievement, except
Peer negative and Parent negative. But the factors of students’ fear of failure

did not have significant relationships with their academic achievement.
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In the overall results, English Self-efficacy and English Self-concept were most
correlated with students’ English achievement score, while the Chinese self-
concept was moderately correlated with students’ Chinese achievement score.
Parent positive and Teacher support were also moderately correlated with
students’ English achievement score. Despite the significant results, some of the
positive correlations are actually very small, especially when the sample size is

large in my study.
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Table 18
Intercorrelations between scales and sub-scales for Hong Kong secondary school students (N=1069)
self-efficacy  self-efficacy  self-concept  self-concept fear of failure  fear of failure  peer_ peer_  parent_  parent tea_
(Chi) (Eng) (Chi) (Eng) (shame) (upset) pos neg pos neg support Engscore  Chi score
self-efficacy (Chi) 1.00
¥ %
self-efficacy (Eng) 0.23 1.00
* % - * %
self-concept (Chi) 07 0.05 1.00
*% ®k o *
self-concept (Eng) 0.08 0.82 0.07 1.00
fear of failure (shame) -0.05 0.03 0.02 -0.04 1.00
- - *%
fear of failure (upset) 0.04 0.01 0.02 0.04 0.50 1.00
0.16** 0.16%* 0.13%* 0.07* 0.01 0.00 1.00
peer_pos
-0.16%* -0.10%* -0.09*%*  -0.09** 0.10**  0.12 -0.35%*  1.00
peer_neg
0.28%* 0.33++ 0.33*+ 0.18%* 0.05 0.08** 0.27**  -025** 1.00
parent_pos
-0.16%* -0.10%* -0.09**  -0.09** 0.10**  0.02 -0.31%%  0.62** -029**  1.00
parent_neg
0.31** 0.29** 0.23*+* 0.21%** 0.02 0.04 0.26**  -0.17** 0.44** -0.17**  1.00
tea_support
0.08** 0.53%* 0.59%* -0.07* -0.01 -0.03 0.13**  -0.11%* 025%* -0.11%*  0.19%* 1.00
Eng score
. 0.40%* 0.10** 0.12%* 0.40** -0.01 -0.05 0.12%*  -0.10%* 021** -0.10**  0.20** 0.44** 1.00
Chi score

Notes: 1) *p <.05; **p <.01; ***p <.00]

2) self-efficacy (chi)= Self-efficacy in Chinese, self-efficacy (eng)=Self-efficacy in English, self-concept (eng)=self-concept in English, self-concept (chi)=self-concept in Chinese, fear of failure (shame)= Fear of
Experiencing shame and embarrassment , fear of failure (upset)= Fear of Upsetting important others, Peer pos=peer positive, Peer neg=peer negative, Parent pos=parent positive, Parent neg=parent negative, Tea
support=teacher support, Eng score=students’ English score, Chi score=students’ Chinese score.



Results 190

7.5. Multiple Regressions

In simple linear regression, one predictor variable is used to predict a response
variable by using a straight-line fit. In multiple regression analysis, more than
one predictor variable is used in the analysis. Researchers use the term
“independent variables” to identify those variables that might influence the
outcome variables named “dependent variables”. At times the term “predictor
variables” is used for the independent variables that might predict the scores on
another variable often referred to as the “criterion variable”. Pearson (1908)
posited the general purpose of multiple regression is to examine the relationship
between several independent or predictor variables and a dependent or criterion
variable. Thus, multiple regression is a statistical technique that is used to
predict one’s score on one variable on the basis of their scores on several other

variables.

i) Beta (standardized regression coefficients)

The beta value is a measure of how strong each predictor variable predicts the
criterion variable. The higher the beta value the greater the prediction of the
predictor variable on the criterion variable. The beta regression coefficient is
computed to make comparisons of the strengths of the relationship between
each predictor variable and the criterion variable (Brace, Kemp & Srelgar,

2006).
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ii) R Square (RZ )

R’is the square of the measure of correlation and indicates the proportion of the
variance in the criterion variable which is accounted for by the independent
variables. Thus it indicates how effective the independent variables are in

predicting the criterion variable (Brace, Kemp & Srelgar, 2006).

iii)  Adjusted R Square (Adjusted R’

Adjusted R’ takes into account the number of independent variables and the
number of observations (participants) in the multiple regression. Thus, adjusted
R’ gives a more useful measure of the strength of the relationship between
independent variables and the criterion variable than R* (Brace, Kemp &

Srelgar, 2006).

iv) Multicollinearity

The term multicollinearity is used to describe the situation when a high
correlation is detected between two or more predictor variables. The high
correlations may cause problems when trying to draw inferences about the
relative contribution of each predictor variable to the model (Brace, Kemp &
Srelgar, 2006). In this study, the predictor, Peer Negative of facilitating
conditions Questionnaire was excluded from the regression analysis because of

multicollinearity
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In this study, multiple regressions is used to examine a number of research
questions related to the strength of relationship between a range of cognitive
factors and facilitating variables (the independent variables) and students’
academic achievement in Chinese and English Languages (the outcome or
criterion variables). In particular, multiple regressions is used to evaluate what
are the most significant predictors of academic achievement in Chinese and

English.

7.5.1. Research Questions

The following eight research questions refer to how the socio-cultural factors
(peer support, parent support and teacher support) and cognitive factors (self-
efficacy, self-concept and fear of failure) predict students’ academic

achievement in the Hong Kong context.



Results 193

Research Question 3: Does self-efficacy predict Hong Kong students’

academic achievement in English/Chinese language?

Multiple regression analyses were used to explore the relative strength of
Chinese and English self-efficacy in predicting academic achievement in

Chinese and English.

Research Question 3a: Does self-efficacy in language (Chinese and English)

predict Hong Kong students’ academic achievement in Chinese?

When Chinese self-efficacy and English self-efficacy were entered as a block,
Chinese self-efficacy was a significant predictor of Chinese achievement
($=0.39, p<0.001), while English self-efficacy was non-significant (=0.01, p
= (.79). Chinese self-efficacy predicted approximately 15% of the variance in

Chinese achievement (Adjusted R*= 0.15), F(1, 1,092) = 98.192, p<0.001.

Research Question 3b: Does self-efficacy in language (Chinese and English)

predict Hong Kong students’ academic achievement in English?

When Chinese self-efficacy and English self-efficacy were entered as a block,
English self-efficacy was a significant predictor of English achievement
(5=0.54, p<0.001), while Chinese self-efficacy was non-significant (f=-0.05,
p=08). English self-efficacy predicted approximately 29% of the variance in

English achievement, (4djusted R2=28%), F(1,1,092) =213.158, p<0.001.
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Summary

These results indicate that, in line with self-efficacy theory, self-efficacy is
domain specific. The unstandardized regression coefficients (B), the standard
error (SE B) and the standardized regression coefficients (f) of the model are

reported in Table 19.
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Table 19
Multiple regression analysis for self-efficacy in Chinese and English predicting

academic achievement in Chinese and English (N=1029)

Chinese score English score
B SEB & B SEB B
Predictors
Chinese self-efficacy 0.52 0.04 0.39*** -0.07  0.04 -0.05
English self-efficacy 0.01 0.03 0.01 0.67  0.03 0.54x**
Total R’ | 0.16%** 0.29%%*
Adjusted R’ 0.15%** 0.28%**

Notes:  *p <0.05; **p <0.01; ***p <0.001
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’

Research Question 4: Does self-concept predict Hong Kong students

academic achievement in English/Chinese language?

Multiple regression analyses were used to explore the relative strength of

Chinese and English self-concept in predicting academic achievement.

Research Question 4a: Does self-concept in language (Chinese and English)

predict Hong Kong students’ academic achievement in Chinese?

When Chinese self-concept and English self-concept were entered as a block,
Chinese self-concept was a significant predictor of Chinese achievement
($=0.40, p<0.001). In addition, English self-concept was a significant predictor
of Chinese achievement (#=0.15, p<0.001) as well. Chinese self-concept and
English self-concept predicted approximately 18% of the variance in Chinese

achievement, (Adjusted R*= 18%), F(1, 1,092) = 114.031, p<0.001.

Research Question 4b: Does self-concept in language (Chinese and English)

predict Hong Kong students’ academic achievement in English?

When Chinese self-concept and English self-concept were entered as a block,
English self-concept was a significant predictor of English achievement
(=0.58, p<0.001), while Chinese self-concept was non-significant (f=-0.03, p
=0.31). English self-concept predicted approximately 34% of the variance in

English achievement, (Adjusted R’= 34%), F(1, 1,092) = 271.976, p<0.001.
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Summary

The results indicated that students’ Chinese self-concept was a stronger
predictor of Chinese achievement than English self-concept, although English
self-concept was a positive predictor of Chinese language achievement. English
self-concept strongly and positively predicted English achievement. Chinese
self-concept was non-significant. The unstandardized regression coefficients
(B), the standard error (SE B) and the standardized regression coefficients (8) of

the model are reported in Table 20.
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Table 20
Multiple regression analysis for self-concept in Chinese and English predicting
academic achievement in Chinese and English (N=1029)

Chinese score English score
B SEB § B SEB B
Predictors
Chinese self-concept 043 0.03 0.40%** -0.03  0.03 -0.03
English self-concept 0.14 0.03 0.15%** 0.62 0.03 0.58%**
Total R’ 0.18%** 0.34%xx
Adjusted R’ 0.18%** 0.34***

Notes:  *p <0.05; **p <0.01; ***p <0.001
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Research Question 5: Does fear of failure predict Hong Kong students’

academic achievement in English/Chinese language?

Multiple regression analyses were used to explore the relative strength of the
two types of fear of failure (i.e., fear of experiencing shame and embarrassment,
and fear of upsetting important other) in predicting academic achievement in

Chinese and English.

Research Question 5a: Do fear of experiencing shame and embarrassment, and
fear of upsetting important other predict Hong Kong students’ academic

achievement in Chinese?

Students’ (fear of experiencing shame and embarrassment) and (fear of
upsetting important other) were non-significant in predicting Chinese
achievement, ($=0.02, p=0.68) in (fear of experiencing shame and

embarrassment) and f=-0.06, p=0.11) in (fear of upsetting important other).

Research Question 5b: Do fear of experiencing shame and embarrassment and
fear of upsetting important other predict Hong Kong students’ academic

achievement in English?

Students’ (fear of upsetting important other) and (fear of upsetting important

other) were non-significant in predicting English achievement, (£=0.01, p=0.89)



Results 200

in (fear of experiencing shame and embarrassment) and f=-0.04, p=31) in (fear

of upsetting important other).

Summary

The results indicated that fear of failure (fear of experiencing shame and
embarrassment) and fear of failure (fear of upsetting important other) did not
predict Chinese achievement or English achievement. The unstandardized
regression coefficients (B), the standard error (SE B) and the standardized

regression coefficients (f) of the model are reported in Table 21.
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Table 21
Multiple regression analysis for fear of failure predicting academic
achievement (N=1029)

Chinese score English score
B SEB & B SEB B

Predictors
Fear of experiencing shame  0.02 0.04 0.02 0.01 0.05 0.01
and embarrassment

-0.05 0.03 -0.06 -0.04 0.03 -0.04
Fear of upsetting important
other
Total R* 0.003 0.001

Adjusted R’ 0.001 0.000
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Research Question 6: Do facilitating conditions (peer support, parent support
and teacher support) predict Hong Kong students’ academic achievement in

English/Chinese language?

Multiple regression analyses were used to explore the relative strength of
peer support (peer positive and peer negative), parent support (parent positive

and parent negative), and teacher support in predicting academic achievement.

Research Question 6a: Do peer support (peer positive and peer negative),
parent support (parent positive and parent negative) and teacher support

predict Hong Kong students’ academic achievement in Chinese?

When students’ peer support (peer positive and peer negative), parent support
(parent positive and parent negative) and teacher support were entered as a
block, they accounted for about 6% of the variance in Chinese achievement,
(Adjusted )& =6%), F(1, 1,092) = 17.356, p<0.001. Among the five predictors,
parent positive (£=0.14, p<0.001) and Teacher support (5=0.12, p<0.001) were

significant in predicting Chinese achievement.

Research Question 6b: Do peer support (peer positive and peer negative),
parent support (parent positive and parent negative) and teacher support

predict Hong Kong students’ academic achievement in English?
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When students’ peer support (peer positive and peer negative), parent support
(parent positive and parent negative) and teacher support were entered as a
block, they accounted for about 7% of the variance in English achievement,
(Adjusted R°=7% ), F(1, 1,092) = 21.18, p<0.001. Among the five predictors,
parent positive (£=0.19, p<0.001) and teacher support (8=0.09, p<0.001) were

significant in predicting English achievement.

Summary

The results indicated that students’ parent positive support and teacher support
were almost equivalent in predicting Chinese Language achievement. However,
parent positive support was a stronger predictor of English achievement than
Teacher support. The unstandardized regression coefficients (B), the standard
error (SE B) and the standardized regression coefficients () of the model are

reported in Table 22.



Results 204

Table 22
Multiple regression analysis for facilitating conditions (peer support, parent
support and teacher support) predicting academic achievement (N=1029)

Chinese score English score

B SEB g B SEB B
Predictors
Peer positive 0.05 0.05 0.03 0.07 0.06 0.04
Parent Positive 0.18 0.04 0.14%** 0.28 0.05 0.19%**
Parent Negative -0.03 0.03 -0.03 -0.03  0.04 -0.03
Teacher support 0.15 0.04 0.12%** 0.13 0.05 0.09%**
Total R 0.06%** 0.07***
Adjusted R’ 0.06%** 0.07%%*

Notes: 1) *p <0.05; **p <0.01; ***p <0.001
2) The predictor, Peer Negative was excluded from the regression analysis because of
multicollinearity
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Full Model of the Present Study

In the previous analyses, each bank of variables (self-efficacy, self-concept, fear
of failure, and facilitating conditions) have been examined separately to
evaluate their separate relationships to academic achievement in Chinese and
English. It is, however, important to examine whether any significant effects
remain significant when controlling for other variables. For this reason the next
section of the study reports multiple regression analyses with all independent
variables, i.e., self-efficacy (in Chinese and English), self-concept (in Chinese
and English), fear of failure (fear of experiencing shame and embarrassment,
and fear of upsetting important other) and facilitating conditions (peer support,
parent support and teacher support), entered in a single block to evaluate which
of the independent variables are most important in predicting Chinese and
English academic achievement. The predictor, peer negative, was excluded
from the regression analysis because of multicollinearity. The unstandardized
regression coefficients (B), the standard error (SE B) and the standardized

regression coefficients (f) of the model are reported in Table 23.
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Research Question 7: Do self-efficacy (in Chinese and English), self-concept
(in Chinese and English), fear of failure (fear of experiencing shame and
embarrassment, and fear of upsetting important other) and facilitating
conditions (peer support, parent support and teacher support) predict Hong

Kong students’ academic achievement in English/Chinese language?

Multiple regression analyses were used to explore the relative strength of
Chinese and English self-efficacy, Chinese and English self-concept, fear of
failure (fear of experiencing shame and embarrassment, and fear of upsetting
important other), peer support (peer positive and peer negative), parent support
(parent positive and parent negative), and teacher support in predicting

academic achievement.

Research Question 7a: Do Chinese and English self-efficacy, Chinese and
English self-concept, fear of failure (fear of experiencing shame and
embarrassment, and fear of upsetting important other), peer support (peer
positive and peer negative), parent support (parent positive and parent
negative), and teacher support predict Hong Kong students’ academic

achievement in Chinese?

When students’ Chinese and English self-efficacy, Chinese and English self-
concept, fear of failure (fear of experiencing shame and embarrassment and fear
of upsetting important other), peer support (peer positive and peer negative),

parent support (parent positive and parent negative) and teacher support were
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entered as a block, they accounted for about 21% of the variance in Chinese
achievement, (Adjusted R’=21%), F(1, 1,092) = 28.32, p<0.001. Among the
eleven predictors, Chinese self-efficacy (=0.21, p<0.001), English self-
efficacy (6=-0.16, p<0.001), English self-concept ($=0.22, p<0.001), Chinese
self-concept ($=0.22, p<0.001), and parent positive (£=0.07, p<0.05) were

significant in predicting Chinese achievement.

Research Question 7b: Does Chinese and English self-efficacy, Chinese and
English self-concept, fear of failure (fear of experiencing shame and
embarrassment and fear of upsetting important other), peer support (peer
positive and peer negative), parent support (parent positive and parent
negative), and teacher support predict Hong Kong students’ academic

achievement in English?

When students’ Chinese and English self-efficacy, Chinese and English self-
concept, fear of failure (fear of experiencing shame and embarrassment and fear
of upsetting important other), peer support (peer positive and peer negative),
parent support (parent positive and parent negative) and teacher support were
entered as a block, they accounted for about 36% of the variance in English
achievement, (Adjusted R’ =36%), F(1, 1,092) = 58.44, p<0.001. Among the
eleven predictors, English self-efficacy ($=0.13, p<0.001) and English self-
concept ($=0.44, p<0.001) were significant in predicting English achievement.

No other variables were significant.
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Summary

When all variable were entered as a single block there were five significant
predictors for Chinese language: self-efficacy in Chinese and English, self-
concept in Chinese and English, and Parent positive. It is interesting to note that
English self-efficacy is a negative predictor. In contrast, only two predictors
were significant in predicting English achievement, namely, English self-

efficacy and English self-concept.

When comparing results with the analyses reported above, it should be noted
that English self-efficacy, which was insignificant in the analyses reported on
p.160, is a negative predictor in the overall model. As noted earlier, fear of
failure was not a significant predictor in any analysis. It is important to note
also, that while parent positive and teacher support were significant predictors
in earlier analyses they are not significant predictors in the final all-in model
(Parent positive has a small significant effect for Chinese language). Their
effects appear to have been subsumed by the self-efficacy and self-concept
variables. The unstandardized regression coefficients (B), the standard error (SE
B) and the standardized regression coefficients (f) of the model are reported in

Table 23.
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Table 23

Multiple regression analysis on students’ self-efficacy (in Chinese and English),
self-concept (in Chinese and English), fear of failure (fear of experiencing
shame and embarrassment and fear of upsetting important other) and
facilitating conditions (peer support, parent support and teacher support)
predicting academic achievement (N=1029)

Chinese score English score
B SEB § B SEB B

Predictors
SE

Chinese Self-efficacy 0.28 0.06 0.21%** 0.04 0.06 0.02

English Self-efficacy -0.17 0.06 -0.16%** 0.16  0.06 0.13***
SC

English Self-concept  0.19 0.05 0.22%** 047  0.05 0.44***

Chinese Self-concept 0.24 0.05 0.22%%** -0.09 0.05 -0.07
FF

Fear of experiencing  0.03  0.04 0.03 -0.00 0.04 -0.00

shame and

embarrassment

Fear of upsetting -0.04 0.03 -0.05 -0.04 0.03 -0.04

important other
FCQ

Peer positive 0.04 0.04 0.03 0.04 0.05 0.02

Parent Positive 0.09 0.04 0.07* 0.06 0.04 0.04

Parent Negative -0.01 0.03 -0.01 -0.05 0.03 -0.04

Teacher support 0.06 0.04 0.05 004 004 0.03
Total R’ 0.21%** 0.36%**
Adjusted R 0.20%** 0.36%**

Notes:  1)*p <0.05; **p <0.01; ***p <0.001
3) The predictor, Peer Negative was excluded from the regression analysis because of
multicollinearity.
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Research Question 8: What are the most significant predictors of academic

achievement in English/Chinese language?

In the overall model (in research question 7), it showed that English Self-
efficacy (£=0.13), English self-concept ($=0.44) were the most significant
predictors to students English academic achievement, while the English self-

concept gives a stronger prediction than that of English self-efficacy.

But Chinese self-efficacy (£=0.21), Chinese self-concept (#=0.22) and English
self-concept ($=0.22) were almost equivalent in predicting students’ Chinese
academic achievement. Parent positive support was also a small significant
predictor (#=0.07) of students’ Chinese academic achievement. These findings
suggest that language self-concept is the most significant predictor in students’
language learning in both Chinese and English and English self-concept is an

important predictor of achievement in both languages.
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7.6.2. Gender Differences

Gender differences are examined in the present study. The independent-samples
t test is used to compare the means of two independent groups in males and
girls on a continuous dependent variable. Effect size is a numerical way of
expressing the strength or magnitude of a reported relationship, be it causal or
not. In the behavioral Sciences, Cohen (1988) gave estimates of values of d of
0.2, 0.5 and 0.8 as corresponding to small, medium and large effect sizes
respectively. In the present study, a positive effect size means that male group
performed better than the female group; and, a negative effect size means that
female group performed better than the males group did. For the positive effect
sizes, the larger the number, the more effective the boys did well in academic
achievements or/and received more supports from their significant others

(Whalberg, 1984).
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Research Question 9: Are there gender differences on Self-efficacy (in
Chinese and English), Self-concept (in Chinese and English), fear of failure
(Fear of experiencing shame and embarrassment and Fear of upsetting
important other), facilitating conditions (Peer support, Parent support and
Teacher support) and students’ academic achievement (English and Chinese

language)?

The independent t-test was carried out to test gender differences with regard to
self-efficacy, self-concept, fear of failure and facilitating conditions with regard
to academic achievement. In the self-efficacy domain, female students (M
=3.22, SD =0.80) had sign.iﬁcantly more English self-efficacy than male
students (M =3.05, SD =0.98), ¢ (1071) = -3.13, p <0.001, d = -0.19.
Furthermore, in the self-concept domain, female students (M =3.05, SD =0.97)
had significantly more English self-concept than male students (M =2.68, SD

=1.10), £ (1071) = -5.88, p <0.001, d = -0.36.

In fear of failure, male student’s fear of upsetting important other (M =3.05, SD
=1.13) was significantly higher than female students (M =2.89, SD =1.20), ¢

(965.83) =227, p <0.05, d = 0.14.

In facilitating conditions, female students perceived peer positive support (M
=3.70, SD =0.64) significantly more than male students (M =3.57, SD =0.70), ¢

(1037) = -3.15, p <0.001, d = -0.19. Furthermore, female students perceived
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parent positive support (M =3.96, SD =0.75) significantly more than male

students (M =3.74, SD =0.78), t (1018) = -4.61, p <0.001, d = -0.28.

In student’s academic achievement, female students (M =2.28, SD =1.15) had
significantly higher English achievement scores than male students (M =1.89,
SD =1.09), t (948) = -5.4.8, p <0.001, d = -0.34. Female students (M =2.00, SD
=1.03) also had significantly higher Chinese score than male students (M =1.58,

SD =0.86), t (874) =-7.12, p <0.001, d = -0.44.
Summary

Female students had higher scores in English self-efficacy, English self-concept,
peer positive support, parent positive support than male students, but male
student’s fear of upsetting important others was higher than female students.
The range of effect sizes are from -0.44 to 0.14. The number of participants (N),
Mean (M), Standard Deviation (SD), the t-value (¢), the p-value (P), and the

effect size are reported in Table 24.
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Table 24

T-test on gender differences on students’ self-efficacy (in Chinese and English),
self-concept (in Chinese and English), fear of failure (fear of experiencing
shame and embarrassment and fear of upsetting important other), facilitating

conditions (peer support, parent support and teacher support)and academic
achievement (N=1029)

Gender N M SD df t sig d
Chinese male 619  3.06 076
fomale 464 310 0.69 1044 o5 -0.05
English male 619 305 098
female 464 322 0.80 1071 200 s -0.19
Self-concept
English male 620 268  1.10
fomale 464 305 097 1054 oo wan -0.36
Chinese male 620 310 092
female 464 314 0.84 1041 o 61 -0.04
Fear of Failure
Cropiene L 2m o
female 464 257 0386 1008 .., -0.04
Fear of upsetting important other male 617 3.05 1.13
female 464 289 120 9%66 ., . 0.14
Facilitating Conditions
Peer positive male 613 357 0.70
fomale 464 370 0.64 1037 .« - -0.19
Peer negative nale 607 179 093
female 464 173 093 M6 0.07
Parent positive male 607 374 078
female 464 396 075 1018 1 -028
Parent negative male 607 179 093
fomale 464 173 093 93 6 0.07
Teacher support - male 606 355 082
fomale 464 356 0.73 1044 o5 -0.01
Academic Achievement
English score male 607 189 1.09
female 456 228 LIS 9164 4o axx -0.34
Chinese score male 605 158 0.36
female 456 200 1.03 87392 L 15 aes -0.44

Note: *p <0.05; **p <0.01; ***p <0.001
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Research Questions 1 0: Are the relationships between Self-efficacy (in
Chinese and English), Self-concept (in Chinese and English), Fear of failure
(Fear of experiencing shame and embarrassment, and Fear of upsetting
important other), facilitating conditions (Peer support, Parent support and
Teacher support) and Hong Kong students’ academic achievements (English

and Chinese languages) similar for males and females?

Multiple regression analyses were used to explore the relative strength of
Chinese and English self-efficacy, Chinese and English self-concept, fear of
failure (fear of experiencing shame and embarrassment, and fear of ‘upsetting
important other), peer support (peer positive and peer negative), parent support
(parent positive and parent negative), and teacher support in predicting

academic achievement by gender.

Research Questions 10a: Do Chinese and English self-efficacy, Chinese and
English self-concept, fear of failure (fear of experiencing shame and
embarrassment, and fear of upsetting important other), peer support (peer
positive and peer negative), parent support (parent positive and parent
negative), and teacher support predict Hong Kong male students’ academic

achievement in Chinese and English?
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Male Students- Chinese Achievement

When male students’ Chinese and English self-efficacy, Chinese and English
self-concept, fear of failure (fear of experiencing shame and embarrassment and
fear of upsetting important other), peer support (peer positive and peer
negative), parent support (parent positive and parent negative) and teacher
support were entered as a block, they accounted for about 25% of the variance
in Chinese achievement, (Adjusted R2=24%), F(10, 1,092) = 19.62, p<0.001.
Among the eleven predictors, Chinese self-efficacy (£=0.29, p<0.001), English
self-efficacy (f=-0.14, p<0.05), English self-concept ($=0.15, p<0.05),
Chinese self-concept (£=0.24, p<0.001) were significant in predicting Chinese

achievement.
Male Students-English Achievement

When male students’ Chinese and English self-efficacy, Chinese and English
self-concept, fear of failure (fear of experiencing shame and embarrassment and
fear of upsetting important other), peer support (peer positive and peer
negative), parent suppc;rt (parent positive and parent negative) and teacher
support were entered as a block, they accounted for about 35% of the variance
in English achievement, (Adjusted R2=34%), F(10, 1,092) = 31.85, p<0.001.
Among the eleven predictors, English self-efficacy ($#=0.14, p<0.05) and
English self-concept (5=0.44, p<0.001) were significant in predicting English

achievement.
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Research Questions 10b: Do Chinese and English self-efficacy, Chinese and
English self-concept, fear of failure (fear of experiencing shame and
embarrassment, and fear of upsetting important other), peer support (peer
positive and peer negative), parent support (parent positive and parent
negative), and teacher support predict Hong Kong female students’ academic

achievement in Chinese and English?

Female Students-Chinese Achievement

When female students’ Chinese and English self-efficacy, Chinese and English
self-concept, fear of failure (fear of experiencing shame and embarrassment and
fear of upsetting important other), peer support (peer positive and peer
negative), parent support (parent positive and parent negative) and teacher
support were entered as a block, they accounted for about 18% of the variance
in Chinese achievement, (4djusted R =20%), F(10, 1,092) = 11.13, p<0.001.
Among the eleven predictors, Chinese self-efficacy (8=0.15, p<0.05), English
self-concept (8=0.17, p<0.05), Chinese self-concept (£=0.20, p<0.001), Peer
positive ($=0.11, p<0.05), Parent Positive ($=0.10, p<0.05) and Teacher

support (8=0.10, p<0.05) were significant in predicting Chinese achievement.

Female Students-English Achievement

When female students’ Chinese and English self-efficacy, Chinese and English

self-concept, fear of failure (fear of experiencing shame and embarrassment and
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fear of upsetting important other), peer support (peer positive and peer
negative), parent support (parent positive and parent negative) and teacher
support were entered as a block, they accounted for about 35% of the variance
in English achievement, (Adjusted R2=34%), F(10, 1,092) = 24.12, p<0.001.
Among the eleven predictors, English self-efficacy (#=0.16, p<0.05) and
English self-concept (#=0.38, p<0.001) were significant in predicting English

achievement.

Summary

For the male students, when all variable were entered as a single block there
were four significant predictors for Chinese language: self-efficacy in Chinese
and English and self-concept in Chinese and English. It is interesting to note
that English self-efficacy is also a significant negative predictor in this male
student’s model which is same as the overall model mentioned previously. In
contrast, only two predictors were significant in predicting English achievement,

namely, English self-efficacy and English self-concept.

For the female students, when all variables were entered as a single block there
were six significant predictors for Chinese language: self-efficacy in Chinese
and self-concept in Chinese and English, peer positive, parent positive and
teacher support. In contrast, only two predictors were significant in predicting

English achievement, namely, English self-efficacy and English self-concept.
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When comparing results with the analyses reported above, it should be noted
that English self-efficacy, which was insignificant in the analyses reported on
p.160, is a negative predictor in the overall model and this male model. Fear of
failure was not a significant predictor in male or female models. It is important
to note that parent positive, parent negative and teacher support were significant
predictors in female model but not in male model. As mentioned earlier, self-
efficacy and self-concept appear to be important to both male and female
students’ learning achievement. The unstandardized regression coefficients (B),
the standard error (SE B) and the standardized regression coefficients (5) of the

model are reported in Table 25.
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Table 25

Multiple regression analysis on students’ self-efficacy (in Chinese and English), self-concept (in Chinese and English), fear of failure (fear
of experiencing shame and embarrassment and fear of upsetting important other) and facilitating conditions (peer support, parent support
and teacher support) predicting academic achievement in gender differences (N=1029)

Males Females
Chinese score English score Chinese score English score
B SEB g B SEB B B SEB B B SEB B
Predictors
SE
Chinese Self-efficacy  0.32 0.06 0.29%** 0.10 0.08 0.07 022 0.10 0.15* -0.05 0.11 -0.03
English Self-efficacy -0.12 0.06 -0.14* 0.15 0.07 0.14* -0.13  0.10 -0.11 0.23 0.10 0.16*
SC
English Self-concept 0.12 0.05 0.15* 0.44 0.06 0.44%** 0.18  0.08 0.17* 0.45 0.08 0.38***
Chinese Self-concept  0.23 0.05 0.24%** -0.07 0.06 -0.06 0.24  0.08 0.20*** -0.14 0.08 -0.10
FF
Fear of experiencing ~ 0.02 0.04 0.02 -0.01 0.05 -0.01 0.02 0.06 0.02 -0.01 0.06 -0.01
shame and
embarrassment
Fear of upsetting -0.02 0.03 -0.02 -0.02 0.04 -0.02 -0.05 0.04 -0.05 -0.06 0.04 -0.06
important other
FCQ
Peer positive -0.07 0.05  -0.06 -0.03 0.06 -0.02 0.17 0.08 0.11% 0.14 0.08- 0.08
Parent Positive 0.00 0.05  0.00 0.02 0.06 0.02 0.14  0.07 0.10% 0.07 0.07 0.04
Parent Negative -0.01 0.04 -0.01 -0.04 0.04 -0.03 0.01 005 0.01 -0.07 0.05 -0.06
Teacher support 0.05 0.04  0.05 0.03 0.05 0.02 0.14  0.07 0.10* 0.10 0.07 0.06
Total R 0.25%** 0.35%*x* 0.20%** 0.35%*x*
Adjusted K’ 0.24*** 0.34%*+ 0.18*** 0.34**

Notes: 1)*p <0.05; **p <0.01; ***p <0.00]
2)The predictor, Peer Negative was excluded from the regression analysis because of multicollinearity.
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CHAPTER EIGHT

DISCUSSION

8.1. Purpose of the Research and Research Questions

Chinese culture attaches a great deal of importance to academic achievement.
The present study examines socio-cultural factors (i.e., parental support, peer
support, and teacher support), cognitive factors (i.e., self-efficacy, self-concept
and fear of failure) and the prediction of secondary school students’ academic

achievement in English and Chinese subjects in Hong Kong.

The ten research questions in the present study are presented below and the
discussion relates to each of these questions in turn. Hence, the implications of

the findings will be discussed in this section as well.
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8.2. Research Questions:

1)

2)

3)

4)

Are the measures used in this research (Self-efficacy for learning and
performance scale, Self-description questionnaire scales, The performance
failure appraisal inventory and Facilitating Conditions Questionnaire) valid

and reliable for the Hong Kong students participating in this study?

Are the measures (Self-efficacy for learning and performance scale, Self-
description questionnaire scales, The performance failure appraisal

inventory and Facilitating Conditions Questionnaire) invariant by gender?

Does self-efficacy predict Hong Kong students’ academic achievement in
language?

3a: Does self-efficacy in language (Chinese and English) predict
Hong Kong students’ academic achievement in Chinese?

3b: Does self-efficacy in language (Chinese and English) !)redict

Hong Kong students’ academic achievement in English?

Does self-concept predict Hong Kong students’ academic achievement in
language?
4a: Does self-concept in language (Chinese and English) predict Hong
Kong students’ academic achievement in Chinese?
4b: Does self-concept in language (Chinese and English) predict Hong

Kong students’ academic achievement in English?
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5) Does fear of failure predict Hong Kong students’ academic achievement?
5a: Do fear of experiencing shame and embarrassment, and fear of
upsetting important other predict Hong Kong students’ academic
achievement in Chinese?
5b: Do fear of experiencing shame and embarrassment and fear of
upsetting important other predict Hong Kong students’ academic

achievement in English?

6) Do facilitating conditions (Peer support, Parent support and Teacher support)
predict Hong Kong students’ academic achievement?
6a: Do peer support (peer positive and peer negative), parent support
(parent positive and parent negative) and teacher support predict Hong
Kong students’ academic achievement in Chinese?
6b: Do peer support (peer positive and peer negative), parent support
(parent positive and parent negative) and teacher support predict Hong

Kong students’ academic achievement in English?

7) Do Self-efficacy (in Chinese and English), Self-concept (in Chinese and
English), Fear of failure (Fear of experiencing shame and embarrassment,
and Fear of upsetting important other), and facilitating conditions (Peer
support, Parent support and Teacher support) predict Hong Kong students’
academic achievement?

7a: Do Chinese and English self-efficacy, Chinese and English self-

concept, fear of failure (fear of experiencing shame and embarrassment,



8)

9
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and fear of upsetting important other), peer support (peer positive and
peer negative), parent support (parent positive and parent negative), and
teacher support predict Hong Kong students’ academic achievement in
Chinese?

7b: Does Chinese and English self-efficacy, Chinese and English self-
concept, fear of failure (fear of experiencing shame and embarrassment
and fear of upsetting important other), peer support (peer positive and peer
negative), parent support (parent positive and parent negative), and
teacher support predict Hong Kong students’ academic achievement in

English?

What are the most significant predictors of academic achievement in

English and Chinese language?

Are there gender differences on Self-efficacy (in Chinese and English),
Self-concept (in Chinese and English), fear of failure (Fear of experiencing
shame and embarrassment and Fear of upsetting important other),
facilitating conditions (Peer support, Parent support and Teacher support)

and students’ academic achievement (English and Chinese language)?

10) Are the relationships between Self-efficacy (in Chinese and English),

Self-concept (in Chinese and English), Fear of failure (Fear of
experiencing shame and embarrassment, and Fear of upsetting important

other), facilitating conditions (Peer support, Parent support and Teacher
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support) and Hong Kong students’ academic achievements (English and
Chinese languages) similar for males and females?

10a: Do Chinese and English self-efficacy, Chinese and English self-
concept, féar of failure (fear of experiencing shame and embarrassment,
and fear of upsetting important other), peer support (peer positive and
peer negative), parent support (parent positive and parent negative), and
teacher support predict Hong Kong male students’ academic achievement
in Chinese and English?

10b: Do Chinese and English self-efficacy, Chinese and English self-
concept, fear of failure (fear of experiencing shame and embarrassment,
and fear of upsetting important other), peer support (peer positive and
peer negative), parent support (parent positive and parent negative), and
teacher support predict Hong Kong female students’ academic

achievement in Chinese and English?

8.3. Methodology Used in the Present Study

This research adopted a quantitative approach in which 1,092 students (S2 to S5)
from four Hong Kong secondary schools were asked to complete a
questionnaire to report their perceived socio-cultural influences, their personal
beliefs and academic achievement. Confirmatory factor analyses established the
validity and reliability of the instruments used, and results showed an

acceptable validity and reliability for all measures. The four scales used in the
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present study included: Self-efficacy for Learning and Performance scale, Self-
Description Questionnaire 11, The Performance Failure Appraisal Inventory and
Facilitating Conditions Questionnaire. In order to address the research questions,
exploratory and confirmatory factor analyses, 7-tests and multiple regressions
analyses were used. The major findings of the CFAs, t-tests and regression

analyses and their implications are discussed in the following sections.

8.4. Major Findings of the Present Study

Research Question One: Are the measures used in this research (Self-efficacy
for learning and performance scale, Self-description questionnaire scales,
The performance failure appraisal inventory and Facilitating Conditions
Questionnaire) valid and reliable for the Hong Kong students participating in

this study?

Research Question Two: Are the measures (Self-efficacy for learning and
performance scale, Self-description questionnaire scales, The performance
failure appraisal inventory and Facilitating Conditions Questionnaire)

invariant by Gender?

Both exploratory factor analysis and confirmatory factor analysis provide

evidence for the construct validity of the measures used in this study for Hong
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Kong students, and the measures are invariant by gender in research question

one and two.

This following section concerns how socio-cultural factors (parental support,
peer support, and teacher support) and cognitive factors (self-efficacy, self-
concept and fear of failure) predict secondary students’ learning outcomes in

terms of English and Chinese language achievement.

8.4.1. How Do Cognitive Factors (Self-efficacy, Self-concept and Fear of

Failure) Predict Hong Kong Students’ Academic Achievement?

Research Question 3: Does self-efficacy predict Hong Kong students’

academic achievement in language?

Self-efficacy appears a significant cognitive predictor of Hong Kong students’
academic achievement when all socio-cultural factors (parent, peer and teacher
influences) are controlled. In addition, self-efficacy is shown to predict Hong
Kong students’ English and Chinese academic achievement (research question
three). The findings indicate that, in line with self-efficacy theory, self-efficacy
is domain specific. Students’ Chinese self-efficacy significantly and positively
predicts their Chinese score and their English self-efficacy significantly and

positively predicts their English score.
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The implication of this finding suggests that by enhancing students’ English
self-efficacy their achievement in English may increase. In addition, it also
indicates that enhancing students’ Chinese self-efficacy could increase their
Chinese achievement. It could be done through several channels i.e., schools,
parents and teachers. It is essential for parents and teachers to be involved in
students’ English and Chinese learning in order to enhance students’ English
and Chinese self-efficacy. How to enhance students’ Chinese and English self-

efficacy will be presented in the next chapter.

Research Question 4: Does self-concept predict Hong Kong students’

academic achievement in language?

The findings in research question four of the current study indicate that self-
concept is a significant cognitive predictor of Hong Kong students’ academic
achievement. The findings, moreover, indicate that students’ Chinese language
self-concept was a stronger predictor of Chinese language achievement than
English self-concept, although English self-concept was a positive predictor of
Chinese language achievement. English self-concept strongly and positively
predicted English language achievement, and its prediction was stronger for
English achievement (6= 0.58) than Chinese achievement (f= 0.15). Chinese
self-concept was a non-significant predictor of English language achievement.
These findings show that English self-concept plays a notable role in both
students’ English and Chinese language learning, which suggests that it is

important to strengthen students’ English language self-concept because it has
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positive flow-on effects on both their English and Chinese language
achievement scores. It appears that Hong Kong students who have high English
self-concept may have an overall high self-concept for language learning in
general, with useful benefits to learning their native language, and perhaps

other languages as well.

As it appears that English self-concept plays an important role in predicting
students’ achievement in both English and Chinese language learning, it might
also affect students’ non-language course learning as well. Schools should
design and coordinate intervention programs that may improve students’
English self-concept, as this might also boost their achievement in non-

language subjects.

Research Question 5: Does fear of failure predict Hong Kong students’

academic achievement?

The research findings indicated that fear of failure (fear of experiencing shame
and embarrassment) and fear of failure (fear of upsetting important others) did

not predict Chinese achievement or English achievement of students.

Although fear of failure has been shown in the previous studies to be a strong
motivator to success and achievement, (e.g., Eaton & Dembo, 1997), it did not
show a noteworthy relationship in the present study. The role of students’ self-

concept, especially English self-concept, is the most important factor predicting
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students’ English and Chinese achievement. In other words, Hong Kong
students are more affected by self-concept and self-efficacy than by fear of
failure. The findings that fear of failure did not have an effect on the outcome
measures is somewhat surprising given the fact that there is considerable
literature related to the proposed effects of fear of failure in Eastern societies,
and particularly in the context of ‘saving face’. This is a very important finding
as the drivers of academic achievement in language learning for the students in
this study appear to be self-processes that are very positive, rather than

achievement being driven by a fear of disapproval and shame.

8.4.2. How Do Socio-cultural Factors (Peer Support, Parental Support, and

Teacher Support) predict Hong Kong Students’ Academic Achievement?

Research Question Six: Do facilitating conditions (Peer support, Parent
support and Teacher support) predict Hong Kong students’ academic

achievement?

The findings indicate that students’ perceived Parent Positive Support and
Teacher Support were equivalent in predicting Chinese Language achievement.
However, Parent Positive Support was a stronger predictor of English

achievement than Teacher Support.
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The implications of these findings are that as both Parent Positive Support and
Teacher Support are major predictors of students’ language learning, parents
and teachers in particular should pay great attention to the language learning of
the children under their care. Given that parents’ positive support is the main
factor affecting students’ English learning, parents should be encouraged to
give more support such as praise warmth and love to their children’s English

learning.

Research Question 7: Do Self-efficacy (in Chinese and English), Self-
concept (in Chinese and English), Fear of failure (Fear of experiencing
shame and embarrassment, and Fear of upsetting important other), and
facilitating conditions (Peer support, Parent support and Teacher support)

predict Hong Kong students’ academic achievement?

The findings indicate that self-efﬁcacy in Chinese and English, self-concept in
Chinese and English, and Parent Positive Support are significant predictors of
students’ learning outcome in Chinese language when other variables are
controlled in the regression analysis. It is worthy of note that English self-
efficacy is a negative predictor. In contrast, only two predictors are significant
in predicting English achievement, namely, English self-efficacy and English

self-concept. -

Student’s English self-concept is a very strong predictor in predicting students’

English achievement score than that of their English self-efficacy. It shows that
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English self-concept plays a more important role than English self-efficacy in
students’ English language learning achievement. In addition, student’s English
self-concept has similar effect with English self-efficacy in predicting their

Chinese achievement score.

Research Question 8: What are the most significant predictors of academic

achievement in English and Chinese language?

English Self-efficacy and English self-concept were the most significant
predictors to students English academic achievement. But Chinese self-efficacy,
Chinese self-concept and English self-concept were almost equivalent in
predicting students’ Chinese academic achievement. In socio-cultural factors,
parent positive support was also a small significant predictor to students’

Chinese academic achievement.

8.4.3. Conclusion

There were five significant predictors for Chinese achievement: they were self-
efficacy in Chinese and English, self-concept in Chinese and English and Parent
Positive. English self-efficacy was a negative predictor of Chinese achievement.
Two predictors, English self-efficacy and English self-concept were significant

in predicting English achievement.
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As mentioned earlier in the literature review (p.30), Cummins (1979) stated that
students attending English high schools usually have good Chinese proficiency,
because they are highly motivated to learn English, and are highly motivated to
maintain and develop their Chinese skills as well. In addition, students who are
good in English achievement probably have higher intellectual capability and
thus those who study in English school are doing well in Chinese language and
others subjects as well. In light of this, it is essential to enhance students’ English
self-concept so as to enhance their performance in English language and other

non-language subjects.

8.4.4. Gender Differences in Chinese Culture that Affect Students’ Academic

Achievement in T-Test Analysis

Research Question 9: Are there gender differences on Self-efficacy (in Chinese
and English), Self-concept (in Chinese and English), fear of failure (Fear of
experiencing shame and embarrassment and Fear of upsetting important
other), facilitating conditions (Peer support, Parent support and Teacher

support) and students’ academic achievement (English and Chinese language)?

As previously mentioned in the literature review (p.82), gender difference is
another factor that affects Asian students’ academic achievement. Therefore,
research question 9 examined the mean differences between the two gender

groups and whether differences existed in cognitive, socio-cultural factors
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between the two gender groups and if the differences contributed to differences

in academic achievement across genders.

The findings of research question 9 revealed that female students’ English self-
efficacy and English self-concept were higher than male students. Further, in
considering the socio-cultural factors, female students’ peer pdsitive support
and parent positive support were higher than male students. However, regarding
fear of failure, findings indicate that male students report more fear of upsetting
important others than their female counterparts. One notable finding is that both
female students’ self-reported English and Chinese achievement were higher

than male students.

The findings indicating that female students’ self-efficacy and self-concept
were higher than male students but male students’ fear of upsetting important
others (e.g., parents) was higher than female students implies that female
students’ psychological health is perhaps better than male students. This might
be due to Chinese parents having higher expectations for boys than girls. This
result may also indicate that boys perceive they have more pressure, which
affects their academic achievement in English language and Chinese language.
Initial findings would seem to indicate that intervention programs need to be
established for male students so that self-efficacy and self-concept may be
enhanced and that fear of failure may be effectively reduced. Parent support,

peer support and teacher support will also be necessary for male students in
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order to enhance their academic performance and strengthen their psychological

development.

In a longitudinal study, Wong, Lam and Ho (2001) examined Hong Kong
secondary school students’ achievement in the public examination (HKCEE) in
1997. Wong, Lam and Ho (2001) found that girls did better than boys in all
areas of the school curriculum. There were two possible reasons to explain the
result. First, the educational achievement tests were using more open-ended
essay-type questions. The performance on essay questions depends on students’
writing skills, an area that girls are likely to do better than boys. The other
reason was that, the examination-oriented curriculum of the Hong Kong
education system expects a high degree of self-discipline and a regular schedule
of study. As girls usually have better self-discipline than boys to complete and
review schoolwork, to keep a regular schedule of schoolwork, and to seek
advice and help from classmates and teachers, they are likely to have higher

levels of achievement.

8.4.5. How do Cognitive Factors and Socio-cultural Factors predict Students’

Academic Achievement across genders in Multiple Regression Analysis?

Research Question 10: Are the relationships between Self-efficacy (in
Chinese and English), Self-concept (in Chinese and English), Fear of failure

(Fear of experiencing shame and embarrassment, and Fear of upsetting
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important other), facilitating conditions (Peer support, Parent support and
Teacher support) and Hong Kong students’ academic achievements

(English and Chinese languages) similar for males and females?

Research question 10 aims to determine how cognitive factors and socio-
cultural factors affect students’ Chinese achievement and English achievement
across the genders. Findings of research question ten sought to establish
whether both male students’ self-efficacy (Chinese and English) and self-
concept (Chinese and English) predicted their Chinese achievement. Only
Chinese self-efficacy predicted female students’ achievement in Chinese but
both English and Chinese self-concept predicted female students’ achievement
in Chinese. In addition, both male students’ and female students’ English self-
efficacy predicted their achievement in English and their English self-concept
also predicted their English achievement. Moreover, female students perceived
more Peer, and Parent Positive Support and Teacher Support in their Chinese

achievement.

The implication of the findings is similar to research question 7, except that
female students’ Chinese self-efficacy only predicted their Chinese score. Both
male and female students’ Chinese self-efficacy predicted their Chinese
achievement due to the domain specificity of the self-efficacy. Male students’

English self-efficacy, however, negatively predicted their Chinese achievement.
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English Self-concept is a significant predictor of Hong Kong students’
academic achievement in both English and Chinese languages, and it applies to
both males and female students. Students’ English self-concept had a stronger

predicting power than Chinese self-concept.

Summary

As revealed in the findings of research questions One to Eight, the best
predictor of students’ success in English language and Chinese language at
school is English self-concept across the genders. English self-concept plays a
dominant role in student’s academic achievement. Educators and parents should
take special note in students’ self-concept development. Fostering students’
English self-concept may bring about an added benefit of enhancing their self-
concept in Chinese and other subjects, and enhance achievement in all subjects
as well. Parent Positive Support is also a crucial factor in determining students’

academic achievement.

8.4.6. Cultural Influence on Hong Kong Students’ Language Learning and

Motivation Beliefs

Language is part of culture and helps to define a person’s cultural identity and
culture is often reflected in the argument about language in education policies
(Tsui & Tollefson, 2007). As such, culture plays a significant role in deciding

students’ learning outcomes.



Discussion 238

8.4.7. Cultural Heritage and Hong Kong Students’ Academic Achievement

Culturally, Hong Kong society strives for academic excellence. As students
grow up in a society where Confucian heritage and collectivist cultures prevail,
they are expected to work hard in school to meet parental and social
expectations (Chong, 2007). Hong Kong students at large are willing to stick to
their parents’ wishes and advice, and conform to fulfilling their parents’
academic expectations (Chen & Lan, 1988). Therefore, doing well in exams and
school assessments is generally a high priority for most students (Lau, 1997). In
this context the salience of parental influence as one of the most dominant
factors in students’ academic achievement in comparison to teacher énd peer
influence is understandable. However, teacher support was also found to be a

significant predictor in the present study as well.

8.4.8. Gender Difference in Hong Kong Students’ Academic Achievement

Oxford (1993b) stated that girls more often than boys tend to use conscious
language strategies. Another study also reported that girls more often than boys
use language learning strategies such as metacognitive (planning, evaluating,
organizing), affective (emotional and motivational strategies) (Ehrman &
Oxford, 1995). The present study replicates Oxford’s'ﬁndings. In the t-test
analyses, girls had higher scores in English self-efficacy, English self-concept,

Peer Positive Support, and Parent Positive Support than boys. On the other hand,



Discussion 239

boys feared more upsetting important others (parents) than girls. These gender
differences can be attributed to the fact that Chinese parents value boys more
and have higher expectation of boys than girls. However, it is interesting to note

that girls perceived that they gain more Parent Positive Support than boys.

Female students are more concerned with studying and getting good grades, as
evidenced by the fact that girls in general achieve higher grades in high school
than boys (Salili, 1995). Female students are also better using language skills
than male students (Salili & Lai, 2003). For example, females tend to use
language learning strategies more often than males. This has been continually
found in empirical studies (Green, 1991; Green and Oxford, 1993; Oxford,
1993a, 1993b; Oxford & Nyikos, 1989; Oxford, Ehrman & Nyikos, 1988;
Oxford, Park-Oh, Ito & Sumrall, 1993a, 1993b; Politzer, 1983). Females exhibit
better listening skills than males in other languages in one study (Larsen-
Freeman & long, 1991). In the present study, girls’ self-efficacy and self-
concept are higher than boys; also, they perceived their English score and
Chinese score to be higher than boys. In Hong Kong, subject choice is based on
the traditional gender lines. In secondary school education, girls have
traditionally taken arts-based subjects, and boys take science subjects (Cheung,
1997). Moreover, girls achieve superior grades in languages in public
examinations (Hong Kong Examinations and Assessment Authority, 2008).
This can explain the reason why girls’ English self-efficacy and self-concept are

higher than boys in the present study.
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8.4.9. Parent Support in Chinese Culture

In Confucian heritage and collectivist cultures, students are expected to work
hard to meet parental and social expectations (Chong, 2007). Research studies
in the United States and Chinese societies (Chao & Sue, 1996; Chen & Uttal,
1988; Crouter, MacDermid, McHale & Perry-Jenkins, 1990; Schneider & Lee,
1990; Siu, 1994; Yao, 1985) have all provided evidence in numerous ways in
which parents support their children’s education, including providing costly
intellectual resources and cognitive stimulation (e.g., computers, books),
monitoring and structuring their children’s schedule in academic activities,
supervising their homework completion, supporting children’s schoolwork, and
spending time discussing academic-related matters in Chinese cultural setting.
In turn, children who experience higher levels of parental support are better
behaved and more motivated to learn, devoting more time to schoolwork, and
faring better in school than children who receive less parental support

(Schneider & Lee, 1990). This effect has been also demonstrated in this study.

8.4.10. Teacher Support in Chinese Culture

Stevenson and Lee (1990) found that in most of the Asian societies (i.e., Japan
and Taiwan), teachers were actually perceived by mothers to be the most
important source of support for their children’s achievement. Hence, Teacher

Support is related to parent’s expectations. Additionally, the teachers’ role is



Discussion 241

distinguished in Chinese culture, as teachers are perceived to be the major
channel to transmit wisdom, and this requires that teachers serve as a moral
example as well as guide for students’ intellectual development. The Chinese

old saying: Once a teacher, for life a father-figure (— 8 B &5 - &4 B - )

reflects a widely-accepted role played by teachers. Teachers’ position is deemed
as high as fathers, that means teachers are highly respected in Chinese culture.
In the context of the present study, it is important to note that Teacher Positive

Support was a significant predictor of students’ academic achievement.

8.4.11. Fear of Failure in Chinese Culture

As mentioned earlier in the literature review (p. 20-21) that students are obliged
to fulfill their parents’ expectations in academic achievement may be reflected
in fear of failure. Because all of the findings for fear of failure in the present
study are non-significant, it seems that fear of failure is not a significant
predictor of students’ achievement. However, fear of failure as evidenced by the
present research findings show a significant difference across genders, boys
tend to fear upsetting important others more than girls (research question 9).
Those parents have higher expectations of sons than daughters in Chinese

culture may account for this difference.
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8.5. Academic Achievement Model of Asian Students

The motivational beliefs of Asian students’ language learning and achievement
are expressed in self-concept and self-efficacy, especially English self-concept.
Five significant predictors for Chinese language achievement were self-efficacy
in Chinese and English, self-concept in Chinese and English, and positive
parental influences. English self-efficacy was a negative predictor to student’s
Chinese language achievement. Two predictors namely, English self-efficacy
and English self-concept were significant in predicting English language
achievement. English self-concept was the most significant predictor in Asian
students’ language learning in both Chinese and English language, and English
self-concept was an important predictor of achievement in both languages.
Gender differences were found in the present study. The importance of Teacher
Support and Parent Support in the formation of students’ motivational beliefs of

their language learning was also demonstrated.
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CHAPTER NINE

IMPLICATIONS AND RECOMMENDATIONS

In chapter nine, the implications of this research for language learning
motivation in Hong Kong secondary students are considered. The number of
participants in this study is relatively small and limited to four Hong Kong
secondary schools. The data reveal that self-efficacy and self-concept play an
essential role in students’ language achievement. The research findings also
show English self-concept may have effects on students’ learning outcomes in
other subjects. Given that English is a foreign language, it appears that if
students are good in English, they might have language talent and as a
consequence their Chinese language may also be good. However, students’
Chinese self-concept, while being positively related to Chinese language
achievement, does not appear to have an effect on their English language
achievement. Policy makers and educators should pay more attention to these

cognitive factors affecting students’ language learning outcomes.
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9.1. Implications and Recommendations of the Study- From a Practical

and Theoretical Point of View

The implications of this study are divided into two perspectives, practical and
theoretical. From the theoretical point of view, this study expanded Bandura’s
(1986) Social Cognitive Theory to establish its cross-cultural application and
generalizability in a sample of Hong Kong schools. In particular the research
has shown that central constructs of Social Cognitive Theory, self-efficacy and
self-concept, are not only valid and reliable constructs for the Chinese Hong
Kong sample, but that they are also able to predict achievement in English and
Chinese language when a variety of other socio-cultural variables are controlled.
Socio-cultural variables posited by Social Cognitive Theory as influential in
students’ psychological development, such as the influence of parents and
teachers, were also demonstrated to be related to language achievement

outcomes.

From the practical point of view, this study provides educators with wider
information on how the positive environment (including peer, parent, and
teacher support) and motivational beliefs (cognitive factors) (including self-
efficacy, self-concept, and fear of failure) predict students’ academic
achievement. Utilizing Social Cognitive Theory as a framework in the present
study, educators can try to improve students’ self-beliefs and habits of thinking,
academic skills, self-efficacy and self-concept practices, and adjust the school

structures to support students’ academic achievement. The following are some
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suggestions to improve students’ self-efficacy, self-concept, and empower

parents and teachers to be more supportive to the students.

9.1.1. Foster Students’ Self-efficacy and Self-concept so as to Enhance Student s

Academic Achievement

As research findings (research question 6) of the present study revealed that
teacher support predicts students’ language achievement, it is vital to enhance

students’ self-efficacy and self-concept through teachers.

9.1.1.1. Teachers’ Role in Enhancing Students’ Self-efficacy

In the school environment, teachers are required to provide a safe, organized
environment that fosters students’ academic achievement because a safe,
organized environment encourages students’ engagement, and self-direction in
their learning. On the other hand, classroom management must be based on
warm and supportive teacher—student relationships which set the foundation for
creating a safe and flexible environment (Pianta, 1999). In such environments,
students are more willing to take risks, become engaged in classroom activities,
and accept challenges (Birch & Ladd, 1997). Students’ self-efficacy will be
increased under this learning conducive atmosphere. Specifically, it is of utmost
importance for teachers to build up academic self-efficacy in middle grade

language students by integrating social, emotional, and academic learning;



Implications and Recommendations 246

monitoring students’ self-efficacy; modeling self-efficacy within academic
learning; providing effective feedback; and facilitating self-evaluation with goal

setting (Mctigue & Liew, 2011).

9.1.1.2. Teachers’ Role to Enhance Students’ Self-concept

Educators play a significant role in enhancing students’ academic self-concept.
It is thus essential for teachers to encourage students’ positive self-concept in
their normal classroom practices (Marsh & Craven, 2006), devise learning
strategies to enhance students’ self-concept, offer beneficial responses and
praise, give ample support to encourage students to make appropriate
attributions for success and failure, and give reinforcement for positive self-talk
(Craven et al., 2003) to the students. Before teachers feel competent to help
students to build up their self-efficacy and self-concept, teacher training should
be given so that teachers’ skills and techniques could be equipped in several

areas, such as emotional support to the students (Guay et al., 2003).

9.1.2. Empower Parents to be More Supportive for Their Children’s Academic
Achievement

Positive parental support promotes higher grades, general academic attainment,
cognitive engagement, and academic persistence among children, early

.adolescents, and late adolescents as several research studies show (Bell, Allen,
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Hauser & O’Conner, 1996; Cutrona, Cole, Colangelo, Assouline & Russell,
1994; Finn & Rock, 1997; Hoffman & Weiss, 1987; Moss & St.-Laurent, 2001;
Peng, 1994). It is posited that parental involvement in school activities and
parent-teacher interactions, helping the child with homework and other school-
related activities, control and support of the child’s academic progress,
imparting of educational values to the child, and responding to his or her school
grades (Gonzalez-DeHass, Willems, & Doan-Holbein, 2005) will help to
enhance school achievement and in students’ language learning. Other studies
also found that, parents’ aspiration and expectation of children’s academic
accomplishments had the strongest positive relationship with academic

achievement (Levpusc ek &Zupanc®ic”, 2009).

9.1.3. Different Kinds of Parental Support in Chinese Culture

Parents are encouraged to provide specific kinds of support, which would be
most beneficial to their children’s language education. For instance, parents
should spend quality time with their children discussing their academic needs
and in particular, their language needs. Furthermore, good communication is
required for sharing the expectations between parents and children (Au &
Harackiewicz, 1986; Stevenson & Lee, 1990). Stevenson and Lee (1990) stated
that parental involvement in both the home (e.g., monitoring their homework

completion and showing interest in their learning), and school (e.g., attending
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parent—teacher conferences) is essential to Chinese children’s overcoming

academic difficulties in language learning.

9.1.3.1. School’s Role in Enhancing Parental Support

For the role of schools, when school administrators implement prevention and
intervention programs to facilitate students’ accomplishment of academic
achievement, they should be concerned about providing support and resources
to assist parents’ participation in their children’s education (Chen, 2008). The
principals should also consider educating the parents that adolescents’
educational processes might be complicated by developmental challenges

(Chen, 2008) and hence their language learning development could be hindered.

9.1.3.2. Teachers’ Role in Enhancing Parental Support

The importance of teachers in language teaching and learning is beyond doubt.
It is therefore, essential for them to understand adolescents’ psychological
development related to educational needs (in language learning) so that they can
assist parent’s to better work with the children by providing an appropriate
amount of support (Chen, 2008). Home-school cooperation is a good practice in
Hong Kong schools. The following message is downloaded from one Hong
Kong school website: The school values home-school cooperation and there are

several communication channels between the school and parents. 1) The Parent-
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Teacher Association acts as a good platform for home-school co-operation; 2)
Members of the Parent-Teacher Association are keen and proactive to support

student development, especially in their academic achievement.

9.1.4. Empower School and Teachers to be More Supportive for their Children's

Academic Achievement

9.1.4.1. The Role of Schools to Support Children’s Academic Achievement

The school plays an important role in helping or inhibiting successful
adolescent development (Cartland et al., 2003; Roeser, Midgley & Urdan, 1996;
Schaps & Solomon, 2003). Schools should help students with prospect to
develop their intellectual capability, to experience a sense of competence and
belonging, and to interact with supportive, non-parental adults, and all
significant others related to the psychosocial behavior so as to reinforce

students’ academic achievement in terms of language learning.

9.1.4.2. The Role of Teacher to Support Students’ Academic Achievement

Teacher’s academic support to students includes that students’ perceive the
teacher cares about their learning, tries to help them learn, and wants them to do

their best (Patrick et al., 2007). When students experience support from their
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teachers, they are more likely to engage in their academic work and are likely to
have high achievement (Goodnow, 1993; Wentzel, 1997). Students are
concerned about how teachers perceive them, especially in Chinese culture. Lee,
Yin & Zhang’s (2000) indicated that moderate to high correlations between
teacher involvement and support and students’ involvement and collaboration
means a potentially positive relationship between them, can be made use of to

boost students’ academic achievement.

Some recent research studies indicated that the classroom environment could be
improved through renewing the modes of teacher involvement and support. It is
important to provide the students with motivating tasks that involve variety,
diversity and meaningful reasons for task competition in language learning
class. For instance, school should provide students with activity choices and
autonomy support for planning and applying appropriate strategies in language
learning. In the classroom teaching, teachers should give positive feedback to
develop students’ competence and task mastery orientation in language learning
(Braine, 2003; Lau & Lee, 2008; Schuh, 2004; Young, 2005 cited at Lee, Yin &

Zhang, 2009).

In teacher-student relationships, it is necessary to reinforce social connections
between teachers and students in learning, and focus on the individual needs of
students and the attributes of complex classroom environments that are most
likely to affect learning. (Braine, 2003; Lau & Lee, 2008; Schuh, 2004; Young,

2005 cited at Lee, Yin & Zhang, 2009).
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9.1.5. The Role of Fear of Failure in student s Academic Achievement

Fear of failure did not predict student’s academic achievement significantly as
the present study findings showed. The support from teachers and parents are
more important to student’s learning and achievement. Thus, it is essential to
encourage and enhance teachers’ and parents’ positive support to students’
academic achievement. But the role of fear of failure is worth investigating in

further study.

9.2. Limitations of the Study

The sample size (1,092 students from 4 secondary schools) is not large enough
to allow far-reaching generalization of the findings to schools in Hong Kong.
The findings of the present study do not represent the whole Hong Kong

population.

The present study utilized self-reported achievement scores for English and
Chinese. This is a limitation because the self-reported exam scores may not be
an ideal reflection of the actual achievement scores. Nevertheless, this problem
is inevitable in a school research setting. The school authorities did not permit

the researcher to access actual school achievement scores.
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A further limitation might be that all the measures used are self-reported, which
may inflate the correlations between variables. Finally, the research used
schools that were a mix of English Medium of Instruction and Chinese Medium
of Instruction and three bands. It would be appropriate to examine effects by

language of instruction, but a limited sample did not allow this.

9.3. Further Development

In the light of the findings as well as limitations of the present study, it is

proposed that future research might be conducted in the following directions.

Larger samples that involve more schools and students should be collected to
conduct research so as to enhance the generalizability of the subsequent
findings. It would be worth examining the motivation beliefs from the teachers’
and parents’ perspective of how socio-cultural factors (i.e., parental support,
peer, peer support, and teacher support) cognitive factors (i.e., self-efficacy,
self-concept and fear of failure) predict students’ learning outcomes. This
would provide a more comprehensive set of data for the researchers and policy-
makers to view in order to provide a better picture of the relationship of Hong

Kong students’ learning motivation and achievement.

This study may provide a foundation for further studies of better strategies to

help Hong Kong Chinese students realize their potential and perhaps to a
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certain extent for their counterparts in Mainland China who share the same
Chinese collective cultural heritage. The regression model may provide a
theory-driven evidence-based model for educators with a view to strengthening
Hong Kong students’ academic motivation and academic self-efficacy and self-

concept, especially in the area of the language learning.
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9.4. Conclusions

The present study encompassed a broad range of students’ motivational beliefs
for examining how socio-cultural factors (i.e., parental support, peer support,
and teacher support) and cognitive factors (i.e., self-efficacy, self-concept and
fear of failure) predict secondary students’ learning outcomes in English and
Chinese language across gender. 1,092 students from four secondary schools
with ability bands of 1-3 respectively participated. The relative strength of the
socio-cultural factors and cognitive factors in predicting the educational

outcomes (in English and Chinese language) were explored.

The major findings and their implications are noteworthy. In the overall
findings, self-efficacy was domain specific. English self-concept strongly and
positively predicted English achievement and Chinese achievement. Chinese
self-concept only predicted Chinese achievement. Furthermore, fear of failure

did not predict students’ academic achievement.

In the facilitating conditions, students’ positive parent support and teacher
support were almost equivalent in predicting Chinese Language achievement,
but parent positive support was a stronger predictor of English achievement
than teacher support. The parent positive support had a small significant
positive effect on students’ Chinese achievement, while English self-concept

had a stronger effect on students’ Chinese achievement and English
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achievement. Self-efficacy and self-concept in both English and Chinese
languages predicted Chinese achievement, but only English self-efficacy and

English self-concept predicted English achievement.

There were noticeable differences in gender. Female students’ English self-
efficacy and English self-concept were higher than male étudents, and their
perceived peer positive support and parents’ positive support higher than male
students. In contrast, male students’ fear of upsetting important other was
higher than girls. In the present study, student’s language self-efficacy and self-
concept together with parents’ positive support and teacher positive support

were essential to enhance students’ academic achievement.

Last but not the least, the present study provides useful insights into the
academic motivation of Hong Kong secondary school students. In a broader
sense, it is also a noteworthy research on academic motivation in a non-Western
school context. The findings and insights should be useful to educators,

education policy-makers, parents and researchers.
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October 22, 2011

Dear Principal,

I am a doctoral student of The Hong Kong Institute of Education. I am
conducting a student learning survey and it is part of the data collection for my
dissertation. The participants are Secondary 2-4 students. The objective of the
present study is to examine the relationship between motivation beliefs, cognition, a
range of sociocultural factors and the academic achievement of secondary school
students in Hong Kong.

The study is divided into two parts: a survey questionnaire, and a focus group
interview. The questionnaire takes about 15 minutes to complete. For the focus group
interview, 1 will invite 7 students and 3 teachers to participate in an interview in
January/February, 2012. The interview will take about 30 minutes per group, and all
interviews will be recorded for further analysis. All the data of this study will be kept
STRICTLY CONFIDENTIAL. Any data collected as part of this study will be used
only for research or educational purposes.

I will be delighted if your teachers and students participate in this study. Please
read the following reply slip, and reply via email ($0948499@s.ied.edu.hk).
Furthermore, I would like to obtain the consent from parents to allow their child to
participate in the study. Please read the attached “Parents Consent Letter” for your
reference. If you have any questions, please feel free to contact me at 9787 6254.

Yours Sincerely,
Chao Chih Nuo, Grace
Thesis Supervisor:
Prof. MCINERNEY Dennis Michael
(Chair Professor of Educational Psychology)

Reply Slip
Name of the School: Date:

[ ] Agree to participate in this research, please contact
Miss/Mr
(Tel: ) for the arrangement.

[] Disagree to participate in this research.

Signature of Principal:
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22 October 2011
Parent Consent Letter

Dear Parents,

I am a doctoral student of The Hong Kong Institute of Education. I am
conducting a student learning survey and it is part of my data collection for the
dissertation. The participants are Secondary 2-4 students. The objective of the
present study is to examine the relationship among the variables of motivation beliefs,
cognitive factors, sociocultural factors and the academic achievement of secondary
school students in Hong Kong.

The present study is divided into two parts. The first part is survey questionnaire,
and the second part is focused group interview. The questionnaire has 7 pages and it
takes about 15 minutes to complete. About the focused group interview, I will select
some of the students and teachers to participate in the interview in January/February,
2012. It takes about 30 minutes per group, all interview sections will be recorded for
further analysis. All the data of this study will be kept STRICTLY
CONFIDENTIAL. Any videotapes that are recorded and any written work collected
as part of this study will be used only for research or educational purposes.

Please reply the following “Reply Slip” to your class teacher within three days.
If you have any questions, please feel free to contact me at 9787 6254. Thank you
very much for your participation.

Yours Sincerely,
Chao Chih Nuo, Grace

Thesis Supervisor:
Prof. MCINERNEY Dennis Michael
(Chair Professor of Educational Psychology)

Reply Slip

(Student name): (Grade/class) (Student no.)

Dear Principal: I have read the above letter and I:
Questionnaire:

[ ] Agree my child to participate

[ | Disagree my child to participate

Focused Group Interview:

[ ] Agree my child to participate
[ ] Disagree my child to participate

Signature of Parent:

Date:
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EAFFRBEOE R MESIAERBERRAEE 7 AT AR

BRI BB At -

) FEHRAZRERNBGBNHEBHRFTERE LGB RO THHEHN S
HHEAAMMERARELSE > AANE TR S @HRE - TRH
REFA BHRA G REREAERERBARBINTZA > FRFL S

2) TAREKEERTENES -

3) $FLAAE "SRAXAEE (FMERAE) 4 va) AA___ b)SiwE
W4
foo)pmBEFL . EZHNALEAEEE -

4) MEIHS FRALEEHMAMNE wAFAERFEGFRFAFTARSH
F e

4) FEREBARAMIS

* LREGH)TRMM AL R/ P XERBEH © W RFLHF > FHERMS

2 &

* AR R P AR RN -

* XEMERY  WRAFELLNASA R LEIEFRFAME S RREER

TR
HE o

5) BEAMMEGHETORRA—TEARAALES  FRMOMTAES -

6) ¥RZHUEMETURE » FHREFRZAFA (o - RAELRA) -

7) dE RS 6 P AR R AR B R By iaae

WA § Ao B R R0 2 -
e
HAEW B
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|Student Consent Letter (Chi) Appendix VIlI

ERBERE
LEFEE A
SEMAARE (BBHE)

MRAFEELHE: ERTPRENBIEER

KA _ _HAEZNMNBEREAREBEH/NER
T LTHEEFEBEREXOMARAETEENMRESE -

HEBRLFAFEENERTAR ROV RMEMNZ R AN
KARREECHRBAL ZNBEAENBRERR-

HEAKEHNERIBELBI R I NER-REEHESHE
EW - AV R B RE PR WS A AR E
BHARAMAEZINEMAEENFEHEERFT T
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=1 g

MAFEEHLHE :  EBTRENBTHR

HBETZ2NBEEENREEER/NEETRTHV R E
MEFTEAEERSZELE HEFEEREXROMBERAEEEE -

AMAENEIEREHRNEFEATR2EANPRESHALCESENH
- EHWMARHE®BMEYRMAR G E BEERRT 20 S
B 60 R AR P EPUMNEL > & kKE WEZE MR+
B BREENR 20114 10 AE 12 H#ET -

SHEAME FAHPRERABEEGCR BMTREHZ2#H - UEH
F& 53 B HE U TE BF 5T B9 4E {70 BF R 2R B IS TR W 5E T R & 2 B AE ]
MTITAEEFNGERBERTEE-LEME THENKERE,—
VEHNGEBEIEMAAELE.

NETHEEMREEO AR, JBERATERNSFER ABER
HERTZEEMERAA T L LHECHIL - EERE 2R R A
FREFHE DA-1/F-21 EE ).

NETHEGESZRAHEHRM RN ER FHEABEH/NEB LK, E
& |
9787 6254 B Hit && 4th Y 2 Bl 55 By MR B 4K E 5 2948 6034 -

HHBETAEB2HEEHWRE-

fi

B &
BEFRWRA
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[Student Consent Letter (Eng) Appendix VII]|

THE HONG KONG INSTITUTE OF EDUCATION
Department of Psychological Studies

CONSENT TO PARTICIPATE IN RESEARCH (for survey)

I hereby consent to participate in the survey questionnaire of

the captioned research conducted by Ms. Chao Chih Nuo, Grace and supervised by
Prof. MCINERNEY Dennis Michael.

I understand that information obtained from this research may be used in future
research and may be published. However, my right to privacy will be retained, i.e.,
my personal details will not be revealed.

My participation in the project is voluntary. I acknowledge that I have the right to
question any part of the procedure and can withdraw at any time without penalty of

any kind.

The procedure as set out in the attached information sheet has been fully explained.

Name of participant

Signature of participant

Name of Researcher

Signature of Researcher

Date
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Information Sheet

You are invited to participate in a project conducted by Ms. Chao Chih Nuo, Grace, who is a
student of the Department of Psychology Studies in The Hong Kong Institute of Education and
supervised by Prof. MCINERNEY Dennis Michael.

The study examines the effects of psychological variables on academic achievement for Hong
Kong secondary school students.

The research will adopt both quantitative and qualitative methods. 600 students (S2 — S4) from
two to four secondary schools will be involved in the quantitative section. Data collection will be
conducted in October to December 2011.

No potential risks are anticipated. The study is fully voluntary. The method involves a short
survey and a small number of students for the focus group interview.

You have every right to withdraw from the study at any time without penalty of any kind. All
information related to you will remain confidential, and will be identifiable by codes known only to
the researcher.

If you have any complaints about the conduct of this research study, please do not hesitate to
contact Ms. Grace Chow, Secretary of the Human Research Ethics Committee of The Hong Kong
Institute of Education in person or in writing (c/o Research and Development Office in room D4-
1/F-21 of the Institute).

If you would like to obtain more information about this study, please contact Ms. Chao Chih

Nuo, Grace at telephone number 9787 6254 or her supervisor Prof. MCINERNEY Dennis Michael
at telephone number 2948 6034.

Thank you for your interest in participating in this study.

Chao Chih Nuo, Grace

Principal Investigator
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k)uestionnaire (Main Study) Appendix IXI

FHUTER
The Hong Kong Institute of Education

SLEFLEAE

Student Learning Survey

REHFE

Dear students,

045 | BRREBHTEROEALS AW L= FUP L AR —RWRE LB 15
WAL RRAEB B RAR IR XN AR RS - G RGBT BN S o o EHH
BAF LR ABMEFSH 1508 - AAMMEAARELE  LCBHRE - RRARWEH
RAMELIHA TR EBOBEIMZA - REFEWMT L0 HEEL - wHAA RS TR
HHEAATE 97876254 30

Hi! I am a doctoral student of The Hong Kong Institute of Education. The purpose of the survey is to
gather information for my dissertation; it is about student learning among secondary school students in Hong
Kong. It has seven pages. It will take you about 15 minutes to complete this questionnaire. There is no
standard answer for each question, please answer questions according to your situation. Your answers will be
kept STRICTLY CONFIDENTIAL. They will be combined with those of other students and the answers you
give will not be identified individually. If you have any questions, please feel free to contact me at 9787
6254.

BRHHE oY 4% |
Many thanks for your support.
i
Wish you all the best.
A&
Grace Chao
EREEE C S £ T &

(CEAEE R BEHIR)

Thesis Principal Supervisor:
Prof. MCINERNEY Dennis Michael
Chair Professor of Educational Psychology

2011 8 A 25 H
Date: 25/8/2011
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BARH : FAEHAELE > RBERGBNELEIAUABAL O, o

Personal Information: Please fill in the blank, or choose the suitable answer and fillin T ® | .

WA 2355 .

Name Student No.

F8 F#h &

Grade Age

MR OF O+ ERLHE

Gender Name of School

Bk —REXA KR o

Latest English exam score

B R PXEFRnsE @

Latest Chinese exam score

e Y EPT TEL I T >
Estimate your next English exam score

AR R — & P IE A I,

Estimate your next Chinese exam score

SHMHBFRE O JEXRIUT Oy % OXEHUL Oxte

Father’s education level: primary or below/secondary/university or above/others

FRHEFEE O JEXUT Oy & OAZEHUL Oftb

Mother’s education level: primary or below/secondary/university or above/others

LMEE:  Offam Ofm > FEAME *
Father’s occupation: non-working, working: Please specify occupation
HRmE: Ojrfam O » FEAME *

Mother’s occupation: non-working, working : Please specify occupation

295



. Learning and Performance Inventory

FELROEHLELEAZERREL O, o

Please choose the suitable answer and fillin " ® | .
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1)
2)
3)
4)
5)

Not at all true of me
Not true of me
Fairly true of me
True of me

Very true of me

P X # (Chinese Class)

BHFAW S

7\
(S
N

BEADHEN
2w iE | 3

T
5
N\

N\
o
N

REPYEN
2P A

I~
N
%

BATLE FRAEBUTE L 6 P BRI o cvevverrmrerereeeseennennes

I believe 1 will receive an excellent grade in Chinese.

(5)
O

Brik ARG T XN > BAEAS RALAEAR o oovrenrerenee
I’m certain I can understand the most difficult material
presented in the readings for Chinese class

o O

O] O

o] O

o] O

PP SY TEET OO € Uer e
[ ‘m confident I can learn the basic concepts taught in
Chinese class.

O

®)

O

@)

REBCER T XEGARRGRARAAT o oo
I’m confident I can understand the most complex material
presented by the instructor in Chinese class.

BB BB HR A o +orrereerrrresene e

I’m confident I can do an excellent job on the assignments
and tests in Chinese class.

Mt d X o Rk FHIEER AR BAH R

ﬁ.zg{—g B aﬁ“é'_‘%_“:j& PR PR BB FETT o ceeeeeieriiiieiiaennt
I’m certain I can master the skills being taught in Chinese
class.

HRPX  GEETERBOHRE > RATHRIRLEG
B KB » ARG DIFIRIF o oo
Considering the difficulty of Chinese class, the teacher, and
my skills, I think I will do well in this class.

P A € Ly L L

I expect to do well in Chinese class.

R x# (English Class)

ﬁ*a,‘gﬁﬁg ﬁ‘{%ﬁ—é@-ﬁi)&ﬁi O eeseesscncescscrssnsansnane
I believe I will receive an excellent grade in English.

10.

I’m certain I can understand the most difficult material
presented in the readings for English class.

BpfE 2 BRI NE » BRAEERGLAETEA o coovverennes

11.

HBA ST RASAAHA R RS0 o ceerrerremmeenee

I am confident I can learn the basic concepts taught in
English class.

12.

RABCERRAXEOA BRI BB AT o e
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I’m confident I can understand the most complex material
presented by the instructor in English class.

13.

MREX > Rk PFerE £ R R DGR - REHE ORF
15 2 1Y ﬁkkﬁ" O seseesieneaitaetectsstaesttetactesttecnaertrensnsnenies
I’m confident I can do an excellent job on the assignments
and tests in English class.

14.

LS B OB TR BT ELBGIETG o corerrrnreerneneeanns
I’m certain I can master the skills being taught in English
class.

15.

HARX  GOXREEENEE  RACTHRENREE
é{'ykf%f{& 3 ﬁﬁﬁ@'%ff?#&% © sessessectcssecsnscsassscansan
Considering the difficulty of English class, the teacher, and
my skills, I think I will do well in this class.

16.

ﬁﬁ?ﬁﬁ-iﬂ"—%—"ﬁ-?&ﬂ O sessesseeccestestasetssassnssnssesanans

I expect to do well in English class.
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2. Self Description Questibnnaire

(DDFBHREOBYEREAZRNEAL 'O, - AHAERF XL RNHE S EELTHE Q) -

Please choose the suitable answer and fill in “®” . Only use NOT SURE (3) if you really do not
know.

I
1) Strongly Disagree ¥ | & |3
2) Disagree IR | X | & ¥
3) Not Sure B |8 |& B |R
4) Agree t E i t t
5) Strongly Agree M@ |3 || G)
1. | BRI E L L 0 vvereerrmmrmmerrnnmammaimieessnneessantnessansonen, oOlolololo
I am good at ENGLISH.
T 2 L 0 L DU ololololo
I get good marks in ENGLISH.
3. &Eﬁiﬁ@é%&mﬁ%ﬁﬁigﬁ. O sessessestsesecrecscartecsasnanns O O O O O
I have always done well in ENGLISH.
4, | EXHBRREBE DM 0 coeererrrmrrrnnnnns e rterereentnanaaans ololololo
Work in ENGLISH is easy for me.
5, | BRBBHAHABRBIRIBEPERE o covvrrrrnrnni O O O O O
I learn things easily in ENGLISH.
6. | BRIME T I 0 roereerremrrrrserereenemmmuiiiiiiienseeeseetiutiaiiie ololToloTlo
I am good at CHINESE.
Y RS 3 U olololo!lo
I get good marks in CHINESE.
8. | RA T XFHEEBUGTHF AL 0 oovvvrereerrermmmsseeremniinn ololololo
I have always done well in CHINESE.
9. | P XE BRI Z G BY 0 eererrernnrreresieiiii ololololo
Work in CHINESE is easy for me.
10. | RBEBAEPXIBBFLRE o ccvverrrninniniin ololololo
I learn things easily in CHINESE.
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3. Performance and Achievement Scale

(Z) FHEHRGBYERLAUABAL "0, -

Please choose the suitable answer and fillin '@ | .

X
HHIP
- )
1 tr
2 Nottrucofme £ K| 2|2 | *
3) Fairly true of me % (% | & B %
4) True of me A (R R IR | R
5) Very true of me MDD |6
I | REFEHE: "wRRESFLARERTEEHR
TR, D | eerrereeseneennee e olololo!lo
I often think to myself, “What if I do badly in this class?
2. | RBCHRABH ERERIFO TR o -oooverrerereeeeeees OO0 |O|0O|O
I worry about the possibility of getting a bad grade in this
class.
3. | REFMACHEXRAZRGTHRGRTINERA - O|O0|]O|0O]|O
My fear of performing poorly in this class is often what
motives me.
4. R A A EHE E B G B RAR E o e olololo | o
I just want to avoid doing poorly in this class.
5. | BREHRBM LG —BARESFE b/ BETHR
- R P PSR ololololo
I am afraid that if | ask my teacher a ‘dumb’ question, he or
she might not think I’'m very smart.
6. | REAB AL » AT H L FERRE 5 0 crvereerereernes ololojoOo| O
I wish this class was not graded.
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4. Self-directed Learning Scale
(m) FELROCBWLFEAZENBEL "0, - AHARFREENHZEAEELTHAR
3)-
Elease choose the suitable answer and fill in  “®” . Only use NOT SURE (3) if you really do not
now.
¥
1) Strongly Disagree - 3k
2) Disagree X X[ Fx | & | %
3) Not Sure Bl |8 |#& |8 |HR
4) Agree r SN JREE- BN S 3
5) Strongly Agree (OIRIEOIOIG)
[ [eBEEHOTRFER  ARREANEE T o o O]O[O[O[O
I modify the way I complete my assignments according to the different
requirements.
2. |RIBMABREE 0 REEKEFAICH A RE o cooverrrerrene O|lO]OJO|O
After I get back my test papers, I try to understand the mistakes I have
made.
3. [REHHATETIHNAE > ERARTEEEALL o --oovveneee OO0 |]O|]0O]|O
I focus on my common mistakes and repeatedly practise the items until
I get them right.
4, |ERBEB RGBS REUB BT FIE o corvrrrrrerrmmninnnenennn ololololo
When I find that I decline in my achievement, I change my learning
methods.
5. |G LE ik DEBIEFGEER o oo Ol olo |l OO
I modify my learning methods to meet the needs of a school subject.
6. | B BEA O A BIBA T F R 0 rorrerrrrrrrerneererrreiiienennn O
I reflect upon my learning strategies to see if they are effective.
7. |REREBALER UBEATHANEERERTHB - - O
I compare myself with others to observe if my learning strategies are
effective.
8. |REXHATHER  MBEATET TSP o e OO0 |0 |0]|O0
I keep records of my learning performance in order to monitor how
much progress | have made.
9. B2 TR LABN > RERLBTTRMBTHE o --ooeeveeer OO0 |0 |0
When I encounter difficulties in learning, I reflect on possible
mistakes that I might have made.
10. | BEMHTBECRTOHELAL Y LATILMEEIR o cooerrerreraninnens olololo o
I check if I have corrected the mistakes in learning that I have made
previously.
11, B2 » BT R TR o e, O
At the beginning of each school term, I set a learning plan for myself.
2. wREEBRBHEIZREY  REFLBIFMAHEA - | O
If it will take longer to finish a learning task, I will set a working
schedule in advance.
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13.

SmEELRZA REBRTHBA > REHATHERE - -
Before important examinations, I arrange my revision according to my
planned schedule.

O

O

O

14.

P L T E 3 T,

I schedule the time to study each subject according to my plan.

15.

RABIEE B E— G R » BINESR L o crrereerennes
I like to get a list of the things I need to do, and then tackle them one

by one.




5. Performance Appraisal Inventory

(Z) EHAEZLE LB AHNFE (Hlho  FR/BBRARYE) > FHER—T  hF %
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SHEEAEHERE? 1=0% —RAFAK) > 2=25% FHA) > 3=(50% HEF) 4=
(75% WMA) * 5= (100%FM4FH) - FEHRGBAHEREAZEARAL "0, -

Please think about this: when you encounter some learning difficulties, such as failing in an
exam, when do you have these feelings? 1= (0% Do not believe at all) » 2= (Believe 25%

of the time ) » 3= (Believe 50% of the time ) » 4= (Believe 75 % of the time) » 5=

(Believe 100% of the time). Please choose the suitable answer and fillin " @ |

0%
1) Do not believe at all —_ 100%
2) Believe 25% of the time B[ 25% | 50% | 75% | W
3) Believe 50% of the time | B | B | B ]
4) Believe 75 % of the time 2 00M | M| M AR
5) Believe 100% of the time A ¥ >3 x ]
DI @AIA @] O
L | ERAASHE > ROERH/BHEAGLERRASHE | O O O O O
NP
When I am not succeeding, I am less valuable than when I
succeed.
2. | ERRBRADUEE » REIBE DT o corrrvrerrrrrernsnanienes
When I am not succeeding, I get down on myself easily.
3. | ERFRAMBHIEHE  wRBEMAFTE > RERIRE
F 0 +eereerererrter e e e e e e e e e e b e s e s eeaeaaaes
When I am failing, it is embarrassing if others are there to see
it.
4. | EBARENFE  BREE—BASFLERRTRAE o - O O O O O
When [ am failing, I believe that everybody knows I am
failing.
5. | ERARBRAH G > RAAE —RREREAINA > FRA
RO B AR S R Y © coreerrrrrree e e O O ®) O
When I am failing, I believe that my doubters feel that they
were right about me.
6. | ERARBHEE  RFECEBAHRGEK o oveeeee
When I am failing, I worry about what others think about me.
7. | ERFRMEIFE  RBCEBARBRAR TR -
When [ am failing, I worry that others may think I am not
trying.
8. | ERFRBHIFE > RORXTF (HRA) FRGC o oooee
When I am failing, it upsets important others.
9. | ERFRMEUHETE » REFEHET (BEHEA) H3F o -
When I am failing, I expect to be criticized by important
others.
10. | ERFREGGE > REXERXT (BERA) 9242 - - O O O @) ©)




Appendices 303

When I am failing, I lose the trust of people who are important
to me.

1. | ERARBRMHEE > ROXF (BEEA) RS o
When I am failing, important others are not happy.
12.

EBRRBRAEWNEE BT (BHEA) gRE oo

When I am failing, important others are disappointed.




6. Facilitating Conditions Questionnaire

(X
uo

FEHBAANSEEIARAEAL (0, c AFERFAL

Please choose the suitable answer and fill in  “®” . Only use NOT SURE (3) if you really do not

know.
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oy A RERKR

1) Strongly Disagree
2) Disagree

3) Not Sure

4) Agree

5) Strongly Agree

> TN

ran
o
N/

W I N
7% b A
[ 4

~
DN
N

7N\
(%)
A\

7~
1N
A4

CLE-E T

1.

ﬁk%ﬁﬁ\}iﬂi%ﬁ?@%—”ﬁﬁi.@éﬂﬁ © seencensecsecnssrscsnnsnsasanasanses

Most of my friends want to do well at school.

O

2.

ﬁjﬁ%f‘lﬂ\ﬂﬂ j}lil‘f@ﬁ‘é‘% k,f%ﬂ © sasesecenersencsnsaserresiessocanstarsares

Most of my friends want to go on to college.

BRI AERAZLFIREGIFR o cooeeerrrern

Most of my friends think education is a waste of time.

BRESMAABET T TR > BEREA o e

Most of my friends want to leave school as soon as possible.

o] O O O

ol O] 0 O

Oo| O O O

o O O O

B EAREAE TR TR BARERL o oo

My friends say I should leave school as soon as possible.

®)

®)

O

@)

BIAAYBELE R PIRE > BB  REXLFE e

My friends tell me to leave school and go on parents.

B RE T R A TR BBER » I o e

My friends tell me to leave school and get a job.

BEE(FERABARA R WG > eI ERE o oo
My father thinks that I am bright enough to go on to college or
university.

WwRERREAEAREL REE/ BHEAGT IR e
If I decided to go on to college or university, my father would
encourage me.

10.

BIEE(LERA)DARA RPBFE > RARRE oo
My mother thinks that I am bright enough to go on to college or
university.

11.

IR RERIEAD  RIEE (LB EIA G LIERH o oorrrrrrees
If I decided to go on to college or university, my mother would
encourage me.

12.

RELS(FEEAN MRS T TR T RE > BMAER

My father encourages me to leave school as soon as possible.

13.

BB (FEEANRAHBERIET ARV TRE > AL
1 o

My father thinks I should leave school as soon as possible to work.
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14.

REE (KBRS OBBMRET TR TRA » RS -

My mother encourages me to leave school as soon as possible.

15

BB ERA)BAREAET RN T RE > HEGT
# -

My mother thinks I should leave school as soon as possible to work.

16.

I AR T L N T,

I get encouragement from some of my teachers to do well at school.

17.

W RBAEABRE > CAERGEHEEBRE o -oooeeeeeee
If I decided to go on to college or university, teachers at this school
would encourage me.

18.

FoEERR  BA BB I RATE o oo
Some of my teachers tell me [ am bright enough to go on to college
or university.

~2 kT~

End of Questionnaire

FREMREE CRARAA B 0 AR

Please check now that you have answered all the questions.

Thank you very much for your help!




