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ABSTRACT

Recent research findings assert the importandeeops$ychological components in learning
with an increasing focus on the role of personaliyiables such as self-concept to
improve academic outcomes. The literature shows dfffective learning begins with
promoting students’ self-concept, a key ingredidot cultivating autonomous and
successful learners. Within this scope, this reteattempts to answer a number of
guestions relevant to the role of teachers andadarvironment in promoting self concept
in order to get better achievement in the genezabisdary school course and the English
language course among a sample of secondary sigamoérs. However, how many of our
students can not ask us for help when they ha¥euifes? How many of them can not
talk in front of a group and sacrifice their charaddearning for fear of being judged or
laughed at? How many of them do not even try, pestause they are persuaded that they
can not? The question to be asked then is, “whaictiools and teachers do or not do that
leaves our students with such a damaged self-ct?icéps hypothesized, in this study,
that when learners display a positive self-conciyatiy general academic achievement will
be satisfactory and they will reach satisfactorgeiign language (English) performance.
Data gathering tools- a questionnaire and achiemegrades in the general course and the
English course- provide significant results to drawcorrelation between the different
variables of the study and confirm the hypotheBige study determines the need to raise
awareness about the importance of self-conceptandarning process and in the learning
of foreign languages, to help both teachers andnpswin the battle against the challenges
they face: high dropout rate, low academic achiemmlack of motivation and low
academic self-concept, as the undeniable factisabery child has the ability to learn and

be successful if the right environment is provided.
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INTRODUCTION

Academic achievement has always been the ousrest of educationists and
educational psychologists. If governments inveshbooney and efforts to provide our
educational system with the appropriate currictdachers, and educational specialists; it
is certainly to help learners achieve satisfact@yademic outcomes. However,
underachievers have and will always exist. Thougtdamic failure can be attributed to a
multitude of external factors such as social, eaainpand relational variables, there is no
doubt about the importance of internal factorshapng academic achievement. Thus,
psychological research has shown growing intereste study of self-terms among them
the self-concept and related constructs such #sesteem, self-confidence, motivation

and many other self related issues.

1. Statement of the problem and scope of the study

Research findings have been applied to ftekel of education, for a better
understanding of the learning mechanisms to oveecd@arning difficulties and to
improve academic achievement. Studies in the fielitluded that how individuals view
themselves is related to how they behave as learn&here will be little learning if
students behave in a passive manner. In other windisiduals with low academic self-
concept show low commitment to school. Whereas vgtedents perceive that they can
pursue their own goals, that they have aptitudesadnility to perform, they will invest

more effort, work harder, and strive to attain leiglevels of academic achievement.



The problem under investigation is to expltre relationship between self-concept
and academic achievement in general, as well &s@stept and English as a foreign
language in particular. Moreover, this researchknaims at illustrating how academic
outcomes are influenced by students’ beliefs anidudés about school and foreign
language learning. Finally, it will suggest potahtstrategies for students, teachers and
parents to manipulate and change students' setfepbnin order to improve their

scholastic outcomes in English and foreign langsagegeneral.

2. Objectives of the study

The aim of this research work is to run a correlatstudy between self-concept and
academic achievement to:
-Determine the importance of self-concept in tlarneng process.
-Shed light on how self-concept can influence acsadechievement in general and the
acquisition of English as a foreign language irtipalar.
-Raise student's awareness about their own abjliird how their mental strength and
positive self-concept can lead them to succeedcioa and in the foreign language
classroom.
-Raise both teachers and parents’ consciousnessi Hie tremendous role they play in

promoting student's self-concept for higher schaashievement.

In sum, this study is intended to provide educgtparents and students with a deeper
insight and a better understanding of the imposgawic intrinsic variables such aself-

concept,in providing and sustaining academic achievemengdaneral and in foreign



languages ( English ) in particulafhe study will also attempt to clarify the relatsbip
between self-concept and academic achievement dier oto uncover motivational
interventions that could be used to enhance sdmlssccess in the foreign language
classroom. This study is expected to have impbegtifor curricular changes, as well as
changes in learning strategies and teaching pslide reach higher academic

achievement.

3. Definition of terms

SELF: Psychological entity that is the subject of a peis@xperience distinct from
others. It isa sense of who we are.

SELF-CONCEPT: A nucleus of one's personality structure. A systembeliefs,
perceptions and attitudes one holds true aboutdiims

SELF —ESTEEM: Evaluative and judgmental attitudes and feelings hage about
ourselves. Self-esteem can be high or low.

SELF CONFIDENCE: It is the sense of unquestioning acceptability af potential as
well as limitations. It is the belief in our abylito accomplish tasks and perform roles.
SELF-EFFICACY: 1t is the ability to successfully perform a particutask through
displaying the appropriate behavior characterstiperseverance and resilience.
MOTIVATION: It is the intrinsic or extrinsic incentives or des that arouse, drive and
maintain behavior in whatever domain.

ACADEMIC ACHIEVEMENT: The evaluation of students’ outcomes in a given

subject i.e. students grades in a subject matter.



4. Hypotheses

The objective of the study is to establish tloeredation between self-concept and
academic achievement in general and self-concegptfamreign language performance
(English) in particular. So, we would expect twagpbtheses to be tested, however, the
self-concept scale is multidimensional and compribeee distinct subscales: emotional
self-concept (self-esteem), academic self-concept social self concept. Thus, the

research work will test a total of six hypothesésgol are as follows:

HYPOTHESIS |

“When learners display a positive emotional self-aocept, they will reach
satisfactory foreign language (English) performance

Independent variable: Emotional self concept

Dependent variable:  Foreign language performance

HYPOTHESIS I

“When learners display a positive emotional self@ncept, their general academic
achievement will be satisfactory”.

Independent variable: Emotional self concept

Dependent variable: ~ General academic achievement

HYPOTHESIS Il
“When learners have a positive academic self concem learning foreign languages

(English), their achievement will be higher”.



Independent variable: Academic self concept

Dependent variable:  Foreign language achievement

HYPOTHESIS IV

“When learners have a positive academic self conu their general academic
achievement will be higher”.

Independent variable: Academic self concept

Dependent variable:  General academic achievement

HYPOTHESIS V

“When learners have a positive social self concepiieir academic achievement will
be higher”.

Independent variable: Social self-concept

Dependent variable:  General academic achievement

HYPOTHESIS VI

“When learners have a positive social self concepheir foreign languages (English)
achievement will be higher”.

Independent variable: Social self concept

Dependent variable:  Foreign language achievement



5. Research tools and method

To investigate such a research question,ishab establish the relationship between
self-concept and academic achievement as well asrify the degree of correlation and
prediction between them, we deemed it appropriateadopt both descriptive and
correlation studies for the sake of identifying,scibing and gathering detailed
information about self-concept (through a quest@radministered to the students). We
also gathered data about students’ scholastic npeaface (through the collection of their
average grade of the tests and exams administeretthdir teachers throughout the
academic year). Both average general grades slbjects and average English grades

were collected.

The method includes both qualitative and gtetihte data, fundamental ingredients to
establish the correlation between the two variab{sslf-concept and academic
achievement). The sample is formed of groups of &t0@ents (my own students) from
second and third year classes of SAHAD MBAREK Seéeoy School of AL
HAMMADIA ( Bordj Bou Arreridj). The age of the stetts ranges from 16 to 20 among

them 49 girls and 51 boys.

6. Organization of the study

The study is presented in four chapters. Ttapths are preceded by an introduction
to the research work which includes: statementhefgroblem, objective of the study,
definitions of terms, statement of hypotheses, odilogy and tools of the research and

finally organization of the study.



Chapter one provides a review of literaturetaglates to the self-concept and socio-
affective factors. It includes the following poinBrief history of the self, definitions of
self-concept and other related constructs such effsesteem, self-confidence, self

efficacy and motivation.

Chapter Two covers a review of literature pertgjnthe academic self-concept and
academic achievement including learning and acadecthievement, foreign language
learning as well as a correlation between self-eph@nd academic achievement and

self-concept and foreign language performance.

Chapter Three discusses the methodology of teareh study including the selection
of the sample and the method of data collectiorg thols and the population
characteristics. The study considers data collettiemligh a questionnaire administered
to the students, as well as their average gradéngiish obtained from the tests and
exams that have been assigned during the acadesaic 3006-2007. This chapter
includes also the presentation of the data anchtstital analysis of the information

collected throughout the study and an interpretadiothis analysis.

Finally, Chapter Four concludes the researctlyshy presenting the strategies of self-
concept enhancement and offering pedagogical imgiéstions and recommendations
for improving academic achievements and foreigmu@age classrooms. It also lists the

limitations of the study.



CHAPTER ONE

SELF-CONCEPT AND SOCIO-AFFECTIVE FACTORS IN LEARNIN G

Introduction

Discussions about the self have been ofé@steo philosophers and psychologists
for over 2000 years. In order to understand predaptotion of self and self-concept, it
is important to refer to some of the major phildsopl and psychological theories of the
self over history, and identify how they have ehed this construct. Findings about the
self and self-concept lead certainly to the disicussf related matters like motivation
and other cognitive and meta cognitive aspects ¢hapter starts with a brief history of
the self construct which shows how the term origidaand how it was used throughout
the literature. In the second section, the varaefnitions of self concept are presented.
The third section deals with the different selimsrthat have been used inconsistently
and interchangeably with self concept which ledtabiguity and lack of clarity of the
theoretical perspective. The fourth and the lasti@e deals with motivation, its relation

to self-concept and the different underlying apphess.

1. Brief history of the self

Interest in the self can be traced back tty g&hilosophers such as Socrates, Plato
and Aristotle. Socrates argued that the self isstind. Plato, on the other hand focused
on the intellect and the rational part of the seuliere he tied the notion of the self to
cognitive principles. Aristotle however, rejectethtB's rationalism claiming that the
mind is higher than the soul, and that the mindnsndependent substance implicated

within the soul (Hattie, 1992).



Self-concept has been a focal point in psgolatysis, ego psychology, personality
research, sociology and experimental social psypgyokince the pioneering work of
James (1890), Cooley (1902), Freud (1923), and N#8@84). However, their theoretical
perspectives have been inaccurate, and sometinmsadwtory in the use of ‘self’
related terms, that entered everyday usage withgutement on a single consistent
definition. As a reaction to this inconsistencynamber of review books and articles
have been written by Wylie 1974, 1979; Wells andw 1976; Dickstein 1977; Bean,

Lipka and Ludewig 1980 and many others (Blyth &€lgar,1983).

The concept of self has always been givarsiderable attention, and many have
been using it interchangeably with terms such &#,gpsyche or soul to refer to self. A
turning point in man's thinking about his non-plegibeing came in 1644 when
Descartes formulated heogito ergo sunthat if one doubts, one thinks, and that if one
thinks, one must exist. Many other philosophershi$ period such as Spinoza and
Lerbritz used terms such as mind, soul and sefm8nd Freud introduction and
emphasis on the self was introduced through theceqgnof ego development and
functioning. While Freudian psychologists explorednsciousness, the Gestaltists
focused on the value of insight. However, with iehaviorist trend, the focus shifted to
only measurable and observable behavior and tlave litle attention to the self. Since
psychological theories have always influenced etilmcawhen psychology abandoned
the self so did education. Nevertheless, some lo®ireptions include Mead (1934),
Lewin (1935), Goldstein (1939), Maslow (1954-1996)¢ky (1845), and others who all

gave the self due attention (Purkey, 1970).



The current interest in self-perceptions ba traced back to the work of William
James 1890, who introduced a theory of self thropghsonal introspection and
observation of other's behavior, and who divided #elf into material, social and
spiritual selves that all interact in a dynamic neach self-preservation and self
enhancement. Beame and Lipka referred to Coole§2)1 Mead (1934), Sulivan (1953)
and Rosenberg (1979) who all contributed signifilyaim highlighting the notion of self.
Cooley defined the self in function of the feedb&wkm others. Mead argued that self
perception is developed in a context of socialradgon that is multidimensional and
hierarchical and Sulivan, introduced the idea ihdividuals are more influenced by
feedback from some persons, than from others wichabeled as “significant others™

(Beame & Lipka, 1986).

After the concept of the self has been esgll by the behaviorists, its
reintroduction to psychology and education is dwdhie humanistic movement (that
emphasizes the internal world of individuals) led®arl Rogers (1947- 1969), Combs
and Snygg (1949) and many others like Brookheid®58), Patterson (1959-1961),
Combs (1965-1969) and Cooper Smith (1967) who allsed the rebirth of interest in
internal and intrinsic motivating forces, and cdiye processes with reference to the
dynamic importance of the self (Purkey, 1970).

However, with the humanistic movement as mairdgut by Purkey (2000) there was a
gap between theory and practice, and the attemptamote realistic and positive self-
perceptions became more controversial (Baldwin,712® cited in Purkey, 2000: 34)

stated that:

10



“Unfortunately, proponents of the human potenti@lvement often carried the idea of
personal growth to the limits of personal licersad failed to develop a disciplined and
systematic examination of its assumptions and adtiwihs” (Baldwin, 1987: 29 cited in
Purkey, 2000: 34).

This led once again, to the decline of intereghin self until the cognitive revolution
of the 80’s, which was influenced by the technatagiiprogress and the computer. The
cognitive theorists and researchers much like theimanistic predecessors, focused on
the internal mental events, but with an emphasighencognitive processes such as
encoding and decoding human thinking, problem sglvand higher order thinking
which gave interest in the self a different face douexciting insight.

In contemporary research on the self, AIBenidura (who was a former behaviorist)
comes to be the most prominent self theorist whgued that it's the beliefs that
individuals possess that enable them to contral theughts, feelings and behaviors
which all form the self-system, and that human balas predicted more by people’s
perception of their abilities, than by what theg actually able to do. The new research
topics such as self-efficacy, self-focus and alé thther ‘self’ vocabulary that

characterizes the theories of human motivationfiestthat the study of the self is the

new direction in the field of motivation (Purkey)@).

2. Definitions of self / self-concept

2. 1. General self-concept

There has been an increasing focus on the impaatanh the role of personality
variables in academic performance, and considergbtggress has been made in

documenting the positive role of self-concept Wsliein the growth of cognitive

11



competences and in the influence of student’s anadmterest. Thus, many definitions
have been provided by researchers in an attemptatdy and understand the self-

concept construct.

Comb and Snygg pointed out that the self cohisethe nucleus of one’s personality
structure, and that changes in behavior occur anlgelationship to events that have
direct bearing on the self (Paschal, 1968). CarbdR® built a theory around the
importance of the self in human adjustment, in Wwtifee self is considered as the central
aspect of personality and thus, to individual'sdwédr (Purkey, 1970). Maintenance and
enhancement of the self is the fundamental drivendfvidual behavior, and that
behavior is directed by the totality of experierticat an individual is aware of (Combs

and Snygg, 1949, cited by Purkey, 1970).

Self -concept in psychology is "the compositédeas, feelings, and attitudes people
have about themselves” ( Hilgard, et al, 1979: @itgd in Woolfolk, 2004: 71). It is the
attempt to explain ourselves to ourselves in tesmmpressions, feelings and attitudes.
However, our self-perceptions are not stable andnmaeent but rather changing,

depending on the different situations and condéiohour lives (Woolfolk, 2004).

Jersild (1960:190, cited in Garza, 1977:16% wrote that the self-concept "(..) is
the development of the self as the compositesaights and feelings, which constitute
a person's awareness of individual existence, éisgption of who and what he is ...".

(Jersild 1960: 190, cited in Garza, 1977: 15-16).
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The self-concept is "our perceptions of oursglw in specific terms it is our attitudes,
feelings, and knowledge about our abilities, appees, and social acceptability.”

(Gordon Darlene 1977, cited in Byrne, 1984: 429).

According to the various definitions of the sgifen by Rogers (1951), Jersild (1952),
Combs and Snygg (1959), Purkey defined the sélaa®mplex and a dynamic system
of beliefs which an individual holds true about ketf, each belief with a corresponding

value" (Purkey, 1970: 7).

Combs and Snygg (1959: 146, cited in Purkey, 120Ddefined the self as follows:

"(...) the self is the individual's basic frame ofemrence, the central core around which
the remainder of the perceptual field is organidadhis sense, the phenomenal self is
both a product of the individual's experience amuiaucer of whatever new experience
he is capable of " (Combs and Snygg, 1959: 146l aitéurkey, 1970: 10).

The self means the conscious reflection of ounger identity as a separate object
from others, and that the self-concept is the dognir the thinking aspect of the self
and generally refers to “the totality of a complerganized and dynamic system of
learned beliefs, attitudes and opinions that earkgm holds to be true about his or her

personal existence” (Purkey, 1988 cited in HuibQ4£ 1).

The self is both organized and dynamic. It is oiged in the sense that it is a whole

which is made up of subparts that are beliefs abaatelf. These beliefs about oneself

may be divided into categories (student, husbamdgrican...etc) and attributes (strong,
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young, pretty.....etc). The beliefs which are velnse to the essence of the self are highly
resistant to change, while those that are peripherthe core of the self are unstable.
Moreover, each belief in the system has eithergatiee or a positive value. Concerning
how success and failure are generalized throughmaitsystem, Purkey stated that
Diggory (1966) found that a failure of an importamid highly rated ability lowers one's
self evaluation of other unrelated abilities ancewersa. The final organizational quality
of the self is that it is unique much like fingams which make unlimited varieties of
personalities. The self is also dynamic in the eghat we constantly strive to maintain,

protect and enhance it (Purkey, 1970).

According to an article (the letter) by Mar@003), self-concept like self-efficacy, are
related to self-confidence and to the belief thatralividual can control certain aspects
of their performance or behavior. In this artidasi cited that Judge and Bono (2001)
stated that individuals with a favorable self-cqutoeill perform better on tasks and will
persist in the face of difficulties. It is also eefed that Marsh (1991) pointed out that the
importance of self-concept lies in its contributitshn accomplishment, persistence and

educational decisions.

The self-concept is a multidimensional and tixfateted construct, for example
academic, social, physical or even spiritual setiaepts are all facets of one's self-
concept, and the dimensions of academic self-cdamoay be science, math or language
self-concepts (Hinkley et al, 2002). Self-condeas$ a hierarchical structure in the sense

that the general view of the self comprises otherenspecific concepts including non
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academic self-concept, Math self concept, artisgéf concept...etc and these second
level self concepts are themselves made up of mpeeific concepts of the self
(Woolfolk , 2004).

Self-concept is the individual’s own orgagdzand conscious conception of the self,
including a person’s observation of the self imtef personal targets and values, and in
social interactions. It is the consciousness ofeasgn’s own existence and action
(Rogers, 1965 cited in Kjaldman, 2006). The seligapt is a conceptual scheme which
is a model of strategies that the person possemsdsyhich is based on experiences that
enable individuals to interact throughout theirelepment. These strategies focus on the
individual's environment which is not only his ental space, but also the social
interaction that occurs within that space, where tberson’s experiences and
observations are fixed. Moreover, self-conceptatber stable but developmental in the
sense that it is not subject to frequent changeekiew it is flexible and adaptable to
different situations and though generally stabldewelops into a more complex system

through years and experience (Lindeman, 1985, aitéglaldman, 2006).

As concerns using and creating self-beliefs Bandexplained that individuals
interpret the outcomes of the behavior they engagthen, use these interpretations to
form beliefs about their own abilities, and wheaytlengage in other behaviors in similar
domains, they act in coherence with the beliefy theve created. Thus, behavior is not
determined by its consequences but rather by thanimg we attribute to these
consequences in relation to the self (Bandura, 1984 cited in Purkey, 2000). The

individual's self-system is formed of self-schemakich are defined as “cognitive
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generalizations about the self, derived from papegences, that organize and guide the
processing of self-related information containedha individual’'s social experiences”

(Markus & Wurf, 1987:64 cited in Purkey 2000:37).

Self-concept is not innate but rather constaidte the individual, through interaction
with the environment and reflecting on that intéiag which means that self concept
can be changed. Self-concept consists of physaz@demic, social and transpersonal
self concepts(Huitt, 2004).

-The physical self-conceptrefers to all that is concrete such as our heigypearance

and sex.

-The academicself-conceptrelates to how well we perform in school whichelts

consists of two levels: general and specific likatMand Science.

-The socialself-concepton the other hand, deals with our relations t@ofgeople

-The transpersonal self concepthowever is related to the supernatural or to the

unknown.

Hattie (1992) divided self-concept into

- Academic self-concep{ English, history, math)

-Social self-concept peers, significant others)

- Emotional self-concept emotional states)

- Physical self-concept physical ability, physical appearance)
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Figure 1: A hierarchical model for the organizaton of self-concept as

suggested by Shavelson, Hubner, and Stanton, B9Gited in Hattie, 1992
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2.2. Academic self-concept

Academic self concept is an important elenwéra more general self concept. This
general or global self-concept is divided into asait and non academic self-concepts
and the academic self-concept itself is divided Bub-categories such as Math, History,

English and Science (Shavelson et al ,1976, cité€birbiere et al, 2006).

Academic self-concept is defined as an oVedf-perception of individuals in the
academic context, it refers to self-beliefs in #oademic domain including statements
such as “I'm satisfied with my grades”, “I'm able tinderstand this”...etc ( Wondimu
and Bruinsma, 2006) . It is the individual’s belwgfhis own ability to learn the accepted
types of academic behavior, and this ability inesidspecific self-concepts which
correspond to specific subject areas in the sclppogram, which is predictive of

academic performance in the relevant area (Broakd¥®mmas & Paterson,1964).

Academic self-concept is a construct thampgrises cognitive, affective and
behavioral components. The cognitive aspect ofstbdent’s self-concept reflects their
perceptions and beliefs about their abilities in eamademic domain. The evaluative
component on the other hand, known as self-estesdtacts the student’s appraisal and
emotional assessment of his/her abilities. And libbavioral aspect of student’s self-
concept known as self-efficacy consists of studesélf-representation of successful

performance in a particular scholastic ability dom{@ermitzaki & Efklides, 2000).
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As concerns the predictors of academic seltzept) school environment is considered
one of the most important, as teachers and classnmbvide constantly information
about the student performance. Self-concept desdlough a continuous interaction
with others, and the countless components of seitept are mainly social. We attribute
meanings to the acts of others and we perceiveelvaiss according to how others relate

to us (Purkey, 1978).

The influence of the teachers on students®icept is of considerable importance:
“The concepts which the teacher has of the childvecome the concepts which the

children come to have of themselves" (Patterson31925 cited in Purkey, 1978:.6)

Peer environment received due attention irattempt of describing the factors which
affect student’s self-conceptelative deprivation’, ‘environmental press’ anthternal/
external frame of referenceare all theories that have been developed to itbestne
effect that peer ability level has on student’s-sehcept. Theelative deprivatiortheory
which was first elaborated by Davis (1966) assurmeg a student will feel more
academically confident among a relatively lowedigbpeer group than among a higher
ability grouping. In other words, self-concept @rmed by comparing oneself to others
and thus, attending a highly selective school redumne’s academic self-concefithe
environment presstheory on the other hand, is based on the assumftet students
will compare themselves to their peers taking iatgount their school’s selectivity in
comparison to other schools, and that being acdepta highly selective school will

boost their academic self-concept. While most swidittempted to support relative
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deprivation theory, research led to inconsistestlte either way which gave birth to
another theory known as tteternal / external frame of referenceodel ,which states

that students will compare the abilities they havedifferent subjects such as math
ability to verbal ability (internal), and also coarp their abilities or skills with the

perception of others’ abilities and skills (extdjndhis concludes that academic self-
concept is influenced by both the student abidityd the peer group ability. In addition to
this, other factors such as subject aspirationpa@chchievement and socioeconomic

status all determine and affect academic self-quin@&ax, 1992).

2.3. Social self-concept

The social selves and the social aspect ofelfeconcept are described as the version
of the self reflected in each human interactione $kIf is created within a context with
reference to values and norms of others who takeipahat context (social contexts
shape the selves). The social construction of #ié depends on relationships or
situations as well as on larger sociocultural aistbhical factors.

Cultures and societies differ on how to perceivatwhmeans to be an individual,
For example, individualistic societies believe ttre self is created through personal not
group achievement and that it is a distinct prodbet creates behavior and attitudes
rather than a social and a situational productiefies that value individualism, tend to
emphasize personal autonomy and self-fulfilmentievbocieties that value collectivism
place emphasis on the individual's place withimaug and the group's unique attributes,
as individuals are valued because of their abitity maintain relationships and

interpersonal harmony (Brewer & Hewstone, 2004).
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3. Self-concept and related constructs

An increasing body of literature and research loagist to explore the nature of the
different self-terms, however, the self-conceptstarct has been used synonymously
and interchangeably in many cases with other seffi¢ such as self-esteem, self-
confidence and self-efficacy which led to confusiand lack of consistency in the
definitions provided so far . This section attenptslarify the distinction between some

of these different self-terms and their relatiopdoi self-concept.

3.1. Self-esteem

Self-esteem has been defined as the subsetfedescriptive behaviors that indicate
self-evaluations (Obiakor & Patton, 1977 cited iendy, 2005). It is the evaluative
component of self-concept which reflects one’s eatbn, including emotional
assessment or appraisal of the self as a cogrbgugy, individual’s likes and dislikes
and feelings of self-acceptance (Dermitzaki & fbs, 2000). Self- esteem is the
thoughts and feelings of regard that each one basgtdim/ herself which can be either
high or low and that the concept must rely on lames such as one’s sense of

significance, attractiveness and competence (Gariif82).

Self-esteem is the attitude towards the #alficludes an affective quality that simple
cognitions about the self may not. It is an affextprocess that includes positive and
negative feelings about oneself (Kernis, 1995). [&/kelf-concept is defined in terms of
roles and attributes regardless of a positive @regative connotation, self-esteem is

based on values such as attitudes or beliefs.theievaluation one makes of the self-
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concept description which can be positive, neuwal negative. Self-concept is
descriptive while self-esteem is evaluative. Faregle, describing one’s self as tall is a
self-concept but being happy or unhappy about b&tigs an indicator of self-esteem
(Beane & Lipka, 1986). Self-concept and self esteeendistinct constructs, the former
is a cognitive structure and the latter is an aiffecreaction. e.g.: the belief that | am a
good basketball player (is a self-concept) makes$emlegood about my skills and myself
(is a self-esteem) i.e. having a positive evaluatd one’s self is having a high self-

esteem and vice versa (Pintrich & Schunk, 2002igrieNoolfolk, 2004).

Rosenberg and Simmons (1971: 9 cited in Monk 1298t4) stated that self esteem is:
“a negative or positive attitude toward oneselfd athe associated emotional
reactions.....and that low self esteem means thatniigidual lacks respect for self,
considers himself unworthy, inadequate, and selyaleficient as a person” (Rosenberg
& Simmons,1971: 9 cited in Monk 1998: 13-14).

Hattie (1992) stated:

“low self-esteem is believing that you are mor¢hat mercy of the whims of others and
environment, it is having less control and beirggleffective in engaging others, it leads
to difficulties in accepting others; coping withetiwvorld and the individual’s place in the
world; and it makes it difficult for the individuab predict outcomes of interactions that
would enhance coping more effectively next timeéatie, 1992: 253).

Applying Hattie’s definition of low self esteem tacademic environment we can
assume that students with low self-esteem wilikaite their failure to external factors.
They will display lack of control as concerns agade outcomes, which lead to
difficulties on how to cope more effectively withilure next time. As stated by Holly

(1987, cited in Henry, 2005) Erikson has specificatgued that academic achievement

is an integral factor in creating and maintainingasitive view of the self, and since
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school values too much scholastic success, it dfémomes a primary measure by which
students judge themselves and their esteem. Howstwelies as concerns the influence
of self esteem on academic achievement haven’t beedusive. Instead, research has
shown that self esteem appears to be more of actetfither than a primary cause of
achievement. Individuals with high self esteenfqen better after failure and persevere
in face of difficulty than individual with low selesteem. However, studies show that
high self-esteem does not always promote task aeiment. People with high self

esteem may display nonproductive task achievememdke excessive and unrealistic
risk and set unrealistic goals and thus, overestintheir abilities .i.e. people are

successful and efficient only if they evaluate tselwes accurately ( Kernis, 1995).

3.2. Self-efficacy

Self-efficacy is the beliefs individuals hold abdlieir capabilities that are predictive
of how they behave. These self-efficacy beliefsphdétermine the amount of effort
displayed on an activity, the degree of their pegsgnce in front of obstacles and how
much resilient they will be (Bandura, 1986 citedHajares & Schunk 2001). Self-
efficacy beliefs are judgments and expectationsiabehavioral skills and abilities, for
psychological adjustment to cope successfully wihvironmental demand and
challenges (Maddux, 1995). It is the ability tguate, change and develop our thinking
and beliefs through a process of conscious awasersedf-efficacy manifests itself as
psychological well-being including self-confidenaed healthy self-esteem (Derrington

& Goddard, 2008).
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Self-efficacy judgments determine the act®stito be undertaken and those to be
avoided, how much effort individuals will expendhidahow long they will persist in the
face of obstacles. The stronger self-efficacy & tharder individuals will try to
accomplish a task, and less likely to give up onfrof difficulties (Bandura, 1986 cited

in Alderman, 1999).

Self-efficacy is an important aspect of selficept; however, it is neither self-concept
that is beliefs about ourselves, nor self-esteahithhow we feel about those beliefs. It
is concerned rather with people’s beliefs abousq@eal control. It is related to one’s
competencies, and the ability to exercise thosepetemcies in certain domains and
situations, and not only performing trivial motasts but to coordinate and orchestrate
skills. 1t is the ability to change and challengeations, and how well one can mobilize

one’s resources to accomplish goals (Leary & Tange@03).

The difference between self-concept and self-effida that while self-concept refers
to a generalized self-assessment including setfties and beliefs of competence, self-
efficacy are context specific beliefs of one’s @pito organize, and perform specific
tasks or activities to reach a given goal rathanth more global assessment of how

good you are at something (Pajares and Urdan, 2006)

In that respect, self-efficacy is future orientécemphasizes our ability to perform a

particular task in a successful way with no need domparisons (March, Walker &

Debus, 1991 cited in Woolfolk, 2004). While selfrcept has a week predictive power,
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self-efficacy is a strong predictor of behaviorisliconcerned with judgment of personal

abilities (Bandura, 1997 cited in Woolfolk, 2004).

As concerns self-efficacy and self-estet@re is no direct relationship between the
two constructs. For example, | may have a low s#itacy for painting, but my self-
esteem is not affected, but if my self efficacy fmaching is affected (after bad

experience) my self-esteem would suffer (Woolf@804).

In the academic context self-efficacy is thelf-seepresentation of successful
performance in a specific domain, and studenth psitive self-representation create
and visualize scenarios of successful achievenigamdura, 1986, 1988 Schunk 1987
cited in Dermitzaki & Efklides, 2000) It is the key factor in self-regulatory strategie
used by students. Students with higher self-efficaet higher goals, use more cognitive
and metacognitive strategies, and persist longetr{€ and De Groot, 1990, cited in

Alderman, 1999).

3.3. Self-confidence

Self-confidence which is an important dimensiorself-concept is the belief in our
ability to perform tasks successfully, produce ltssand reach goals (Dornyei, 1994). It
is the unquestioning presumption of our fundameatiquacy to survive, the assured
sense of our own acceptability (both our poterdiad limitations) and the belief in our
ability to fulfill a particular role in life, andhie unrealistic self-doubt doesn’t undermine

our efforts at success (Taubman, 1994).
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As concerns the impact of self-confidencesoncess and failure Renchler (1992)
stated that individuals perceive their successiture according to the level of their self-
confidence, that self confidence is establishedtha early stages of a person’s
development, and it is shaped to a large extenthkysignificant others. Moreover,
Pajares and Schunk (2001) argued that confidentvithéhls anticipate successful
outcomes, and approach difficult tasks as challerigemaster rather than threats to
avoid.

Most societies value self-confidence as a &sget to personal success because
enhances individuals’ motivation to undertake ptge and strive to reach their
ambitious goals despite the difficulties they maycaunter, which constitutes a
fundamental incentive to build up and maintain rtheelf-esteem. However, though
research asserted the importance of high self-denfie in producing successful
outcomes, it also stated that it can be self-decepthen individuals tend to give a
biased interpretation of their previous performancand overestimate their abilities

believing themselves to be more able than theyaedlgtare ( Benabou & Tirole, 2002).

4. Motivation and self-concept

Often students who repeatedly fail at schoeluammotivated because they generally
tend to deny, or minimize any positive aims for rérg effort to learn. They avoid
academic challenges, fail to engage in learninksteand display low level of effort and
perseverance. Thus, researchers have always bagsirfg on the study of motivation to
provide the basis for strategies to foster thisstmict for all levels of students’

performance, as well as clarifying its relationsiith the different self-terms.
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Motivation is an important component in degghg children’s resiliency, which is
the ability to move forward successfully despite #uverse circumstances in which one
may grow up (Gordon et al, 1994 cited in Alderma899). Optimum motivation
provides optimum intellectual development (Nichqll®79, cited in Alderman, 1999)
Motivation plays an important role in developingmal abilities. "motivational factors
determine not just the goals toward which peopperasbut the way in which they seek

out, process and use information " (Collier, 1989#&d in Alderman, 1999: 8).

According to Alderman (1999) motivation has thpsgchological functions:
1- Energizing or activating behavior.
2- Directing behavior (why we do something befanetaer).

3- Regulating persistence of behavior (why we stfor achieving goals).

Achievement motivation has been given a paldicattention from educational and
developmental psychologists. It refers to motivatio situations where individual’'s
competence is an issue. It tries to explain pesptéoice of achievement tasks, the

quality of task engagement and persistence on tiasks (Wigfield & Eccles, 2002).

Klose (2008: 12) stated that.

“Achievement motivation is influenced by #eo factors that affect student’s
perceptions of their relationship to the achievensatting (e.g. the classroom). Several
internal and external factors contribute to thedstu’'s motivational orientation in the
classroom. These include organizing the relatignshetween effort and ability,
understanding the classroom reward structuresnbialg academic mastery and social
competence, and choosing tasks of appropriatedlif§i’ (Klose 2008: 12).
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The conceptions students have about these $ach@nge over time, young children in
primary grades are intrinsically motivated to agkienore competence, while children in
later grades and adolescents are more extrinsioalyvated, this shift in motivational
orientations is caused by the need to reach acadeompetencies, to display the
expected behavior, or to protect one’s sense &ismth.

Motivation is a need or a deep seated urgdspish us to behave the way we do

(Stapleton, 2001). And there are three approache®tivation that we describe below:

4.1. The psychological approach
It focuses on the basic biological survival neddsner, thirst, shelter...etc) which
has offered a little to the world of education dodhe notion of arousal which affects

our educational performance in both a positive aneégative way.

4.2. The cognitive approach

It is concerned with what and how we think about behavior and how we
achieve our goals. Motivation is a cognitive repreation (i.e. thoughts, wishes, desires)
and we motivate ourselves by visualizing the dedswmetcomes, and then direct our

behavior towards achieving those outcomes.

4.3. The humanistic approach
It focuses on the notions of intrinsic (motivesnfranside and goals set by the
individual) and extrinsic (motives coming from adts) motivations. Wondinu (2006)

stated that Kimberly A Noels, Richard Clement LudP@lletier (1999), Deci and Ryan’s

28



(1985) defined intrinsic motivation as activitie® ywerform simply for the satisfaction
and the pleasure that accompany the action i.ehowit any rewards or external
constraints, while extrinsically motivated behavgwhen we perform actions not for an

inherent interest in the activity but because @émal reasons.

Intrinsic motivation entails exploration, curigsitand interest in our
environment. It is performed out of interest andaeates from our integrated sense of
self, free from demands, constraints, threats geneies. Thus, behavior is spontaneous
and autonomous. Extrinsic motivation on the ottend does not lead to spontaneous
nor autonomous behavior since it is dependent separable consequence, and have to
be prompted by external factors (Kernis, 1995).nkedefined four types of extrinsic

regulations:

1- External regulation describes intentional but not internalized behavithat are
fully dependent on external contingencies suclo adtain reward or avoid punishment.

2- Introjected regulationrefers to behaviors that result from introjectedutations
which means that it is internal to the person beeaudoes not need external prompt, but
still external to the individual sense of self siashwhen we behave because we think
that we should or because we feel guilty if we tlon’

3- ldentified regulation occurs when the behavior is considered personallyable,
and important such as when we value an activitythud, we began to incorporate it into

our sense of self.
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4- Integrated regulationrefers to a total integration of extrinsic regalsgt process
(values and regulations) into one’s coherent sehself. It is the most autonomous form

of extrinsic motivation and constitutes the baseisskelf-determined functioning.

Another important aspect of motivation lays attribution theory, which is the
explanation and evaluation of our behavior, andbleavior of others (Georgiou, 1999
cited in Stapleton, 2001). Attribution theories mbtivation describe how individual’'s
justifications, explanations and excuses influebogh their motivation and behavior
(Woolfolk, 2004). Attribution theory is a cognitiviaeory of motivation based on the

need to explain the occurrence of events (Weirg92 Tited in Alice, 2002).

The reasons individuals attribute to their succasd failure, determine their
expectations and behavior which will shape thewre success and failure (Alice, 2002).
There are three dimensions of attributidosus, stability, and controllability.

1- locusis described according to factors within a perganability, or factors outside
the person like luck. Locus of control as it wastfintroduced by Rotter in 1966
refers to whether or not we perceive ourselveitrol of our destiny. If we do, we
have an internal locus of control and if we don& aave an external locus.

2- stabilityrefers to the consistency of a cause over timeraiise it is unstable.

3- controllability refers to the extent a person has control over pgormance
outcome like effort as opposed to luck. Moreoverteeedents of attributions are
important aspects to attribution theory becauser pperformance history influences

how the students view their current performancegston, 2001).
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As long as the learning process is concernddasielbbution theory is concerned with
individuals making causal reasons for the outcoofetheir actions, which means that
students attributing their academic achievementhir persistence and effort will
demonstrate high academic performance. Neverthed¢sdents’ persistence and self-
attribution beliefs are influenced by their perdeptof the school environment and the
classroom experience (Schunk, 1983 cited in Dasld®97). High academic self-
concept students attribute their success to staideinternal factors, which may lead to
satisfactory performance and thus, build higherdenac self-concept and further
striving for achievement. Whereas students withr @@ademic self-concept, most of the
time attribute their success to unstable and eatdactors, and their failure to lack of
ability and thus lack of motivation to strive focraevement (Mclnerney, 1999; cited in

Tabassam & Grainger, 2002).

Motivation is highly related to cognition draught processes that an individual goes
through. The way people invest time and energyctmplish a task, depends largely
upon present thoughts and previous experiencgsdaple do what they believe they can
do. The study of motivation starts and ends with $study of behavior and personal
investment that is guided by people’s choices aecisibns, which are dependent on

personal incentives and sense of self ( Rench@&2)L
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As concerns the relationship between motivatiod self-concept Franken (1994, cited
in Huitt 2004: 443) said that:
“There is a great deal of research which showssthigaself concept is, perhaps, the basis
for all motivated behavior. It is the self-concémat gives rise to possible selves, and it is
possible selves that create the motivation for bieina(1994, cited in Huitt 2004: 443).

Studies based on self-concept theory hesxgealed the great impact self-

perceptions have on both motivation and performaResearch studies demonstrated
that self-concept significantly determines motigatiand that it is a crucial antecedent of
motivation outcomes (Deci & Ryan, 1995, cited in ndfimu, 2006). Moreover, self-
beliefs are of crucial importance in the field cademic motivation, and that the self is
on the verge of dominating the field of motivatiorhus, students’ sense of self is a
principal component of academic motivation, and tha beliefs students have about
themselves play a vital role in their success urfain school (Graham & Weiner, 1996:

77 cited in Pajares & Schunk, 2001).

Conclusion

In this chapter we have explored the thecaétfoundations of the self and its
relation with the socio-affective factors as wedl the distinction between the different
self-terms that have been used interchangeablytbedast several years, and which led
to ambiguity and lack of accuracy in the relatadréiture. In the next chapter, we will
continue with the theories underlying the learrstigjes and strategies in general and in
language learning. In addition, correlation betwaeademic self-concept and scholastic
achievement and correlation between self-concegtfareign language learning will be

tackled.
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CHAPTER TWO

ACADEMIC SELF-CONCEPT AND ACADEMIC ACHI EVEMENT

Introduction

This second chapter offers a theoreticalgestve on the learning process that takes
place in an academic setting. It also caters tlfierdint theories underlying foreign
language learning in general and English as adorkeinguage in particular. The different
teaching theories and methods used to teach Erggishforeign language are presented.
Academic achievement is discussed taking into cemation the different influencing
variables such as gender, ethnicity, parental aadher involvement. Then, the chapter
exposes the different findings as concerns theetairon between academic self -concept
and academic achievement, as well as the correlagbwveen academic self-concept and
foreign language learning (English). In all thesengs the role of the affective variables

particularly self-concept is highlighted and expé&d.

1. Learning and academic achievement
1.1. Learning
Learning is a process through which expegdeads to constant change in behavior
or knowledge. Depending on the focal point of psyopists, some focus on the
cognitive learning theories which define learnirg) an internal, unobservable mental
activity such as: thinking, remembering and problsaiving. Others emphasize the

behavioral learning theories, which assume thahieg leads to an observable change in
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behavior caused by external events. The differehtibioral theories of learning include
the* contiguity” principle which is a process based on learninggspciation, and which
plays a major role in a learning process knowrictsssical conditioning (discovered
by Pavlov in 1920). This process focuses on thelimtary physical or emotional
responses such as fear, salivation or sweatingdbasethe principles ofstimulus/
responsegeneralization(responding in the same way to similar stimuijcrimination
(responding in a different way to similar but ndemtical stimuli) andextinction (the
disappearance of the learned response). Howeuea)Ifmuman learning is automatic and
involuntary, but most of the time the behaviors dediberate actions callédperants
which means that we learn to behave in certain waysve operate on the environment

which is a learning process known'aperant conditioning’(Woolfolk, 2004).

As concerns the cognitive theory, it is knaat cognitive processing where learners
are involved in authentic activities in a relevaontext helps promote learning (Sharon
et al, 2000). Cognitive development is changeshan mental processes which become
gradually more complex and sophisticated. As idiextiby Piaget there are four stages of
cognitive development.

1- The sensorimotor stagefhe earliest period of the child’s thinking, basedthe

senses and motor activity such as hearing, senghing, moving...etc.

2- The preoperational stage ( early childhoodWhere the child can use different

action schemes, as long as the schemes are cothteqtlysical actions. In this
stage the child is moving towards mastering mempakrations such as the ability

to form and use objects (they know what each oligeftir).
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3- The concrete - operational stage (late elementasyntiddle school):The child
recognizes that the physical world is stable, étents can be transformed and
changed without losing their original charactecistiand that these changes can
be reversed. In this stage children understantdlses of reasoning.

4- Formal operation stage (junior and senior high):this stage is characterized by
mental tasks which involve abstract thinking andrdmation. The students’
thinking is marked by their egocentrism (very faati®n their own ideas) and by
a hypothetico-deductive reasoning (problem sohdtrgtegies in which a person
identifies the cause of the problem then deducesjeate solutions). Thus, at
each stage of cognitive development students amvied in the learning process

(Woolfolk, 2004).

Piaget (1964:8 cited in Woolfolk, 2004: 41) stated:

“ Knowledge is not a copy of reality. To know anjexi, to know an event, is not to

simply look at it and make a mental copy or imafi.do know an object is to act on it.

To know is to modify, to transform the object, atodunderstand the process of this
transformation, and as a consequence to undergh@ndiay the object is constructed”
(Piaget, 1964:8 cited in Woolfolk, 2004: 41)

Many researchers make the distinction batvtbe surface and the deep approach of
the cognitive level of learning. With trearface approach(which requires low level of
cognition) the student is more concerned about nepeeing the body of knowledge
which involves rote-learning then, the recall oé tlearned facts such as in learning
chemical tables. With théeep approach(high level of cognition) however, the student

deem it necessary to make meaning of the learnetrbso that she /he can evaluate it,

and apply the knowledge to other contexts or dosadmfact, the nature of the learning
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approach depends greatly on the student’s perceptithe learning task which is shaped
by the nature of the assessment task. For examphe, learner perceives assessment as
requiring just memorization and recall, then tlsighe approach he is going to adopt. If
on the other hand, he perceives the test requiresman analyzing, explaining and
evaluating then, this is exactly the approach hgoiag to use for the learning task

(Dunn, 2004).

Lattuca (2002) however, referred to learninghimi a context stating that while the
traditional psychological theories of learning teddo study individuals separately from
context, the sociological and anthropological tleogave due attention to contexts and
cultures, emphasizing the social phenomenon fiest tanalyzing the mental functioning
of an individual. These theories claim that leagnaannot be comprehended without its
cultural, historical and institutional contexts whicontrast with the behavioral and
cognitive models that view learning as an individetivity. The sociocultural
perspective which originated with \Wgotsky (1988yho founded the school of
psychology that called for the reformulation of gisglogy within a social context,
explains that learning is determined by both theraction between individuals and the

cultural, social and historical context in whicle tinteraction takes place.

1. 2. Language learning

From vocal noises and physical movemenfad@l expressions and speech, all are
means of communication leaving creatures use teegomformation. Human language
on the other hand, has two distinct features wimake it different and particular: its

productivity and structural complexity. Languagenist only a way to formulate our
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thoughts, but also part of our thinking process $tudy of language acquisition is like
many of other academic pursuits in the attemptxjolagn the phenomenon. Different
theoretical approaches have brought their sigmficantributions to clarify the process

of language learning (Broughton, 1978).

According to Owens (1996: 7-9)

“language can be defined as a socially shared @yda conventional system for
representing concepts through the use of arbitrayynbols and rule-governed
combinations of those symboils....... Dialects are sw@gmtes of the parent language
that use similar but not identical rules..... Langemgevolve, grow and change...
Although most languages can be transmitted by $pepeech is not an essential feature
of language. American Sign Language ... is not aaniof American English but it is a
separate language with its own rules for symbollmoation” (Owens, 1996: 7-9).

Language is a social interactive tool that is gatee and rule-governed. It is a code that
users share to transmit ideas between them. Asngles system language can be

divided into five major components illustrated aldws:

[ Language components ]

e =)

( Synta¥ ( morphology phonoldgy [ pragrrmtic]
(meaning)

Figure 2Z:anguage components
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According to the functionalist point of vielanguage is a set of relationships between
forms and functions, and learning a language isriatizing these relationships. The
connectionist theory on the other hand, illustrdtes form-function relationships are
internalized and assimilated, which is believed b® the result of a consecutive
experience of linkage between forms and functidimus, learning occurs as a result of
progressive transition from deliberate efforts wboanatic response. Another approach for
language learning known as the input-driven thebopever, explains that learning a
language is rather determined by the amount of tirpgposure and experience an
individual goes through (Koda, 2007).

Owens (2005) pointed out that there are three pnednt theories of language

development which are described in the subsecheltswv.

1.2.1. The behavioral theory
It states that language is a learned \behaa set of associations between the
stimulus and the following response (meaning anddywword and phoneme or statement
and response), and that the complexity of the Istgu patterns is the result of the
combination of various sequences of stimulus/respoand that both reinforcement and

imitation are major components of the learning pesc

1.2.2. The psycholinguistic theory
As opposed to the behavioral focus omglage use, psycholinguistic theorists of
the 60’s (Chomsky as a leading figure) emphasibhedlanguage forms and the mental

processes represented by these forms. Chomskyduated the“syntactic model” in
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which he described language from a psychological pensgedealing with the ability of
language users to produce and comprehend the lgaglde stated that a complete
grammar consists of syntax, phonology, and sengnéad that syntax is the most
important element because it enables to generaterses: The deep structure of the
syntactic element determines the semantic intafoet and thus, the transformational
rules relate semantics to phonology. Another méithel semantic/ cognitive modelvas
introduced to focus on the importance of meaningafdull account of language and to
have a generative language system, the semantiactbastics of each word should be

appreciated.

As opposed to Chomsky's theories that minimizedsgm@antic contribution to
syntactic processesase grammarattempted to explain the influence of semantics on
the language syntactic structure, stating that déejeture consists of universal semantic
concepts that determine the relation between vamdsnouns. The semanticists believed
that meaning is a method to represent a mentalriexpe, that language rules are
universal rather than innate and that semanticioehips development reflects the

development of cognitive structures.

A specific level of cognitive achievement is obtigy before the use of the
language expressively. The semantic/cognitive thebowed that the child is unable to
make the required behavioral associations arguethéarlier syntactic and behavioral

theories of language acquisition without certaigrétive attainments.
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1.2.3. The sociolinguistic theory
This theory emphasizes the social/ communiedtinctions of the language. Meaning
is not in words but in the context in which the d®occur, and that language acquisition
is more a process of socialization that requiresctmprehension of the rules of dialogue
rather than those of syntax or semantics. Moredaeguage is used mainly to fulfill

extra linguistic ends (Haggstrom et al, 1995).

As far as language teaching and learning methax@ concerned, the grammar
translation and the audio-lingual methods were lyidelopted because of the influence
of structural linguistics and behavioral psychology the 50's and the 60’s.
Unfortunately, these methods failed to provide lbarners with abilities to use the
foreign language outside the classroom, so the wfai§ to the interactive aspect of the
language to develop a communicative competencea Agsult, the communicative
approach gained support over the last 20 yearssssiig that the goal of language
teaching is to use the language to perform re&bstas real world situations. However,
implementing this approach in classroom is awayiretiheory, which led to the
necessity to bridge theory and practice in fordmmguage teaching. In fact, there has
never been enough communication between practiso@ad theorists of foreign

language teaching.

The 70’'s marked the shift to the constructivistory that focuses on the use of

thinking to communicate in social contexts, whicave birth to the communicative

competence approach stressing the fact thatthtrasigh trial, error and fluency in social
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context that the communicative competence is blnltaddition, this theory gave due
attention to all of the grammatical, sociolinguiststrategic and discourse competences
(Gonzales et al, 2006). Constructivism suggestspgeaple achieve great understanding,
when they actively construct knowledge using tlpeior experience as a foundation. It
analyzes the process of knowing and learning a$ aglthe factors that affect the

construction of knowledge. Constructivism enfol¥s theoretical perspectives:

Cognitive constructivism:was born with Piaget who assumed that new knovelésithe
result of old knowledge, and that individuals leaand make sense of the new
information through the process of assimilation asdommodation ( Reyes & Vallone,

2008).

Vallone (2008:32) explained:

“(...) each of us has schema (or ideas) that reptesbat we know regarding our
families, language, culture, mathematics, histarg so on. When we are presented with
new information, we assimilate it into our existisghema, and, if it does not fit with our
preexisting knowledge structures, we accommodate cbange our schematic

representations” (Vallone, 2008: 32).

Social constructivismwas based on the work of Wgotsky who assumed lthatning
occurs through the language that flows between Ipedpocial constructivism view
individuals and the social components of learnieguadissociable and that learning is

constructed in a social and a cultural settinguglolanguage (Reyes & Vallone, 2008).
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1.3. Foreign language learning

Foreign language studies can be traced badke second century B.C with the
teaching of Greek to foreigners (Freed, 1991).h&sworld has become multicultural and
thus multilingual, the need for foreign languagarfeng has been increasing to become
almost an everyday activity. People learn foreigmgliages for a variety of reasons but
unfortunately, not everyone who attempts succee@dénlyn because of individual
differences, and many other factors. But what dyasta foreign language as opposed to
a second language? Is the learning process theiadmth cases or is it a different one?
Undoubtedly understanding the concept of foreigigleage learning will be incomplete

without reference to second language (Johnson,)2001

Foreign language refers to the learning ochigay of a non-native language outside its
original country or speech community (Stern, 198&8dcin Freed, 1991) whereas second
language refers to the use of a non-native languagespeech community, where this
language is traditionally used. While FL researehobged to the field of education,
dealing with teaching methods and techniques asmtecklto testing, materials and
curriculum, SL was associated rather with the fiefdinguistics, sociolinguistics and
psycholinguistics tackling questions such as seclamfjuage acquisition strategies,
theories for acquisition process, transitional stagnd transfer. Moreover, SL learning
context provides various opportunities for realglaamge use while FL learning is limited
to the classroom which leads to a lower proficiemsycompared to SL. With these
different orientations of the foreign and seconuglaage research, it may be concluded

that SL and FL acquisition are two different aredstudy, while in fact, they are both
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related to a similar, if not an identical phenomemnehich is the acquisition of a non-

native language (Freed,1991).

Ellis (1986: 5 cited in Freed, 1991: 6) wrote:

“Second language acquisition is not intended totrash with foreign language
acquisition. SLA is used as a general term thatracds both untutored (“naturalistic”)
acquisition and tutored (“classroom”) acquisition.(Ellis, 1986: 5 cited in Freed,
1991:6)

If disciplines differ, it is mainly becausé different professional and intellectual
research goals. In SLA the focus is on researchtfzmry (explaining and describing the
phenomenon) while in FLA the focus is on curriculamd application to influence the
teacher behavior and the classroom environments, TRUA turns away from what and
how language is learned and remains a consumelAfilsstead of being an active

contributor (Vanpatten & Lee, 1990).

Vanpatten et al (1987: 1) stated:

“ Research in the context of FL has beeaatied almost exclusively at investigating
methodology. The research question that has doeundgie field has been how to
manipulate teaching so that students would leastefaand retain longer” ( Vanpatten et
al, 1987: 1).

This assumes that how the students are taugins lorect impact on what they learn
and how well they learn it. However, research pdotieat certain skills can still be

learned without students practicing them, whicld$eto the assumption that FL learning
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needs to be considered as a process rather thardacp of instruction, to give a deeper
insight on how individuals build competence in dm®otlanguage and the factors that
influence this competence. Research found thatthee numbers of non-linguistic

factors that influence the success or failure ofa€fuisition such as affective variables
related to the learner’s personality, motivatiod @amotions, sociocultural factors such as
attitudes towards language groups, in additiorogniive variables related to the mental
processes that permit students to organize infaomaand make sense of the

environment.

The social interaction enfolded in learningothier language provides not only
opportunities to guide an internally driven progebat also shapes the context of
learning, defines the problem to be solved, anég®& meaning to what learning is. As
Wgotsky made it clear, the mind does not exisiswiation from its surrounding world
but is partially formed by it (Hall, 2004).

Hall (2004: 610) stated:

“(...) the means we use to realize our actisi@d the relationships we form with
others as we do, do not simply awaken what is @yr@dth us, enhancing an otherwise
fixed course of development. Rather, they defingh ltlee substance of our development
and the directions it takes” (Hall, 2004: 610).

Linguistic items such as grammar and lexicontheeingredients of our interactional

procedures, however,

“these items are not taken from sets of preexjstirental representations and inserted
into these procedures as they are needed, ralieeiteims are given shape within the
interactions themselves, emerging as regularizegoreses to the continuing pressure of
managing our collective attention and achievingrsubjectivity in terms of what we are

doing together in and through our interactions”|{H2004: 610).
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These interactional procedures provide deeglm$n understanding foreign language
learning and provide an orientation for learning lmlping the students identify and
repair their grammatical errors. Learners learewa fanguage by interacting with others.
Interaction means that both psychological and soaitural factors have an important
impact on the learning process, as the learneotis &n individual and a member of a
group. The psychological traits permit the studeatacquire the new language, as they
use the assets of their personalities to interaedle cultural aspects, to process the
language they hear, and to produce adequate resgpohearners approach language
learning with either positive or negative emotiodfective responses of pride,
competence and enjoyment are created as they ntastéanguage. Hence, the role of
teachers is paramount in enhancing the learningegso by helping the students to be

aware of those psychological factors (Diaz-Rico &ad, 2006).

1.4. English as a foreign language

Language learning theories are rather bpsigchological in nature, and learning a
foreign language has a social aspect which consfséslopting a new cultural identity
and a new way of communicating (Williams et al, 20English has been taught as a
second or foreign language since the 15 th cenfirg.expansion of the British Empire
in the 16 th century asserted the importance ofi&m¢ganguage, and the majority of the
teachers were nonnative speakers who were immgrantrefugees from European
countries. According to the British Council, there 750 million speakers of English as a
foreign language in the world taught mostly by teas who learned English as a foreign

or a second language in their own countries (Br&065).
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Colonialism was a major factor in the spreadEofglish worldwide, as colonizers
exerted great power to impose English as a forfimgtistic imperialism, maintained by
the establishment of structural (institutions andaricial allocations) and cultural
(attitudes and pedagogic principles) inequalitiebMeen English and other languages.
Moreover, in addition to the role of economic, eatimnal and mass media incentives, for
many people English has become a language of péwewledge and personal success
as it is the main language of science, technolbggjness, medicine, books and music
(Mckay & Heng, 2008). There are millions of people different continents who are
learning English not just for international reasdng for their own specific purposes that
are national and local since in many non- Englishntries, English has integrated T.V

programs, business, education, leisure and touksiaja et al, 2008).

Globalization made the spread of English worltkviln many countries where English
has the status of a foreign language, it has b#esduced as a compulsory subject from
the early grades in primary school, however, awsvded classrooms, ill-equipped
teaching environment and even shortage of textboeksain great challenges (Kam
&Wong, 2004). The teaching of English as a fordggmguage in many of the developing
countries is far from being ideal. Class size temfvery large, English is taught more as
an academic subject rather than a medium of acttwemunication. Teaching is teacher
centered, and gives little opportunity to an acpegticipation on the part of the students.
Educational policies and practices are over camé@dland the system inflexible to
encourage any pragmatic or innovative deviationctvhoffers little communicative

ability in English (Ravi Sheorey, 2006).
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Concerning learning English in the secondary schemme would say that it is
not self-evident because students feel less conenitiand unmotivated especially when
the wrong language is taught for the wrong studdotsa wrong period of time and in
the wrong size of class. And so neither the teacher the students are to be blamed for
the failure of the system to produce fluent Engbgleakers. Nevertheless, the teachers
are perfectly able to make the best of the sitmatieey usually face by making their

teaching appropriate, organized and exciting (Fdngorey, 2006).

In many parts of the world English is taughschools as a foreign language but it is
not part of the national or social life thus, sdhiearners have an educational function
while the older learners have a rather instrumentaivation such as reading an English
newspaper, visiting an English speaking country @mmunicating with its people. The
role of English in different societies however, iifluenced by historical, cultural,

geographical and political factors (Broughton etl&78).

Students go through five stages when kxayn English as a new language:
1- The preproduction stagevhere the focus is on listening with little or nseuof
English.
2- The early production stage/here the students start using the learnt vocapudar
one or two word phrases.
3- The speech emergence stagewhich the students start responding in sentences
4- The intermediate fluency stag@here students produce connected narrative and

engage in conversations and finally
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5- The advanced stagehere the students exhibit the ability to use aral written
English that is more likely close to the languagthe native speakers.

English students will acquire the language throtigse five stages as long as they

receive the needed comprehensible input (Krashefegell, 1983 cited in Lamie,

2005).

Teaching English as a foreign language hasn bmfluenced by the various
psychological movements which gave birth to variefyeducational approaches and
methods of teaching. The grammar-translation at agethe direct and the audio-lingual
approaches are all embedded in a behaviorist framewhich views language learning
as a unified system of rule-governed structuresnésh through habit formation. The
grammar-translation approach was the first one useteach English as a foreign
language through translation from the target lagguto the mother tongue and vise
versa, intensive memorization of vocabulary, gratcahrules and conjugation were
emphasized. As this approach gave little opporgutaitpractice the target language and
taught more about the language rather than howeatuthe direct approach emerged on
the rational that learning another language shbeldn the way children acquire their
mother tongue and thus, extensive exposure toatigettlanguage was adopted with no
focus on translation and grammar, instead, ordbgiees and conversations received due
attention. However, when the focus on habit fororagperspective of language learning
shifted to the stimulus response associationswaapproach -known as audio lingual-
flourished by emphasizing learning through dialayumaking use of mimicry and

memorization. Grammar was taught inductively, anmdordree pronunciation was
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focused through the use of audio tapes, languagperdeories and computers.

Unfortunately, these approaches failed to produent speakers of the FL. Following a

constructivist perspective both the communicatisenpgetence approach in 1970's and
the conceptual learning approach in the late 7@sewadopted to teach English as a
foreign language (Gonzalez et al, 2006).

The communicative competence shifted the focukiemcy which was believed
to be reached through trial and error in the tatgaguage. The ultimate aim is to
communicate in social contexts emphasizing theurllt and the socio cultural
knowledge. The focus is on authentic events, iategh language (teaching the fourth
skills together), and group work. The conceptugraach on the other hand, explains the
acquisition of a foreign language through cognitisteategies such as translation,
deduction and repetition (how to learn), meta ctgmistrategies such as monitoring,
selective attention, self-management and self-ew@i (how to think), and social-
affective learning strategies such as cooperatiweygeneralization, questioning, false

concept hypotheses...etc (Gonzalez et al, 2006).

The communicative competence as explained llgdRburg and Fisher (2007), which
has been introduced by Hymes (1972) refers to biigyato know how, when, and where
to use the language in different social contextswéler, communicative competence
comprises four different components:

Grammatical competenceis the accuracy, with which we use the languagedpalary,

sentence formation, spelling and pronunciation).
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Sociolinguistic competences the ability to use the appropriate language dejg on
the sociolinguistic context, the social status lo¢ tparticipants and the aim of the
interaction.

Discourse competences the logical organization of our thoughts whenasenmunicate
(combination and connection of utterances) whiclffedi according to different
disciplines and cultures.

Strategic competencerefers to the ability to manipulate language (veroad non -
verbal) to clarify meaning whenever there is a kdes/n in communication through the
use of paraphrasing, gestures or varying the todettee volume of voice to enhance the
effectiveness of communication.

Thus, practicing the language in authentic sibmatalong with explicit instructions is a
prerequisite to reach such competencies in Engllbreover, students should be
exposed to language throughout the entire day natieg it with content learning which
offers various opportunities to practice the largguas the few hours allocated per week

are far from being enough to produce proficienagpes.

1.5. Academic achievement

School is the first major environment outside home that offers opportunities for a
child to learn, test his abilities, and gain respeaad admiration. However, for
achievement to be stimulated, students need to kmost exactly are the learning steps,
and the educational goals to attain. Thus, thehexashould determine the learning goals,
and the proficiency level to be reached, and teatbeards these objectives because

success depends largely on these factors (Covidg®eery, 1976).
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Academic achievement is reflected by the ett@cuof class work in the school
environment, and it is assessed by academic testsemams. However, because of
increasing competition and less attention from tia&chers, students’ perceptions of
academic competency decrease as students increage and their intrinsic approach to

achievement tend to have a more extrinsic orierigtdalawah, 2006).

As stated by goal theory, students’ effomsl @ngagement in academic tasks are
mainly influenced by achievement goals that thengpe (Hardre et al, 2007). Goals refer
to the purpose or reasons that the individuals ldwen they engage in academic tasks.
The main distinction that the literature reveals bstween learning goals, and
performance goals. In learning goals, the focusnspersonal improvement and task
mastery, where students choose more challenginks,tasse effective strategies of
learning, and stress the importance of effort rathen their ability when justifying their
performance. In performance goals however, thesdogmore on social comparison, and
task outcomes such as grades, awards and otheiagwak (Maehr, 1989 cited in Hardre
et al, 2007). In achievement goals the distincid®made between mastery goals also
labeled as learning goals and performance-avoidgoaks. When students adopt mastery
goals, they aim at improving their competence; thaye a more constructive approach
to failure since they consider it as part of theréng process, and they consider ability
something they can develop. However, with perforceamapproach or performance-
avoidance goals, students believe that abilitpiser stable, and failure is more of a lack
of ability, which leads them to use self-handicapstrategies to avoid failure as well as

rejecting other’s help to hide their inabilitiesofigy, 2008).
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Maehr’s theory of personal investment (1984ggests that the efforts learners will
invest in an activity are determined by the meatimgy give to the activity, and there are
three facets of meaning in achievement contextsop@l goals, sense of self, and socio
cultural school contexts. The goals that affectistis’ behavior in the classroom are
achievement goals (the reasons the students hafudfiiothe learning task) and social
goals (the social reasons for accomplishing clas®w an academic setting). The sense
of self on the other hand, is concerned with thegu@ions the students have about their
ability to successfully achieve an academic tashki¢lvis related to academic behavior
such as effort, persistence and the use of cogmstirategies). The socio cultural contest
however, refers to the assumption that studentlsaWier and mainly adolescents is
influenced by the attitudes and behaviors of tf@éénds as best friends are source of
beliefs, values and interpersonal support (Nelsddekacker (2008).

Recent research on high school achievemedt l@arning activities focused on
motivation, cognitive processing and meta cognifiive learner’s beliefs about learning
and the regulation of their learning processesjmuat (1996) suggested that there are
three types of learning activities that studentsingyeneral:

1- cognitive processing activitiegsre those thinking activities used to process lagrn
contents, and make sense of new information suaielasng, analyzing, applying and
critical processing.

2-Affective activitiescope with the feelings that emerge while learnitegding to
emotional state that may influence the learningc@ss such as motivating or judging

oneself.
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3-Metacognitive regulation activitiemim at regulating and evaluating the cognitive and
affective learning activities, which leads to laagresults, examples are: diagnosing the

source of difficulties and adjusting learning preses when required.

1.5.1. Gender and ethnicity differences

Academic performance is influenced both by gerahd cultural differences. Stapleton
stated that while girls outperform boys in spec#fibjects such as reading or languages,
boys outperform girls in specific subjects suctmagh and engineering. However, saying
that girls are academically outperforming boys oysare outperforming girls across the
board is misinterpreting the facts. Furthermoregdshts of certain ethnicities like the
Chinese outperform students from other ethnicittegh as black Americans and
Mexicans. These differences between ethnicities gerttler could be explained either
biologically or according to social- psychologidalctors. The biological explanation
argues that though research studies confirmed iffexethce in academic achievement
between genders and different races, they alsoteddbat girls can achieve at a higher
level both in math and engineering, and that geddfarences in academic performance
are cross cultural, depending on the subject mattdrchange over time. Moreover, the
overall genetic human races differences are amigzamgall and no race genes present in
certain races and absent from all others have fmeerd. Thus, one can assume that the
biological explanation is rather week. The socghological explanation on the other
hand, includes two major factors: 1- poverty/ soetonomic class factor sustains the
fact that poverty has an important influence ondacgic achievement because poor

students suffer from ill- health, absenteeism,nattpoorly resourced schools and receive
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little if no support a home. 2- Attitudes/ beliefad expectations however, refers to the
fact that behavior is directed by people’s own exggons and what the others expect
from them. Expectations not only account for gerdiferences but also explain cultural
differences in educational performances. For exanpgils nowadays outperform boys in
what was traditionally classified as male subjdmsause of society’s attitudes change

towards genders (Stapleton, 2001).

1.5.2. Parental and teacher involvement
Ovando and Collier (1998: 270 cited in DiRzeo and Weed, 2006: 156) stated:

“ Strong parent involvement is one factor that aesle has shown time and time again to
have positive effects on academic achievement amdos attitudes” (Ovando and
Collier, 1998: 270 cited in Diaz- Rico and WeedD@0156).

Various studies, such as those conducted by AstodeMclanaham (1991), Keith and
Lichtman (1994), Singh et al (1995), and Taylor 9@Pillustrated the relationship

between students’ academic performance and theenfsainvolvement (Casanova et al
2005). The attitudes and behavior of parents haeatgr influence on the academic
performance of their children than the social cldsreover, students with low academic
achievement show lower level of support, affecama supervision in addition to higher
level of conflicts with their parents (Christensenal, 1997, cited in Casanova et al,
2005). All the studies conducted by Chapman & Boer (1979), Entwisle & Baker

(1983), Fotheringham & Creal (1980) reported thatdeen’s school performance is
significantly correlated with parent’s attitudesgig, 1996). Literature review revealed

that when the parents are involved in the teaclexyerience of their children, they
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display more interaction with them at home suchelping with homework and perceive

teachers with more respect (Davis et al, 2002 gitddenry, 2005).

As concerns the influence of teacher’s behagiostudent’s academic achievement, it
is the assumptions teachers make about their deu@dility, and the expectations they
have about them, that have concrete effects onestsidachievement, as students
generally internalize their teacher’s beliefs altbeir potential, and act accordingly.
Often, consciously or unconsciously teachers daabpt the same behavior with
different students. For example, when interactiritty Wigh-ability students, teachers tend
to display non behavioral attitude such as learsngling and making eye contact with
them, while when they deal with low ability studenthey tend to ask less challenging
guestions, call on them and praise them less amel tiem a rather brief feedback

(Rothenberg & Fisher, 2007).

Teacher’s expectations about their studardased on student’s previous academic
background and reputation, which leads to diffeeériteatment of students, who react
exactly in the way that confirms the teacher’s exai@ons. In other words, student’s
perceptions of teacher’s expectations shape greattjents achievements (Diaz-Rico &

Weed, 2006).

Raffini (1993 cited in Rothenberg and Fisher, 2(#PB) stated:

“Students rise or fall to the level of expectatmfrtheir teachers ...when teachers believe
in students, students believe in themselves. Wheset you respect think you can, you
think you can” (Raffini, 1993 cited in RothenberpaFisher, 2007: 226).
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2. Correlation between academic self concept and¢ademic achievement

Traditionally many educators and psychologidtsbuted student’s academic success
or failureto individual ability differences. However, in tipast few decades the socio-
affective factors have been reported to bear grdatence on the student academic
achievement. Self-concept has been demonstrataediy studies to have a direct impact

on academic performance.

The way in which students view themsehasl the world determines their
academic achievement, as personal awareness (pemjeplays an active role in
determining conduct. Student’s failure in basibjsats and the lack of commitment are
the consequence of wrong perceptions of themsealwdghe world, and their difficulties
in academic skills are directly related to theitidfe that they can’'t perform the task
rather than to differences in capacity, intelligerar whatever. In other words, it is the

student’s attitudes that limit the level of his estement (Purkey, 1970).

Alexander Dumas ( 1844 cited in Purkey, 1970:s20)!:

“A person who doubts himself is like a man who vebehlist in the ranks of his enemies
and bears arms against himself. He makes his éadartain by himself being the first
person convinced of it” (Alexander Dumas, 1844ctitePurkey, 1970: 20).

Moreover, numerous studies demonstrated that raokievers reported negative
attitudes about themselves and immaturity of bedravihey lack self-reliance and the
sense of personal worth. The child’s self-concepoimed by the time he reaches school

age, and his attitudes towards learning are detewanby the beliefs he holds about
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himself. Wattenberg and Clifford who studied kirgieten children found that children
with low self-concept did not learn to read likeske with high self-concept did. In every
learning situation the student is risking his or kelf-concept, as every accomplished
task is subject to evaluation, judgment, rejectimidl sometimes even punishment. As a
consequence, students with good deal of succdbs ipast will risk success again, while
those with long history of failure will be reluctato risk failure again and thus, will
avoid learning either by mischievous acting or jogta total withdrawal (Canfield &

Wells, 1976).

Students’ dissatisfaction will lead them to adopirentask-avoidance and self
handicapping strategies that will negatively influae their performance (Nurm &
Aunola, 2001). Research studies showed that paaters avoid achievement because
they lack a sense of personal worth and adequadytaavoid this feeling and suffer
less, they will choose not to try. Their best defemgainst failure is simply to accept
themselves as failures. With their low self-concépey consider that it is better not to try

than to try and fail and be humiliated (Purkey &Jdk, 1996).

There is a clear association between idestdatus and academic success. Students
with less advanced forms of identity exploratioe arore likely to be underachievers in
high school, and do not report purposeful and wefined goals in university, whereas
students with more advanced forms of identity esailon display higher confidence in

their academic abilities and are in a better acaistanding (Good & Adams, 2008).
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Action control theory (which defines théaten between an individual, a specified
goal and the necessary behavior to achieve thd} haa consistently demonstrated that
beliefs of effort and ability are the strongestdicéors of academic achievement, and that
academic goals are the mediators between beligfsaahievement- related outcomes
(Lopez David, 1999). Students who have high masges} orientation, often complete
tasks and develop competence in the content domaghthey are more likely to become
motivated when they believe in the superiority loéit performance upon their peers.
Thus, academic achievement is influenced by battestts’ beliefs about their abilities

and the mastery-goals they are setting ( Shen,)2007

Though self-concept has drawn considerablererapstudies, findings have differed
depending on the dimension of the self-concept @xadn (emotional, social,
academic...etc). Findings about the correlation betwgeneral self-concept and
academic achievement have not been consistent @mdusive. However, the picture
concerning the relationship between academic aement and academic self-concept is
more consistent, and it has indicated that giftedents have a very positive academic
self-concept (Kelly & Jordan, 1990). Research wookducted by Pajares (1996) and
Payne (1992) concluded that the correlation of ewad achievement is stronger with

academic self-concept than with general self-con(&ger, 2000).

Though a positive correlation exists betweself-concept and academic

achievement, the accuracy of the relation is depeindpon different variables such as

gender, grade level (changes over time) and somnecic status which all interact and
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influence the correlation between the two varialfldattie, 1992). From the first time
students make contact with school, the invitinglisinviting action of school personnel

mainly teachers dominates their education and gleefiliences their development.

Purkey & Novak (1996: 28) stated:

“Classroom teachers are stimulus objects, attraaivrepellent in their own right. By
their very presence, they have a subtle but prafeompact on student’s self-concept. The
teacher’s task, therefore, is to behave in way$ éin@ourage positive perceptions in
students, regarding themselves and their abilifjéXirkey & Novak, 1996: 28).

Different studies demonstrated that in additio teachers and peers, parents play an
important role as well in shaping their childresslf-concept. A study conducted by
Brookover exposed a group of parents to a spetifiming program that aimed at
fostering communication with their children condagh school work. The results
demonstrated that an important positive increastudents self-concept of ability and in

their academic achievement (GPA) has been rep@Bdtkeirer & Kraut,1979).

As concerns the direction of causality betwaeademic self-concept and academic
achievement, it has been argued that it is a ‘@madgg’ question. The two variables are
reciprocally related and reinforcing. In other wardmproving academic self-concept
will result in higher achievement and higher achiraent will improve academic self-
concept, thus, the teachers should aim at improwath variables simultaneously
because if the focus is on just one construct withloe other, then, both are more likely

to suffer. Woods (1998), Dermitzaki & Efklides (ZD0Oand Yeung & Wong (2002) all

59



endorsed the fact that the relationship betweermleana self-concept and academic
achievement is reciprocal and interactive and thatigh academic self concept is an
important educational outcome, it is also an imgartfactor that leads to valued

educational outcomes (Marsh et al, 2002).

Boekaerts (1995, Marsh 1994, and Pintrich & Schut®96 cited in Dermitzaki &

Efklides, 2000: 622) stated:

“A variety of factors are involved in the procedstioe mutual influence between self-
concept and school performance. Many studies shothatl cognitive ability and
academic performance directly influence studerdlerceptions, whereas self-concept
affects performance mainly through other mediatragables such as the intention to
learn, the amount and quality of effort spent dyrbask solution and the student’s
persistence”. (Boekaerts, 1995, Marsh 1994, amigi¢h & Schunk, 1996 cited in
Dermitzaki & Efklides, 2000: 622)

3. Correlation between self-concept and foreign fguages

Various research studies have been carried 4@96€’'s by Gardner and Lambert to
test the hypothesis which stipulates that posigéitteudes towards the foreign language
lead to a high attainment in the language. Thisirmption has been endorsed by the
different studies carried by Polsky (1969), OllBeca and Virgil (1977) and Oller,
Hudson and Liu (1977). Literature in the field aisdicates that the socio-psychological
factors, and student’s attitudes towards learninfpraign language has considerable

influence on language proficiency (Lori, 1990).
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When the students first attend their foreignguage class, they arrive with either
positive or negative attitudes about the langudgssc Diana Bartley conducted a study
where she administered a test of attitudes abaetdio languages. What she found out
was that attitudes of the continuing group weréhigand more stable than those of the
dropout group, which deteriorated significantly otiene. This study demonstrated how
students’ perceptions and attitudes can deterntieg future behavior. However, this
does not mean that they can’t be modified and abén8tudents in the foreign language
class, go through cognitive and evaluative proces$seform attitudes about the class
which is shaped by their outcomes and the feedlbdkeir mates and teachers. For
example, when the students get low grades in tleagio language class as compared to
other subjects, they will obviously react negatyvébd the cause of their feeling of
frustration, helplessness and inadequacy and tllanore than likely hate the foreign

language class (Smith, 1971).

Ehman and Oxford (1995) found a strong corretabetween the belief that one can
learn languages and proficiency in reading and lspga(Sheorey, 2006). Wen and
Johnson also found a strong correlation betweeefbeind English performance among

their Chinese students. They stated:

“Teachers and material writers need to be awareanfl sensitive to, students’ pre-
existing assumptions about the language learninggss” (Wen & Johnson, 1997: 40
cited in Sheorey, 2006: 28).
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Perceptions about language learning have a pamstnmfluence on every aspect of the
language teaching profession. An understandinbaxé perceptions and beliefs provides
useful information for teachers to identify theastigies and remedial measures that may

influence students’ proficiency (Kern, 1995 citedSheorey, 2006).

Diaz-Rico and Weed (2006: 14) stated:

“Attitudes play a critical role in learning Englishttitudes toward self, toward language
(one’s own and English), toward English-speakingpbe (particularly peers).....affects
students. (Richard Amato, 2003). One’s attitudeata the self involves cognition about
one’s ability in general, ability to learn languagend self-esteem and its related
emotions.” (Diaz-Rico & Weed, 2006: 14).

The acquisition of a foreign language ised®ined by one’s belief system which
bears direct influence on the invested effort, badrachoices and task success or failure.
Students’ low expectations of their abilities imdeing a language hinder their learning
process, however, students perceptions about ahdities in foreign languages is not
always accurate and is sometimes biased, eithem gtiaelents overestimate their abilities
in learning foreign languages and become unreadityi optimistic to increase their
feeling of self-worth, or when students underestartheir abilities and adopt a rather
self-derogating strategies because of the lackoofidence in their foreign language

performance (Daley et al, 1999).
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Conclusion

Chapter Two offered a theoretical premise for thsearch work. From the learning
processes and academic achievement to the nattine oélationship between academic
self-concept and academic achievement, the reviditerature clearly demonstrated that
the two variables are positively correlated and thay are rather reciprocal. The next
chapter however, will deal with the methodologytleé study, including the population
and the sample of the research, the research dasdyprocedure, the instruments, data

collection, data analysis and finally, the sumn@rthe findings and conclusion.
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CHAER THREE

METHODOLOGY OF THE STUDY

Introduction

This chapter includes the presentation ofrésearch design and participants, as well
as the explanation of the instruments and the nnesasised to obtain the results of the
study. The methodology of the research i.e. thecqg® and procedures used are
explained in great details. The study examined dbeelation between self-concept
(emotional, academic, and social) and general aw@&dachievement as well as the
correlation between self-concept and English laggyaerformance. All the variables of
the research work were found in the educationaihgefThe study dealt with high school
students, of the Algerian Technical School of Alinttaadia (BBA) both second and third
year classes. The students’ self-concept was a&sbefgsough a multidimensional
guestionnaire, developed after a review of litei@tand the different definitions of self-
concept. Academic achievement on the other hand, edained by collecting the
average grade of the students in all academic stshjand the average English grade
collected throughout the tests and exams admiestduring the academic year 2007-
2008 .The first section of this chapter describdes gample and the population of the
study. The second section details the researclgrdesid procedure followed throughout
the study. The third section refers to the instmimeised to measure the self-concept and
academic achievement constructs and their usehtortdsting of the hypothesis. The
fourth section covers data collection. The fiftictg@n presents the analysis of the data

that is followed by the final section, which is tsammary of the findings and
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conclusion.
1. Population and sample

The population that the research was intedest is the Algerian secondary school
students. The sample of the study is a convenieasaple, as the students who
participated in the study were my own studentstierwhole academic year 2007-2008,
which was convenient for the collection and maragoh of the data. The sample is
rather homogeneous since all the students werdeofsame ethnicity and the same
educational background. They all studied four tee fiyears of English as a foreign
language covering basically the same programs. gdrécipants of the study were
groups of 100 students from third and second ykeses of Sahad M'Barek secondary
school of El Hammadia ( Bordj Bou Arreridj). Theeagf the students ranged from 16 to
20, among them 51 males and 49 females. The stuaesre divided as follows: two
second year classes of philosophy stream of 44estad ranging between 16 and 19
years old, one class of electrical stream of 168estts between the age of 17 and 19 and

one class of third year scientific stream of 4@enis between 17 and 20 years old.

2. Research design and procedure

The students participated in the study oolanteer basis. They agreed to participate,
after | have explained the objective of the studg the importance of their participation.
A guestionnaire for students was developed aftéeep review of literature about self-
concept definitions and assessment. The questienmnas administered to the students
of the four classes, which is the sample of thdystlihe students of each class filled the

guestionnaires in their respective classes. The tonsumed between distributing the
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material, giving directions and completing the tests about an hour. After | have

administered the questionnaires to the studentstated the aim of the study, and
explained that this is a set of statements intertdefind out how students feel about
themselves in general, and in relation to schobhtTt is important that they provide

accurate and right answers, and that they don bawe afraid of being judged since the
guestionnaires were anonymous. | also explainedttieae is nothing such as a wrong,
right or preferable answer, and every student shprdvide the answers that best reflect
their beliefs and feelings. Each statement was eadd and explained in details in

English, then translated into Arabic to avoid angunderstanding or ambiguity. If the

students still had difficulties, they were requédste raise their hands and ask their
guestions and they would be assisted by giving @ woa group of words which made it

easier for them to comprehend the statements.

The students were instructed to answer all thestefthe questionnaire without
exception. Before the questionnaires were distethud the students, a pilot study was
carried to find out about the feasibility of thettand the time needed to complete it. This
has been done with another class of mine, a thear gcientific stream class of 40
students (28 females and 12 males). This helpeerrdate the required time for the
completion of the questionnaires, how much the esttsl comprehended the statement

and if any modifications were needed.

3. Instruments

As concerns the instrument used to measedriables of the hypothesis, we used

a multidimensional questionnaire to measure stgdesif concept (emotional, academic,
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and social). Students’ grades however, were usetetsure their academic achievement.
We gathered both their average grades of all stdhgaad the English average grade for

the academic year 2007/2008.

The questionnaire was developed to asseskerdts self-concept, it includes 22
items. As the self-concept scale is multidimendidnean be divided into three different
subscales:

1- Emotional self-concept subscale

2- Academic self-concept subscale

3- Social self-concept subscale

The first seven items assess the emotional selfequ, in other words, how students
evaluate and judge themselves in general as relatdteir qualities, attitudes and self-
satisfaction. The questions include questions numbeand 7 which require a

dichotomous response (yes/no) format while theokite questions are ordinals.

The next eight questions (question 8 to 15) assemdemic self-concept in general and in
foreign languages in particular. Questions 10,dd B3 require a yes / no answers while

guestions 8, 9, 12, 14 require ordinal responses.

Finally, the last 7 questions (which all requires yano answers) assess social self-concept

which deals with how the students conceive theneselwithin a social context or in

relation to others.
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The index used to measure students’ self-cangap from 0 to 2. 0 was administered
to answers which indicate low self-concept; 1 wasniaistered for moderate self-

concept responses; and 2 corresponds to the ansil@gh self concept.

Academic achievement on the other hand was me@dgbrough the student’'s grades.
The minimum pass average grade is 10 out of 20s BHuhe grades collected are out of

20.

4. Data collection

The questionnaire constitutes mainly the gtetite data of the study. After the
students have agreed to participate in the stindyqtiestionnaire was distributed and a
detailed explanation and series of instructionsewgiven. The students completed the

guestionnaires within an hour after which they weokected.

Concerning academic achievement, the studentk staeets of the academic year
2006/2007 were used to collect their grades. Theage year grades of all subjects as
well as English average year grades were colleatetl dictated to the students to be

written down on their questionnaires.

Having all the data gathered, SPSS softwareusad for the statistical analysis of the

data after they have been entered.
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5. Data analysis
5.1. Analysis of student’s questionnaire

We report and analyze in this section the dataectd#tl from the questionnaire
administered to the students’ sample of populatamich consisted of 100 informants.
In here, each subsection will deal with a few guestthat are related to an aspect of the

research.

5.1.1.Learners’ emotional self-concept evaluation

The emotional self-concept has been assessed thrtug first subscale of the

guestionnaire which consists of the first severstjoes.

Question1: “Are you satisfied with yourself ? ”

It assesses students’ self-satisfactiahithan evaluative aspect of self concept (self
esteem). This questiomas asked in order to assess learners’ own selfi@i@n of their
personal self-esteem. They had to choose edtlveays sometimesor never. The index
of measurement was frofnto 2. The highest number that is 2 is given to the hsgkelf-
concept which is ‘always’ for this question, 1 & fmoderate self-concept (sometimes)
and 0 is for low self-concept (never). The studesmtswers are represented in table 1

below.

69



Cumulative
Frequency |Percent Valid Percent Percent
Valid .00 4 4.0 4.0 4.0
1.00 77 77.0 77.0 81.0
2.00 19 19.0 19.0 100.0
Total 100 100.0 100.0

Tablel: Learner’s self-satisfaction evaluation
As we can see in table 1 above, a high majorityesgnting 77% of the informants are
only sometimes satisfied of themselves. Howevergfestudents representing 19% of the
informants are always sure about themselves anelry small share of the population

representing only 4% of the students are nevesfeatiof themselves.

Question 2: “You think that you have good qualitie$

This question was asked to know whether stisdealue themselves and think that
they have good qualities or not. They had to chaose of the three answers: a lot of,
some or few. As in the first question the biggaghber 2 represents high self-concept (a

lot of), 1 moderate (some) and O low self-concégi)

Cumulative
Frequency |Percent Valid Percent Percent
Valid .00 3 3.0 3.0 3.0
1.00 51 51.0 51.0 54.0
2.00 46 46.0 46.0 100.0
Total 100 100.0 100.0

Table 2: students’ evaluation of their good qualigs
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As represented in table 2 above, the highest ptgerof the informants which is 51%
think that they have some good qualities, the ofi6és think that they have a lot of good

qualities and only 3% of them think that they héaw qualities

Question 3: “You take positive attitude toward youself’

Question 3 was asked to find out whether the stigddisplay positive or negative
attitudes towards themselves, which indicates thwire of their self-evaluation, as
students who evaluate themselves positively adogitipe attitudes and vice versa. The
students had to give a yes or no answer as yeedasl2) indicates high self-esteem and

no (coded as 0) indicates low self-esteem. Stutamssvers are as follows:

Cumulative
Frequency |Percent Valid Percent Percent
Valid .00 22 22.0 22.0 22.0
2.00 78 78.0 78.0 100.0
Total 100 100.0 100.0

Table 3: students’ attitudes evaluation
According to table 3 the high majority representit@yo of the informants answered yes
(coded as 2) which means that they have posititeides toward themselves while only
22% of them did not think that they have positivetides and thus, they answered no

(coded as 0).
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Question 4: “you feel useful for others”
Question 4 is intended to find out how studentsluata themselves in terms of
usefulness to others another aspect of their sédieen. They had to give one of the three

answers: always (2), sometimes (1), and neveil {@ir answers are as follows:

Cumulative

Frequency |Percent Valid Percent Percent

Valid .00 2 2.0 2.0 2.0
1.00 71 71.0 71.0 73.0
2.00 27 27.0 27.0 100.0
Total 100 100.0 100.0

Table 4: Students’ usefulness evaluation
Table 4 shows that most of the informants whichrespnt 71% of the population think
that they are sometimes useful for others. 27%kithiat they are always useful for others

but only 2% think that they never feel useful.

Question 5 “you think that you are not good at all”
This question was intended to uncover how do stisdevaluate and feel about
themselves in general. The question was whethgrtthek that they are not good at all

and they had to choose between always(0), somdtimesver(2)
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Cumulative
Frequency |Percent Valid Percent Percent
Valid .00 6 6.0 6.0 6.0
1.00 82 82.0 82.0 88.0
2.00 12 12.0 12.0 100.0
Total 100 100.0 100.0

Table 5: student’s self- evaluation
Table 5 shows that 82% of the participants whishthe high majority answered
sometimes which means that sometimes they do Inavedif defeating feeling that they
are not worthy and thus, not good at all which isegative evaluation of themselves. A
low percentage which is about 12% ever had thisnigend only 6% always think that

they are not good at all.

Question 6 “you think that you are intelligent”
This question was asked to determine how studerdfuae themselves in terms of
intelligence, and if they view themselves positvet negatively; whether they think that

they are very intelligent (2), quite intelligend(br not intelligent at all (0).
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Cumulative
FrequencylPercent |Valid Percen|Percent
Valid .00 |7 7.0 7.0 7.0
1.00 |82 82.0 82.0 89.0
2.00 11 11.0 11.0 100.0
Total |100 100.0 |100.0

Table 6: Steutt’s intelligence evaluation




Table 6 above shows that the vast majority whighsttutes 82% of the participants
think that they are quite intelligent which is aspive attitude. However 11% think that

they are very intelligent and as few as 7% thirdt they are not intelligent

Question 7: “You think that you are intelligent but you can’'t do much with it”

Question 7 was asked to see if students think th@y can use their intelligence
effectively to solve problems. The possible ansvages yes (0) which means that they
think that they can’t use it effectively and no (@hich means that they can use it

effectively in solving problems.

Cumulative

Frequency |Percent Valid Percent Percent

Valid .00 82 82.0 82.0 82.0
2.00 18 18.0 18.0 100.0
Total 100 100.0 100.0

Table 7: students’ evaluation of their intelligencéeffectiveness

Although table 6 shows that the vast majoritykisi that they are intelligent only 18%
of the participants represented in table 7 thirdt tthey can use it effectively the rest
which constitutes 82% think that they can’'t do musgthh it i.e. unable to use it
effectively. As a conclusion we can say from thelshts’ answers that overall their self-

esteem ranges from moderate to high, which we caalede that it is quite positive.

74



5.1.2. Students’ academic self-concept evaluation
Academic self-concept subscale comprisestique8 to questionl5, they all aim at
assessing and measuring students’ academic selégbm general (question8- question

10) and academic self-concept in foreign languégesstion 11- question15).

Question 8 “you think that your ability to learn is stable and uncontrollable or

unstable and controllable?”

Question 8 was asked to know what students thirdutatheir learning abilities and

whether they control them or not. If students dat their ability to learn is stable and
uncontrollable, it means that they have an exteloals of control, that they attribute

their success and failure to external factors,tand, don’t display the necessary effort to
improve their learning. This means that they haveegative self-concept about their
learning abilities. If on the other hand, they aesthat their ability to learn is unstable
and controllable, it means that they have an iaidiotus of control, and believe in their
abilities to change and improve their learningpther words, they have a positive self-

concept about their learning abilities.
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Cumulative

Frequency |Percent Valid Percent Percent

Valid .00 12 12.0 12.0 12.0
2.00 88 88.0 88.0 100.0
Total 100 100.0 100.0

Table 8: students’ perception of their learning ablities

As table 8 shows, a high majority of the particigamwhich represent 88% of the
population think that their learning abilities arastable and controllable which means
that their self-concept about their learning ale#itis positive and only 12% of them have
a negative self-concept about their learning aédithinking that they can’t control them

and that they are stable.

Question 9: “when you plan to do something do yourow that it's going to be
successful or unsuccessful?”

Question 9was asked to see whether the student undergo avidslka positive attitude
believing that they will succeed in it or if theyndergo it with a negative attitude

believing that they will fail before even trying.
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Cumulative
Frequency [Percent Valid Percent Percent
Valid 2.00 42 42.0 97.7 97.7
.00 1 1.0 2.3 100.0
Total 43 43.0 100.0
Missing System 57 57.0
Total 100 100.0

Table 9: Student's attitude before undergoing a tds
Table 9 shows 42% of the students answered thgttthek that they are going to be
successful whenever they do something which isrg pesitive attitude and only 1%
answered unsuccessful. The remaining 57% did nsivanthe question and thus the
system recorded them as missing data.
Question 10: “Do you think that individual abilities change with hard work, study
and practice?”
Question 10 is intended to find out if studentddwa that hard work, study and practice
shape their abilities. If yes (2), they are mokelly to strive and try harder to improve
their abilities and performance, if the answerag@) it means that they are less likely to

work hard and strive.

Cumulative
Frequency |Percent Valid Percent Percent
Valid .00 11 11.0 11.0 11.0
2.00 89 89.0 89.0 100.0
Total 100 100.0 100.0

Table 10: students’ beliefs about their abilities
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Table 10 above shows that 89% of the participareve that their abilities are

influenced by effort and hard work and only 11%nkotherwise

Question 11: “Do you like foreign languages?”

This question assesses students’ academic selépbirc foreign languages, if students
say that they don't like foreign languages, theylass likely to be motivated to learn and
strive for high achievement and thus, have a negaself-concept about foreign
languages. If however they say yes, it means tiet have a positive self-concept and

they are more likely to be willing to achieve aretfprm in foreign languages.

Cumulative
Frequency |Percent Valid Percent Percent
Valid .00 31 31.0 31.0 31.0
2.00 69 69.0 69.0 100.0
Total 100 100.0 100.0

Table 11: Evaluation of students’ likes of foreign languages

Table 11 above shows that 69% of the informantstisay they like foreign languages

while 31% say that they don't like foreign langusge

Question 12: “You think that you have aptitude to earn foreign languages”
Question 12 aims at assessing students' perceptmm=erning their aptitude to learn

foreign languages. As some students think thatigesipe fact that they love foreign
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languages they don’t possess the ability to Ieaemtwhich is a very handicapping self-
perception of ability that hinders learning. Thesgible answers are none (0) a self-
defeating perception, some(1) which is not a higifrconcept and great (2) a high self-

concept.

Cumulative

Frequency |Percent Valid Percent Percent

Valid .00 7 7.0 7.0 7.0
1.00 68 68.0 68.0 75.0
2.00 25 25.0 25.0 100.0
Total 100 100.0 100.0

Table 12: evaluation of students’ perception of ality in learning foreign languages

Table 12 shows that only 7% think that they haveaptitude to learn foreign languages,
25% think that their aptitudes are great while ¥hst majority of 68 % think that they

have some aptitude to learn foreign languages.

Question13: “You think that there are things in foreign languages that you can
never learn even if you make the necessary effort”

Question 13 aims at uncovering the negativesm®itept of students, as some students
truly believe that there are things in foreign laages that they can never learn no matter
how hard they try. This false and negative perogpthey have about their ability to
learn, will prevent them from even trying and tHeads them to failure. The possible
answers are Yes (0) which represents a very negaf-concept and no (2) which

means a positive self-concept.
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Cumulative
Frequency [Percent Valid Percent Percent
Valid .00 50 50.0 50.0 50.0
2.00 50 50.0 50.0 100.0
Total 100 100.0 100.0

Table 13: evaluation of student’s self-concept oftality in learning foreign languages

Table 13 shows that the sample of the study wasletivin an equal manner as 50% of
the students answered yes and 50% answered noh whe&ans that half of the
respondents have a positive self-concept in regarttss question and the other half has

a negative self-concept.

Question 14: “you think that you have hope to be gud at foreign languages”

Question14 is also related to the self-conceptestted have about foreign language
learning and whether they have hope to be higheaels or not. The answers are great
hope(2) which represents a high self-conceptelhthpe(1) which translates a rather low
self-concept and no hope(0) which is a self defgatittitudes representing a very

negative self-concept.
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Cumulative

Frequency |Percent Valid Percent Percent

Valid .00 10 10.0 10.0 10.0
1.00 42 42.0 42.0 52.0
2.00 48 48.0 48.0 100.0
Total 100 100.0 100.0

Tablel14: “Evaluation of students’ hope in learningforeign languages”
Table 14 shows that 48% of the students reporiaidtiiey have great hope in doing good
with foreign languages and 42% said that they litdie hope which is considered a
negative or low self concept. The remaining 10%oreul that they have no hope what so
ever to be good in foreign languages, which isladedeating attitude that shows a very

negative self-concept as concerns learning forleigguages.

Question 15: “If great hope is your answer say why”
This question was excluded from the quantitativalysis as it constitutes a qualitative
data

As a conclusion we can conclude that accordinpécstudents’ answers, their academic

self-concept is rather moderate. Neither high oo |

5.1. 3.Students’ social self-concept evaluation

Question16: “Many of the unhappy things in people’sives are partly due to bad

luck”
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Question16 assesses students’ social self-conagpthaw they perceive the social
environment around them. The answers are either(@esvhich means that students
attribute the unhappy things of their lives to lack i.e. external locus of control which
means that they have a rather negative socialcealfept or no (2) which means that
they do not believe that the unhappy things of dife due to bad luck and attribute it to

other factors.

Cumulative
Frequency |Percent Valid Percent Percent
Valid .00 25 25.0 25.0 25.0
2.00 75 75.0 75.0 100.0
Total 100 100.0 100.0

Tablel16: students’ evaluation of attributing socialevents to external factors such as

luck

Table 16 shows that most students that represehit gfothe total population do not
believe that unhappy event are due to bad luckimsi@a rather positive attitude and only

25% of them do.

Questionl17: “People’s misfortunes result from the nstakes they make”

Question17 was asked to see how students explain rthisfortunes and whether they

attribute them to internal factors or not. The {&sanswer means that they believe that
people are responsible for the bad things that érapp them and that it is because of

their mistakes. The no (0) answer means that tbeit believe so
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Cumulative
Frequency |Percent Valid Percent Percent
Valid .00 16 16.0 16.0 16.0
2.00 84 84.0 84.0 100.0
Total 100 100.0 100.0

Table 17: Students’ evaluation of the way they expln bad events around them

Tablel7 shows that the vast majority that is 84%hef participants, attribute peoples’
misfortunes to internal factors, and think thatsitthe result of their mistakes, which

represents a positive social self-concept and 8% don’t think so.

Question18: “In the long run people get the respedhey deserve in this world”

This question was asked to evaluate if studentse hapositive or negative perception of
respect in a social environment and if they belitha everybody gets the respect he
deserves or not. If the answer is yes, it meartsiiey have a positive social self-concept
and that their perception of others is objectifethé answer is no it means that their

social self-concept is rather negative.

Cumulative
Frequency |Percent Valid Percent Percent
Valid .00 17 17.0 17.0 17.0
2.00 83 83.0 83.0 100.0
Total 100 100.0 100.0

Table 18: students’ evaluation of their perceptiorof others
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Table 18 shows that the majority of the respondtasis 83% of the sample believe that
people get the respect they deserve which shovirspbsitive social self-concept, while

only 17% of them think otherwise.

Question19: “Unfortunately, individuals’ worth ofte n passes unrecognized no matter
how hard they try”

This question aims at assessing students’ sodiat@acept and the way they perceive
other’s attitudes towards them. If the answer is itemeans that students have the
negative perception that no matter how hard thgyothers will just not value them,
which translates their negative social self-concdghe answer is no it means that they

don’t believe so.

Cumulative
Frequency |Percent Valid Percent Percent
Valid .00 61 61.0 61.0 61.0
2.00 39 39.0 39.0 100.0
Total 100 100.0 100.0

Tablel19: Evaluation of students’ perception of theimworth

Table 19 shows that 61% of the respondents answesed/hich means that they believe
that individual's worth passes unrecognized no enatiow hard they try which is a
negative perception of others that demonstratesgative social self-concept. The

remaining 39% however do not believe that thifiesdase.
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Question 20: “No matter how hard you try some peom just don't like you”

Question 20 was asked to see how students peraei/interpret other’s attitudes towards them
in terms of likes and dislikes and whether theircpption of others is negative or positive. If the
answer is yes it means that they do believe thaesoeople just don't like them no matter how
hard they try to earn their love which is a vergatéve perception of others. If the answer is no it

means that they do not believe that this is.true

Cumulative
Frequency |Percent Valid Percent  [Percent
Valid .00 67 67.0 67.0 67.0
2.00 33 33.0 33.0 100.0
Total 100 100.0 100.0

Table 20: students’ perception of others attitudesowards them
Table 20 shows that 67% of the respondents betleatesome people just don't like them
no matter how hard they try which is a negativeaaelf-concept and only 33% don’t

believe that this is the case.

Question 21: “People who can't get others to likehem don’t understand how to get
along with others”

Question 21 was asked to assess how studentsratténgir relation with others, and
whether they think that they are responsible fargaating along with others or not. If the

answer is yes it means that they believe that pewsblo can't get others to like them
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don’t know how to get along with them which is aspiwe perception since it encourage
them to work on developing social skills to deathmpeople instead of blaming the

failure of relations on others. Those who answe@do not believe that this is true.

Cumulative

Frequency [Percent Valid Percent Percent

Valid .00 31 31.0 31.0 31.0
2.00 69 69.0 69.0 100.0
100 100.0 100.0

Table 21: students’ perception of interpersonal dficulties

Table 21 shows that 69 % of the students think geiple who have problems with
others, don’'t have the social skill to interacthaother people and thus, have a positive

social self-concept and the remaining31% of themitdbink that this is the case.

Question22: “You think that teachers are unfair tostudents”

Question 22 was asked to see how students pertedeteachers’ behavior towards

them. If the answer is yes it means that the stisdegrceive their teachers’ behavior in a
negative way, as they believe that teachers arairutaf students. If the answer is no it

means that they don’t think that their teachersuamfair towards students, and are more

likely to view the relationship rather positively.
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Cumulative

Frequency |Percent Valid Percent Percent

Valid .00 50 50.0 50.0 50.0
2.00 50 50.0 50.0 100.0
Total 100 100.0 100.0

Table 22: students’ perception of teachers’ behavio

Table 22 shows that the respondents were dividedllggin regards to this question.
50% of them answered yes, which means that thagueethat teachers are unfair to
students; this represents a negative perceptiothesf teachers that may hinder their
achievement at school. The other 50% however, dmiieve that teachers are unfair to

students as they answered no.

5.2. Students’ demographics

5.2.1. Gender

As the school where the study was carried out isdgoational, we asked our
informants to indicate their gender. As table lobelindicates, there is no much
difference in the frequency counts and percentag@den female and male population as

they respectively represent 49% and 51%.
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GENDER

Cumulative
Frequency Percent Valid Percent Percent
Valid Female 49 49.0 49.0 49.0
Male 51 51.0 51.0 51.0
Total
100 100.0 100.0
100.0
Table 23: Students Gender differences
5.2.2. Age
Age
Cumulative
Frequency Percent Valid Percent Percent
Valid 16 2 2.0 2.0 2.0
17 15 15.0 15.0 17.0
18 48 48.0 48.0 65.0
19 29 29.0 29.0 94.0
20 6 6.0 6.0 100.0
Total 1100 100.0 100.0

Table 24: Students’ age categories
Table 24 above indicates that the students’ pojulatan be grouped under five age
categories of 16, 17, 18, 19 and 20 years oldartle noticed that the highest category is
that of 18 years old (48%) followed by age 19 (29&n age 17 (15%). Both age 16 and

20 represent only 8% of the sample.
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5.3. Reliability
The self-concept questionnaire used in this stiedy imultidimensional scale that is
divides into 3 subscales:

1- Emotional self-concept subscale: which inclutthesfirst seven itemseéc7)

2- Academic self-concept subscale: which comprigestion8 to question14gc7)

3- Social self-concept subscale: which includesstjoel6 to question2&$c?

We wanted to assess the reliability of the quesame which is called ‘internal
consistency' to see how well all the items holdetbgr or measure the same thing as each
other. This type of reliability is measured by @dplized correlation coefficient called '
Cronbach’s Alpha’ which is expected to be 0.8 ghér in order to indicate that the scale
is fairly internally consistent. Cronbach’s Alphaefficient of each subscale was

calculated to measure the internal consistencytl@desults were as follows:

5.3.1. Reliability results for emotional self-congat scale (esc7)

Reliability Statistics of esc7

Cronbach's Alpha |N of Items

.145 7

Table 25: esc&ronbach's Alpha

esc/=0.14
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5.3.2. Reliability results for academic self-concéscale (asc7)

Reliability Statistics of asc7

Cronbach's Alpha |N of Items

464 7

Table 26: asc7cronbach's Alpha

asc7= 0.46

5.3.3. Reliability results for social self-concecale (ssc7)

Reliability Statistics of ssc7

Cronbach's Alpha |N of Items

458 7

Table 27: sscronbach's Alpha

ssc7=0.46

The results obtained above show that Alpha values vaery low which is really
unfortunate. However, after a further analysis afrach’s Alpha values, we found that
by eliminating certain contaminating items from #eales, we could achieve a higher

internal consistency. The results are as follows:
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5.3.4. Reliability results for emotional self-congat scale (esc3)

Reliability Statistics of

esc(1,2,7)

Cronbach's Alpha |N of Items

.394 3

Table 28: esc3ronbach's Alpha
esc (1,2,7) =0.39
As suggested by the results of a reliabilitylgsia, o was improved from 0.14 to 0.39
when calculated with only 3 items from the emotioself-concept sub-scale namely

qguestion 1, 2 and 7. However, it still remains ich is unfortunate.

5.3.5. Reliability results for academic self-concéscale (asc3)

Reliability Statistics of

asc(11,12,14)

Cronbach's Alpha |N of Items

.768 3

Table 29: asc3ronbach's Alpha

asc (11,12,14) =0.77

As for academic self concept scalayas improved significantly from 0.46 to 0.77 by

eliminating the contaminating items and calculatiingith only 3 items: question1l, 12

and 14 which is a very acceptable value.
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5.3.6. Reliability results for social self-concecale (ssc5)

Reliability Statistics of

ssc(17 to 21)

Cronbach's Alpha |N of Items

.542 5

Table 30: ssc&cronbach's Alpha

ssc (17 to 21) = 0.54

For social self-concept sub scale calculated wittiems: question17, 18, 19, 20, and 21,
a was improved from 0.46 to 0.54 which is still coiesed a low value unfortunately.
Thougha for both emotional self-concept and social seligapt sub-scales remain still
low, a for academic self-concept was improved to a vesgpectable value. Thus, we
decided to use the scales with the highest alphzesgwith fewer items) to run the

correlations as it is more data driven.

5.4. Correlation results

Pearson Correlation coefficientr measures the strength and direction of the
linear relationship between two variables. Thealation coefficient can range from -1
to +1, with -1 indicating a perfect negative caatedn, +1 indicating a perfect positive

correlation, and 0 indicating no correlation at all
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As a rule of thumb, correlation coefficients betwe&0 and .30 are considered weak,
those between .30 and .70 are moderate and ceetficbetween .70 and 1.00 are
considered high. However, this rule should be atvgyalified by the circumstances,
depending on the discipline and the nature of bé&sdealt with. For example in exact
sciences where they study clean and uncomplicateidbles, a correlation of 0.7 is
considered to be weak which is not the case focathn, psychology or other social

sciences.

As in this study we are dealing with complicatediatsle and taking into consideration

the low reliability of the scale, the correlatiovedficient would be interpreted as follows:

5.4.1. Correlation between emotional self-concepte¢c3) and English grade

(EGrade)

EGrade esc3
EGrade Pearson Correlation 1.000 116
Sig. (2-tailed) 257
N 100.000 100
esc3 Pearson Correlation 116 1.000
Sig. (2-tailed) 257
N 100 100.000

Table 31: esc3/ EGrade correlation
Corr esc3/ EGrade= 0,12
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Table31 shows that the Pearson's correlation comfli between esc3 and EGrade r =

0.12, which indicates a weak relationship betwéentwo variables.

5.4.2. Correlation between emotional self conceptegc3) and general grade

(GGrade)
GGrade esc3
GGrade Pearson Correlation 1.000 .120
Sig. (2-tailed) 365
N 100.000 100
ess3 Pearson Correlation .120 1.000
N 100 100.000

Table 32: esc3 / GGrade correlation

Corr esc3/ GGrade =0.12

Table32 shows that the Pearson's correlation comfti between esc3 and GGrade r=

0.12 which indicates a weak relationship as wetlvieen the two variables.

As a conclusion, the 3-item emotional self-concatle (esc3) is weakly correlated with

both student's English grades and general grade8.(2 , p < 0.05)
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5.4.3. Correlation between academic self-concepts@B) and English grade (EGrade)

asc3 EGrade
asc3 Pearson Correlation 1.000 606"
Sig. (2-tailed) 000
N 100.000 100
EGrade  Pearson Correlation .606" 1.000
Sig. (2-tailed) 000
N 100 100.000

**_Correlation is significant at the 0.01 level (2-tailed).

Table 33: asc3 / EGrade correlation
Corr asc3/ EGrade= 0.61
Table33 shows that the Pearson's correlation iceaff between asc3 and EGrade

r=0.61 which indicates a moderate relationslefwieen the two variables.

5.4.4. Correlation between academic self- conceptagc3) and general grade

(GGrade)
GGrade asc3
GGrade  Pearson Correlation 1.000 3927
Sig. (2-tailed) 000
N 100.000 100
asc3 Pearson Correlation .392" 1.000
Sig. (2-tailed) 000
N 100 100.000

**_Correlation is significant at the 0.01 level (2-tailed)

Table 34: asc3/ GGrade correlation
Corr asc3/ GGrade =0.39
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Table34 shows that the Pearson's correlation icaeff between asc3 and GGrade

r=0.39 which indicates a moderate relationshigvben the two variables.

As a conclusion, the 3-item academic self-conceglies(asc3) correlates with student's

English grades (r=0.61, p< 0.01 ) and with stidegeneral grades ( r=0.39, p < 0.01)

5.4.5. Correlation between social self- concept (&5 and EGrade

ssch EGrade
ssch Pearson Correlation 1.000 116
N 100.000 100
EGrade Pearson Correlation 116 1.000
Sig. (2-tailed) 249
N 100 100.000

Table 35: ssc5 / EGrade correlation

Corr sscb/ EGrade= 0.12

Table35 shows that the Pearson's correlation iceaft between ssc5 and EGrade

r=0.12 which indicates a weak relationship betwe two variables.
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5.4.6. Correlation between social self- concept (£&5 and GGrade

GGrade ssch
GGrade Pearson Correlation 1.000 .011
N 100.000 100
ssch Pearson Correlation .011 1.000
Sig. (2-tailed) 912
N 100 100.000

Table 36: ssc5/ GGrade correlation
Corr ssc5/ GGrade= 0.01
From table 36 we can see that the coefficient ofetation is nonsignificant. The 5-item
social self-concept scale failed to correlate watbdent's English grades and general

grades.

6. Summary of the findings and conclusion

Pearson correlation coefficients were calculdtetest the 6 hypotheses used to study
the relationship between the self-concept and awedeachievement. The three
dimensions of self-concept (emotional, academicjatpwere individually correlated
with both the general grades and English graddbeostudents. Five of the hypotheses
have been confirmed which is consistent with thevimus studies reported in the

literature.
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HYPOTHESIS |
“When learners display a positive emotional self-aocept, they will reach
satisfactory foreign language (English) performance

In order to test this hypothesis, emotional-selicept (esc3) was correlated with the
students' English grades. The results indicatettieat is a positive correlation of 0.12

between the two variables and thus, the hypoth&siscepted.

HYPOTHESIS I

“When learners display a positive emotional self-aacept, their general academic
achievement will be satisfactory”

This hypothesis was tested by correlating the temal self-concept (esc3) with the
students' general grades. The Pearson correlateffiatent indicates that there is a

positive correlation of 0.12 and thus, the hypath&saccepted.

HYPOTHESIS Il
“When learners have a positive academic self concem learning foreign languages
(English), their achievement will be higher”

This hypothesis was tested by correlating ecad self-concept (asc3) with English
grades. The results indicate a positive correlatib.61 between the two variables and

so the hypothesis is confirmed.
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HYPOTHESIS IV
“When learners have a positive academic self conceptheir general academic
achievement will be higher”

This hypothesis was tested by correlating acédegif-concept with general grades.
The results indicate a positive correlation of Otg@ween the two variables and so the

hypothesis is confirmed.

HYPOTHESIS V

“When learners have a positive social self concepteir foreign languages (English),
achievement will be higher”

The two variables of the hypothesis were correlaéte results indicate a positive
correlation of 0.12 between the social self-conggstS) and English grades, which

confirms the hypothesis.

HYPOTHESIS VI
“When learners have a positive social self conceptheir general academic
achievement will be higher”

No correlation was found between the two vadaldf this hypothesis
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Conclusion

This chapter offered a thorough methodologicalsjpective to the research work
including: the description of the population and gtudied sample, the explanation of the
research design and procedures and the statiatiedysis of the data. The results of the
correlation analysis confirmed most of the hypothe$ the study. The next and the last
chapter will conclude this research work by offgrimrecommendations and

implementations on how to improve students’ selfeept and their academic

achievement, exposing the different enhancing ambres that could be used in the

academic setting.
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CHAP TER FOUR

Implementations, recommendations and conclusion

Introduction

It is safe to conclude from the review of liten@ and from the results of this research
work that there is a positive relationship betwaeeademic achievement and academic
self-concept regardless of student’ s intelligeasd that student’s perceptions of their
teacher’s feelings affect their self-perceptiortsdsents who feel liked and respected by
their teachers have higher self-concept). As stisdegrlf-concept is highly correlated to
school variables, the task becomes to identify strategies and activities that will
improve student’s self-concept. Thus, the quediiobe asked is what are the strategies

that should be employed and implemented to enhstncents self concept?

1. Improving student's self-concept and academic &evement

From the reciprocal nature of the relationshipmeen self-concept and achievement as
revealed in the literature that was exposed in ghevious chapters, we know that
improving student’s self-concept will certainly emite their academic achievement. We
know also, that history of success influences pasit students’ perception of their
abilities, as they are more likely to experiencerenguccess in the future, which

undoubtedly will boost their academic self-concept.
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As a result two schools of thoughts emerged: Tilg one endorses the self
enhancement theory, which argues that changes lfrcageept cause changes in
achievement and thus, improving student’s self-ephavill improve their achievement.
The second school adopts the skill developmentryhadnich believes the opposite to be
true, and that identifying methods to improve shideacademic achievement will
enhance their self-concept. Research work showatdstif-concept and achievement is
rather reciprocal and thus, the focus on both catieept and achievement should be

emphasized (Silvernail, 1987).

1.1. Skill development approach

Many studies supported the skill development raggh. Kifer (1973, cited in
Silverrnail, 1987) for example, examined the loegnt effects of repeated academic
success and failure on students 8 to 12 gradems.r@sults showed clearly that self-
concept of ability depended on student’s perceptiof their achievement (teacher’s
marks). Other research findings, conducted by GBl&y and Gibby. S.R, on seventh
graders showed that students who were told thatfdiked at a test regarded themselves

less highly than the other students i.e. had Isg#rconcept.

Improving student’s academic achievement carthbeugh using variety of teaching

methods such as pair work, group work, peer tugoas well as administering learning

activities that account for a variety of learneithvdifferent learning styles.
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a. Learning styles
As stated by Dunn and Dunn (1992: 2), “Learngtge is the way in which each
learner begins to concentrate on, process anchraegaw and difficult information. That
interaction occurs differently for everyone.” Welave different learning styles that we
prefer. Some students can easily adapt and leang wvariety of learning styles, while
others are less flexible and can learn only in ageway. Matching the curriculum to
every student in the class is not easy if not pdssthus, raising students ‘awareness and
understanding of their own styles will enable thedapt the task and become
independent learners. There are three major learner
1- Auditory learners who prefer learning through listening as they digptasiness
in dealing with language.
2- Visual learners who prefer to see things, make pictures in theady and
visualize information as a whole.
3- Kinesthetic learnerswho prefer learning while doing things in a praatioay,
where touching and feeling is present such as iense experiment (pouring,

mixing and assembling).

Recognizing students’ learning styles can be doreugh observation of the learner,
through specially designed questionnaires or olosgrstudents’ eye movements (for
visual learners their eyes move upwards, for timedthetic they move downwards and

for auditory learners they move rather to the s{@jpree, 2005).
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According to Dunn et al (2009) learning stylesvén a great influence on students’
achievement and attitudes. The Dunn and Dunn legrsiiyle model describes the way
people process, internalize and retain new andcdliffinformation. It comprises 5
components that are subdivided into 20 elements:
1-Individual immediate environment (light, sound.c)et
2- Sociological preferences (learning alone, ingar groups).
3-Emotionality (motivation, determination...etc).
4-Cognitive processing preferences (analytic/ dlabgulsive/ reflective).

5-Physiological preferences (auditory, visual, datt

Components such as auditory, visual and tactiealcalled perceptual strengths that
allow students to learn easily, with difficulty oot at all. The identification of the
learning style preferences of the students endldéis the teachers and the parents to
administer the appropriate and diversified learnsitategies and activities, to help
students improve their skills through exploringitherea of strength. It also encourages
the acceptance of different behaviors within tteehéng/ learning process, and rejects the
one-size-fits- all approach. It increases self-agtoous learning on the part of the
learners, regardless of their instructor’s teactstyde. It also brings a sense of equality
and social justice and reduces bias. Thus, teadersld present content in ways that
match student’s strengths, which will lead to impng attitudes towards school and
increasing academic performance. When studentsrstade the way they learn best,
their perceptions of their personal abilities atrérggths improve, and they learn how to

adjust conditions and employ adequate strategiestrive beyond what they had
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previously accomplished. They display increasedef@tacy, better self-concept and
improved relationships i.e. they become bettemies:

Concerning the use of the learning strategi¢he classroom, they should be used on a
regular basis, before making a plan of the strategy be used however, learning goals
should be established first. The best way to chadeguate strategies, is to share
creative ideas through group work, in which studesitare the strategies they prefer to
achieve their goals. Students with the same gaaiswork together and share ideas for
the strategies to be used and thus, increaseehéwty and the variety of the goal plans.

(English & Dean, 2004)

As a conclusion, many research findings shotuadif we improve student academic
achievement we will certainly enhance their selfiaept. However, enhancing self-
concept through achievement is not the only styategthis focuses only on academic
self-concept while general self-concept is as itgydr Research studies demonstrated
that when students could view and examine their beimavior and that of others, they

would change their behavior in a positive way.

1.2. Self-enhancement approach

Many research findings endorse the self-erdraeat model which assumes that
student’s self-concept influences their motivatioearn in the first place and thus, their
academic achievement. Students should be taughirmoinward, and hear their own
voices. By conducting conversations with themseltlesy will be able to identify their

own thoughts and feelings, and set their own gdaixe goals are specified, students
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should translate them into concrete actions. Magegostudents should engage in
challenging activities, as meeting challenges em¥iour talents and gives us a sense of
confidence and efficacy. Teachers and parentsharenbst significant others that play a

crucial role in shaping children’ self-concept (Gims, 2002).

a- Teacher's behavior

Self-concept can be changed and teachers ¢act #fie change either positively or
negatively, however, change takes place slowlyad a long period of time. In order to
achieve profound and durable change, efforts shbaldlirected to change the central
students’ beliefs about their abilities and ing@lnce instead of putting heavy emphasis
on just academic outcomes. Socially-integrative l@arner-supportive teacher behavior
has a positive impact on students self-concepth Suisehavior involves calm, attention
to the learning task, attentiveness to studentsdseuse of humor and low degree of
negative evaluation. There is no doubt that frigndinderstanding and sympathetic

teachers increase student’s self-esteem (Canfiélde8s, 1976).

Poris (1977:38 cited in Silvernail, 1987:33) stated

"Affective teacher behavior affects studentg-sehcept, it is based on: 1- Involving
students in goal setting. 2- Avoiding threat andngispositive statements and 3-
Encouraging students to evaluate themselves ypelsiti.e. teachers should teach

students to set realistic goals, evaluate themsebadistically and praise themselves. "
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Spaulding, R.L (1976: 313-18 cited in Silverna®87:18-19) stated:

“Strong report was found ...for positive relationghipetween pupil self-concept and
teacher behavior characterized by a high degreei\dte or semi private communication
with children, of overt facilitation of task-orieed behavior, of concern for divergent
responses in children, of attentiveness to pupsidee of the use of control techniques
involving humor- and a relatively low degree of atge evaluation, of domination over
threat, of firmness in tone, of teacher-supportiostrol, of harsh “ taskmaster” behavior,

and of grim domination.”

For preventing negative self-concepts teachleosild be aware of the influence of the
classroom environment they create and projectacstdents, as well as the perceptions
they have of students and their interaction witlenth The teacher’'s beliefs about
themselves and about their students are so impomashaping their students' self-

concept (Silvernail, 1987).

“Teachers who have realistic conceptions of thémse who are accepting of
themselves and others, and who accent their pesitittudes will help students make
realistic assessments and begin to view themselheepositive light...teachers who view
their students in a positive way and project falastgaexpectations will promote positive

self-concept development” (Silvernail, 1987: 41).

Students are more committed to the learningge®cwhen the learning environment is
supportive, caring and inviting. Thus, teachersudhperceive students as able, valuable
and responsible. They should create a comfortaaming atmosphere where students
feel welcome and at ease (Purkey & Novak, 199¢)e@ally that students with chronic

school failure, tend to feel frustrated when dosuhool work, anticipate failure, and
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avoid challenges. Thus, helping students achiewasleaic success will be through
addressing the attitudes and behavior related poawed motivation. Besides, any course
of action should aim at increasing students’ wihiess to approach learning tasks, by
inducing them to show higher commitment through destrating higher level of effort,

and persistence in the learning task (Brier, 2006).

Influencing students’ attitudes in SL learnuhgpends largely on a positive attitude of
the teacher. First of all, teachers should beltea¢ all students are capable of learning as
they all possess skills and understanding of theine language which they can transfer
to their second language. Also, teachers shouldgreze the involvement of students’
self-concept in second language learning, and nsaike to promote it by creating a
positive environment of trust, encouragement angr@piate instructions, focusing on
cooperative learning, contextualized instruction atudent-centered learning (lynne &

weed, 2006).

Attitude theory states that attitudes shapeeff@ts that students display in learning
another language and comprises three componetigxtAéognition and behavior.
Affect is the evaluative emotional reaction (the degffdikes and dislikes students have
about the class, the language, speakers of thedgegand their culture).
Cognition refers to people’s beliefs which they may regackm@owledge (students may
have the belief that Spanish speakers are unedl)catel in most of the time, negative
beliefs students hold about the language hinderr #itétudes and behavior towards

language learning.
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Behavior on the other hand refers to the intentions oroastithe students
undertake in their language learning such as: naittg native-like pronunciation and
intending to continue language study (Bromley, 3995

These three components are important becausedattithange results from a
disagreement within the components. If for exangdeneone has a negative attitude
towards a given language (affect), and his cognmitsothat the speakers of this language
are beneath him, thus, he will ridicule the languagut if he meets an attractive and
desirable speakers of this language, he may haveagnition (that they are equal) which
no longer agrees with the other components and, teiswill no longer ridicule the
language (change in behavior). For a change ofvibeh#o occur, students should be
aware of their own attitudes towards the language its culture. A lot of students are
first exposed to FL study through exploratory pesgs that are short in duration,
introductory and self-contained. Those programslthe goal of introducing the learners
to language learning, and make them appreciatiothagyn culture and communication in
another language. They also aim at enhancing thlkerstanding of English and the
motivation for further language learning in orderchange attitudes and behaviors of FL

learners (Bromley, 1995).

b- Parents’ role

Without implicating parent’s participation imgmoting student’s self-concept, teachers
effort would be fruitless, as parents are the séamost significant others who play a
tremendous role in shaping their children’ selfogpt. Thus, cultivating a strong

teacher-parents partnership is at the heart ofloewveg an effective strategy of self-
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concept enhancement. Parents are a crucial fafttdreo children success, and they
should be aware of working towards the goal of mprg academic motivation by
focusing on effort and personal progress of thaitdeen instead of comparison with
others, help establish and maintain an effectiveysplace and always provide positive
feedback on how to overcome their weaknesses rtthargiving criticism and focusing

on the negative (Brier, 2006).

2. Implementations and recommendations
The literature makes it clear that student$f-c@ncept is shaped by the type of
classroom environment teachers create, and thetepion of students and interaction

with them. Thus, correcting these practices id Witgreventing negative self-concepts.

2.1.Implementations

The first step to improve self-concept is teess and diagnose it then, develop and
implement activities and strategies to improve aocad outcomes. The diagnosis can be
achieved through observation of the students autyin questionnaires. After assessing
students’ self-concept the teachers should idengifiyl implement the appropriate
strategies to promote existing positive self-coteegnd improve low ones. Here are
some of them:
2.1.1. Improving achievement/ self-concept througkelf-evaluation

Teaching students to evaluate themselves i.eir twork and their behavior is
paramount for their progress, as they learn to nm&aningful judgment and be critical

readers of their own work, which will lead themliecome responsible and independent

11C



learners.

An example of an activity is to ask students totevror talk about their personal
experience where they evaluate the situation aeid biehavior then provide suggestions
on how they would improve. If the writing skill t9 be emphasized you can provide a

little survey where the students will evaluate glu@lity of their piece of writing.

Spelling 1 2 3 4 5 6 7 8 9 10
Punctuation 1 2 3 4 5 6 7 8 9 10
Grammar 1 2 3 4 5 6 7 8 9 10
S ENGENS . . e
Weaknesses

Figure 3: Writing evaluation sheet (1)
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Another way also to make students evaluate therkwo behavior is through filling an

evaluation sheet as follows:

| am satisfied/unsatisfied with work/behavior..........c.oeeeeiiiii i,

TS o= 11 1=

The things I liked about my work/behavior are: ....... oo,

The things | would like to do differently are: ...

Figure 4: Evaluation sheet (2)

It is also important to encourage students i@ dionest feedback about how they
experience their teacher’s behavior. This activityl build a collaborative teaching-
learning environment, build trust between teachemd students, and help teachers

evaluate and improve their teaching.
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2.1.2. Improving achievement / self-concept througfieaching according to different
learning styles
To pave the way to effective learning to takecp and to improve academic
achievement and self-concept, teachers shoulddiiyehe learning tasks and activities
in order to account for the needs of the diffettgpes of learners. Activities should be
student-centered, differentiated, individual andpzrative. Here are some examples of

teaching strategies and activities that can be fsatie different types of learners.

Dunn and Dunn (1992) gave some examples:

-When mentioning important items for example, tesstshould write them on the board
to permit the ‘visual learners’ to see them anckrgthio copy them.

Also, teachers should draw or make their studemésvdsymbols that illustrate any
important information, as visual left processorspend better to words and numbers
while visual rights prefer drawings and symbols.

-Make auditory students listen first and then reakile the visual ones should read the
material first then listen.

-Encourage kinesthetic learners to walk back antth fehen reading their assignments (it
promotes understanding).

-When teaching global students, it is importantatevays begin the lesson with an
introduction, such as a story or an anecdote thialated to something realistic.
-Encourage group work as global learners findgs lthreatening to solve problems with

others.
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-Make global learners develop graphs, charts, gandsso on as they respond better to
pictures and visual representations than to wondsraimbers. However, when teaching
analytic learners, it is important to explain threqedures and approaches to be used and
write the key words and directions on the board thave the students copy them as they
respond better to words. Both categories can bghtasimultaneously as the first group

could be instructed while the second one is workinghe assignment.

For example, while teaching students with differestrning styles to prepare for
a writing task to summarize a text, the teachertbdsach them different ways of notes
taking and then let them adopt the technique wheast suites their learning style.
-One way of notes taking is answering the six Wkdjons (where, what, when, why,
how, who) using a writing frame and ranking theomfiation in order of importance.
-Another way also consists of using time lines whare linear notes (made in logical
lines) very helpful for verbal learners
1930—
1945—

1980—

-Cloze passage is another way of notes takingghiées verbal learners as they replace
the gaps with the missing words.

-Another way consists of drawing pictures (suitedvisual learners) to illustrate the new

information in the text since the information corted to visual images visual students

can understand the text and use their notes mtaetieély.

114



2.1.3. Self-concept enhancement through creating I&directed/ self-regulated
learners

High achievers display responsibility arfficeency in controlling their academic-
learning process. They are self-efficacious, indeese that they possess the beliefs and
perceptions of capability to perform and learn saskelf-regulatory cycle gives students
a sense of personal control which generates imtrimotivation for learning. It helps
students to self-evaluate their efficiency, setlg@ad monitor their progress. The ability
of self- regulation flourishes in a social enviragmh of devotion and common purpose
like in families and effective schools. When studesre taught how to master methods
and techniques of learning, they adopt a self-aguy attitude and become more aware
of improvement in their academic experience andelitgy a strong sense of personal
efficacy.

The self-regulatory model comprises four steps: flisé step is evaluating one’s
current level of learning in a given task, thisfssaluation is sustained by teachers,
peers or parents’ feedback. The second step igyzanglthe learning task, setting goals
and planning a learning strategy. The third stepsists of implementing the learner’s
strategy choice which is influenced by previousbed strategies as well as peers and
teachers’ feedback. The fourth step involves thenker’'s monitoring, which includes the
association of performance outcomes with strategication to test effectiveness. Self-
regulatory training not only teaches students theded learning skills, but also how to
be aware of the effective strategies and technitud® used to reach proficiency. As a
result, it deepens learners’ perception about tBelf-efficacy and control over the

learning process (Zimmerman, Bonner & Kovach, 1996)
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Empowering students for better achievement consistslopting a self-directed
learning in which students take initiatives andideavhat they are going to learn, devise
a plan of learning strategies and activities, manhgir own efforts, time and resources
and keep a record of their learning experience. diheis to encourage students to be
self-directed learners, and motivate them to megithemselves in order to learn to find
and pursue their personal interests, struggle adessfully achieve (as one success
encourages pursuing another). Self regulated lesraecept responsibility for their
achievement as they see learning a controllableess These learners are confident,
resilient and resourceful as they plan, set gakdsise the appropriate learning activities

and the required time, monitor and evaluate theim progress (Gibbons, 2002).

2.1.4. Self-concept enhancement through promotingogitive feelings

An example of an activity that can boost studieself-concept is to ask students to talk
and expose their good feelings as well as coningritieir bad ones. Talking about good
feelings will enable students feel good about trewes and expressing negative feelings
will enable them to have an accurate and realsteluation about themselves, accept
criticism and develop a healthy self-concept. Italso the core component for self-
acceptance and self-realization. Such an actidty lme implemented in teaching written
or oral expression. The students could be askegXample to write or talk about the
way they felt about an argument they had withteoebmate, the way they reacted and
what they think about their reaction. Such an &@gtiwot only make the students express
their good and bad feeling but also encourage tteemmake public statements ( oral

expression) and express their opinions in fronthef class without the fear of being
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ridiculed and judged by their peers or the teaclestudents can affirm publicly what
they believe in and everybody else respects tlleias, they will not doubt themselves
and their self-concept grows. Before students #&te o speak their minds however,
teachers should let them know that they are engedrdo take part in the learning
process and that it is ok that they make mistakdbey are part of learning and that they
will not be judged or intimidated.

In sum, teachers shouldn’t undermine the pasfesemantics in improving students’
self-concept and they should create an affectivir@mment that promotes learning, and
use supportive and encouraging words that promuggiypism and well being.

Another way of promoting positive feelingstlwough group work as it promotes
interaction between students and prevents somerstitb dominate the class. It reduces
stress as students feel that they are not the fotcattention and helps them feel more
expressive as they feel less anxiety. They leatrusi each other as it provides a risk free
structure of partners and promotes the feelingtdtyg and belonging.

Activities such as reading passages, and gdmqussion where the teacher plays the
role of a facilitator while the students expressirtieelings and opinions is effective in
promoting confidence , competence and self-awaseaed thus develops more realistic
self-images.

Another way of promoting positive self-coptés through pride. Teachers should
teach their students to be proud of themselvesiilsteach them to love and value
themselves and build a positive self-concept. Apgnexample of such an activity could
be to ask students to write statements in which lisethe things that they have done and

they are proud of, for example:



Complete the following statements:
| am proud of................

| am proud that..............

Another exercise in the same context that coalthtegrated in the teaching of grammar
(teaching adjectives) would be to ask studentsritewhe words that describe them, then
ask them to classify the adjectives into two colammne for the ones they are pleased
with and the second for the ones they don't likeerd, ask them to cross out each time
one that they don’t like and how they feel abouhien, do the opposite and ask them
how they feel like if they had to lose the goodIdies. This exercise teaches students to
know themselves, recognize their negative points\aiue their positive ones and thus,
enhance their self-confidence and self-conceptl§€ when teaching written expression,
students could be asked to think of a time whew tirere depressed, angry, disappointed
or any other negative feelings and then ask themrite a letter to themselves in which
they state whatever they know will sooth them, dpitimlem enjoyment, happiness and get

them to love themselves (Canfield & Siccone ,1995).

Canfield and Siccone (1995: 62) pointed out:

“The effectiveness of the relationship rests orekebin the essential dignity and worth
of all students and a trust in their ability to é&a&tonomous and responsible individuals.
The role of the coach is to relate to students riespectful, nonjudgmental, and trusting
manner that allows students to explore, discowr,gsals, and make commitments to

directions that they have envisioned for themsél&anfield and Siccone, 1995: 62).
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They also stated that teachers who succeed inirge@sponsible classrooms are those
who are responsible because they: respond, ndt r@acept, not judge... empower, not

control...focus on purpose, not position...find solaogpnot find faults.

2.2. Recommendations
As it is the aim of this study, a list of recommalations is presented here for educators

in order to improve their students’ self-conceptldetter academic outcomes:

-Teachers should explain explicitly from the begngy that they are interested in every
student as a unique person, and that they are dbedmo walk students towards self-
realization rather than destroy them.

-Students should get the feeling that their teablasrconfidence in them, believe in their
abilities to learn and to be competent, that heotshere to judge them but to help them
and assist them in their academic achievementaecmmplishments.

-Teachers should state explicitly what they exgiemnh the students, and help them set
their own goals and their own expectations howetlds is not enough if it is not
translated in everyday behavior i.e. words areassalf not translated into actions.
-Teachers should show interest in their studergsds, and encourage them to express
their ideas and opinions, in an environment basethi@raction and collaboration where
enthusiasm and humor are present.

- Teachers should teach their students to cleafind goals, analyze them and find out
the steps of their realization, set the time limieke into consideration the possible

obstacles and the solutions and how to evaluaterenmitor progress.



-Teachers should teach the students self-evaluatioch is an effective way to enhance
self-concept. Through self-evaluation, studentsnida describe themselves objectively,
and identify the behavior they want to change.

-Teachers should use praise as part of the leapriogess, and teach students to praise
themselves and their peers as positive statemesdstd positive self-concept.

-Teachers should encourage students to focus opagigve aspects of themselves, talk
about their positive feelings, accomplishmentsrgiths and what they are proud of, and
share their success with others. This will boosirtlself-concept and make them feel
good about themselves.

-Teachers should encourage students to talk dbeutnegative feelings and weaknesses
as well because until somebody accepts his fah#swill always doubt his virtues.
Discussing bad feelings of hate, aggression andramij not only allow students to talk
them out instead of acting them out, but also zealhat those feelings are natural and
learn how to redirect them into a positive response

-The main task of evaluation and assessment has thepoint out students’ negative
points and weaknesses, however, the core stoneahfia¢ion should be to emphasize
positive reinforcement, and focus on strengths #rar development while treating
errors as a way of nurturing capacity rather tlevealing ignorance.

-Mastery learning is another effective way to img@doth achievement and self-concept,
as it is based on the assumption that all studsmtgeach a high level of competence, if
the right action is taken and enough time is allb\8&ilvernail, 1987).

-‘Role playing’ is an effective method to help stats experience feelings and thoughts,

when faced with situations that challenge theititgand motivation (Brier , 2006).
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-Homework assignments are also a good way to isersadents’ efforts on a daily basis
and encourage them to transfer class knowledgeatdife situation, and be more aware
of their level of motivation.

-Teachers should accept students’ contributionBowit judgment, support the ‘you can
do it’ attitude, focus on strengths rather thankmeasses and avoid negativism and
‘attacking’ type procedure.

- They should help the students to be aware of skéras, take responsibility for their
situations, choose among possible alternativesatheir decisions, develop a plan of

action, act and at the end evaluate the outcomefiglh & Well, 1976).

As Gibbons (2002) pointed it self-concept is em®a through creating a healthy
environment of learning based on motivation andatong independent students. If
students are engaged and determined to confroimt diféculties, they will achieve

success which will give them pride and self-estémums teachers should:

* Ask challenging questions, give studentshpems to solve and let them challenge
themselves and find the answer.

* Build a pattern of success by consideringrgsnew accomplishment as success, and
accepting failure as part of the learning procestha real failure is an event from which
you learn nothing.

* Encourage students to always keep a piatfitee best results they can imagine in

their minds, and adopt a positive attitude and Uagg such as ‘yes | can’, ‘yes | will’,
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and always be proud of themselves to avoid helgiebavior.
* Make sure to target individual difficultugtents and involve them in a network of
social interaction.

*Diversify the teaching styles and activittesreach to all types of learners.

Finallyy, much more focus should be put on develp a better parent-teacher
relationship as parents are the most ‘significahexs’ and that all teachers’ efforts will
be in vain if parents are doing the opposite jobud; real partnership should be
developed between parents and teachers to workhgehare concerns and combine

efforts to enhance students’ self-concept.

3. Limitations of the study
According to a paper presented at self-conceptpsgium, Boston, (1978 cited in
Silvernail 1987: 29)

“Too many variables intervene between self-con@eqmt the self-report to modify or

distort what the person is able or willing to sdpuat self. Just a few of these variables
may be: The willingness of the subject to cooperthie subject’s possession of adequate
language to express his experiential self, socipeetancies impinging upon the subject
at the time he or she is asked for self-descriptilba subject’'s own goals or purposes in
the encounter, the relationship with the requeatat,the subject’'s freedom from threat or

coercion- [ these] are only a few of the possiblerses of errors.”

As pointed out in the Boston symposium and in régao the self-concept scale that was
used in this study we have to mention that thisaesh work bears some limitations and

that the self-report may be distorted due to défifiereasons among them:
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- The unwillingness of the students to cooperaterandal their true feelings.
- The false perception students have about themsednesthe inability to provide
objective and accurate evaluation.

- The student’s own goals or purposes while answehegjuestionnaire.

In addition the subscales have a low reliabiityich could have influenced the results
of the correlations. Another limitation lays in tiesue of causality as the correlation
analysis is not able to determine the directiopaiteffects between the self-concept and
academic achievement. Thus, the causality couldrelogprocal as indicated in the
literature and further research is required to e@manthis issue. Also, those results are
specific to a particular group of participants frarather low socio-economic status a
factor that might have influenced the results @f trrelations. Thus, the results are not

to be generalized and further studies are required.

Conclusion

This last chapter offered a reasonable scope ofemmgntations and recommendations
on how to improve students 'self-concept and academhievement, exposing the
different theories and approaches as well as théegies and activities to be used in the
classrooms for a better academic outcome. It alssepnted some limitations of the study

according to educational and social settings
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GENERAL CONQUSION

Through the years schools have been emphasthiagcognitive development of
students with little if any attention to the so@motional development. In fact, schools
have been the place where youth develop a lowirselffe of themselves while it should
be just the place that promotes their potential amdance their self-concept for better
scholastic outcomes. This research work providdeep insight on the importance of
students' self-concept in shaping academic achiemgnt also raises both teachers and
parents’ awareness about the role they play in ptimg and enhancing the students' self-

concept to improve their academic achievement.

The study starts by exploring the theoreticainidations of the self with an attempt to
clarify the distinction between the different sefms that have been used for decades
interchangeably leading to a lack of consistena/@mfusion in the related literature.
Moreover, the study offers a theoretical perspectn the learning process underlying
the different learning/ teaching theories pertagnio foreign languages in general and
English as a foreign language in particular, ad a&lon the academic achievement and
the different influencing factors such as genddhnieity, parental and teacher
involvement. Then, the study report the correlatr@sults between both academic
achievement and self-concept and between acaderhievement and foreign language

learning (English) presented in the literature.
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As the study investigated the relationship leetw self-concept and academic
achievement, a correlation analysis has been ctoadluBoth general grades and English
grades of the students were correlated with theethdimensions of self-concept
(emotional, academic, social). The results of thalysis confirmed five hypotheses out
of six.

-There was a positive correlation between emotiealiconcept (esc3) and both English
and general grades.
- There was a positive correlation between acadeeifeconcept (asc3) and both English
and general grades.
-There was a positive correlation between socidicemcept (ssc5) and English grades

but no correlation was found between social setfeept (ssc5) and general grades.

The present study has a few limitations and,tthes results are not to be generalized
until other studies are carried out. One of thetétions lays in the issue of causality. The
study relied on correlation analysis which is nbkeato determine the directionality of
effects between the self-concept and academic \ahient. Thus, the causality could be
reciprocal as indicated in the literature and ferthesearch is required to examine this
issue. The other limitation is related to the saaded to measure the students' self-
concept which has a low reliability and which cotlave influenced the results of the
correlations (We might have obtained higher cotiate if the scale have had a high
coefficient of reliability). Moreover, the studyflects the self-concept of participants

specific to one region of the country which is moge village of Borj Bou Arreridj where
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most of the students are from a rather low socaremic status a factor that might have

influenced the results of the correlations.

The results presented in this study provide agisb for future research and for
improvement of educational practice. It has imgiaas for curricular changes and
provides variety of teaching strategies to be useteachers and the attitudes that ought
to be adopted for a better academic outcome inrgemad in foreign languages in
particular. Moreover, further research could explitre characteristics of the schools that
have high levels of students with high self-conseplthough more rigorous studies are
necessary to verify the causal relationships, #selts of the present study demonstrate
that the self-concept of the students and theidextéc achievement are related and thus,
the academic setting should give due attentionréanpte the socio-affective factors in

the learning process.
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APPENDIX |
QUESTIONNAIRE FOR SECONDARY SCHOOL STUDENT
The questionnaire serves as a data collectionfoo@ Master degree in Teaching methodology
and a Research Project in language teaching mdtdwdoarried by Miss Idjhanine Anissa.
Your answers will be of a great help to us. Willuyplease fill in or complete the required

information and make choices wherever necessagnl fiou very much for your contribution.

SEX. :Male [ ] Femal ]

1-You are satisfied with yourself
a-Always []
b- sometimes [ |

C- never |:|

2-You think that you have good qualities

a-Alotof [ ]
b-some [ ]
c- few []

3-You take positive attitude toward yourself

Yes [ ] no [ ]

4-You think that you are useful for others
a-Always []
b-sometimes [ ]

c-never D

5-You think that you are not good at all
a- Always []
b- sometimes ]

C- never I:'



6-You think that you are
a- not intelligent []
b- quite intelligent [ ]
c- very intelligent [ ]

7-You think that you are intelligent but you caftt much with it

yes [ ] no []

8-You think that your ability to learn is
a- Stable and uncontrollable []
b- Unstable and controllable [ ]

9-When you want to do something; you know thas going to be
a- Successful [ ]

b- unsuccessful [ ]

10-For you, individual abilities change with hardnk, study and practice

Yes [ ] no []

11-You like foreign languages

Yes [] no []

12-You think that you have aptitude to learn foneignguages

a-None []
b-Some [ ]
c-great [ ]

13-You think that there are things in foreign laages that you can not learn even if you make

the necessary effort

Yes [ ] no [ ]



14-You have [] ano hope to bedgat foreign languages
[ ] b-little hope
[] c-greathope

15-If great hope is your answer, say why. |s itduse you
a. like foreign languages and teachers [ |
b. Like their teaching methods []
c. Feel relaxed and motivated with them [ ]
d- other things []

16- Many of the unhappy things in people’s lives partly due to bad luck

Yes[ ] nd ]

17-People’s misfortunes result from the mistakey thake

Yes[ ] no[_]

18- In the long run people get the respect thegmesn this world

Yes [] ]

19- Unfortunately, an individual’s worth often passinrecognized no matter how hard they try

No [] e ]

20- No matter how hard you try, some people justtdike you

Yes [ ] ]

21- People who can't get others to like them danderstand how to get along with others

Yes [ ] ]

22- You think that teachers are unfair to students

Yes [] ]



APPENDIX I

Frequencies of English and General Grades

Statistics

English Grade

N

Valid 100

Missing 0

English Grade

Cumulative
Frequency Percent Valid Percent Percent

Valid 4.00 2 2.0 2.0 2.0
4.50 1 1.0 1.0 3.0
5.00 5 5.0 5.0 8.0
5.50 1 1.0 1.0 9.0
6.00 7 7.0 7.0 16.0
6.50 5 5.0 5.0 21.0
7.00 15 15.0 15.0 36.0
8.00 17 17.0 17.0 53.0
8.50 1 1.0 1.0 54.0
9.00 14 14.0 14.0 68.0
9.50 2 2.0 20 70.0
10.00 15 15.0 15.0 85.0
10.50 1 1.0 1.0 86.0
11.00 5 5.0 5.0 91.0
12.00 4 4.0 4.0 95.0
12.50 1 1.0 1.0 96.0
13.00 2 2.0 2.0 98.0
13.50 2 2.0 2.0 100.0
Total 100 100.0 100.0




Statistics

General Grade

N Valid 100
Missing 0]
General Grade
Cumulative
Frequency Percent Valid Percent Percent
Valid 8.00 1 1.0 1.0 1.0
8.23 1 1.0 1.0 2.0
8.41 1 1.0 1.0 3.0
8.42 1 1.0 1.0 4.0
8.45 1 1.0 1.0 5.0
8.50 1 1.0 1.0 6.0
8.56 1 1.0 1.0 7.0
8.64 1 1.0 1.0 8.0
8.85 1 1.0 1.0 9.0
8.99 1 1.0 1.0 10.0
9.00 2 2.0 2.0 12.0
9.02 1 1.0 1.0 13.0
9.04 1 1.0 1.0 14.0
9.07 1 1.0 1.0 15.0
9.09 1 1.0 1.0 16.0
9.11 2 2.0 20 18.0
9.14 1 1.0 1.0 19.0
9.16 1 1.0 1.0 20.0
9.18 1 1.0 1.0 21.0
9.19 1 1.0 1.0 22.0
9.20 3 3.0 3.0 25.0
9.23 1 1.0 1.0 26.0
9.25 1 1.0 1.0 27.0




9.31

9.35

9.36

9.37

9.40

9.42

9.44

9.45

9.48

9.50

9.51

9.57

9.59

9.60

9.71

9.75

9.79

9.80

9.85

9.88

9.89

9.90

9.93

9.97

10.00

10.01

10.12

10.14

10.18

10.24

1.0

1.0

2.0

1.0

1.0

1.0

1.0

1.0

1.0

4.0

2.0

1.0

1.0

1.0

1.0

1.0

2.0

2.0

2.0

1.0

3.0

2.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

2.0

1.0

1.0

1.0

1.0

1.0

1.0

4.0

2.0

1.0

1.0

1.0

1.0

1.0

2.0

2.0

2.0

1.0

3.0

2.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

28.0

29.0

31.0

32.0

33.0

34.0

35.0

36.0

37.0

41.0

43.0

44.0

45.0

46.0

47.0

48.0

50.0

52.0

54.0

55.0

58.0

60.0

61.0

62.0

63.0

64.0

65.0

66.0

67.0

68.0




10.25

10.27

10.30

10.35

10.45

10.53

10.57

10.62

10.65

10.67

10.75

10.83

11.02

11.07

11.12

11.17

11.29

11.38

11.50

11.56

11.63

11.81

11.90

11.92

12.00

12.09

12.51

12.60

Total

100
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1.0

1.0

1.0

1.0
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1.0

1.0

1.0

1.0
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2.0

1.0

1.0

1.0

1.0

1.0

1.0

3.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

100.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

2.0

2.0

1.0

1.0

1.0

1.0

1.0

1.0

3.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

1.0

100.0
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78.0

80.0

82.0

83.0

84.0

85.0

86.0

87.0

88.0
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92.0

93.0

94.0

95.0

96.0

97.0

98.0

99.0

100.0
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Résumé

Des recherches récentes affirment l'importance aeaposantes psychologiques de
I'apprentissage avec un accent croissant surdedgs variables de personnalité tels que le
concept de soi pour améliorer les résultats sadaila littérature montre que
'apprentissage efficace commence par la promatienl'auto-concept, un ingrédient
essentiel pour la culture des apprenants auton@mnesosperes. Dans ce cadre, cette
recherche tente de répondre a un certain nombrpiestions pertinentes sur le réle des
enseignants et le milieu scolaire dans la promadiortoncept de soi en vue d'obtenir de
meilleurs résultats dans le cadre d'études seamsdgenérales et les cours d'anglais
aupres d'un échantillon d'éleves du secondairge@ant, combien de nos étudiants ne
peuvent pas nous demander de l'aide quand ilsesndifficultés? Combien d'entre eux ne
peuvent pas parler devant un groupe et sacrifieunts| chances d'apprendre? Combien
d'entre eux ne peuvent méme pas essayer, juste pafits sont persuadés qu'ils ne
peuvent pas? " On suppose, dans cette étude, popudoles apprenants affichent une
perception positive de soi, leur réalisation seelajénérale s’améliore en méme temps
gue leur performance en Anglais langue étrangees.données -collectées sur la base
d’'un questionnaire et les notes scolaires- préaeuies résultats significatifs pour établir
une corrélation entre les différentes variablesl'é@de et de confirmer I'hypothese.
L'étude détermine la nécessité de sensibiliseofaulation a l'importance du concept de
soi dans le processus général d'apprentissage ret kapprentissage des langues
étrangéres, pour aider les enseignants et les tpagiegagner la bataille contre les défis
auxquels ils sont confrontés: taux d'abandon sepl&ible rendement scolaire, manque
de motivation et un faible concept de soi scolainme le fait indéniable est que chaque

enfant a la capacité d'apprendre et de réussmsilonnement adéquat est prévu.



