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Chapter One: Introduction 

1.1. Introduction 

The aim of this chapter is to provide an overview of the main concepts of 

concern to the study including a description of self-efficacy, self-concept and 

attitude. It starts with statement of the problem, significance of the study and 

purpose of the study. It is continued by statement of research questions and 

hypotheses and the definition of the key terms used in the study. The last 

section deals with the limitations and delimitations of the study. 

The term ‘self’, has always been of great interest to philosophers and 

psychologists and has been discussed throughout history (Daniels, 2002). 

These discussions have awakened growing interest in other self-related terms 

like self-efficacy, self-concept, and self-confidence leading to the discussion 

of related attributes like attitude. 

     In order to understand the notions of self-efficacy and self-concept, it is 

necessary to refer to the history and some theories of philosophers and 

psychologists about self to show how it is used throughout the literature. 

     As early as the 1970s, the importance of studying non-linguistic outcomes 

was asserted by some researchers in the field of second or foreign language 

learning (e.g., Lambert, 1974). Language learning strategies, as one of the 

non-linguistic outcomes, attracted a lot of attention in the 1980s and 1990s 

Nyikos, 1989). Although language learning strategies play a central role in 

making the learning process more efficient (Nisbet, Tindall

Oxford & Burry-Stock, 1995), psychological constructs such as motivation, 



self-concept, self-identity, self-efficacy, self-esteem, and self-regulation are 

getting more attention in developing self-regulated learners (e.g., Clément, 

Dornye

 However, it is yet to be determined which 

of the established subjective convictions about oneself play a major role in 

individuals’ perceived success and development (Bandura, 1997a; Markus & 

Nurius, 1986). 

     Self-efficacy, as a variable investigated in the present study, is viewed as 

one of the powerful motivational constructs (e.g., Bandura, 1997a; Schunk, 

1991). However, it has not been researched thoroughly in the field of 

language acquisition (Li & Wang, 2010). Self-efficacy is a context-specific 

perception (Bandura, 1986) and is defined as individuals’ subjective 

convictions to learn successfully or fulfill a given task by the skills they 

possess (Pajares, 1996). According to social cognitive theory, cognitive 

abilities are used by human beings to self-organize, self-reflect and self-

regulate according to the changes in the environment through which social 

destinies are determined (Bandura, 1986). In this regard, people need to be 

proactive in their progress and make things happen through their own effort. 

To do so, self-efficacy is said to be the key to this view of human agency 

(Pajares, 2009). Self-efficacy beliefs are said to be the foundation for 

motivation, well-being and achievements (Pajares, 2009). Low self-

efficacious people tend to avoid obstacles and difficult tasks (Schunk, 1990). 

While highly efficacious people take on challenging tasks, showing lower 



Zimmerman, Bandura and Martinez-Pons (1992), self-efficacy was 

subcategorized into self-efficacy for self-regulation and self-efficacy for 

academic achievement. The result of the study indicated that “students’ 

perceived self-regulatory efficacy would influence their perceived self-

efficacy for academic achievement, and their efficacy should, in turn, 

influence their personal goals and grade achievement” (p. 665). Learners’ 

academic achievements were argued to be perceived by their self-efficacy for 

academic achievement and their self-evaluative standards (Zimmerman & 

Bandura, 1994). 

     Self-concept, as one of the oldest constructs in the social sciences (James, 

1896), is said to play a major role in all learning processes (Denissen, Zarrett, 

2005). Thus, it has attracted a lot of attention as a construct which needs to be 

improved among learners and seen as a key aim in education (O’Mara & 

Marsh, 2006). It has been associated with many educational gains, such as 

better academic achievement, perseverance, coursework choice (Delugach, 

es to learning 

(Burnett, Pillay & Dart, 2003). Educational psychology has been concerned 

with analyzing both associative and predictive relationships between self-

concept and academic performance (González-Pienda et al.  et 

al., 1998). 

     Marsh (2007) asserts that positive academic self-concept is beneficial for 

motivating learners to improve their academic achievements. Rogers (1951), 

as a phenomenologist, defined self-concept as a global perception of oneself 



and one’s self-esteem reactions to that self-perception, but this global measure 

of self-belief was not found to be consistently correlated with students’ 

academic 

     Attitude, another variable in the present study, is said to be one of the 

central affective variables of language learning (MacIntyre & Gardner, 1994). 

Ajzen (2005, p. 3) defines attitude as “a disposition to respond favorably or 

unfavorably to an object, person, institution, or event”. He asserts that 

measurable responses are needed in order to measure attitude as it is not a 

reachable construct to observe directly. Attitude, interacting with motivation, 

is believed to have a central role in language acquisition (Dörnyei, 1990, 

2009b

and their class participation can be greatly affected by their positive attitudes 

towards the language course and their teacher; likewise the possible rationales 

for learning the language as well as the learning strategies that learners take 

can be influenced by the attitudes they adopt towards the language (Richards, 

1998). Furthermore, many findings have confirmed that learners’ positive 

attitudes towards a language often result in high motivation and consequently 

MacInty b

1.2. Statement of the problem 

Learner variables are believed to assume considerable importance and to have 

an undeniable role to play in the learning process. Therefore, many studies 

have explored the impact of self-related terms (e.g., 



 However, few studies have been 

conducted to examine the effect of three key terms of self-efficacy, self-

concept and attitude on learners’ course performance, especially on Iranian 

EFL learners; this justifies the need for further studies. In this regard, this 

study aims at investigating the role of these three factors as predictors of EFL 

learners’ course performance. 

1.3. Significance of the study 

It is an indisputable fact that a comprehensive study of the psychological 

aspects of learning can be of great usefulness to figure out how effective such 

factors are in learners’ educational achievement. In this regard, some 

psychological terms, especially self-related ones, and personality traits have 

been studied by many researchers in various fields in general and in 

educational setting in particular to analyze their effect on academic outcomes. 

     Although the relationship between each of the personality constructs and 

students’ academic performance has been examined, there are few studies 

which examine the effect of these triple factors of self-efficacy, self-concept, 

attitude and their sources on EFL students’ course performance. Due to the 

significant role of these factors in learners’ achievements, their future 

performance can also be predicted based on the result of the study carried out. 

The findings of the present study can also be both theoretically and practically 

significant for both EFL learners and teachers. 

1.4. Purpose of the study 

This study aims to use a descriptive design with quantitative data.



     First, it will measure the effects of the four self-efficacy sources, three 

self-concept sources and attitude as the mediating variables of EFL learners’ 

course performance. 

     Furthermore, it is intended to measure the importance of these three factors 

(self-efficacy, self-concept and attitude) in the learning process and to analyze 

how they influence academic achievement in general and the acquisition of 

English as a foreign language in particular. 

1.5. Statement of research questions and hypotheses

  1.5.1. Research questions 

The present study aims to address the fallowing research questions: 

RQ1: Are there any significant differences among different sources of self-

efficacy as predictors of EFL learners’ course performance? 

RQ2: Are there any significant differences among different sources of self-

concept as predictors of EFL learners’ course performance? 

RQ3: Is there any significant relationship between EFL learners’ attitude and 

their course performance? 

RQ4: Are there any significant differences among self-efficacy, self-concept 

and attitude as predictors of EFL learners’ course performance? 

RQ5: Are there any significant relationships among different sources of self-

efficacy? 

RQ6: Are there any significant relationships among different sources of self-

concept? 



  1.5.2. Research hypotheses  

     Based on the above research questions, the following null hypotheses are 

formulated: 

H1: There are no significant differences among different sources of self-

efficacy as predictors of EFL learners’ course performance. 

H2: There are no significant differences among different sources of self-

concept as predictors of EFL learners’ course performance. 

H3: There is no significant relationship between EFL learners’ attitude and 

their course performance. 

H4: There are no significant differences among learners’ self-efficacy, self-

concept and attitude as predictors of EFL learners’ course performance. 

H5: There are no significant relationships among different sources of self-

efficacy.  

H6: There are no significant relationships among different sources of self-

concept. 

1.6. Definition of key terms 

The key terms and concepts of the present study are defined as follows: 

Self-efficacy: Bandura (1997a, p. 3) defines self-efficacy as, “beliefs in one’s 

capabilities to organize and execute the courses of action required to produce 

given attainments”. For the purpose of the present study, self-efficacy is 

operationally defined as the participants' scores on a self-efficacy 

questionnaire. 

Self-concept: Rosenberg (1979, p. 7) defines self-concept as “the totality of 

the individual’s thoughts and feelings having reference to himself as an 



object”. In this study, self-concept is operationally defined as the participants' 

scores on a self-concept questionnaire. 

Attitude: Attitude refers to “a hypothetical construct used to explain the 

direction and persistence of human behaviour” (Baker, 1992, p.10). For the 

purpose of the present study, attitude refers to the learners' performance on a 

particularly designed attitude questionnaire. 

Course Performance: In the present study, students’ course performance 

refers to their achievement in an end of the year English exam. 



Chapter Two: Review of literature 

2.1. Introduction 

 2.2. Historical overview of the self 

The term ‘self’ and its functions have always been argued by many 

philosophers in various periods of time in history (Daniels, 2002). Socrates, 

Plato and Aristotle were the eminent philosophers to whom the first 

discussions about self can be traced back (Anissa, 2011). Socrates believed 

that self is the soul; whilst from Plato’s point of view, mind is an independent 

essence implicated within the soul (Anissa, 2011). However, Plato’s claim on 

rationalism, which looks at the self as the intellectual part of the soul, was 

rejected by Aristotle (Hattie, 1992). Later, despite the endeavor made to give 

an accurate definition of the self, there was a noticeable difference in 

theoretical perspectives and also inconsistency in the use of self-related terms, 

which resulted in many new articles and review books (Hattie, 1992). 

     Sigmund Freud, one of the well-known philosophers, used the concept of 

‘ego development’ to emphasize the self (Schultz & Schultz, 2005). Rene 

Descartes’ theory of ‘cogito ergo sum’ that ‘I think therefore I am’ was 

proposed in 1644 as regards the man’s non-physical-being (Anissa, 2011). 

Other terms such as spirit, psyche, mind and soul were also used to refer to 

the self (Daniels, 2002). Although the focus on insight was of great value to 

Gestaltists, the behaviorist trend was the greatest cause to deflect the attention 

from the self, as its main focus was on measurable and observable behavior 

(Anissa, 2011). 



     According to Anissa (2011), the current interest in self-perceptions was 

initiated by the work of William James (1890), who classified the self into 

social, mental and spiritual selves, all acting reciprocally in order to obtain 

self-representation and self-enhancement. He formulated his own explanation 

of the self by considering others’ behavior and personal self-analysis. 

     Some others like Cooley (1902), Mead (1934), and Sullivan (1953) also 

had significant role in defining the term ‘self’. Cooley believed that the self 

can be explained through feedback from others, whereas Mead believed in 

social interactions as a context in which self-perception can be developed. 

Sullivan argued that some persons’ feedback is more influential for 

individuals than some others who he called ‘significant others’. 

     According to Anissa (2011), the concept of the self, which was neglected 

by the behaviorists, was brought back to psychology and education by the 

humanists, who were concerned with the internal world of individuals. Due to 

a gap between theory and practice, and attempt to foster realistic and positive 

self-perceptions, the concept of ‘self’ fell into a decline. The decline of 

interest in the ‘self’ continued until the eightieth decade when the cognitive 

revolution under technological progress and computer appeared. Cognitive 

researchers and humanistic successors were similar in focusing on the internal 

mental events. However, from the view of cognitive theorists, cognitive 

processes were always the center of attention as they maintain interest in the 

self (Anissa, 2011). 

     Regarding the discussion of the self, Albert Bandura, who is a behaviorist 

and one of the most well-known theorists of the self, believed that human 

beliefs play a significant role in forming the self-perception. He stated that 



individuals’ feelings, behaviors, and thoughts are more influenced by these 

self-perceptions rather than by what they are really like (Anissa, 2011). 

Purkey (1970, p. 7) interpreted the self as “a complex and a dynamic system 

of beliefs which an individual holds true about himself, each belief with a 

corresponding value”. According to Purkey (2000), new studies in self-related 

terms can be a major breakthrough in the field of motivation. 

2.3. Self-efficacy 

The term ‘self-efficacy’ was first introduced by Bandura (1977a) and 

constructed under his social cognitive theory. As self-efficacy was proposed, 

a large number of empirical studies were conducted in order to find out the 

implications and impacts of self-efficacy in different situations and fields 

et al., 

     Later, Bandura (1997a) reassessed almost two thousand published studies 

in his book, ‘Self-efficacy: The Exercise of Control’. These studies examined 

the role of self-efficacy perceptions revolving around the domains of 

performance. Individuals’ personal beliefs, for example, were shown to affect 

the capabilities on academic achievement, decision making, teaching 

performance, stress tolerance, career choice, organizational functioning, and 

also athletic performance (for a review, see Bandura, 1997a). 



     Bandura’s theories evolved in 1960s when his social-behaviorism was first 

introduced. His system was composed of both behaviorism and cognitive 

characteristics. According to Tilfarlioglu and Cinkara (2009), humanism, as a 

common movement of those times, urged that personal achievement generates 

an underlying motivation for human to learn. They also expressed strong 

opposition to behaviorists and rejected the idea that certain aspects of human-

learning were achieved only through behavior. However, later in the 1960s 

and 70s, Bandura introduced his theoretical writing about learning which 

appealed to humanistic psychology. 

     In 1970s, the cognitive theory of self-efficacy was first recognized when 

Bandura published his work. He put more effort into writing books and 

articles and did a lot of research, until 1977 when his book ‘Self-efficacy: 

Toward a unifying theory of behavioral change’ was published emphasizing 

the existence of self-beliefs to justify its pedagogical and psychological 

implications. Since this book was published, self-efficacy beliefs have been 

recognized as a vital motivational force in the cognitive system (Tilfarlioglu 

& Cinkara, 2009). A large number of studies in the psychological and 

pedagogical fields have been conducted in order to draw up the implications 

of self-efficacy; having all stressed the essential role of self-efficacy in 

Mahyuddin et al., 

2006

     Bandura (1986) also stated that a triple alliance between personal, 

behavioral, and environmental factors, which act reciprocally, is crucial in 



social cognitive theory. He considered both outcome expectancies and 

personal efficacy expectancies as influential factors to behavior (Bandura, 

1977b). According to him, outcome expectancies are formed based on the 

belief that certain behaviors will result in certain outcomes; while personal 

efficacy expectancies are based on the opinion that individuals can succeed in 

performing the behavior in question. They are also considered as factors 

which are capable of determining behavioral changes, as they have a central 

role in making the initial decisions to display, influence, and control a 

behavior. He argued that the devoted effort by individuals and also their 

persistence are ascertained through these determinants. The obtained self-

efficacy, therefore, can affect individuals’ thought pattern and provoke them 

emotionally (Bandura, 1977b). 

     Based on social cognitive theory of Bandura (1997a), considering the 

changes which take place in the environment and establishing a clear 

definition of the circumstances, which might be beyond control, human 

beings are believed to be capable of self-management through their cognitive 

abilities by means of organizing, studying their own reflection and 

introducing self-regulations. Being proactive in the procedure of development 

and having the control of situation by making things happen themselves is 

key in this regard. Self-efficacy is believed to be a key to this view of human 

agency (Pajares, 2009). 

2.3.1. Definitions of self-efficacy 

The concept of self-efficacy was first introduced by Bandura as “people’s 

judgment of their capabilities to organize and execute courses of action 

required to attain designated types of performances” (Bandura, 1986, p. 391). 



He believed that self-efficacy can be equalized with perceived ability, which 

is the maintained confidence individuals hold in their ability to perform 

successfully (Bandura, 1997a). The efficacy perceived by individuals is 

considered as a determinant to speculate the amount of effort individuals 

might expend while being confronted with any probable problems and their 

chances of being successful (Bandura, 1977b). The effect of perceived self-

efficacy, therefore, can be exercised by individuals over the events that affect 

their lives (Bandura, 1994). 

     Furthermore, many more comprehensive studies were conducted which 

resulted in alternative definitions. Despite some differences, the central focus 

of all the definitions is on self-efficacy not only as a contributing factor, but 

also as a good predictor of learners’ success. In this regard, various 

explanations have been offered by researchers. Bandura (1986), for example, 

explained that the process of both creation and use of self-efficacy by 

individuals is intuitive. 

     Maddux (1995) sees self-efficacy beliefs as a potential which can be 

exploited to surmount obstacles through considering current circumstances 

and making a good use of self-beliefs and expectations about personal 

abilities in order to adjust their behavior accordingly. 

     Pajares (1996) interpreted self-efficacy as individuals’ subjective beliefs in 

accomplishing a given task successfully through applying a range of required 

skills.  

     Schunk (2001, p. 126) defined self-efficacy as “beliefs about one’s 

capabilities to learn or perform behaviors at designated levels”. As regards his 

explanation, Pajares (2002a, p. 3) believed that persons “engage in a behavior, 



interpret the result of their actions, use these interpretations to create and 

develop beliefs about their capability to engage in subsequent behaviors in 

similar tasks and activities, and behave in concert with the beliefs created”. 

     Derrington and Goddard (2008) interpreted self-efficacy as self-confidence 

and normal/sensible self-esteem, which are two key elements of 

psychological well-being. Pajares (2009, p. 113) also stated that “self-efficacy 

beliefs provide the foundation for human motivation, well-being, and personal 

accomplishment”. 

2.3.2. Importance of self-efficacy 

The importance of self-efficacy beliefs lies in the cognitive, motivational, 

affective and decisional processes through which human functioning is 

regulated (Bandura, 1994). They clearly affect the ways individuals think in, 

approaches they take and reactions they show when facing obstacles. These 

processes are determinants whether individuals are debilitated or take self-

enhancing ways (Bandura, 1994). Furthermore, Bandura (1995) argued that 

the knowledge individuals acquire needs to be properly guided by a belief in 

the abilities individuals possess; this is crucial to make an effective use of 

them in proper settings. According to him, learning is significantly influenced 

not only by the knowledge individuals have, but also by their beliefs in their 

abilities to ensure effective practice. 

2.3.3. Self-efficacy in different periods of human life 

People need specific types of competency for successful functioning at 

different times, and at any period individuals manage their lives based on how 



efficacious they are (Bandura, 1994). Regarding the role of each period of life 

on perceived self-efficacy, Bandura (1994) analyzed the characteristic 

changes in human life at seven main periods over which self-efficacy is 

exercised. 

2.3.3.1. Origins of a sense of personal agency 

As to the discussion of self-efficacy and its origins, Bandura (1994) believed 

that the newborn lacks any innate sense of self and infants develop their initial 

sense of efficacy through their exploratory experiences. This happens through 

observing the effects of their actions and the ones from the environment. For 

instance, cry draws parents’ attention and clapping makes sounds. He 

continued that when infants succeed in controlling environmental events and 

find obvious correlations between their behavior and their effects, they 

become more efficacious and behave more attentively than those who find the 

environmental events happening irrespective of their behavior. Although 

producing effects by actions is essential, perceiving these actions as part of 

oneself is necessary to develop a sense of personal efficacy. 

2.3.3.2. Familial sources of self-efficacy 

In order to broaden the functioning areas, young children need to acquire self-

knowledge of personal capabilities. In this regard, Bandura (1994) believed 

that young children’s physical, social, linguistic and cognitive skills need to 

be developed and appraised to comprehend and manage daily situations they 

encounter. He explained that as infants’ sensory capabilities are developed, 

their exploratory environment expands too, which provides opportunities to 



have young children’s repertoire of basic skills and also their sense of self-

efficacy developed. Bandura (1994) also maintained that at the early stages of 

developing social and cognitive competence, having successful experiences is 

of great importance. As regards the role of parents, Bandura pointed out that 

receptive parents, who permit their infants freedom of movement to explore 

in an enriched physical environment in order to exercise efficacious actions, 

find their infants’ social and cognitive skills getting developed much faster. 

Parents’ responsiveness develops cognitive skills in children, and infants’ 

broadened capabilities ask for more responsiveness from parents in a mutual 

influence. He states that learning a language provides infants with the 

opportunity to think carefully and deeply about their own experiences and 

also to receive others’ opinion on their abilities in order to extend their 

knowledge of what they are capable of doing. 

     Bandura (1994) emphasized the role of family as the first center in which 

infants’ efficacy experiences are drawn up. However, peers start to play a 

crucial role in developing self-knowledge of their abilities as infants’ social 

world expands. Thus, siblings are considered as the first and closest relative 

age-mates. He proposed that the number of siblings and their age difference, 

sex distribution, and birth order are some of the factors which make families 

have different structures. As family structures differ, one’s personal efficacy 

is judged using different social comparisons. Younger siblings might be 

particularly in a very vulnerable position as they compare their abilities in 

relation to their elder siblings who may possess more developed skills and 

abilities. 



2.3.3.3. Broadening of self-efficacy through peer influences 

As children grow into larger community their exploratory experiences change 

considerably. According to Bandura (1994), children in peer relationships are 

exposed to different efficacy functions, through which their self-knowledge of 

their capabilities gets broadened. He states that the most competent and 

experienced children provide their peers with exemplary efficacious behavior. 

He argued that children try to judge and recognize their self-efficacy through 

the comparisons they make between themselves and their peers. Bandura 

(1994) maintained that children are also so vulnerable to their peers’ 

popularity in group activities. He explained that those with the most number 

of interests and values in common are chosen as peers by children leading to 

promoting mutual interests but having other potentialities underdeveloped. 

     Bandura (1994) believed that having poor and disrupted relationship, 

children might have an adverse impact on their peers’ personal self-efficacy. 

He explained that children’s peer relationships are deeply influenced by how 

socially efficacious they consider themselves. Therefore, children with low 

sense of social efficacy stop participating in social activities and gain low 

acceptance among their peers and subsequently low sense of self-esteem. 

2.3.3.4. Schools as an agency for cultivating cognitive, self-efficacy 

During the formative years of childhood, schools provide children with a 

social environment in which their cognitive competences are cultivated and 

they acquire and exercise practical skills in order to experience a broader 

participation in wider society. According to Bandura (1994), children’s 



knowledge as well as their social skills are constantly tested and evaluated 

compared with other participants’. 

     Regarding the role of schools and their functions in fostering a sense of 

efficacy in children, Bandura (1994) believed that both formal instructions 

and social factors play crucial role in children’s self-efficacy. He explained 

that as long as children experience cognitive development, they gain a 

growing sense of intellectual efficacy. Apart from the formal instructions, 

Bandura (1994) emphasized the role of many social factors which affect 

children’s intellectual self-efficacy. He argued that teachers are the most 

essential role-players in creating learning environments for students which are 

conducive to the development of cognitive skills. In this regard, teachers’ 

talents and self-efficacy are crucial to get pupils inspired and help them to 

develop their cognitive skills. Teachers with low sense of instructional 

efficacy prefer to place severe constraints on pupils to make them study. 

     Bandura (1994) believed that the culture created in schools by the belief 

system of staff is a key contributor to affect schools’ function. He believed 

that if the school-staff collectively judge themselves as capable of promoting 

the pupils to attain academic achievements, it creates a congenial atmosphere 

for students to make progress. Classroom structures are another factor which 

Bandura (1994) maintained to be crucial in development of intellectual self-

efficacy due to the relative emphasis they lay on social-comparison rather 

than self-comparison appraisal. He argued that having the same material 

studied in the whole group, less talented students’ self-appraisals might suffer 

from the frequent comparative evaluations made by teachers, whereas in a 

personalized-classroom structure, instructions are individualized and also 



adapted to learners’ knowledge and skills which enables pupils to develop 

their competence without having to get disheartened through social 

comparison. Therefore, pupils are highly likely to compare their progress to 

their personal standards rather than to their classmates’. 

     Schools also provide learners with an opportunity to work together with 

mutual support among pupils to help each other during which they get more 

promoted and attain more positive self-evaluation of their abilities (Bandura, 

1994). 

2.3.3.5. Growth of self-efficacy through transitional experience of adolescence 

According to Bandura (1994), each period of life confronts human with its 

own major challenges regarding their self-efficacy. He states that as human 

reaches adolescence they require to shoulder total responsibility at every stage 

of their life which calls for mastering their skills in order to deal with 

obstacles in adult society. Approaching puberty, they experience many 

physical and emotional needs and problems. Bandura (1994) asserted that 

adolescents’ self-efficacy gets developed and strengthened through the 

successful deal given to unforeseen circumstances, which are potentially 

troublesome matters. However, being insulated from problematic situations 

can leave one ill-prepared to deal with unexpected problems. 

2.3.3.6. Self-efficacy concerns of adulthood 

Early adulthood is a period of time when people face new demands rising 

from lasting relationships. In this regard, a firm sense of self-efficacy is a 

principle contributor to acquire more competences and achieve more success 

(Bandura, 1994).  



     Regarding the concerns of adulthood in exercising self-efficacy, Bandura 

(1994) believed that this period of life can be strongly influenced by the 

quality of starting this phase in life. He argued that those without necessary 

skills who are beset by self-doubt are vulnerable to stress and depression as 

they enter adulthood. 

     According to Bandura (1994), self-efficacy beliefs contribute to vocational 

pursuits and career development in different ways. In preparatory stages, the 

perceived self-efficacy determines the quality of cognitive development, 

interpersonal skills and self-management based on which vocational careers 

are established. People’s sense of self-efficacy not only influences the 

vocational life paths they choose, but also contributes to their career success 

and how well they advance in their occupational pursuit. 

     Rapid technological and social changes in modern life, the transition to 

parenthood and the normative pattern of combining family and career are 

some of the main challenges which call for practical skills, high sense of self-

regulatory efficacy and constant self-appraisals of capabilities in order to 

manage them effectively (Bandura, 1994). 

2.3.3.7. Reappraisals of self-efficacy with advancing age 

As human grow older, their physical abilities decrease and, therefore, they 

need reappraisals of self-efficacy for different activities in order to affect their 

biological functions (Bandura, 1994). Bandura (1994) argued that perceived 

self-efficacy contributes to the maintenance of social, physical and 

intellectual functioning through the effect it exerts to the level of involvement 

in activities. According to Bandura (1994), elder people tend to interpret their 



memory performance as a change in their intellectual capabilities. He 

continued that people who incline lapses of memory as a sign of declining 

intellectual capabilities with aging tend to place low faith in their memory 

capabilities and devote little effort to remember things, while those memory 

difficulties are usually dismissed by younger adults. 

     However, better memory can be achieved by older adults who have a 

stronger sense of memory efficacy and hence expend a great deal of effort to 

recollect things (Bandura, 1994). Another factor that Bandura (1994) argued 

to contribute to the variability in perceived self-efficacy is the people to 

whom the old compare themselves. He explained that having the capabilities 

measured throughout the comparison made with people of the same age, the 

elderly are less likely to judge themselves as declining in capabilities. 

Bandura (1994) asserted that disuse and negative cultural expectations are 

much more serious sources of perceived cognitive inefficacy compared with 

biological aging and therefore can beset the behavioral functioning. 

2.3.4. Self-efficacy in educational settings 

It is undeniable that many factors have crucial roles in the learning process. In 

this regard, many experimental studies in different areas such as self-beliefs 

and anxiety (Horwitz et al., 1986, MacIntyre & Gardner, 1989), attitude and 

motivation (Clément 

t al., 1996) have provided abundant evidence 

indicating the psychological effects they have on pursuing educational 

objectives. However, these aspects of human functioning such as motivation, 

learning, self-regulation and achievement cannot be elucidated without 



considering the key role played by self-efficacy beliefs (Pajares & Urdan, 

2006). 

     Learners’ thoughts and beliefs have received increasing attention by many 

researchers (e.g., Bouffard-

Lane, Lane, & Kyp

learners’ self-efficacy is believed to be an influential construct which plays a 

main role in students’ achievement in educational settings (Dinther et al., 

2011). 

     Learners’ realization of their full potential, which is known as self-

efficacy, refers to personal beliefs related to accomplishing a task successfully 

and how competent they have proved to be (Bandura, 1977b). Hence, 

considering the main and influential factors behind the development of 

students’ self-efficacy can be a major breakthrough for educational 

institutions to boost students’ ego and self-efficacy. 

     Bandura (1986) takes the view that individuals’ self-efficacy beliefs act as 

a mediator between individuals’ knowledge and their performance. By 

considering the significant role of learners’ beliefs and their motivation in the 

learning process, he argues that being competent will not necessarily result in 

accomplishing the given tasks successfully. In this concept, success or failure 

of individuals depends on both knowledge and their judgment of their 

capabilities. In other words, the higher individuals’ notion of self-efficacy, the 

greater the effort, elasticity and perseverance they show and, consequently, 

the higher their chances of being successful in course performance (Bandura, 

1986). In recent years, a great deal of contribution has been made into 



demonstrating the relative importance of self-efficacy as a major factor of 

human agency and its role in mediating and predicting students’ motivation, 

learning and their future performance. The findings indicate the key role of 

self-efficacy as a mediator between learners’ competent-determinants such as 

knowledge, skill, ability and previous achievements and their success 

     Self-efficacy plays an essential role in learners’ progress as it has 

noticeable effects on students’ progress by either accelerating or hampering 

them (Bandura, 1984). Recent research has shown that students’ self-efficacy 

leads to a profound influence on learners’ achievement in EFL context and 

shows why self-efficacy has always been the center of attention (e.g., Rahemi, 

 Abedini, 2009). It is also claimed that self-efficacy can be 

exploited to predict students’ future achievements (Jungert & Anderson, 

     Self-efficacy as a contextualized perception (Bandura, 1986) can be 

discussed in great detail and in different contexts as it has been proved to 

have a noticeable impact on academic achievement. In the academic context, 

forming a picture of successful performance and imagining the possible 

stages to be taken, known as self-representation, is referred to self-efficacy 

(Schunk, 1987). 

     According to Schunk (1991), academic self-efficacy refers to individuals’ 

deep-seated beliefs in their successful performance of expected academic 

tasks which are designated for special levels. 

     Self-efficacy was analyzed in more detail by Zimmerman, Bandura and 

Martinez-Pons (1992). They classified self-efficacy into two subcategories 



including self-efficacy for self-regulation and self-efficacy for academic 

achievement; they emphasized that these two categories are interrelated with 

each other. These authors pointed out that “students’ perceived self-regulatory 

efficacy would influence their perceived self-efficacy for academic 

achievement, and their efficacy should, in turn, influence their personal goals 

and grade achievement” (p. 665). 

     The confirmation of their predictions was provided in studies conducted by 

Zimmerman and Bandura (1994). In their studies, each prediction, after being 

shown to be true, took the role of another predictor for specific achievement. 

For example, college students’ final course grades were predicted based on 

their grade goals which had been predicted by learners’ perceived self-

efficacy for academic achievement and also self-evaluative standards. 

     Apart from the behavior, human’s feelings and thoughts are also 

influenced by their beliefs of self-efficacy. Bandura (1984) states that along 

with increase in learners’ self-efficacy, their motivation, persistence and self-

confidence can also be increased. Having a strong sense of self-efficacy, 

individuals are inclined to face more challenging tasks, while a weak notion 

of self-efficacy can bring individuals a sense of failure, tension, depression 

and helplessness making them reluctant to cope with given tasks which seem 

to be much more difficult than they actually are (Bandura, 1997a). In short, 

how students think about their capabilities will result in their executing and 

completing of a required task. 

     With all the studies carried out, it must be stressed that two decades of 

research have clearly established the validity of self-efficacy and confirmed 

its predictive power of students’ motivation and learning (Zimmerman, 2000). 



2.3.5. Self-efficacy sources 

According to social-cognitive theory of Bandura (1994), students’ self-

efficacy beliefs are derived from four principal sources of information. These 

four sources are:  

- Enactive mastery (success) experiences or performance 

accomplishment 

- Vicarious or observational experiences 

- Social or verbal persuasion 

- Psychological factors or affective states 

     The first influential way to make a real success of a particular situation is 

through enactive mastery experiences (Bandura, 1997a). Bandura argued that 

enactive experiences are the most effective way of building a strong sense of 

efficacy. Individuals can establish a robust sense of self-efficacy through the 

successes they achieve or have it undermined by the failures they experience 

(Bandura, 1994, 1997a); this is especially true when learners’ sense of 

efficacy is yet to be firmly established. Palmer (2006) is of the opinion that 

mastery experiences are the most influential source of self-efficacy as they 

provide learners with authentic evidence showing how capable they are of 

accomplishing a given task successfully. Students, therefore, develop their 

self-efficacy beliefs through interpreting the results of their activities. 

     The second approach through which self-beliefs of efficacy can be 

strengthened is vicarious experiences (Bandura, 1997a). In this way, learners 

are exposed to some social models with recognized similarities in their 

capabilities and circumstances. This helps learners, who take the role of 

observers, in obtaining valuable information about their own capabilities 



(Schunk, 1987). This is due to the fact that observing models, students build 

up their confidence in accomplishing the same task successfully (Schunk, 

1989), for which, the similarities between students and models are key to the 

success of this factor. Conversely, the exposure to the models’ unsuccessful 

attempts can make students underestimate their capabilities, and consequently 

their self-beliefs of efficacy will be undermined (Schunk, 1989). Although 

vicarious sources, compared to performance, provide less reliable sources of 

information and have weaker influence, learners of lower mastery experience 

and weaker self-beliefs are highly likely to be influenced by observing their 

models (Bandura, 1997a). 

     The third way of reinforcing the beliefs of self-efficacy is verbal 

persuasion. Individuals’ self-efficacy can be strengthened if they are verbally 

encouraged by emphasizing their abilities to fulfill a given task (Bandura, 

1997a). The effectiveness of the social persuasion and the constructive 

feedback have been proved to maximize if learners consider the sources of 

information as reputable and reliable ones and that these sources provide them 

with realistic information (Bong & Skaalvic, 2003). Bandura states that 

individuals with high levels of competence and proven capabilities are more 

likely to devote more and sustainable effort than those who doubt their 

capabilities and dwell upon personal weaknesses confronting a problem 

(Bandura, 1994). It is also mentioned that it is more difficult to inspire 

personal beliefs of self-efficacy through verbal persuasion than to weaken it 

(Bandura, 1994). The verbal encouragement needs to be realistic to have 

sustainable results on promoting learners’ self-efficacy. Otherwise, they will 

end up with disappointing results. Likewise, undermining learners’ self-



efficacy through convincing them of not being capable of succeeding or 

fulfilling the given task, they might refuse to face challenges and 

consequently be unable to fully realize and develop their true potential 

(Bandura, 1994). 

     The psychological and affective state of an individual is the fourth way 

through which self-beliefs of efficacy can be modified. In this regard, 

different feelings are interpreted as indications which can result in boosting or 

enfeebling self-beliefs of efficacy (Bandura, 1997a). For instance, a 

possibility of failure can be expected considering learners’ negative signals 

such as nervous tension, fatigue, and excitement, which can cause excessive 

stress and failure (Pajares, 2002a). These states are partly used to estimate and 

recognize abilities by people (Pajares, 1997).  

2.3.6. Beneficial cognitive processes in increasing self-efficacy 

A number of beneficial procedures such as proximal and specific goal setting, 

information processing, social models, constructive feedback, and rewards are 

used to affect the process of developing and increasing students’ academic 

self-efficacy beliefs (Schunk, 1995). These factors are believed to motivate 

students to be good at their performance so that required tasks will be done 

well. Supplying any of these factors to students can result in raised self-

efficacy and subsequently in being successful (Schunk, 1995). 

     Schunk (1995) also believed that putting the strategy into words, which 

students apply to perform a task, can enhance their self-efficacy as it draws 

their attention to the predominant features of a task and also aids learners with 

strategy retention and encoding. 



     Goal setting, as mentioned before, is one of the cognitive processes in 

increasing students’ self-efficacy. Establishing a goal, students are highly 

likely to pursue their objectives as a result of gaining a sense of efficacy 

(Schunk, 1995). This happens through being more actively engaged in 

assigned activities, devoting more attention to instructions which, therefore, 

help them with getting its advantage outside the classroom (Schunk, 1995). 

However, it is necessary to consider three factors of proximity, specificity, 

and difficulty of the goal, since benefits of goal setting are dependent on them 

(Schunk, 1995). 

     According to Schunk (1995), proximal goals, compared with distant ones, 

can produce better results in increasing learners’ performance. This is due to 

the easier procedure, by which learners evaluate their progress, as well as 

their earlier experience of success, which help them feel more efficacious. 

Although setting unambitious goals learners can attain initial skills, with 

elusive goals they can realize and fulfill their true potentials (Schunk, 1995). 

     Information processing is considered as the second factor of increasing 

students’ self-efficacy. Learners are said to have low or high self-efficacy for 

accomplishing their academic task if they make a pessimistic or optimistic 

estimate of the task ahead, respectively (Schunk, 1995). 

     Models are the third factor. Peer observation is one of the approaches 

taking which can considerably affect learners’ self-efficacy (Bandura, 1997a). 

Their self-efficacy can boost seeing their similar peers fulfilling a given task 

successfully (Schunk, 1996a). By the same token, seeing a peer’s failure will 

lower their sense of efficacy. In other words, self-modeling is a way to help 



learners to build up their self-beliefs and, therefore, improve their 

performance (Bandura, 1997b). 

     The fourth one is encouragement and feedback. Learners’ self-efficacy is 

believed to increase as their abilities and their performance are recognized, 

appreciated, and complimented. For this, teachers and parents’ role is of great 

value (Schunk, 1996b). Students receiving feedback from their teachers in a 

nice manner or with a few words of encouragement are shown to have higher 

self-efficacy (Klassen & Lynch, 2007). To conclude, providing learners with 

constructive feedback while doing a task, known as performance feedback or 

after the task, is extremely beneficial to their success (Schunk, 1996b). 

     Krashen (1994) explained that students with higher self-efficacy have 

more chances of being successful in language acquisition. Some other studies 

carried out by Chen (2007) and Duman (2007) have indicated that highly 

efficacious students are more successful in learning English. It is also said 

that individuals who believe they have the required means to fulfil a given 

task successfully are usually more efficacious than others. Moreover, their 

progress made through drawing up successful strategies can enhance their 

self-efficacy (Schunk, 1995). Therefore, they will intensify their effort 

showing better perseverance and resilience (Bandura, 1986). 

2.3.7. Self-efficacy and human functioning 

Low self-efficacy is believed to prevent students from active participation in 

the 

low level of motivation, for which self-efficacy has been proved to be a key 

& Rosenthal 2000). Pintrich, Anderman, and 



Klobucar (1994) reported that highly efficacious students attribute their 

success to internal causes and show a tendency to have more positive 

motivational beliefs, less anxiety, more of a mastery focus, more 

metacognitive knowledge and better comprehension scores than others. 

     Having high level of self-efficacy, pupils establish their ambitious goals 

and pursue their aims with determination, which has been shown in numerous 

academic subjects (Bandura, 1996). Meanwhile, learners with low levels of 

self-efficacy usually shy away from confronting difficult tasks (Schunk, 

1990). It can be due to this belief that learners are willing to undertake tasks 

only if they have the confidence to succeed in accomplishing them (Bandura, 

1986). 

     Researchers have carried out extensive research to indicate how human-

functioning is being influenced through his self-beliefs of efficacy. Bandura’s 

findings have suggested four major psychological processes (1994). These 

four processes are: 

- Cognitive processes 

- Motivational processes 

- Affective processes 

- Selection processes 

2.3.7.1. Cognitive Processes 

According to Bandura (1994), self-efficacy beliefs can affect cognitive 

processes and produce a diverse range of outcomes. He believed that humans’ 

purposeful behavior is controlled by representing their valued goals. 

Individuals’ goal setting is mainly affected by their beliefs in their capabilities 



and the appraisal they make of themselves. Therefore, people set more goal 

challenges as they perceive stronger self-efficacy. Another aspect of cognitive 

process that Bandura (1994) outlined is the initial stage of having anticipated 

future actions organized in thought. The higher the self-efficacy is, the more 

successful scenarios will be constructed and rehearsed, which is considered as 

a positive support for successful performance hilst having 

self-doubt, people tend to shape failure scenarios, which deter them from 

succeeding in their participated challenges. 

2.3.7.2. Motivational Processes 

As to the influence self-efficacy exerts on human motivation, Bandura (1994) 

believed that motivation is generated by the forethought individuals use and 

the beliefs they form about their capabilities. He also categorized cognitive 

motivators into three different forms namely, ‘casual attributions’, ‘outcome 

expectancies’, and ‘organized goals’. 

     The first cognitive motivator with a close correlation with self-efficacy is 

‘casual attributions’. According to Bandura (1994), people attribute their 

failures to inadequate effort if they have strong beliefs of self-efficacy, whilst 

those who have low levels of self-efficacy, attribute their unsuccessful 

attempts to the lack of abilities. He also argued that human motivation, 

performance and affective reactions are influenced by casual attributions 

mainly through their self-beliefs of efficacy. 

     Another cognitive motivator is ‘outcome expectancies’. Bandura (1994) 

stated that motivation is regulated by considering the outcomes of a certain 

course of behavior and the value of those outcomes. Thus, people act on their 



beliefs about the likely outcomes of their performance. Bandura (1994) made 

reference to abundant evidence that shows people do not pursue their desired 

goals if they underestimate their abilities. 

     As regards the discussion of cognitive motivators, Bandura (1994) argued 

that humans’ motivation can be enhanced through exercising self-influence by 

setting challenging goals and considering the reactions to one’s achievement. 

Getting initial success, human derives satisfaction from fulfilling their goals, 

which take the role of incentives to make human expend all his efforts to 

accomplish their goals. Bandura (1994) concluded that self-efficacy 

influences motivation through establishing the goals people set, the amount of 

effort they devote, how long they persist in facing obstacles and how much 

courage and resilience they show to failures. 

2.3.7.3. Affective Processes 

People’s beliefs in their capabilities to deal successfully with difficult 

situations directly influence their emotions while encountering anxious 

moments (Bandura, 1994). Contrary to self-efficacious reactions, through 

inefficacious beliefs people appear surprisingly pessimistic about the probable 

threats and failures as they underestimate their abilities and impair their 

chances of coping successfully with faced obstacles (Bandura, 1994). Beside 

the efficacy used to cope with anxiety, this phenomenon can also be dealt 

with using the efficacy derived from practicing how to control disturbing 

thoughts (Bandura, 1994). Anxiety, therefore, is controlled through both 

perceived coping self-efficacy and control thought efficacy.  



     According to Bandura (1994), being socially efficacious helps one to 

cultivate social relationships and provides them with models on how to cope 

with difficult situations. He believed that such social relationships can bring 

people satisfaction and help them cushion the negative effects of chronic 

stressors. He also states that perceiving social inefficacy to develop 

supportive and satisfying relationships one will be likely to experience social 

isolation and consequently fall into depression, which is cognitively generated 

by ruminative thought. 

     According to Bandura (1994), mastery experiences are suggested as the 

main means of personality change as they are structured to apply coping skills 

and help people believe that they can exercise control over probable threats. 

He outlined the importance of the sense of coping efficacy by stating that 

people with high resilient sense of efficacy are able to overcome adversities 

with the least adverse effect; while people who feel inefficacious to exercise 

control might experience depression and anxiety in different ways. Bandura 

(1994) pointed out to unfulfilled aspirations as one of the causes of 

depression. He believed that people, who set themselves rigorous standards of 

self-esteem but fail to meet, fall into a state of depression. He also argued that 

having low sense of social efficacy, people fail to develop social relationships 

and find models on how to cope with obstacles. According to Bandura (1994), 

people end up with social isolation and consequently depression as a result of 

perceiving social inefficacy. The consequences mentioned above are 

experienced through cognitive generation of pensive thoughts whereby 

depression episodes are said to be influenced in terms of occurrence, duration 

and the likelihood of a recurrence (Bandura, 1994).



2.3.7.4. Selection Processes 

As regards the effects self-efficacy has on the process of selection, Bandura 

(1994) stated that people’s lives are shaped by their self-efficacy beliefs as 

they influence the activities and environments they choose. He explained that 

people avoid undertaking challenging activities and situations which seem to 

be out of their coping capabilities; whilst other activities which people think 

to be capable of fulfilling are taken on. Therefore, through the choices people 

make, they acquire different competencies, develop particular interests and 

social relationships, through which their life courses are determined (Bandura, 

1994). In a career choice, for instance, the more efficacious people are, the 

more choices can be exercised and the stronger interest will be expressed. As 

a result, more careful preparation will be made educationally and greater 

successes will be achieved (Bandura, 1994). 

 2.4. Self-concept 

In the field of language acquisition the ‘inside’ and the ‘between’ are 

considered as two main factors which significantly influence the learning 

process. The former exhibits learners’ personal and internal characteristics 

while the latter considers the role of all participants in a collaborative 

situation (Arnold & Brown, 1999). It is undeniable that each of the factors 

mentioned above occupies a special role in learners’ success. However, 

Stevik (1980, p. 4) stated that learners’ success depends “less on materials, 

techniques, and linguistic analysis and more on what goes on inside and 

between the people in the classroom”. Thus, the image individuals build up of 



themselves, known as self-concept, is believed to have significant and central 

importance among the learner internal factors (Arnold, 2007). 

     Self-concept is defined as the opinions, feelings, and attitudes which 

individuals hold about themselves (Hilgard et al., 1979). It is a set of 

explanations we provide for ourselves through impressions, feelings, and 

attitudes (Woolfolk, 2004). Abelson and Staley (1982) considered self-

concept as verbal labels used by individuals to describe themselves as well as 

the negative and positive feelings that these labels accompany. Self-concept is 

also defined as a general view across specific-domain evaluations that 

individuals make of themselves and their perceptions based on self-

knowledge and through experience-based values formed in relation to one’s 

environment (Eccles, 2005). 

     Self-concept “is the set of perceptions or reference points that the subject 

has about himself; the set of characteristics, attitudes, qualities and 

deficiencies, capacities and limits, values and relationships that the subjects 

knows to be descriptive of himself and which he perceives as data concerning 

his identity” (Hamachek, 1981, p. 24). 

     Although self-concept is not subject to change frequently, it is believed not 

to be an innate ability but changeable and adaptable (Lindeman, 1985). It is 

believed to be formed and changed through one’s experiences and 

interactions with the environment (Bong & Clar

-perceptions are said to be 

closely related to different situations of life and, therefore, are changed 

through force of circumstance (Woolfolk, 2004). These self-perceptions, 

which vary throughout human’s life and from situation to situation (Woolfolk, 



1998), are influenced by a set of perceptions that individuals have about 

themselves; a set of attributes, characteristics, qualities, capacities, 

deficiencies and limits, values and relationships which are descriptive of 

them, as well as the perceived data concerning their identity (Sanchez & 

Roda, 2007). Finally, the findings of research have shown the effects of self-

concept on learners’ behavior and their thoughts about themselves which 

determine the way of handling the challenges in their learning experience as 

well as their relationships with others (Arnold, 2007). 

2.4.1. Self-concept vs. self-efficacy 

In order to understand the substantial role of self-related terms, we need to 

clarify the distinguishing features of each and also figure out how and to what 

extent they affect the learning process. It has also been argued that self-related 

terms such as self-concept and self-efficacy should not be misconstrued as 

they define different phenomena (Bandura, 1986). Self-efficacy is comprised 

of a set of context-based assessments of being competent in performing a 

given task and judgments of capabilities to show specific behaviors in 

different situations; while self-concept refers to self-beliefs of self-worth 

gained through individuals’ perceived competence and, therefore, is more 

global and less reliant on context (Pajares & Miller, 1994). 

     By comparison, self-efficacy concerns individuals’ beliefs of specific 

contexts and their recognition of their abilities to perform and fulfill a task 

successfully (Pajares & Urdan, 2006). In course specific cases, self-concept 

questions like: ‘Are you a good English student?’ demand learners’ beliefs in 

their competence and their self-assessment while the self-efficacy question, 



‘Can you solve this specific problem?’ is task-specific and aims to assess 

learners’ future performance on a particular task (Pajares & Miller, 1994). 

Self-efficacy, compared with self-concept, is said to be a better predictor of 

future behavior as it is concerned with individuals’ judgments of their 

personal abilities (Bandura, 1997b). 

2.4.2. Different sources of self-concept 

Although the term self-concept had been posited as general self-concept, 

Marsh and Shavelson (1985) have described it in a hierarchical model. 

Shavelson, Hubner, and Stanton (1976) placed self-concept in hierarchy in 

which there is a fundamental difference between various kinds of self-

concept. 

     In general, self-concept is considered as a multifaceted and 

multidimensional construct (Hinkley et al., 2002) in which general self-

concept at the top and subarea self-concept at the base have been 

hierarchically organized (Marsh & Shavelson, 1985). As an example of this 

model, academic, social, physical, and emotional self-concept are considered 

as facets of individuals’ self-concept, and science, English, history, and math 

might be considered as academic self-concept dimensions (Hinkley et al., 

2002). Individuals’ self-perceptions of their behavior are presumed to have an 

impact on their subarea self-concepts (e.g., English or mathematics) (Schunk, 

1991). Individuals’ awareness of their academic facets, in combination with 

those in nonacademic ones (social, emotional, and physical), comprise 

general self-concept (Schunk, 1991). This model is now widely accepted and 

has attracted the attention of many researchers who have warned that using 



global indexes compared to the more specific self-appraisals is of limited 

value (Pajares & Miller, 1994). 

     With respect to this, other researchers have had divisions of self-concept 

based on their own models. As an example, in a model, which has been 

introduced by Huitt (2011), self-concept is comprised of four distinctive parts 

known as physical, academic, social, and transpersonal self-concept. In this 

divisional model, physical self-concept refers to all characteristics which are 

tangible like individuals’ appearance, height, and their sex. Academic self-

concept is related to the degree of individuals’ performance and their 

achievement in school, which itself is comprised of two levels: general and 

specific like history and science. Social self-concept copes with the 

individuals’ interaction with each other. Transpersonal self-concept, on the 

other hand, deals with the paranormal and the unknown. 

 In another model by Hattie (1992), self-concept is divided into four facets as 

follows: 

- Academic self-concept (English, math, science) 

- Social self-concept (peers, significant others) 

- Physical self-concept (physical ability and appearance) 

- Emotional self-concept (emotional states) 



                                                                    

                                               
           
                   
  

                                
                                                                                                                                                      
                                                                                                                                                      
Figure 1: A hierarchical model for the organization of self-concept as suggested by 
Shavelson, Hubner and Stanton, 1976. 

     Although the self-concept scale is multidimensional and consists of 

distinct subscales, by considering the object of the present study, just three 

types of self-concept subscales will be studied: academic self-concept, social 

self-concept, and emotional self-concept (self-esteem). 

2.4.2.1. Academic self-concept 

Academic self-concept is individuals’ general self-perception and their 

knowledge about themselves in academic contexts (

 Karpathian, 1991). Reyes (1984) defined 

academic self-concept as one’s self-perceptions of their academic 

achievements. Bracken (2009) believed that academic self-concept shows 

how individuals feel about themselves within an academic context and in 

relation to their peers’ academic progress. Academic self-concept was first 

developed into a multifaceted hierarchical model by Shavelson et al., (1976) 
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in which academic and non-academic self-concepts are considered as two 

main sub-categories of a more general of global self-concept (Marsh & 

 et al., 1976). 

     According to Strein, academic self-concept can be described by two 

elements, which are said to be consistent with the Shavelson model. First, 

academic self-concept represents both descriptive and evaluative aspects of 

self-perceptions, i.e. I like English (descriptive); I am good at English 

(evaluative). Second, self-perceptions of academic ability focus on scholastic 

competence rather than attitudes (Strein, 1993).  

     Learners’ academic performance is argued to be affected by their academic 

self-concept (Marsh, 1990a). Based on a general consensus, students with 

special educational needs and learning difficulties are likely to have a lower 

self-concept compared to their 

2001). This may happen due to the tendency that such learners display to face 

academic failures, being segregated from other learners or the stigmatizing 

nature of learning problems that many learning disabled students encounter 

. 

     Academic self-concept is believed not to be fixed but changeable over 

time. Liu and Wang (2005) are of the opinion that learners’ academic self-

concept tends to decline when they experience a course of life in which self-

questioning and adjustment are considered to be hard to beat; early to mid-

adolescence is one of these phases (Marsh, 1989). Guay et al., (2003) state 

that as elementary students grow older, their academic self-concept achieves 

relative stability and shows stronger relationship with their academic 

achievements. 



     Social comparison is one of the main sources by which self-concepts are 

evaluated and judged (Marsh, 1990b, 1993); hence it is argued that learners in 

high-ability schools are likely to experience loss in their academic self-

concept. In a study by Marsh (1987), students’ academic self-concept was 

found to be negatively influenced by school-average ability. In other words, 

students who have high-ability peers tend to judge themselves less capable, 

while those in an environment with low-ability students judge themselves 

more capable. This social comparison effect is called the ‘big-fish-little-pond’ 

effect (Marsh, 1987). 

     Another comparative frame of reference thought which influences 

academic self-concept is internal comparison. Marsh (1986) believed that 

learners’ academic self-concept in a particular subject is based not only on 

social or external comparison, in which their ability is compared with those of 

other students, but also on internal comparison, which indicates how their 

ability in one subject compares with their abilities in other subjects.  

     Regarding the relative importance of self-concept in educational setting, 

there has been extensive debate concerning the relationship between academic 

achievement and academic self-concept, and about which one has priority 

over the other. This is considered to be a “chicken-egg” question by Marsh et 

al., (2002). There have been different models trying to explain the possible 

causality, though the most realistic model may be the one which postulates 

the reciprocal relationship between academic self-concept and achievement 

(DeFraine et al., 2007). According to this model, which is widely supported 

enhancing academic self-concept will lead to higher academic achievements 



and, by the same token, higher achievements will boost academic self-

concept. Therefore, both variables need to be simultaneously improved 

     In the process of reciprocal influence between academic self-concept and 

school performance, there are many contributing factors. According to some 

researchers, students’ self-perceptions are directly influenced by their 

Pintrich & Schunk, 1996). Their performance, on the other hand, is mainly 

affected by their self-concept through some mediating variables; namely, the 

amount and quality of effort devoted by learners while doing a given task, the 

intention they have, and their persistence. 

     Considering academic environments, teachers’ role is highly important; 

Patterson stated that children develop the concepts of themselves that their 

teachers formulate of them (Patterson, 1973). Teachers in classrooms are 

believed to be “stimulus objects, attractive or repellent in their own right. By 

their very presence, they have a subtle but profound impact on students’ self-

concept. The teacher’s task, therefore, is to behave in ways that encourage 

positive perceptions in students regarding themselves and their abilities” 

(Purkey & Novak, 1996, p. 28). 

     Peer ability level is another factor which affects students’ self-concept 

through different ways known as, ‘relative deprivation’, ‘environmental 

press’, and ‘internal/external frame of reference’ (Anissa, 2011). The relative 

deprivation theory claims that learners maintain high levels of confidence if 

they feel relatively more competent than their peer group (Davis, 1966). This 

is due to the fact that self-concept is constructed by the comparison people 



make between themselves and the others and, therefore, being in a highly 

competent peer group, students might feel less academically confident (Davis, 

1966). However, the environmental press theory assumes that participating in 

a highly selective school can enhance students’ academic self-concept due to 

the comparison they draw between their school and others’ (Anissa, 2011). 

Students also construct the abilities they possess in different subjects; for 

instance, their ability in mathematics to their verbal abilities, which 

formulates an internal frame of reference (Anissa, 2011). This frame would be 

external if learners draw a comparison between their own abilities and 

others’. To conclude, students’ self-concept can be highly influenced by both 

their abilities and their peer group abilities. Moreover, academic self-concept 

can be influenced by learners’ socio-economic status, academic successes and 

their aspiration towards, academic subjects (Sax, 1992).  

2.4.2.2. Social self-concept 

There are different opinions among cultures and societies about the way 

individuality is perceived. Societies with strong belief in individualism, for 

instance, argue that the self is built up through personal achievement rather 

than by a social or situational achievement (Brewer & Hewstone, 2004). The 

contrary view by collectivist ideologists is that individuals’ performance 

appraisals are subject to their capabilities of establishing a harmonious 

relationship in order to maintain personal attributes (Brewer & Hewstone, 

2004). 

     Purkey (1978) pointed out that self-concept is developed through a 

constant collaboration in society and, therefore, learners’ self-concept is 



influenced by many social factors. This is believed to happen through the 

interpretations that individuals make of others’ actions, behaviors and the way 

other people relate to them based on which meanings are attributed and the 

self is perceived (Purkey, 1978). 

     Kaur et al., (2009) state that social relationships influence the way 

individuals see themselves both in academic and non-academic contexts. 

They argued that familial experiences are of crucial importance to help 

individuals build up their self-concept. Social challenges, like being bullied or 

disliked, are believed to have major impacts on individuals’ achievements as 

they view many aspects of their environment as fraught with danger and 

impair their level of functioning; they are also vulnerable to have low levels 

of self-worth and hold low expectations of future success (Hay, Ashman, & 

Van Kraayenoord,  Kreil, 1998). 

     According to Anissa (2011), social self-concept describes the aspects of 

self-concept gained through social interaction. In social contexts, the ‘selves’ 

are created and shaped based on the values and norms of people who 

participate in that context and even the standards of the society they live in. 

She states that social self-concept relies on some historical and socio-cultural 

factors as well as the relationships and situations. 

2.4.2.3. Emotional self-concept 

The importance of self-concept lies in the major contribution that it makes to 

personality formation; self-esteem is believed to affect the way individuals 

feel, think, learn, relate to others, value themselves and finally, how they 



behave (Clark, Clemes & Be -esteem, 

therefore, has to do with social competence. 

     There have been researchers to whom the main contribution in developing 

the theoretical concept of self-esteem can be traced back (e.g., Branden, 1969 

& 

-esteem were 

composed of six major components or dimensions: 

- Competence and worthiness 

- Cognition and affect 

- Stability and openness 

     Self-esteem is an important component of self-concept which stems from 

one’s evaluations composed of emotional assessment, self appraisal, their 

likes or dislikes and self-acceptance (Dermitzaki & Efklides, 2000).  

     Self-esteem is defined as “the disposition to experience oneself as being 

competent to cope with the basic challenges of life and of being worthy of 

happiness” (Branden, 1994, p. 27). 

     The affective aspect of self-concept describes learners’ self-appraisal and 

self-judgments of the value of their abilities. This aspect, known as self-

esteem, shows students’ emotional evaluation of their abilities whilst the 

behavior of components known as self-efficacy demonstrates pupils’ 

perceptions of their successful performance in a particular academic domain 

(Dermitzaki & Efklides, 2000). 



     Self-esteem reflects either high or low regard that an individual holds 

about him/herself and this is based on some attributes like one’s sense of 

significance, being attractive and competent (Gardner, 1992). 

     Hattie (1992) stated that “low self-esteem is believing that you are more at 

the mercy of the whims of others and environment, it is having less control 

and being less effective in engaging others, it leads to difficulties in accepting 

others; coping with the world and the individual’s place in the world; and it 

makes it difficult for the individual to predict outcomes of interactions that 

would enhance coping more effectively next time” (Hattie, 1992, p. 253). 

     According to Kobal-Palcic and Musek (1996) emotional self-concept 

refers to one’s emotional perceptions as well as their emotional stability in 

being either calm and relaxed or worried and excited. 

     McGrath and Repetti (2000) described emotional self-concept as a set of 

feelings such as anger, anxiety and depression that an individual has about 

him/herself in a particular situation. 

2.5. Attitude 

Considering the importance of attitude and the particular emphasis it has 

received in educational setting (Bråten & Strømsø

convinced to quest for this key word. To do so, it is necessary to attach 

significance to this variable by presenting its definitions. 



     According to Baker (1992), attitude refers to “a hypothetical construct 

used to explain the direction and persistence of human behavior” (Baker, 

1992, p. 10). He argued that individuals’ behavior can, therefore, represent 

their internal thoughts as well as their feelings and tendencies across a variety 

of contexts. On the other hand, attitude, although individual, rises from its 

origins in collective behavior. In addition, some other characteristics of 

attitude are as follows: attitude is learnt and not inherited (Baker, 1988); it has 

a tendency to be persistent and relatively stable across situations (Crookes & 

 it can vary from 

language to language (Gardner & Tremblay, 1998). 

     Gardner (1985) believed that attitude is a basic component of motivation 

in language learning. According to him, motivation is the combination of 

desire to learn, effort and favorable attitudes towards a language. 

     In the Longman Dictionary of Applied Linguistics (2010), ‘language 

attitudes’ are defined as “the attitudes which speakers of different languages 

or languages varieties have towards each other’s languages or to their own 

language. Expressions of positive or negative feelings towards a language 

may reflect impressions of linguistic difficulty or simplicity, ease or difficulty 

of learning, degree of importance, elegance, social states, etc. Attitudes 

towards a language may also show what people feel about the speakers of that 

language”. 

     Fasold (1984) also argued that adopted attitudes toward a language are 

maintained based on the reflection of attitudes toward the speakers of that 

language. Therefore, the way people react towards language varieties can 

disclose their perception of the members of that language (Edwards, 1982). 



Crystal (1992) also believed that language attitudes are individuals’ strong 

feelings about their own first language or the others’. 

     According to Wenden (1991), attitudes consist of three components: First, 

attitudes display a tendency to have a cognitive component, in which 

individuals’ attitude is resulted from their perceptions, insight, and beliefs 

about attitude-related objects or situations. Second, attitudes consist of an 

evaluative component which may generate like or dislike through attitude-

related objects or situations. Third, attitudes tend to have a behavioural 

component. In other words, attitudes usually have a tendency to provoke 

students to adopt particular behaviours in learning. 

     From Friedrich’s (2000) viewpoint, attitudes play a key role in both 

language acquisition and language use and, therefore, it is not surprising that 

many studies have been conducted on attitude towards English or varieties of 

English or other languages (Al-

-Puffer et al., -Dash & 

     The findings of several studies concerning the role of language learning 

attitude indicate that successful students, compared to their peers, show more 

enthusiasm and enjoy higher confidence in their attitude towards language 

acquisition (Bråten & Strømsø

successful learners hold confident and optimistic expectations and feel less 

anxious learning a language. Positive attitude towards a language is, 

therefore, argued to have a positive influence over academic achievements. 

Moreover, language attitude is believed to have a predictive power to 



determine how successful one can be in acquiring a particular language 

(Gardner, 1985). 

     According to Richard-Amato (2003), one’s attitude towards learning the 

English language is adopted through their attitude towards the self, towards 

their own language, towards the English language, and towards English 

speaking people. One’s attitude toward the self stems from the awareness of 

having general abilities, talent to acquire the language, as well as self-esteem 

and its related emotions (Diaz-Rico & Weed, 2006). 

     Learners’ positive or negative language attitudes are said to be important 

ood, 1983). Holmes (1992) believed that having positive 

feelings towards the speakers of a target language can motivate learners and, 

therefore, help them to succeed in acquiring the language. Gardner and 

Lambert (1972), on the other hand, argued that students who show negative 

attitudes towards L2 learning do not usually put much effort into their 

speaking skill, behave in an unfriendly manner and are ethnocentric. This 

finding was confirmed by Littlewood (1983), who further claimed that 

students’ negative attitudes can pose obstacles in the way of learning a 

language and, therefore, result in making learners lose their interest in the 

process of language acquisition. Therefore, not only do language attitudes 

exert a profound effect on language learning (Starks & Paltridge, 1996), but 

also restoration or growth of a language as well as its decay can be 

attributable to these attitudes (Baker, 1988). 

     Language attitudes can change as a result of being exposed to social 

influence and performing an in-depth analysis of personal introspection (Giles 



wide range of studies carried out to examine attitudes toward languages 

gure out 

how different attitudes toward a language can be a matter of social prestige 

(Fasold, 1984). Speakers of standard varieties, for instance, are often highly 

valued while speakers of non-standard varieties are often disparaged due to 

their speech (Renoud, 2007). Moreover, the prestige of language varieties in a 

social community is believed to be a cultural stereotype which is handed 

down from generation to generation. It is also argued that a seemingly 

‘beautiful language’ has no intrinsic aesthetic or linguistic advantages over 

non-standard varieties (Fasold, 1984). 

     Different aspects of language attitudes have also been studied, such as the 

relationship between attitudes and level of achievement (Graham, 2004), 

attitudes to language and language learning at secondary and tertiary levels 

(Yang & Lau, 2003), attitudes towards English-language usage among peers 

(White, 2002), the relationship between negative attitudes towards non-native 

speakers and poor comprehension of those speakers (Lindemann, 2002), the 

relationship between attitudes towards ideology, culture, people, language and 

factors affecting attitude (Flaitz, 1988), beliefs and attitudes about target 

language use, first language use and anxiety (Levine, 2003), the relation 

-Schmidt et 

-

native speaker teachers towards disputable usages (Lee, 2001b), attitudes 

towards debatable usages between teachers and their students (Lee, 2001a). 



      Motives, concerning the concept of attitude in language acquisition, are 

said to be of great importance (Gardner, 1985). According to Gardner (1985), 

there are two main motives known as instrumental and integrative. If an EFL 

or ESL student aims at learning a foreign language just because of gaining 

prestige and being successful, this kind of motive is called instrumental as 

s/he learns a language as a ‘passport to prestige and success’. On the other 

hand, if EFL students learn the language and culture of foreign speakers with 

the aim of being a member of that foreign group, this kind of motivation is 

considered as integrative. Despite the growing tendency towards instrumental 

motivation in a formal learning environment, integrative reasons are said to 

be of more importance (Gardner & Lambert, 1972). 

      Horwitz (1988), who developed the Beliefs About Language Learning 

Inventory (BALLI), is of the opinion that learners’ attitudes towards a 

language are influenced by the ideas that students themselves bring to 

classrooms, which can affect students’ learning effectiveness in acquiring 

their language proficiency. She emphasized the participants’ beliefs about 

language difficulty, their foreign language aptitude, learning and 

communication strategies, the nature of language acquisition and learners’ 

motivations and expectations about language learning. Horwitz (1988) 

concluded that learners’ effectiveness in the classroom is influenced by their 

preconceived notions about learning a language. 



2.6. Previous studies 

 2.6.1. Self-efficacy 

The concept of self-efficacy has been widely investigated in various aspects 

of second and foreign language learning. Some of the related studies are 

presented below. 

     Since the concept of self-efficacy was introduced by Bandura (1977a), 

many educational researchers (e.g., 

self-efficacy in learning. These studies revolved around one concept and all 

emphasized that self-efficacy is not only an essential part of learning but also 

a good predictor of learners’ success. Moreover, a number of studies have 

investigated the effects of students’ self-efficacy beliefs on their academic 

achievements and reported a positive correlation between them (e.g., Bong & 

     Along the same line, a study was conducted to measure efficacy beliefs 

regarding perceived capability to execute various activities in reading and 

writing. In this research work, Shell, Murphy, and Bruning (1989) appraised 

outcome expectancies in terms of the value of activities in achieving different 

kinds of outcomes in employment, social pursuits, family life, education, and 

citizenship. The results indicated that self-efficacy and outcome expectancies 

jointly had a prediction power of about 32% on reading achievement. In 

addition, only self-efficacy was found to be a significant predictor of learners’ 

writing achievement. 

     Multon, Brown, and Lent (1991) carried out a meta-analysis of self-

efficacy research published between 1977 and 1988. The results showed that 



efficacy beliefs, accounting for about 14% of the variance in academic 

achievement, are positively correlated with academic performance. 

     Wigfield (1994) carried out a study to examine the role of self-efficacy in 

achievement. The variables of this study were measured based on students’ 

reports of their perceptions of ability and their expectancy for success in 

English and Math. Moreover, students’ achievement on standardized tests and 

course grades were collected. The results indicated that students’ self-efficacy 

beliefs and their expectancies for success were strong predictors of learners’ 

grades in both fields. 

     In another motivational research by Graham and Weiner (1996), similar 

results to those of Multon, Brown, and Lent’s (1991) were reported indicating 

that efficacy beliefs, compared to other motivational constructs, had a 

stronger correlation with academic performance.  

     Huang and Chang (1998) attempted to investigate the correlation between 

reading and writing self-efficacy and achievements of four ESL students from 

highest-level reading and writing classes. The results driven from the 

interviews, class observation, examination of writing assignments and two 

questionnaires showed that the participants’ beliefs about their capabilities 

were higher compared to their learning achievements. Moreover, it was 

concluded that students’ interest and teachers’ support are two significant 

factors which influence their self-efficacy. 

     Ho (2005) studied the possible relationships between individuals’ self-

efficacy, collective efficacy, and their English and mathematics performance. 

The results of this study, which was carried out among middle school students 

in Taiwan, indicated that highly self-efficacious students attained good grades 



and, therefore, were more confident in their abilities. Moreover, self-efficacy 

was found to be an effective factor on students’ performance in both English 

and mathematics. 

     In a study by Zajacova et al., (2005), the joint effects of academic self-

efficacy and stress on academic performance were investigated. The 

participants consisted of 107 nontraditional, largely immigrant and minority, 

college freshmen at a large urban commuter institution. The participants’ 

academic performance was assessed through the following three outcomes: 

first-year college GPA, the number of accumulated credits, and college 

retention after the first year. It was concluded that academic self-efficacy, 

compared to stress, is a stronger and more consistent predictor of academic 

performance. 

     In Barkley’s (2006) study, the predictive power of students’ perceived 

self-efficacy beliefs on their reading comprehension achievements was 

investigated. In order to measure the reading comprehension of 400 students, 

who participated in middle school, a reading comprehension subtest of a 

standardized test was used. The findings revealed that students’ efficacy 

beliefs about their prior knowledge were positively correlated with their 

reading comprehension achievement. 

     Mahyuddin et al., (2006) conducted a descriptive-correlational study to 

explore the relationship between self-efficacy and English language 

achievement among 1,146 students from eight secondary schools in Malaysia. 

The results showed that 51 percent of the students were highly self-

efficacious and 48 percent showed low self-efficacy and on the basis of 

correlation analysis, positive correlations between several dimensions of self-



efficacy were found. The study indicated that there was a statistically 

meaningful correlation between learners’ achievement in English language 

and their self-efficacy. 

     Wu (2006) stated that students’ learning behaviors, endeavor and 

persistence were strongly influenced by their self-beliefs of capabilities in 

learning a second language. Therefore, efficacy beliefs are believed to be 

significant determinants in learners’ language achievements and course 

performance. 

     Chen (2007) conducted a study to show how four independent variables 

(English listening self-efficacy, English listening anxiety, perceived value of 

English language, and perceived value of English culture) influence students’ 

English listening final performance. The results of the study, which was 

carried out with 277 Taiwanese none-English major students, showed a high 

correlation between students’ listening self-efficacy and their listening 

performance (r= .74). Moreover, English listening self-efficacy was found to 

be the strongest predictor of students’ listening performance by controlling 

other three independent variables. 

     Chen and Deborah (2007) studied the correlation of students’ self-efficacy 

beliefs with their English listening achievement. The findings of the study, 

which was conducted among EFL learners of two universities in Taiwan, 

showed a positive significant correlation between self-efficacy beliefs and 

listening achievement. Moreover, they emphasized students’ self-efficacy 

beliefs as a strong predictor of language performance in the area of listening. 

     Gahungu (2007) studied the relationship between self-efficacy and 

language ability among thirty-seven college students at Midwestern 



University studying French. The participants’ self-efficacy and the levels of 

confidence were measured using a forty-item questionnaire. A cloze-test was 

also used to assess learners’ language proficiency in French. Participants and 

their instructors were interviewed and their class was observed to obtain 

qualitative data. The study showed a positive relationship between the level of 

learners’ self-efficacy and their language abilities. 

     Mills et al., (2007) conducted a study to investigate the relationship 

between self-efficacy, anxiety, and gender on listening and reading 

proficiency. This study was carried out among 95 college students in the 

United States. The analysis of the data showed a relationship between 

listening self-efficacy and listening proficiency just for female students in 

particular and a significant relationship between reading self-efficacy and 

reading proficiency for all students. Moreover, self-efficacy for self-

regulation was found as a strong predictor of achievement, and female 

students showed greater self-efficacy for self-regulation. 

     Rahemi (2007) conducted a study among senior high school students with 

low proficiency level majoring in humanities. The study was to assess 

students’ English self-efficacy and their EFL achievements. The findings 

showed that students had no tendency toward English, nor did they get the 

enjoyment of positive English self-efficacy. However, students’ EFL 

achievements were notably affected by English self-efficacy. 

     In a study by Hsieh (2008), beliefs of efficacy were found to be a strong 

predictor of achievement in language learning. Moreover, it was shown that 

highly self-efficacious students not only showed more interest in learning 



foreign languages but also had more positive attitude and possessed higher 

integrative orientation. 

     Liem et al., (2008) conducted a study to investigate the possible 

relationship among self-efficacy, task value, and students’ ability in English 

language. The study, which was carried out among secondary school students 

in Singapore, suggested self-efficacy as a strong predictor of students’ 

achievements in English tests. Similarly, in another study conducted by 

Purzer (2011), the correlations among team discourse, self-efficacy, and 

achievement were investigated. The results revealed a positive significant 

relationship between self-efficacy and academic achievement. 

     Nevil (2008) carried out a quasi-experimental study to investigate the 

relationship between reading self-efficacy, regulation of cognition and 

reading achievement. The study was conducted among eighty students from a 

rural school district in North Central Pennsylvania. The findings of the study 

indicated that reading self-efficacy was positively related to reading 

achievements and could be considered as a predictor of learners’ 

achievements. 

     In a study by Carroll et al., (2009), the relationship between self-efficacy 

and academic aspiration was investigated. The findings revealed that both 

participants’ academic self-efficacy and self-regulatory efficacy significantly 

and positively correlated with their academic achievement. However, the 

correlation between social self-efficacy and academic achievement turned out 

to be negative. 

     Rahimi and Abedini (2009) conducted a study to examine the relationship 

between self-efficacy beliefs of EFL students and their listening 



comprehension and listening proficiency. In this study, which was comprised 

of 61 freshmen undergraduate students of English, an author designed self-

efficacy questionnaire and the Longman TOEFL pretest for listening were 

used. The results indicated that listening comprehension self-efficacy and 

listening proficiency were positively correlated and their relationship was 

significant. 

     Tilfarlioglu and Cinkara (2009) conducted a study to investigate EFL self-

efficacy level of students in relation to their academic success in English. The 

study was conducted among 175 students (60 females & 115 males) at 

Gaziantep University School of Foreign Languages (GUSFL). The 

participants’ age and gender were also studied in relation to their self-

efficacy. The results revealed a significant positive relationship between 

learners’ self-efficacy and their success in English language acquisition. 

     Ghonsooly and Elahi (2010) studied the effect of self-efficacy on learners’ 

reading performance. The participants of the study were 150 Iranian 

university students majoring in English literature. The results indicated that 

high self-efficacious participants achieved higher in their reading 

comprehension test than others. 

     In another study, Li and Wang (2010) aimed to investigate the 

relationships between learners’ reading self-efficacy and the use of reading 

strategies in the context of EFL. The participants were English students of 

second year in China University. The analysis of the data showed a positive 

and significant relationship between students’ reading self-efficacy and the 

use of reading strategies. In other words, students who were more self-



efficacious in reading tended to employ more reading strategies compared to 

others. 

     Reyes (2010) aimed to investigate students’ self-efficacy level based on 

their gender in English and Math. The findings showed a correlation between 

self-efficacy and students’ performance. Moreover, self-efficacy was found to 

be strong predictor of students’ academic performance in both English and 

Math. In another study, Shah et al., (2011) studied the correlations among 

general self-efficacy, writing self-efficacy and writing performance among 

120 Malaysian students in which similar results were reported. 

     Woodrow (2011) conducted a study to investigate the relationship between 

writing self-efficacy, writing anxiety and writing performance with 738 

university students from four universities in China. The study led to the 

following findings: first, there was a strong negative relationship between 

writing anxiety and writing performance (-.71) while writing self-efficacy and 

writing performance were moderately correlated with each other (.43). 

Second, self-efficacy had a mediating role between writing anxiety and 

writing performance. It was also concluded that learners’ self-efficacy, but 

not anxiety, influenced their writing performance and, therefore, could be a 

predictor for academic achievement. 

     Raoofi, Tan and Chan (2012) examined the role of self-efficacy on second 

or foreign language learning. They reviewed the related empirical literature 

and found that students’ level of English is enhanced by several factors. They 

also argued that self-efficacy is a strong predictor of learners’ academic 

performance in language learning. 



     In Hetthong and Teo’s (2013) study, the possible relationship between 

writing self-efficacy and writing performance was examined to see whether or 

not learners’ overall writing self-efficacy can be a predictor of their overall 

writing performance. The study was conducted with 51 EFL students. Based 

on the results, it was concluded that writing self-efficacy and writing 

performance were positively correlated, and that their relationship was 

significant. Self-efficacy, therefore, was suggested as a predictor of writing 

performance. 

     Todaka (2013) attempted to find out whether instruction focusing on self-

efficacy sources as well as meta-cognitive strategies influence learners’ 

English listening skills. The possible correlation between high self-efficacy 

and autonomous learning was also investigated. The findings showed a 

significant relationship between students’ self-efficacy beliefs in their English 

listening skills and their actual listening skills.

     Akram and Gazanfar (2014) studied the relationship between self-efficacy 

and academic performance in terms of course grades of university students. 

For this purpose, an indigenous scale based on the theoretical model of 

Bandura’s four sources of self-efficacy (Mastery experiences, Vicarious 

experiences, Verbal/social persuasion and Physiological and emotional states) 

was distributed among 193 students. The results showed a positive significant 

relationship between self-efficacy and students’ academic performance. 

     In a study by Doordineghad and Afshar (2014), the relationship between 

self-efficacy and English achievement among third grade high school students 

in Northern Tehran was investigated. The results suggested that the 



participants with higher foreign language self-efficacy were highly likely to 

have better academic performance. 

     Hamid Hassan et al., (2015) conducted a study with 100 students to 

investigate the influence of self-efficacy on academic achievement. The 

results confirmed the influence of self-efficacy as a predictor of academic 

achievement. 

2.6.1.1. Self-efficacy sources 

Regarding studies in the area of self-efficacy, many studies have assessed the 

effects of self-efficacy on students’ performance or academic successes. 

However, there are few studies exploring the possible relationship between 

self-efficacy sources as well as examining their prediction power on students’ 

achievements, especially in EFL context. 

     One of the few studies concerning self-efficacy sources is the one by 

Usher and Pajares (2009), who conducted a study with 1111 students to 

examine self-efficacy sources in mathematics. The results indicated that all 

three sources of mastery, vicarious and social persuasions were significantly 

correlated, showing the strongest correlation of .73 between mastery 

experience and social persuasions.  However, affective state had negative and 

significant correlations with other three sources. 

     Bandura (1997a) argued that mastery experiences are the most powerful 

sources of self-efficacy. The same findings have been found by other 

researchers (e.g., 



     Templin (2011) conducted a study to investigate the impact of four self-

efficacy sources on ESL self-efficacy beliefs of the participants as well as the 

relationship between ESL self-efficacy beliefs and ESL proficiency. In this 

study, 130 ESL university students participated. It was concluded that self-

efficacy sources predicted both ESL self-efficacy beliefs and ESL 

proficiency. However, ESL self-efficacy beliefs did not predict ESL 

proficiency, nor were they found as mediators between self-efficacy sources 

and ESL proficiency. 

     Arslan (2013) attempted to study the possible relationship between 

individuals’ opinions about the sources of self-efficacy beliefs and their 

gender, academic achievement, the grade level, socio-economic status, and 

learning style. The results of this study, in which 984 secondary school 

students participated, showed a significant correlation between the 

participants’ beliefs about self-efficacy sources and academic achievement. 

     Loo and Choy (2013) studied the possible correlation between four self-

efficacy sources and academic performance. In this study, 178 third-year 

engineering students participated. The findings revealed a correlation between 

self-efficacy sources and both students’ scores on mathematics achievement 

and cumulative GPA of electronics-related engineering diplomas. Moreover, 

the results showed enactive mastery experience as the main predictor of 

individuals’ academic achievement in mathematics. 

2.6.2. Self-concept 

There have been many studies on self-concept in different fields and from 

different aspects. Several studies have examined the relationship between 



self-concept and academic achievement or learners’ course performance. 

Most of these studies support the belief that self-concept can be an effective 

facilitator of academic achievement, and that a positive or negative change in 

self-concept results in a commensurate change in academic achievement or 

2010).  

     Purkey (1970) found a persistent and significant correlation between self-

concept and academic achievement. Similar results were reported by Ahmed 

(1986), Gordon (1997), Haque and Sarwat (1998), Sabir (1999) and Shafique 

(2002), who concluded that academic self-concept and academic achievement 

were strongly correlated. 

     Some of these studies have shown that there is a reciprocal relationship 

between academic self-concept and academic achievement as strong 

s, 1997). A number of 

researchers have reported self-concept as a mediator and predictor of 

Pinxten, De Fraine, Van Damme, D’Haenens, 2010). The positive correlation 

of self-concept with academic achievement was also confirmed by Kobal and 

Musek (2001), Trautwein et al. (2006) and Tracy (2007). 

     In a meta-analysis of 128 studies, Hanford and Hattie (1982) found the 

overall correlation between general self-concept and achievement to range 

from -0.77 to 0.96 with a mean correlation co-efficient of 0.21. 

     Several studies have reported a positive relationship between self-concept 

and achievement. This positive correlation was reported by Multon, Brown, 

and Lent (1991) between perceived ability and achievement. Wheat, Turnelli, 



and Monday (1991) found that students’ self-concept in Mathematics 

significantly relates to high grades in a college algebra course. Similar 

findings were also reported by Pullmann and Allik (2008), who emphasized 

that academic achievement is greatly facilitated by high self-concept. 

     Kamba (2009) conducted a study with 500 students, randomly selected 

from primary schools in Kebbi State of Nigeria. A correlation co-efficient of 

0.695 was found, indicating a positive moderately significant relationship 

between self-concept and academic course performance. 

     In a study conducted with 126 EFL college students, Liu (2009a) assessed 

how domain-specific self-concept is changed over time. The participants were 

homogenized and placed into three different proficiency levels of English. 

The students’ academic confidence and academic effort were measured using 

the academic self-concept scale composed of two subscales. The results 

showed significant change in academic confidence and overall academic self-

concept over time. Moreover, students who were placed in the lower levels 

showed larger improvement in their academic confidence and overall English 

self-concept during the study, while those of high-ability students did not 

change over time. 

     In another study with 1,722 students of Senior Secondary School II in 

selected schools in southwestern Nigeria, Yara (2010) found that students 

with high and positive self-concept perform satisfactorily in Mathematics. 

Dambudzo (2013) also indicated a positive and significant relationship 

between self-concept and academic achievement, stating that their 

relationship was reciprocal. 



     Moreover, there are many studies on gender differences and academic self-

concept, which have reported different beliefs of males and females in their 

academic capabilities. Several studies throughout the literature have 

investigated the relationship between gender, self-concept and academic 

-Smaragali & Johnsson, 
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Eccles, 1994). 

     Zareh’s (1994) study, which aimed to investigate the relationship between 

motivation, self-concept and students’ gender, showed a significant 

relationship between self-concept and gender. Later, Liu (2008) conducted a 

study in the Taiwanese EFL context and reported a correlation of .41 between 

learners’ English self-concept and their language proficiency. Moreover, the 

correlation was found to be .46 and .30 for females and males, respectively. 

     Ayodele (2011) conducted a study in which the relationship between self-

concept and performance in Mathematics was investigated. The results of the 

study, which was carried out with 320 secondary students (male = 160, 

female = 160) from 16 different schools (urban = 8, rural = 8) in Ekiti State, 

showed a moderate correlation between participants’ self-concept and their 

performance in Mathematics. 

     Considering the results of each variable of self-efficacy and self-concept in 

previous research works, some researchers have investigated the effects of 

both variables in the same learning contexts to see their impacts on learners’ 

variables. For instance, both academic self-efficacy and academic self-

concept were suggested to be linked to a number of desired student outcomes 

such as persistenc



dner & Schleyer, 

1996). Furthermore, Bong and Skaalvik (2003) concluded that students' 

motivation, emotion and achievement seem to be affected by both academic 

self-concept and academic self-efficacy. 

     Chapman and Tunmer (2003) asserted that learners’ prior experiences in 

learning to read influence their reading self-concept and reading self-efficacy. 

They also stated that appropriate skills training and effective strategies should 

be employed in order to overcome both skill deficiencies in reading and the 

negative achievement-related self-beliefs caused by reading difficulties. 

     Despite all the considerable support for the impact of self-concept on 

academic achievement, the findings of some other studies seem to differ from 

those mentioned above. Hossaini (2002), for example, came up with a highly 

controversial result in which there were no significant relationships among 

gender, self-concept, and academic achievement. The similar results were 

reported by SarAbadaniTafreshi (2006). 

     Likewise, Yahaya et al., (2009) conducted a study with 270 students from 

six secondary schools to determine the relationship between self-concept and 

personality of students with academic achievement. The results of the 

research showed no significant relationship between the dimensions of self-

concept and personality with students’ academic achievement. 



     In another study by Tamanaifar, Sedighi and Salami (2011), which was 

carried out with 400 university students, students’ self-concept did not show 

any significant correlation with their academic achievement. 

2.6.2.1. Self-concept sources 

Although many studies have been carried out to investigate the possible 

relationship between self-concept and achievement, few research works have 

dealt with the interrelationship between self-concept sources and students’ 

performance or academic success, especially in the field of EFL learning. 

     One of the few studies which attempted to investigate the dimensions of 

self-attribution, self-concept and academic achievement was by Marsh 

(1984), who found that academic self-concept and academic achievement are 

relatively higher for those who attribute their academic success to their ability 

and do not attribute failures to their lack of ability. 

     In another large scale study with 4,500 college students, Pascarella, 

Terenzini and Wolfe (1986) concluded that pre-college academic self-concept 

and collegiate academic achievement are positively correlated and this 

correlation is unique and direct, even taking other factors like high school 

achievement and degree aspiration into consideration. 

     Byrne (1990) studied the possible impact of self-concept on high school 

students’ performance in Canada. The results showed a positive correlation 

between students’ academic self-concept and their school achievements. It 

was also claimed that low- and high-ability students are better differentiated 

through their academic self-concept than their academic achievements. House 



(1993) also found that academically under-prepared students who had higher 

academic self-concept obtained relatively higher grades in college course. 

     The positive correlation between emotional self-concept and academic 

achievement has also been reported through several studies (e.g., Fontana, 

     Yet again, gender was considered as a variable in a study by Kling et al., 

(1999), who reported that male participants, compared to females, showed 

higher academic self-concept and higher academic achievement. The findings 

of Wigfield et al., (2001) and Ireson et al., (2001) also confirmed the same 

results, that academic self-concept in males and females differ significantly 

due to different beliefs they hold in their academic competencies. 

     In another study, social self-concept was found to have a positive 

correlation with academic achievement (McGrath & Repetti, 2000). 

     Ferla et al., (2009) conducted a study in which academic self-efficacy and 

academic self-concept were investigated in the same domain to find out how 

they represent two distinct psychological constructs from conceptual and 

empirical perspectives. Moreover, the possible existing correlations between 

the two constructs as well as their preceding, mediating, analyzing, and 

predictive qualities, regarding some background and outcome variables, were 

studied. The study, carried out among math students, showed that despite 

studying these two psychological factors in the same domain, they portrayed 

different constructs conceptually and empirically. Moreover, the strong 

influence of individuals’ academic self-concept on their academic self-

efficacy was confirmed. In this study, the students’ affective-motivational 

variables were found to be better predicted (and mediated) by academic self-



concept, while their academic achievements were better predicted (and 

mediated) by academic self-efficacy. 

     In a study by Liu (2010), which was conducted with first-year university 

students receiving English instruction at the University of Taiwan, the 

correlation between academic self-concept and students’ English grades was 

reported to be not only positive but also a strong one. 

     Zahra et al., (2010) also conducted a study to investigate the relationship 

between students’ self-concept and their academic achievements. In this 

study, which was carried out with 1500 students, the target population was 

female students. To check the correlation between academic achievement 

scores of the students with the responses obtained on sources of self-concept 

(academic, physical and social), Kendall’s-Tau-b was used. The results of the 

study indicated no relationship between the participants’ academic 

achievements and their physical or social self-concept. Moreover, it showed a 

weak but significant correlation between the students’ academic self-concept 

and their academic achievements. 

     In a study by Meshkat and Hosseini (2015), which was carried out with 

320 students studying in the 4th grade of high school in Iran, it was reported 

that there was a close relationship between learners’ academic self-concept 

and their English academic achievement. 

     In another study, Veas et al., (2016) conducted a study to examine the 

predictive power of self-concept and some other cognitive, motivational, and 

contextual variables on students’ academic achievement. The results indicated 

significant predictive effects of all the variables on learners’ academic 

achievement. 



     At the same time, some other research works have reported different 

findings. For example, in a study by Bachman, O’Malley and Johnson (1986), 

no significant relationship between high school students’ academic self-

concept and their course performance was found.  

     Contrary to the findings of some studies, Trusty et al., (1996) came to the 

conclusion that there is a negative relationship between social self-concept 

and academic achievement. 

There have also been several studies which have shown mixed results for 

different dimensions. 

     In a study by Anissa (2011), the relationships between self-concept and 

academic achievement, as well as the degree of correlation and prediction 

between them were investigated. The study was carried out with 100 students 

of second and third levels of secondary school (49 girls and 51 boys) with the 

age range of 16 to 20. The results of the study showed a weak correlation of 

.116 between both emotional and social self-concept and the students’ English 

grades. Moreover, neither correlation was significant. However, there was a 

positive significant correlation of .6 between the participants’ English grades 

and their academic self-concept. 

     Another study which explicitly focused on self-concept in the field of 

foreign language learning is the one by Arnaiz and Guillen (2012). The study 

was conducted with 216 university-level EFL learners in Spain to examine 

individual differences in self-concept. Self-concept levels of the participants 

in academic, social and emotional dimensions were determined, and the 

relationship between self-concept, on the one hand, and gender, age, mark and 

language level on the other hand, were checked. The results, however, did not 



show any significant relationships between the students’ self-concept and 

their academic performance, which contradict the previous research works 

indicating that high self-concept was linked to a better academic achievement 

(e.g., Liu, 2009a

     In a study by Dambudzo (2014), the relationship between emotional and 

social self-concept with academic achievement was investigated. The study 

was conducted with a sample of 1281 secondary school learners in 

Zimbabwe. The following results were reported: 

     First, a weak but significant correlation of .111 and .304 were found 

between social self-concept and academic achievement among urban and 

rural students, respectively. However, there was no relationship between the 

students’ emotional self-concept and their academic achievement. Second, in 

the same study, conducted in four different schools, the participants’ social 

self-concept showed the correlations of .248, .114, .282 and .180 with their 

academic achievement, whereas the results for the participants’ emotional 

self-concept and their academic achievement were .124, .050, .072 and .143 

in the same schools. This clearly indicates that social self-concept, compared 

to emotional self-concept, has more effect on learners’ achievement. 

Moreover, emotional self-concept did not show any significant correlations 

with academic achievement. Finally, the correlation of .3-.4 was reported 

between social and emotional self-concept. 

2.6.3. Attitude 

Many studies have explored students’ attitudes in connection with their 

English language learning.  



     Long and Russell (1999) conducted a study to investigate first-year 

students’ attitudes developed from their experiences while studying English in 

secondary school. The study was to uncover what content and teaching 

practices to emphasize or avoid. The authors reported that students who 

studied English grammar for some years attempted to improve their English 

conversation skills in order to have more confidence and better speaking 

skills. 

     In another research work, Friedrich (2003) studied MBA learners’ attitudes 

toward English in Argentina. It was reported that most of the students showed 

interest in the relationship between English and employment possibilities. 

Moreover, the participants regarded American English as a more useful 

language than other varieties. 

     In a study by Dewaele (2005), students’ attitudes towards both English and 

French as foreign languages were investigated. This study, which was carried 

out with 100 Flemish high-school students, revealed that the students showed 

much more positive attitudes toward English language than French. It was 

concluded that learners’ attitudes towards foreign languages are affected by 

social factors as well as the language-exposure they receive, which is linked 

with learners’ personality dimensions. 

     In the area of language attitudes toward English, Heaney (2005) conducted 

a study among Indonesian students in Malang. The results indicated that the 

participants not only had positive attitudes toward English but also considered 

English as a prestigious language to learn and speak. 

     Karahan (2007) conducted a study with 190 students of a private primary 

school in Turkey to examine the relationship between learners’ attitudes 



towards the English language and its use in Turkish context. The results 

showed the participants’ moderately positive attitudes towards the English 

language with relatively higher rate recorded for female students. Despite 

recognizing the importance of the English language, the students did not show 

high level orientations towards learning the language. 

     Kim (2007) attempted to examine adults’ attitudes toward native and non-

native English varieties from EIL (English as an international language) 

perspective. This study, which was carried out with 43 Korean adult 

participants, reflected three findings. First, the participants showed positive 

attitudes toward American English as a guidance model and regarded English 

generally without discriminating its native and non-native variables. Second, 

as they considered English as an international language, they communicated 

in English with both native and non-native English speakers. Finally, they did 

not have enough knowledge of English varieties. 

     Siregar (2009) studied students’ attitude towards the English language as 

well as language education policy with 60 SL English Literature university 

students in Indonesia. The results showed positive attitudes of Indonesian 

students towards both English and language education policy. Moreover, the 

students’ attitudes towards English as a language and a medium of instruction 

were more positive than other local languages. 

     In a research work by Liu and Zhao (2011), students’ attitudes towards 

English and Chinese regarding their motivation to language learning and 

awareness of their ethnic identity were studied. The study was conducted with 

302 university students. The results indicated the participants’ positive 

attitudes towards English as well as the correlation between attitudes with 



motivation to learn the language. Moreover, the participants with positive 

attitudes, despite having a sound sense of Chinese identity and considering 

their native language to be superior to English, valued their association with 

English-speaking culture and people. 

Several researchers have also made an attempt at studying attitudes in relation 

to other variables. 

     In a study by Hammann (2005), the possible relationship between 

students’ beliefs and their self-regulatory behaviors, writing, epistemology on 

the one hand, and students’ beliefs in relation to their writing and learning 

attitudes on the other hand were investigated. The results showed a positive 

relationship between the participants’ epistemology beliefs and their writing 

attitudes. Furthermore, the learners who strongly believed in 'Fixed Ability' 

and 'Quick Learning' made slower academic progress in learning writing. 

     Ba  (2012) assessed reading attitudes of high school students based on 

some variables. The study was carried out with 426 ninth and twelfth grade 

students. The results indicated moderate level of reading attitudes for the high 

school students. It was also concluded that some variables like gender, grade 

level, school type, parents’ educational level and the financial income of the 

family can significantly affect students’ reading attitudes. 

     Zarei and Elekaei (2012) attempted to find out the possible relationship 

between students’ autonomy, attitude and their motivation. The findings of 

the study, conducted with 108 intermediate level Iranian EFL learners, 

revealed a statistically insignificant relationship between the students’ attitude 

and their autonomy. Although the relationship between the students’ 



motivation and their autonomy was significant, a low positive relationship 

between them was reported. 

     Furthermore, there have been some research works which have studied the 

possible effects of attitudes towards learning on academic success. 

     Mosgoret and Gardner (2003) did a meta-analysis to investigate the 

possible relationship between second language achievement and five 

attitude/motivation variables from Gardner’s socio-educational model: 

integrativeness, attitudes toward the learning situation, motivation, integrative 

orientation, and instrumental orientation. The study was conducted with 75 

independent samples involving 10,489 individuals. It was found that the 

participants’ achievement had a stronger relationship with their motivation 

than other variables. 

     Karagiannopoulou and Christtodoulides (2005) confirmed that learners’ 

attitudes, compared to university entrance examinations, were more reliable 

and better predictors of academic success. 

     Rula (2006) found that learning can be affected by positive attitudes 

learners have towards a subject. Moreover, the teachers who participated in 

the study stated that anxiety and attitudes seemed to have as much 

significance as technical approaches in learning a foreign language. In another 

study, Merisuo-Storm (2007) concluded that students’ attitudes and their 

motivation are two factors which play significant roles in learning a foreign 

language. 

     In a study by Prokop, Leskova, Kubiatko and Dirans (2007), it was 

reported that attitudes and information levels were positively correlated, and 



that correlation was significant. Statistics also showed that the students’ 

chances of success were increased by their positive attitudes. 

     Swalander and Taube’s (2007) study indicated a moderate correlation 

between the learners’ reading attitudes and their reading ability. The 

participants’ reading attitude was found to be correlated with verbal self-

concept and general self-efficacy. 

     Pierce, Stacey and Barkatsas’s (2007) findings revealed that the learners’ 

positive attitudes towards mathematics helped them with more effective 

learning. 

     Liu (2007) studied students’ attitudes and motivation to learn English and 

the relationships between these two variables and English proficiency. The 

participants, who were third-year undergraduate students in China, showed 

positive attitudes and a high level of motivation towards learning English. 

The results indicated that the students with positive attitudes towards learning 

English scored higher in the proficiency test. However, Liu suggested that the 

participants’ better results in English proficiency test might be affected by 

their higher instrumental and travel orientations. 

     In a study by Samsiah et al., (2009), the relationships between Universiti 

Teknologi Mara (UiTM) students’ motivation, attitude and their English 

Language performance were investigated. The findings showed attitudes to be 

directly correlated with language performance, while the relationship between 

both extrinsic and intrinsic motivations and language performance was week. 

     In Salami’s (2010) study, the role of students’ emotional intelligence, self-

efficacy, psychological well-being in academic behaviors, and their attitudes 

were investigated. The results showed that highly efficacious students with 



emotional intelligence were more active in academic participations. It was 

also indicated that the students’ positive attitudes resulted in better academic 

achievements. 

     In a study by Perkins et al., (2005), the relationship between students’ 

attitudes, beliefs, conceptual learning and retention and their performance in 

physics was examined. The study was conducted with 750 students indicating 

that the participants with positive attitudes towards the lesson achieved their 

learning goals more quickly and effectively than others. 

  



Chapter Three: Method 

3.1. Introduction  

This chapter includes the presentation of the research design and participants, 

as well as the explanation of the instruments and the measures used to obtain 

the required data. The methodology of the research, i.e. the process and 

procedures used, is explained in detail. The study examined how students’ 

English course performance is related to their self-efficacy, self-concept, and 

attitude in general and by their sources, i.e. self-efficacy (enactive mastery 

experiences, vicarious experiences, social persuasions, and 

psychological/affective states) and self-concept (emotional, academic, and 

social), in particular.  

     The first section of this chapter describes the sample of the study. The 

second section refers to the instruments used to measure participants’ self-

efficacy, self-concept, attitude and course performance. The third section 

details the research design and procedure followed throughout the study. The 

fourth section provides a description of data collection and analysis 

procedures. 



3.2. Participants 

In the present study, a sample of 235 Iranian senior high school students in 

Marand from different schools (both state and private) was selected. After the 

administration of The Nelson (350A) Test of English Language Proficiency 

and taking the results into account, the number of participants was reduced 

from 235 to 219. All the participants were female students and their age 

ranged from 17 to 18. Three of the participants were excluded from the study 

because they did not complete the questionnaires. 

3.3. Instruments 

To answer the research questions, the fallowing instruments were made use 

of: 

First, Nelson English Proficiency Test (Appendix A)

Second, EFL Self-Efficacy Questionnaire (Appendix B) 

Third, EFL Self-Concept Questionnaire (Appendix C) 

Finally, EFL Attitude Questionnaire (Appendix D) 

These tests and their validation procedure are explained below: 

3.3.1. Nelson English proficiency test 

Nelson English proficiency test (350A) (Fowler & Coe, 1976) is a standard 

way of measurement for homogenizing intermediate level students. It was 

chosen regarding the title of the present study and considering the educational 

system in Iran in which skills like listening and speaking do not receive much 

attention, nor are they thoroughly taught and practiced in English classes. 

This test consists of 50 multiple-choice items in reading, grammar, 



vocabulary, and pronunciation sections. The 1976 version of Nelson English 

Language Test includes 25 cloze-test reading items, 8 grammar items, 12 

vocabulary items, and 5 pronunciation items in which learners are expected to 

answer based on their own knowledge. The Nelson proficiency test was 

administered to the participants to ensure their homogeneity regarding their 

proficiency level.

     The validity and reliability of Nelson Test have been assessed and 

confirmed by many researchers, and it has proved to be a highly valid and 

reliable test of English proficiency (e.g., Anderson & 

& 

1990). The reliability and validity of this Test have also been confirmed in 

Iranian context through many researches in recent years (e.g., HadiMahmoodi 

&  Shahivand & Pazhakh, 2012; Yaghoubi & Ahmadi, 

2014). 

3.3.2. Self-Efficacy Questionnaire 

The EFL Self-Efficacy Sources Questionnaire was adapted from Usher and 

Pajares (2006). Their description of this instrument has been restated by 

Templin (2011) as follows:

     Scale, in this questionnaire, consisted of 24 items assessing participants’ 

evaluations of the four sources theorized to inform self-efficacy beliefs. Six 

items addressed mastery experience (e.g., I get good grades in English), 6 

addressed vicarious experiences with 3 of the items specialized for adults and 

the other 3 for peers (e.g., People I admire are good at English), 5 addressed 

social persuasions (e.g., My teachers believe I can do well at English), and 7 



addressed psychological/ affective factors (e.g., I get really nervous when 

using English). 

     The reliability and validity of the questionnaire as an established 

instrument have been assumed as it has been used explicitly both in Iranian 

and non-Iranian contexts to measure learners’ self-efficacy. Some of the 

previous studies by Anderson and 

tsui et al., 1990, showed 

Cranbach’s alpha to be .80 to .86 for enactive mastery experience, .56 to .87 

for vicarious experience, .72 to .91 for social persuasion, and .76 to .91 for 

psychological/affective states. However, in order to ensure the reported 

results in the context of this study, Cronbach’s alpha was checked, which 

turned out to be .57 for enactive mastery experience, .58 for vicarious 

experience, .94 for social persuasion, and .87 for psychological/affective 

states. Moreover, Crobbach’s alpha for the whole questionnaire turned out to 

be .89. 

              Table 3.2. 
              Self-Efficacy Sources Item Guide 

Mastery Experience 1, 6, 10, 12, 15, 17 

Vicarious Experience 4, 16, 19 

Social Persuasions 5, 8, 14, 18, 20 

Psychological & Emotional States 2, 3, 7, 9, 11, 13, 21 

Table 3.2. contains a description of the sources of self-efficacy and the 

number of items on each source. 

     The scale in this questionnaire has been modified to a 0-100 response 

format on the recommendation of Bandura (2006) as this format is more 



sensitive and reliable than scales with smaller ranges: four-interval, six-

interval, etc. 

3.3.3. Self-Concept Questionnaire 

The Self-concept questionnaire was used to assess the participants’ self-

concept (emotional, academic, and social). The questionnaire, which includes 

22 items, can be classified into three subscales: 

1. Emotional self-concept subscale 

2. Academic self-concept subscale 

3. Social self-concept subscale 

     The first seven questions evaluate the learners’ emotional self-concept to 

show how students judge themselves in terms of qualities, attitudes and self-

satisfaction. Except questions number 3 and 7, which call for dichotomous 

response (yes/no) format, the others are ordinals. 

     Questions number 8 to 15, are to assess learners’ both academic self-

concept in general and their foreign language self-concept, in particular. 

Questions number 10, 11, and 13 require a yes/no answer while the others are 

ordinals. 

     Finally, the last 7 questions, which are all yes/no questions, are to assess 

learners’ self-concept regarding the way they conceive of themselves in social 

contexts or in relation to others. 

     To re-estimate the reliability of the questionnaire in the context of this 

study, Cronbach’s alpha was checked, which turned out to be .39, .77, and .54 

for emotional, academic, and social self-concept, respectively. Moreover, 

Crobbach’s alpha for the whole questionnaire turned out to be .74. 



                           
Table 3.4. 

                           Self-Concept Sources Item Guide 

Table 3.4. contains a description of the sources of self-concept and the 

number of items on each source. 

3.3.4. Attitude Questionnaire 

In this study, an EFL attitude questionnaire, adapted originally from Lo 

Castro (2000), was employed. The EFL attitude questionnaire contains 30 

items on a five point Likert type scale from ‘strongly agree’ to ‘strongly 

disagree’. The data obtained through the questionnaire was converted to 

numerical values. In this regard, the numerical values of 5, 4, 3, 2, and 1 were 

assigned to strongly agree, agree undecided, disagree, and strongly disagree, 

respectively. Also, the scale was modified in terms of content of questions to 

fit them into Iranian context. The reliability and validity of the questionnaire 

as an established instrument have been assumed as it has been used explicitly 

both in Iranian and non-Iranian contexts to measure learners’ attitudes. 

However, in order to re-estimate the reliability of the questionnaire in the 

context of this study, Cronbach’s alpha was checked, which turned out to be 

.78. 

Emotional 1, 2, 3, 4, 5, 6, 7 

Academic 8, 9, 10, 11, 12, 13, 14, 15 

Social 16, 17, 18, 19, 20, 21, 22 



3.3.5. Course performance scores 

In order to measure the students’ academic achievements, their English 

grades, which were collected through the end of year school exam, were 

requested and obtained from the school principal. The exam and its contents 

were the same for all the participants set on the academic year 2015/2016. 

The minimum pass average grade was 10 out of 20. Therefore, all the grades 

collected were out of 20. 

3.4. Procedure 

The fallowing procedure was followed in order to achieve the purpose of the 

present study. The present study and all its variables were found in the 

educational setting and conducted among senior high school students. 

     First, in order to reduce anxiety and to help the participants to relax, all the 

participants were informed about the purpose of the study. Then, the Nelson 

English proficiency test was administered to ensure that there were no 

significant differences among the participants in terms of their proficiency 

level. The participants had 45 minute to complete the test. 

     To homogenize the participants, their scores on the Nelson English 

proficiency test were summarized, and the mean and standard deviation were 

computed. The scores of those who had scored more than one standard 

deviation away from (above or below) the mean were excluded from all 

subsequent analyses. 

     The students’ self-efficacy and self-concept were assessed through two 

multidimensional questionnaires followed by the third one assessing their 



attitude. The participants had 45 minutes to complete these three 

questionnaires (15 minutes each). 

     While administering the questionnaire to the participants, it was clarified 

that the questionnaire is a set of statements aimed at finding out how students 

feel about themselves in general and in relation to school in particular. The 

participants were also requested to provide the answers that best reflect their 

feelings and beliefs since there is no wrong, right or preferable answer. Each 

statement was read aloud and explained in detail in English; if the students 

still had difficulties, they were asked to raise their hands and ask their 

questions and they would be helped by giving a word or a group of words 

which made it easier for them to comprehend the statements. Otherwise and 

upon the request of the participants, the word-for-word translation of the 

difficult questionnaire items was orally presented in Persian to avoid any 

misunderstanding or ambiguity. 

     The EFL Self-Efficacy Questionnaire was scored on a scale of 100 

(definitely true) to 0 (definitely false). Moreover, questions 2, 3, 7, 9, 11, 13, 

and 21 are reverse-worded in the psychological and emotional states section 

(Usher & Pajares, 2006). Therefore, in the procedure of computing the self-

efficacy questionnaire, the researcher took care to reverse the scores of these 

7 questions by subtracting the participants’ responses from 100. For instance, 

a score of 30 becomes 70 (100-30=70), 80 becomes 20 (100-80=20), and 50 

remains the same (100-50=50). 

     In the self-concept questionnaire, the index used to assess learners’ self-

concept was from 0 to 2. In this regard, 0 was given to answers which showed 

low self- elf-



was awarded to the answers of high self-concept. However, this index was 

scored on a modified scale of 0 to 100 in data processing. 

    The Attitude questionnaire, on the other hand, was scored on a scale of 5 

(strongly agree) to 1 (strongly disagree) with some reversed worded questions 

of: 3, 5, 6, 8, 9, 16, 28, 29 and 30. Therefore, care was taken to reverse the 

score on these items, i.e. 5 and 4 were reversed to 1 and 2 respectively, and 

vice versa, while the items with the response of 3 remained the same. 

     Course performance, on the other hand, was obtained by collecting the 

participants’ English course grades in their final written exam administered 

during the academic year of 2015-2016. 

3.5. Data analysis 

To analyze the gathered data and to test the research hypotheses, SPSS 

software (version 21) was used for the statistical analysis. Multiple regression 

analysis procedure was run to investigate the predictive power of three 

psychological traits of self-efficacy, self-concept and attitude (as independent 

variables) on the students’ course performance (as the dependent variable). 





Chapter Four: Results and discussion 

4.1. Restatement of the problem 

This study investigates three factors of Self-efficacy, Self-concept, and 

Attitude as predictors of learners’ course performance. 

     This chapter presents statistical analysis of the data collected in the study 

and their results for the six research questions. The results are presented and 

shown in tables for clear illustration of the mentioned points. The findings of 

the present study will also be discussed in relation to the results of similar 

studies. 

4.2. Results 

 4.2.1. Investigation of the first research question 

The first question sought to investigate which sources of self-efficacy can be 

predictors of learners’ course performance. To this end, a stepwise multiple 

regression was used, the results of which are presented in Table 4.1. It can be 

seen that of the four sources of self-efficacy, only enactive mastery 

experiences account for a statistically significant correlation with course 

performance (p < .05). The result also indicates that the other three sources, 

i.e. vicarious experiences, social persuasion and affective states, did not 

contribute to the regression model. (Stepwise criteria: probability of F  .05).



Table 4.1. 
Variables Entered/Removeda of Self-efficacy Sources 
Mode
l 

Variables   
Entered 

Variables 
Removed 

Method 

1    Mastery Stepwise (Criteria: Probability-of-F-to-enter <= 
.050, Probability-of-F-to-remove >= .100). 

a. Dependent Variable: Course Performance 

Table 4.2. 
Model Summaryb on Self-efficacy Sources 

Model      R    R 

Square 

Adjusted R 

Square 

Std. Error 

of the 

Estimate 

Change Statistics 

R Square 

Change 

     F 

Change 

  df1 df2 Sig. 

Change

1     

.373a 

 .139       .135  3.11513   .139  35.025    1  217   .000 

a. Predictors: (Constant), Mastery 

b. Dependent Variable: Course Performance 

     Based on model summary (Table 4.2), it can be seen that enactive mastery 

experiences and course performance share over 13% of the variance. In other 

words, enactive mastery experiences explain around 13% of the total variance 

in course performance. 

          Table 4.3. 
            ANOVAa Results on Self-efficacy Sources 

Model Sum of   
Squares 

    df    Mean          
Square 

    F  Sig. 

1 Regressio
n 

339.881     1 339.881  35.025 .000b

Residual 2105.779      217 9.704 
Total 2445.660     218 

a. Dependent Variable: Course Performance 
b. Predictors: (Constant), Mastery 

     The ANOVA procedure was used to test the first null hypothesis that the 

predictive power of the models is not significant. The results of the ANOVA 



(Table 4.3) indicate that the F-value is statistically significant (F (1, 217) = 

35.02, p < .05). The results show that the predictive power of the model is 

significant. 

     To find out how strong the relationship between self-efficacy sources and 

course performance is, the standardized coefficients and the significance of 

the observed t-value for each predictor were checked. Table 4.4 shows the 

results. The model shows that for every one standard deviation change in 

one's enactive mastery experiences, there will be about .37 of a standard 

deviation change in one's course performance. Moreover, the standardized 

coefficient is statistically significant. 

     These results indicate that enactive mastery experience is a positive 

predictor of course performance. Therefore, the first null hypothesis is 

rejected. 

           Table 4.4. 
           Coefficientsa on Self-efficacy Sources 

  Model  Unstandardized 
Coefficients 

Standardized 
Coefficients 

T  Sig. 

B Std. Error Beta 
    1 (Constant)  10.360      .671 15.438 .000 

  Mastery  .075      .013 .373  5.918 .000 
a. Dependent Variable: Course Performance 

     Based on the results, of four self-efficacy sources, three of them were 

excluded from the equation for having the significance of more than .005. 

However, affective states can be argued to show a better correlation with 

course performance than vicarious experiences and social persuasion. 



4.2.2. Investigation of the second research question 

The second research question of the present study attempted to see which 

sources of self-concept can be predictors of learners’ course performance. To 

this end, a standard multiple regression and a stepwise regression analyses 

were run on the data with course performance as a dependent variable and 

three sources of self-concept as independent variables. 

     However, no significant relationships between self-concept sources, i.e. 

academic, social and emotional, and course performance were observed. In 

other words, they did not predict the participants’ course performance. 

Therefore, the second null hypothesis was supported. 

4.2.3. Investigation of the third research question

The third research question aimed to find out whether or not there is a 

significant relationship between learners’ attitude and their course 

performance. To answer this question, a correlation procedure was run, the 

results of which are presented in Table 4.5.

                Table 4.5. 
                Correlations on Self-efficacy Sources 

Attitude     Course            
Performance 

  Attitude Pearson Correlation      1       .298**

Sig. (2-tailed)       .000 
N     219        219 

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

     Table 4.5 shows that attitude has a positive correlation of about 29% with 

course performance. In other words, the higher the attitude is, the better the 



course performance will be 29% of the time. The results also indicate that this 

amount of relationship is statistically significant. 

4.2.4. Investigation of the fourth research question 

The fourth research question attempted to investigate the possible differences 

among learners’ self-efficacy, self-concept and attitude as predictors of their 

course performance. To answer this question, another multiple regression 

procedure was used. To do so, initially a stepwise multiple regression was run 

(Table 4.6), which showed that self-efficacy and attitude entered into the 

regression equation (stepwise criteria: probability of F  0.050). It can also be 

seen that between the entered variables, self-efficacy, compared to attitude, 

was a better predictor of course performance. Moreover, self-concept was 

excluded from the equation, which shows that it did not have any significant 

correlation with the participants’ course performance. 

                      Table 4.6. 
                      Variables Entered/Removeda of Self-efficacy, Self-concept, Attitude 

Model Variables 
Entered 

Variables 
Removed 

Method 

   1     Total           
Self-efficacy 

    . Stepwise (Criteria: Probability-of-F-
to-enter <= .050, Probability-of-F-to-
remove >= .100). 

   2    Attitude     . Stepwise (Criteria: Probability-of-F-
to-enter <= .050, Probability-of-F-to-
remove >= .100). 

a. Dependent Variable: Course Performance 

      
Based on model summary (Table 4.7), it can be seen that self-efficacy and 

course performance share 11% of the variance while the combinations of self-



efficacy and attitude account for around 13% of the variance with course 

performance. In other words, attitude makes an additional contribution of 

about two percent to the predictive power of the previous variable in course 

performance. This much contribution is considered to be statistically 

significant and means that self-efficacy and attitude were found to be positive 

predictors of course performance. 

Table 4.7. 
Model Summaryc on Self-efficacy, Self-concept, Attitude 

Mod
el 

R     R 
Square 

Adjust
ed R 
Square 

Change Statistics 
R 
Square 
Change 

F  
Change 
  

df1 df2 Sig. F 
Change 

  1 .341a .116    .112   .116  28.512 1 217   .000 
  2 .38 

0b
.144    .136  .028 7.142  1 216   .008 

a. Predictors: (Constant), Total Self-efficacy 
b. Predictors: (Constant), Total Self-efficacy, Attitude 
c. Dependent Variable: Course Performance 

     The results of the ANOVA (Table 4.8) indicates that both F-values are 

statistically significant (F (1, 217) (2,216) = 18.23, p < .05). The 

results show that the predictive power of both models is significant. 

            Table 4.8. 
            ANOVAa Results on Self-efficacy, Self-concept, Attitude 

Model Sum of 
Squares 

Df Mean 
Square 

F Sig. 

 1 Regression 284.019 1 284.019 28.512 .000b

Residual 2161.641 217 9.961 
Total 2445.660 218 

 2 Regression 353.204 2 176.602 18.230 .000c

Residual 2092.456 216  9.687 
Total 2445.660 218 

a. Dependent Variable: Course Performance 
b. Predictors: (Constant), Total Self-efficacy 
c. Predictors: (Constant), Total Self-efficacy, Attitude 



     To see how strong the relationship between learners’ course performance 

and each of the predictors is, the standardized coefficients and the 

significance of the observed t-value for each predictor were checked. Table 

4.9 shows the results. 

           Table 4.9. 
            Coefficientsa on Self-efficacy, SELF-concept, Attitude 

Model Unstandardized 
Coefficients 

Standardized 
Coefficients 

T Sig. 

B Std. 
Error 

Beta 

1 (Constant) 10.625  .690 15.389 .000 
Total Self-
efficacy 

 .065  .012 .341 5.340 .000 

2 (Constant)  6.468  1.698 3.809 .000 
Total Self-
efficacy 

 .050  .013 .261 3.757 .000 

Attitude  .071  .026 .186 2.672 .008 
a. Dependent Variable: Course Performance 

     Based on Table 4.9, the first model shows that for every one standard 

deviation of change in one's self-efficacy, there will be about .34 of a standard 

deviation change in one's course performance. The second model shows that 

when self-efficacy and attitude are taken together, for every one standard 

deviation change in one's self-efficacy and attitude, there will be .26 and .18 

of a standard deviation change in one's course performance, respectively. 

Meanwhile, all the standardized coefficients are statistically significant. 

     It can be concluded that both self-efficacy and attitude are positive 

predictors of course performance. Therefore, the fourth null hypothesis is 

rejected. 



4.2.5. Investigation of the fifth research question

The fifth research question aimed to investigate the relationships between 

different sources of self-efficacy. To do so, a correlation procedure was run, 

the results of which are shown in Table 4.10. The output in Table 4.10 shows 

that all the four sources of self-efficacy are closely and significantly 

correlated. The strongest relationship was found between enactive mastery 

experiences and social persuasion with a coefficient of .84 meaning that the 

correlation coefficient is highly reliable. 

     The second strongest correlation was between social persuasion and 

affective states, with a correlation coefficient of .43. The Pearson correlation 

between the other self-efficacy sources also had moderate correlation 

coefficients ranging from .24 to .37, which indicate that all subsections of 

self-efficacy are in a significant relationship. 

      Table 4.10. 
       Correlations among Self-efficacy Sources 

                                                                   Vicarious           Social       
Affective     Mastery   

Vicarious Pearson Correlation 1   .366** .247** .370**

Sig. (2-tailed)    .000 .000 .000 
N     219 219 219 

Social Pearson Correlation         1 .439** .843**

Sig. (2-tailed) .000 .000 
N 219 219 

Affective Pearson Correlation 1 .313**

Sig. (2-tailed) .000 
N 219 

Mastery Pearson Correlation 1 
Sig. (2-tailed) 
N 219   219 219 219 

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



4.2.6. Investigation of the sixth research question

The sixth research question attempted to investigate the relationships among 

different sources of self-concept. To this end, a correlation procedure was run, 

the results of which are shown in Table 4.11. 

                 Table 4.11. 
                 Correlations among Self-concept Sources 

Academic  Social  Emotional 

Pearson Academic            1   .097       .285**

Correlation Social        1       -.011 
Emotional            1 

Sig. (2-
tailed) 

Academic 
Social 
Emotional 

  .153        .000 
       .875 
          1 

N                                                   219              219                  219 

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

     The output in Table 4.11 shows that from among the three sources of self-

concept, only academic self-concept and emotional self-concept are 

significantly correlated. In other words, academic and emotional self-concept 

have a positive correlation of about 28% with each other. On the other hand, 

Pearson’s correlation coefficients indicated that there are no significant 

relationships among the other subsections of self-concept. 

4.3. Discussion 

In this section, the findings in relation to the research questions are discussed. 

The present study attempted to investigate the predictive power of self-

efficacy and self-concept sources as well as attitude on EFL learners’ course 

performance. 



     Regarding the first research question, it was found that of the four sources 

of self-efficacy, only enactive mastery experience accounts for a statistically 

significant correlation with course performance. The results also indicated 

that enactive mastery experience is a positive predictor of course 

performance. This result is in line with that of Bandura (1997a) and other 

researchers 

Matsui, & Ohnishi, 1990), who provided empirical evidence to support the 

contention that mastery experience is the most influential source of self-

efficacy. Moreover, the finding of the present study accords with that of 

Usher and Pajares (2006), who investigated the relationship between the four 

sources of self-efficacy and female students' academic achievement. Their 

results revealed that of the four self-efficacy sources, mastery experience had 

the strongest correlation of .58 with learners’ academic achievement. Further 

support for this finding comes from Templin (2011), who concluded that of 

all self-efficacy sources, only mastery experiences are significant predictors 

of overall ESL proficiency (accounting for 8% of variance), while vicarious 

and social persuasion showed negative relationships with students’ course 

performance. Affective state, on the other hand, showed a weak correlation of 

.12 with academic achievement. This finding of the present study is also in 

line with Arslan’s (2013) study, which was conducted among 984 secondary 

school students, indicating a significant correlation between participants’ 

beliefs about self-efficacy sources and academic achievement. Furthermore, 

this finding seems to accord with that of Loo and Choy (2013), who revealed 

a correlation between self-efficacy sources and students’ academic 



achievements (GPA), stating enactive mastery experience as the main 

predictor of individuals’ academic achievements. 

     Another finding of the present study was that of the four self-efficacy 

sources, three of them were excluded from the regression equation. However, 

affective states can be argued to show a better correlation with course 

performance compared to vicarious experiences and social persuasion. This 

finding differs from the results of a study by Usher and Pajares (2006), in 

which vicarious experience and social persuasions showed significant 

correlations of .25 and .34 with learners’ academic achievement, respectively. 

     The second research question of the present study, attempting to see which 

sources of self-concept can be predictors of learners’ course performance, 

showed no significant relationships between self-concept sources, i.e. 

academic, social and emotional, and course performance. In other words, they 

did not predict the participants’ course performance. The relationship between 

academic self-concept and academic achievement has been reported in 

numerous studies. Nevertheless, previous research has rarely focused on the 

relationship between English self-concept and language-related ability. This 

finding of the present study is in line with the findings of Bachman, O’Malley 

and Johnson’s (1986) study, which showed no significant relationship 

between high school students’ academic self-concept and their course 

performance. Similarly, this finding corroborates the findings of Zahra et al., 

(2010), who conducted a study among 1500 students to investigate the 

relationship between sources of self-concept (academic, physical and social) 

and academic achievements. The results indicated no relationship between the 

participants’ academic achievements and their social self-concept. Moreover, 



it showed a weak but significant correlation between students’ academic self-

concept and their academic achievements. This finding accords with that of 

Trusty et al., (1996), who came to the conclusion that there is a negative 

relationship between social self-concept and academic achievement. The 

finding of the present study is also in accordance with Anissa’s (2011) 

findings, which showed a weak correlation of .116 between both emotional 

and social self-concept and students’ English grades. Moreover, neither 

correlation was significant. This finding corroborates the findings of Arnaiz 

and Guillen (2012), who investigated the correlation of three self-concept 

sources of academic, social and emotional with students’ academic 

achievement. The study was conducted among 216 English language learners 

from a Spanish university. However, no relationship was found between any 

of the self-concept sources and academic achievement. This finding of the 

present study also provides further confirmation for the finding of Dambudzo 

(2014), who conducted a study among 1281 students of secondary school in 

Zimbabwe, concluding that learners’ emotional self-concept was not 

correlated with their academic achievement. 

     However, this finding of the present study is different from those of Choi 

(2005), Liu (2008) and Muijs (1997), who reported a reciprocal relationship 

between academic self-concept and academic achievement as strong 

predictors of each other. The results also differ from those of Fontana (1997) 

and Strongman (1996), who concluded that emotional self-concept and 

academic achievement are positively correlated. This finding also contradicts 

Pascarella, Terenzini and Wolfe’s (1986) findings that pre-college academic 

self-concept and collegiate academic achievement are positively correlated, 



and that this correlation is unique and direct. The finding also differs from the 

studies by Ahmed (1986), Gordon (1997), Haque and Sarwat (1998), Sabir 

(1999) and Shafique (2002), who concluded that academic self-concept and 

academic achievement are strongly correlated. It is also in conflict with 

Byrne’s (1990) results, which revealed a positive correlation between 

students’ academic self-concept and their school achievements. The finding 

also differs from that of House (1993), who found that academically under-

prepared students who have higher academic self-concept obtained relatively 

higher grades in college course, even when taking the possible effects of prior 

academic achievement into consideration. The result is also inconsistent with 

that of Muijs (1997), who stated that there is a reciprocal relationship between 

academic self-concept and academic achievement. This finding also 

contradicts McGrath and Repetti’s (2000) finding, which revealed a positive 

correlation between students’ social self-concept and their academic 

achievement. This finding is not consistent with that of Bong and Skaalvik 

(2003), who concluded that students' achievement seem to be affected by their 

academic self-concept. It is also in conflict with Liu’s (2008) result, which 

suggested academic self-concept as an important predictor of students’ 

academic performance. This finding of the present study also contradicts the 

results of the research by Liu (2010), which was carried out among first-year 

university students receiving English instruction at the University of Taiwan. 

Liu argued that the correlation between academic self-concept and English 

grades was not only positive but also a strong one. The finding also differs 

from that of Anissa (2011), who found a positive significant correlation of .60 

between participants’ English grades and their academic self-concept. This 



finding is also different from the findings of Marsh (Marsh et al., 1988; Marsh 

& Yeung,  reported a correlation between 

academic self-concept and academic achievement. The result is also not 

consistent with that of Dambudzo (2014), who concluded that students’ social 

self-concept had a weak but positive and significant relationship with their 

academic achievement. 

     The third research question aimed to find out whether or not there is a 

significant relationship between learners’ attitude and their course 

performance. The results showed that attitude has a positive correlation of 

about 29% with course performance. The results also indicated that this 

correlation is statistically significant. This finding corroborates the findings of 

Karagiannopoulou and Christtodoulides (2005), who confirmed that learners’ 

attitudes were not only significant predictors of their academic success, but 

also a more reliable predictor of achievement than university entrance 

examinations. This finding also supports Rula’s (2006) findings that learning 

can be affected by positive attitudes towards a subject, having as much 

significance as technical approaches in learning a foreign language. This 

finding is also consistent with Merisuo-Storm’s (2007) findings, which 

showed that students’ attitudes are significant role players in learning a 

foreign language successfully. It also lends support to that of Prokop, 

Leskova, Kubiatko and Dirans (2007), who found a positive significant 

correlation between learners’ attitudes and their information levels. Their 

findings also showed that students’ chances of success were increased by their 

positive attitudes. This finding is also compatible with Pierce, Stacey and 

Barkatsas’s (2007) findings, suggesting that learners’ positive attitudes 



towards mathematics helped them become more effective in learning. This 

result is further in line with that of Liu (2007), who studied third-year 

undergraduate students’ attitudes and motivation to learn English and the 

relationships between these two variables and English proficiency. The results 

indicated that students with positive attitudes towards learning English scored 

higher on their proficiency test. It also provides further confirmation for the 

findings of Samsiah et al., (2009), showing that learners’ attitudes were 

directly correlated with their language performance. This finding of the 

present study also closely accords with that of Salami (2010), who concluded 

that students’ positive attitudes result in better academic achievements. 

Further support for this finding comes from a study by Perkins et al., (2005), 

who investigated the relationship between students’ attitudes, beliefs, 

conceptual learning and retention and their performance in physics. The study 

was conducted among 750 students indicating that participants with positive 

attitudes towards the lesson achieved their learning goals more quickly and 

effectively than others. 

     The fourth research question attempted to investigate the possible 

differences among learners’ self-efficacy, self-concept and attitude as 

predictors of their course performance. Self-efficacy, compared to attitude, 

turned out to be a better predictor of course performance. Attitude, therefore, 

showed a weak but significant relationship with students’ English 

performance. This result is in line with that of Swalander and Taube’s (2007) 

finding, which indicated a moderate correlation between learners’ reading 

attitudes and their reading ability. The findings of the present study also 

showed that self-efficacy and course performance share 11% of the variance 



while the combinations of self-efficacy and attitude account for around 13% 

of the variance with course performance. This much contribution is 

considered to be statistically significant and means that self-efficacy and 

attitude are positive predictors of course performance. This seems to accord 

with that of Ferla et al., (2009), who concluded that students’ academic 

achievements were better predicted (and mediated) by academic self-efficacy 

than by their academic self-concept. This finding also provides support for 

Pajares and Miller’s (1994) findings that math self-efficacy was more 

predictive of problem solving than was math self-concept. Moreover, when 

self-concept and self-efficacy beliefs were both included in regression 

equations, self-efficacy beliefs had much greater validity by independently 

predicting future academic achievement. The finding also provides further 

confirmation for the findings of Multon, Brown and Lent (1991), who carried 

out a meta-analysis of self-efficacy research published between 1977 and 

1988. The results showed that efficacy beliefs, accounting for about 14% of 

the variance in academic achievement, are positively correlated with 

academic performance. This finding of the present study also lends support to 

a large number of studies in the literature indicating positive correlations 

between students’ self-efficacy and their academic achievement (e.g., Bong & 

-

, 1994), 

students’ self-efficacy and English (e.g., Akram & 

Doordineghad & Liem et al.,  Mahyuddin et 

al., Tilfarlioglu & 

2006). The finding of the present study is also in accordance with that of 



Graham and Weiner (1996), whose results, similar to Multon, Brown, and 

Lent’s (1991), indicated that efficacy beliefs, compared to other motivational 

constructs, had a stronger correlation with academic performance. 

     Meanwhile, in the present study, self-concept was excluded from the 

equation indicating that it did not have any correlation with the participants’ 

course performance. This result is in line with that of Yahaya et al., (2009), 

who conducted a study among 270 students from six secondary schools to 

determine the relationship between self-concept and personality with 

academic achievement. The results of the research showed no significant 

relationship between dimensions of self-concept and personality with 

student’s academic achievement. This finding also provides further 

confirmation for the findings of Tamanaifar, Sedighi and Salami (2011), who 

conducted a study to assess the possible correlation between self-concept and 

academic achievement among 400 university students. Their findings showed 

no correlation between students’ self-concept and their academic 

achievement. This finding of the present study is also consistent with Arnaiz 

and Guillen’s (2012) findings, which did not show any significant 

relationships between EFL students’ self-concept and their academic 

performance. 

     However, the finding of the present study is different from Purkey’s 

(1970) finding, which revealed a persistent and significant correlation 

between self-concept and academic achievement. This result is in conflict 

with the findings that confirmed the positive correlation of self-concept with 

., 

2007). The result is also inconsistent with the findings of some studies which 



have reported self-concept as a mediator and predictor variable correlated 

with academic achievement (

 Pinxten, De Fraine, Van Damme, D’Haenens, 2010). This finding of 

the present study contradicts the meta-analysis of 128 studies by Hanford and 

Hattie (1982), who found a positive correlation between general self-concept 

and achievement. The finding also differs from that of Yara (2010), 

Valentine, Dubois and Cooper (2004), and Hamachek (1995), whose studies 

support the belief that self-concept can be an effective facilitator of academic 

achievement, and that a positive or negative change in self-concept results in 

a commensurate change in academic achievement or performance. The result 

is also not consistent with that of Bong and Skaalvik (2003), who concluded 

that students’ academic achievements were affected by both their self-concept 

and self-efficacy. This finding of the present study is also different from 

Pullmann and Allik’s (2008) finding, indicating that academic achievement is 

greatly facilitated by high self-concept. This result is in conflict with Kamba’s 

(2009) finding, which showed a positive significant relationship with a 

correlation co-efficient of 0.695 between students’ self-concept and their 

academic course performance. This finding of the present study also 

contradicts the results of the research by Dambudzo (2013) indicating a 

positive and significant relationship between self-concept and academic 

achievement, stating that their relationship was reciprocal. The finding also 

differs from that of Meshkat and Hosseini (2015), who aimed to explore the 

relationship between academic self-concept and academic achievement in 

English of pre-university students. The results of their study, which was 



conducted among 320 participants, showed a close relationship between 

students’ academic self-concept and their English academic achievement. 

     The fifth research question aimed to investigate the relationships between 

different sources of self-efficacy. The results showed that all four sources of 

self-efficacy are closely and significantly correlated. The strongest 

relationship, however, was found between enactive mastery experiences and 

social persuasion. The second relatively strongest correlation, on the other 

hand, was between social persuasion and affective states. This finding of the 

present study is in line with that of Usher and Pajares (2006), whose study 

resulted in the same conclusion that mastery experience and social 

persuasions had the strongest correlation of the four self-efficacy sources. 

Moreover, vicarious experience showed a moderate and significant 

correlation coefficient of .42 with both mastery experience and social 

persuasions, which is in line with the results of the present study. However, 

psychological state showed negative significant correlations of -.59, -.27 and -

.41 with mastery experience, vicarious experience and social persuasions, 

respectively. This differs from the findings of the present study. Further 

support for this finding comes from Templin (2011), who examined the 

effects of self-efficacy sources on English as a second language (ESL), self-

efficacy beliefs and ESL proficiency. Based on the results, the strongest 

correlation was found between mastery experiences and social persuasions. 

Vicarious experience, on the other hand, had the second strongest correlation 

with both mastery experiences and social persuasions. However, contrary to 

the findings of the present study, mastery experiences showed a negative 

correlation of -.16 with affective state. It also provides further confirmation 



for the finding of Loo and Choy (2013), who examined the correlation of four 

sources of self-efficacy with learners’ academic performance (GPA). Their 

study revealed positive and significant correlations among all the four sources 

of self-efficacy, with mastery experience having the strongest correlation of 

.78 and .70 with affective state and social persuasion, respectively. This 

finding also lends support to that of Usher and Pajares (2009), who conducted 

a study among 1111 students to examine self-efficacy sources in mathematics. 

The results indicated that all three sources of mastery, vicarious and social 

persuasions were significantly correlated, showing the strongest correlation of 

.73 between mastery experience and social persuasions. However, affective 

state had negative and significant correlations with the other three sources, 

which seems to be different than the findings of the present study. 

     The sixth research question attempted to investigate the degree of 

relationship among different sources of self-concept. The findings showed 

that of the three sources of self-concept, only academic self-concept and 

emotional self-concept are significantly correlated. The results indicated no 

significant relationships among the other subsections of self-concept. By the 

same token, none of the other types of self-concept had any significant 

correlations with each other. This finding of the present study contradicts the 

results of the research by Dambudzo (2014), who found a positive correlation 

between social and emotional self-concept. 

     There may be some plausible reasons for different results obtained in the 

present study. Participants’ level of proficiency can be one of the contributing 

factors, which was not controlled in this study. Templin (2011), for example, 

investigated English self-efficacy among university students, whereas the 



present study extended the investigation to senior high school students. Thus, 

the participants of the present study may not have been able to well self-

monitor and self-evaluate themselves responding the required questionnaires. 

Moreover, according to Bandura (1997a) and Bong (2002), the notions of self-

efficacy are task-specific and problem-specific. Thus, students’ language 

acquisition in different educational levels may encounter different obstacles 

and, therefore, develop different magnitudes of language self-efficacy. Self-

efficacy is also believed to be multidimensional (Bandura, 1997a) and, thus, 

different self-efficacy levels are developed in different learning environments. 

Consequently, students take on different learning tasks and show different 

levels of acceptance facing learning difficulties. 

     The test-oriented educational system can be another factor to which 

obtained results of the present study and its differences with others can be 

attributed. Students in such a system are engaged in the fashion of force-

feeding to obtain good marks in order to gain admission to their favorite 

universities. Thus, learning the language is considered as a way of testing and 

obtaining grades rather than for its intrinsic nature. In such circumstances, 

learners’ self-efficacy, as their inner learning development, is probably ignored. 

     Another reason lies in the way of evaluating students’ English academic 

performance. According to Bandura’s theorizing (1997a, p. 49), “the optimal 

level of generality at which self-efficacy is assessed varies depending on what 

one seeks to predict and the degree of foreknowledge of situational demands”. 

Accordingly, academic performance should be evaluated based on the 

situational demands, since a great deal of classroom time is spent on 

assignments, quizzes, and teacher-made tasks, which could be a determining 



factor in students’ choice of behavior in the classroom, and such behaviors are 

associated with students’ expected outcomes (i.e., outcome expectancies). 

     In the present study, self-concept did not show any correlation with the 

participants’ academic performance. This could be partially attributed to the 

following factors. One of the possible reasons for such findings may be 

attributable to the Iranian educational system with teacher-centered classes. 

Self-concept is believed to develop through a continuous social interaction, 

for which schools play a significant role in providing such an environment. 

According to Purkey (1978), we perceive ourselves by attributing meanings to 

the act of others and according to how they are related to us. In this regard, 

teachers’ role in developing learners’ self-concept is considerably important: 

“The concepts which the teacher has of the children become the concepts 

which the children come to have of themselves” (Patterson, 1973, p. 125). As 

to the effect of teachers on students’ self-concept, it is worth noting that 

students generally internalize their teachers’ assumptions and beliefs about 

their abilities as well as their expectations of their potential. According to 

Canfield and Wells (1976), learners’ self-concept is increased if their teachers 

show socially-integrative and learner-supportive behavior; this involves 

friendly, sympathetic, and attentive behaviors from teachers. It is also stated 

that teachers’ beliefs and perceptions of their students and their interactions in 

the classroom are vital to shaping learners’ self-concept (Silvernail, 1987). 

Students of different abilities are, consciously or subconsciously, treated 

inequitably by their teachers. There is a tendency of taking a non-behavioral 

attitude towards a high-ability student such as smiling, leaning, making eye 

contact, etc., while dealing with low ability students; less challenging 



questions are posed; they are less called on and praised; and a rather brief 

feedback is provided for them (Rothenberg & Fisher, 2007). 

     Learning environment, on the other hand, can be another factor with a 

considerable impact on learners’ self-concept. According to Purkey and 

Novak (1996), students show more commitment to learning if they are 

provided with a supportive, inviting, and caring learning environment in 

which they feel welcome and at ease. In such learning atmospheres, students 

are regarded as capable, valuable, and responsible, especially those who are 

vulnerable to failures and tend to avoid challenging tasks. 

     Another explanation for the results of the present study and its differences 

can be the participants’ socio-economic class as it is believed to have an 

important effect on students’ academic achievements. Poor students are prone 

to suffer from ill-health and absenteeism. They also tend to participate in 

poorly resourced schools and receive little, if any, support at home (Stapleton, 

2001). 

     Another factor which could have affected the results of the present study is 

gender. It is argued that girls outperform boys in specific subjects like reading 

present study. 

     The present study was conducted in an EFL context with a sample size of 

219 participants, while ESL settings and different sample sizes can affect the 

results of similar studies. 

     Attitude had weak correlations with the participants’ English performance. 

There may be plausible explanations for this result as well. Learning 

environment is a key factor which has a major impact on maintaining language 



attitudes. Despite obtaining good English scores, students may not necessarily 

have positive English learning attitudes. This can be due to the lack of enough 

exposure to English and the limited authentic language input. Teachers, on the 

other hand, as students’ primary role models, may fail to fulfill their pivotal 

role in having their students develop positive language attitudes within an 

educational setting. Moreover, poor attitudes towards the target language can 

be the result of inadequate understanding of the target culture as well as 

difficulties in conveying the subtle nuances of the language. 

     The participants of the present study were Iranian EFL learners who 

showed different social acceptance of English due to the differences in 

culture, social classes, linguistic backgrounds, etc. which role play in 

fostering positive attitudes towards English. Furthermore, Iranian learners 

may not feel comfortable discussing their feelings and attitudes with others, 

and this could have affected their responses to the questionnaires used in the 

study. 

     Students’ attitude, and consequently their academic performance, can also 

be affected by their parents’ behavior (Chapman & Boe

. This can be 

attributable to the relative support, affection and supervision that students of 

high academic achievements are provided with (Christenson et. al, 1997). 

Parents’ involvement in the learning process of their children is said to have a 

positive impact on students’ academic performance as well as the respect 

students get from their teachers (Davis et al, 2002). 



Chapter Five: Conclusion and implications 

5.1. Introduction 

In this chapter, the findings will be discussed in relation to the research 

questions. After a brief summary and conclusion, some pedagogical 

implications of the research will be explained. Also, recommendations for 

further research and recommendations for practice will be included. 

5.2. Summary of the findings 

The first research question of the present study attempted to investigate the 

possible differences among self-efficacy sources as predictors of learners’ 

academic achievements in educational settings. It was concluded that of all 

the four sources of self-efficacy, only enactive mastery experiences account 

for a statistically significant correlation with course performance explaining 

13% of the total variance in course performance. The results showed that for 

every one standard deviation change in one's enactive mastery experiences, 

there will be about .37 of a standard deviation change in one's course 

performance. The other three sources, however, did not show any significant 

contribution to the regression model. This implies that when language 

learners continue developing higher English self-efficacy, their English 

performance can be predicted by the self-efficacy level in a temporal 

proximity to the target outcome. 

     The second research question sought to investigate the possible differences 

among self-concept sources as predictors of learners’ academic achievement. 



However, multiple regression analyses indicated no significant relationships 

between self-concept sources, i.e. academic, social and emotional, and course 

performance. In other words, they did not predict the participants’ course 

performance. This result reveals that relying on self-concept to achieve good 

English performance is not enough. 

     The third research question focused on the investigation of the possible 

relationship between students’ attitude and their course performance. The 

findings revealed a positive and significant correlation of about 29% between 

attitude and course performance. In other words, the participants who showed 

better attitudes towards the language had better performance in 29% of the 

cases. 

     The fourth research question examined the differences among self-

efficacy, self-concept and attitude as predictors of course performance. The 

findings showed that among the entered variables, self-efficacy, compared to 

attitude, was a better predictor of course performance. Moreover, self-concept 

was excluded from the equation, which shows that it did not have any 

significant correlation with the participants’ course performance. On the other 

hand, attitude, having a weak but significant correlation with course 

performance, showed an additional contribution of about two percent to the 

predictive power of self-efficacy on course performance. In conclusion, both 

self-efficacy and attitude were found to be positive predictors of course 

performance. 

     The fifth research question attempted to investigate the relationships 

between different sources of self-efficacy. The results showed that all four 

sources of self-efficacy are closely and significantly correlated. The strongest 



relationship was found between enactive mastery experiences and social 

persuasion with the effect size of .84 meaning that the correlation coefficient 

is highly reliable. The second strongest correlation was between social 

persuasion and affective states with the effect size of .43. The Pearson’s r 

correlation between the other self-efficacy sources also found moderate effect 

size ranging from .24 to .37 which indicates that all subsections of self-

efficacy are in a significant relationship regarding their effect size.  

     Finally, the sixth research question was concerned with the possible 

correlations among different sources of self-concept. The findings showed 

that from all three sources of self-concept, only academic self-concept and 

emotional self-concept, with the effect size of .28, are significantly correlated. 

The Pearson’s r correlation, on the other hand, indicated that there aren’t any 

significant relationships between other subsections of self-concept regarding 

their effect size ranging from .09 to -.01. 

5.3. Conclusion 

The results of the present study imply that when learners develop self-

efficacy, they will have better English performance scores. Jinks and 

Lorsbach (2003) state that self-efficacy leads to success by motivating 

behaviors and, therefore, is antecedent to academic success. It is believed that 

the relationship between self-efficacy, learning, and achievement can be 

explained through a framework for self-efficacy, engagement, and learning 

(Linnerbrink & Pintrich, 2003). In other words, learners’ self-efficacy is in 

reciprocal relationship with behavioral, cognitive, and motivational 

engagements. However, Bandura (1986) argues that since self- efficacy is 



determined through situations and by the individual, tasks, conditions, and 

environments, its correlations with learning engagements can change over 

time. 

     The results of the present study provided further information explaining 

more specifically reciprocal correlations between English self-efficacy and 

English performance scores. The results showed that of the four subscales of 

English self-efficacy, only enactive mastery experiences affect learners’ 

English course performance in Iranian EFL context. It may be concluded that 

if language teachers wish to improve their learners’ academic achievement, 

one way of doing so would be through boosting their levels of enactive 

mastery. 

     On the other hand, attitude had a positive and statistically significant 

correlation with the participants’ English performance. This implies that when 

students have higher English attitude, their course performance tends to be 

relatively better than those with lower attitude, on which environment and 

teachers’ instruction are said to have major effects (Tsui & Bunton, 2000). 

     The findings of the present study indicated no significant correlation 

between self-concept and its three sources with academic achievement. This 

may be associated with the educational environment and students’ perceptions 

of themselves learning a foreign language. It is notably important to consider 

the possible obstacles in foreign language acquisition as well as its concerns. 

Arnold (2007) and Mercer (2011) argue that students’ self-concept is more 

likely to be damaged in learning a foreign language than in other disciplines. 

Compared to other areas of study, language learning is believed to be more 

‘ego-involving’ (Horwitz, 2007). Due to the intrinsically social nature of 



language learning 

problem in language learning is that students have difficulties having their 

ideas well expressed in the target language, and this makes them display 

use of a target language of which learners seem to lack high level of 

competence can put individuals in a very vulnerable position (Tsui, 1996). 

This is due to the visibility of the language learning process, which requires 

oral skills and can, therefore, make learners endure an emotional ordeal 

(Mercer, 2011). 

     The literature makes it clear that learners’ self-concept is shaped by the 

type of environment created in classrooms as well as teachers’ perception of 

students and their interaction with learners. Therefore, correcting these 

practices is vital to preventing negative self-concepts. 

     To conclude, this study attempted to make a contribution to the 

understanding of the psychological functioning in English language learning 

in terms of correlations of English self-efficacy, self-concept, attitude, and 

their sources with English language achievement. However, it has to be 

acknowledged that more issues might have been arisen on this topic and thus 

more research studies are required to explore the effectiveness of other 

variables on English language learning. In short, it is hoped that the findings 

of the present study can provide insights for teachers as well as learners. 

5.4. Pedagogical implications 

The results of the present study can have implications for researchers, 

teachers, materials developers, and syllabus designers.



     Because of the importance of mastery experiences, teachers may need 

some practical recommendations to help their students achieve mastery. To do 

so, a clear understanding of the elements of curriculum, i.e. needs analysis, 

goals and objectives, testing, materials, teaching, and program evaluation can 

be of great usefulness for teachers (Brown, 1994). Learners may also need 

help in recognizing their successes. 

     According to Locke and Latham (1990), in order to maximize learners’ 

performance, learning goals need to be specific and challenging while care 

must be exercised to avoid setting non-existent, vague, easy, or too difficult 

goals. Large goals need to be broken down into objectives that are more 

manageable for learners in order to help them with attaining some mastery in 

the short term while maintaining their performance over the long term. 

     For low-scoring and failing students, it can be helpful for the teacher to let 

such students know that their poor performance was not the result of lack of 

ability; rather, their poor results were caused by a lack of effort, focus, and/or 

persistence. Learners’ level of mastery will be increased if they increase their 

effort, focus and persistence. Learners may also need help in recognizing their 

success. Students with low self-efficacy may fail to notice their perceived 

success. Thus, neither their self-efficacy nor their course performance is 

improved by their success. It seems teachers should find ways to help students 

recognize their own way of improving their mastery.

     Materials, teaching, and program evaluation can also be designed for 

maximum achievement: learners’ academic performance is believed to be 

improved through self-efficacy in which personalized instruction in a 

cooperative environment plays a more dominant role compared to uniform 



structure in a competitive environment (Bandura, 1997a). Group work is a 

common classroom activity in English courses. However, Bandura (1997a, p. 

175) suggests that “sorting students into ability groupings further diminishes 

the perceived self-efficacy of those cast into lower academic tracks”. 

     Linnerbrink and Pintrich (2003) emphasize the role of self-efficacy as a 

facilitator in relation to cognitive engagement and academic performance. This 

implies that learners’ confidence should be built up during their past learning 

experiences as it can lead to more cognitive engagement in the learning 

process. It is advisable that English teachers should provide students with 

task-specific and evaluative feedback. According to Chambliss and Murray 

(1979), evaluative feedback can provide learners with reasons about their 

confidence to fulfill given tasks. 

     Instructions given in classes also need to be well designed in order to help 

learners with their self-efficacy as they concern students’ future experiences 

(Hackett & Betz, 1989). Morgolis and McCabe (2004) suggest providing 

moderately challenging tasks for learners so that students will be more willing 

to devote time and energy to schoolwork and develop persistence. Brown 

(2000) suggests that sequences of techniques from easier to more difficult can 

get students more involved in learning. Moreover, English teachers can help 

learners by encouraging them to give it a try (Morgolis & McCabe, 2004) 

while appropriate instructional and independent levels of materials are needed 

to help students believe that effort, persistent, and correct use of strategies 

will help them in achieving their academic successes. 

     The findings of the present study imply that self-concept does not take 

high priority in an attempt to maximize learners’ academic achievements. In 



other words, strategies designed to increase students’ self-concept seem to be 

of limited value and may fail to attain their objectives of improving learners’ 

course performance. Therefore, strategies which place heavy emphasis on the 

role of students’ self-concept not only are unlikely to produce noticeable 

positive results in learners’ academic achievements but may also bring about 

adverse effects on the language learning process. Error treatment, for 

example, is considered as one of the ways by which students are provided 

with effective feedback. However, teachers who are afraid of doing damage to 

their students’ self-concept in an attempt to help them improve their academic 

achievements may choose to ignore their students’ mistakes of using the 

target language yet at their peril. By the same token, teachers may also be 

reluctant to provide their students with appropriate feedback on their 

performance. According to the results of the present study, this approach will 

make very little, if any, contribution to students’ academic achievements 

through developing their self-concept. Moreover, this may also lead to an 

undesirable consequence of having learners’ mistakes fossilized. Thus, the 

time and energy allocated to learners’ self-concept can be spent on other 

psychological constructs (e.g., self-efficacy and attitude) or on helping 

students maximize their aptitude and raise their abilities. 

     Attitude, as another psychological variable in the present study, showed a 

significant positive correlation with learners’ course performance. Pajares 

(2002b) states that language learners need to be provided with accurate 

learning attitude in order to achieve better academic performance. English 

teachers can play an essential role here. Learners need to be exposed to an 

authentic account of the target language. Yet again, teachers, as students’ 



primary role models, occupy a crucial role in having their students develop 

positive language attitudes within an educational setting. Moreover, students 

need to be provided with adequate understanding of the target culture and 

helped with language learning difficulties. 

     In summary, this study has made a contribution to the understanding of the 

psychological factors in English language learning. It is suggested that 

English teachers design and organize their instruction to have a positive 

impact on students’ self-efficacy and learning in the classroom. The results 

echo Zimmerman’s statement (1989, p. 2), “students’ learning must involve 

the use of specified strategies to achieve academic goals on the basis of self-

efficacy perceptions”. 

5.5. Limitations and delimitations of the study 

The following limitations and delimitations need to be taken into account 

about the present study:

1. The participants of this study were homogenized in terms of their 

language proficiency based on their obtained scores on the Nelson test; 

other elements affecting their proficiency level were not considered here. 

2. The participants’ background knowledge may have affected their 

academic performance; however, it was beyond the scope of the present 

study. 

3. The participants were randomly selected from among the students in the 

last grade of high school. Therefore, care must be exercised in 

generalizing the results to other learners. 



4. The participants were limited to Iranian female learners. As gender was 

not taken into account, the generalizability of the findings must be 

treated cautiously. 

5.6. Suggestions for further research 

This study focused on three psychological factors (namely self-efficacy 

sources, self-concept sources, and attitude) as predictors of students’ course 

performance. For those who are interested in conducting research in this area, 

the following points are suggested: 

     Investigating the effects of this triple alliance in addition to other related 

psychological factors on teachers is an area suggested for further research, as 

both teaching and learning procedures can be affected by these factors to 

achieve better educational results. 

      Another suggestion in this regard is to find how teachers can alter 

learners' sense of self-efficacy, self-concept and attitude, especially in an 

educational setting, which was not considered in this study. 

     Many learning variables (e.g., age, sex, educational background, etc.) were 

not investigated in this study as they were beyond the scope of the present 

research work. However, it could be of usefulness if other studies took these 

independent variables into consideration. 

     The students’ proficiency level in the present study was intermediate; 

additional studies can replicate the study with participants at different 

proficiency levels. 

     In this study, just attitude and two other self-related factors, which seem to 

have considerable influence on students’ performance, were taken into 



account. Thus, further research can be conducted on the effects of other 

variables on students’ achievements. 

     Language learning is a complex phenomenon and greater variability in 

learning attainments might have yielded even higher predictability for 

language factors. In terms of English language learning, these results may be 

used in the future to inform pedagogy. 
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Appendices 

Appendix A: Nelson English Proficiency Test 
  The questionnaire serves as a data collection tool for a Master degree in 

Teaching methodology and a Research Project in language teaching 

methodology. Your answers will be of a great help to us. Please fill in the 

information below before moving on to the questionnaire. Thank you very 

much for your contribution. 

       
Name: ……………………………………………. 

Sex: Male Female 

Age group:  18-20    21-23    24-26    27-29  30 or older 

Major: ………………………………………… 

Do you have a background of language learning at an institute?        

       Yes                No 

Choose the correct answer. Only one answer is correct. 

     I had been sitting ...1… in my usual compartment …2… at least ten minutes, 

waiting …3… . The trains from little bury never seemed to start …4… and I often 

thought that I could have …5… in bed a little longer or have …6… cup of tea before 

…7… . suddenly I heard someone shouting …8… the platform outside. A young girl 

was running towards the train. The man …9… put out his hand to stop her but she 

ran past him and opened the door of my compartment. Then the whistle blew and the 

train started. I nearly missed it, …10…?” the girl said “How long does it take to 

…11… London?” It depends on the …12…” I said. “ Some days it’s …13…others.” 

“I’ll have to …14…, …15… late again tomorrow,” she said. “ It’s my first day 

…16…with a new firm today and they told me that  the man …17… is very strict. I 



…18… him yet so I don’t know …19… but he sounds a bit frightening.” She talked 

about her new job …20… the way to London and before long, I realized that she was 

going to work for my firm. My …21… secretary had just left so I must be her new 

boss. …22… only fair to tell her. “ oh, dear,” she said “ …23… mistake! I wish I 

…24…”. “never mind” , I said. “At least you’ll know when your train’s late that 

…25…”. 

1. A.  for myself                                                  2. A.  for  
    B.  only myself                                                    B. during 
    C.  by myself                                                       C. since 
    D.  in my own                                                      D. mean while 
                                                                                                     
3. A. the train to start                                            4.  A. on  their  hour   
    B. for the train to start                                            B. on time  
    C.  the train's start                                                   C. at their hour 
    D.  for the train to start                                            D. at time 
                                                                                               
5. A. lain                                                                 6. A. other              
    B.  laid                                                                    B.   some other  
    C.  lied                                                                    C.   another  
    D.  lay                                                                     D.   one other  

  
7. A.  I had left the home                                        8. A. at  
    B.  leave from home                                               B.  by  
    C.  leaving home                                                    C.  in 
    D. to leave home                                                    D.  on     

9.  A.  at  place                                                      10. A. haven't I  
     B.  on duty                                                              B.  don't I 
     C.  for control                                                         C.  wasn't I 
     D.  in post                                                               D.  didn't I  

11. A. get to                                                            12. A. driver to the engine 
      B. arrive to                                                              B. driver engine  
      C. reach to                                                               C. engine's driver  
      D. make to                                                               D. engine driver



13. A. far slower that                                              14. A. mend me the watch  
      B. much slower than                                               B. mend me my watch  
      C. a lot more slower that                                       C. have my watch mended  
      D. a great deal more slower that                           D. have mended my watch 

15.  A. in order not be                                              16. A. at job  
       B. so as not to be                                                     B. in job  
       C. for not being                                                       C. in work  
       D. so that it's not                                                     D. at work  
  
17. A. I'm going to work for                                    18. A. didn't meet  
      B. what I'm going  to work for                                 B. haven't met  
      C. for which I'm going to work                                C. didn't know  
      D. which I'm going to work for                                D. haven't know  

19. A. what he is like                                               20.  A. through  
      B. what is he like                                                      B. by  
      C. how he is                                                              C. on  
      D. how is he                                                              D. in   
                                                                            
21. A. proper                                                            22. A. there was  
      B. own                                                                      B. that was  
      C. same                                                                     C. It was  
       D. self                                                                       D. was  
  
23. A. what a terrible                                                24. A. had known  
      B. what terrible                                                         B. have known  
      C. how terrible                                                          C. known  
      D. So terrible a                                                          D. would have known  

25. A. A so the mine be  
      B. the mine will be, too  
      C. so will mine  
      D. mine will be, too 



Choose the correct answer. Only one answer is correct. 
      
     A Telephone Call 

     Hello Mary, I …26… you before now but I …27… so hard at the office that I 

didn’t have time. My boss …28… on holiday tomorrow and he …29… arrange 

everything before he …30… . If he had given me sensible instructions I could have 

done the work next week. But you …31…. The same problems with your boss. 

Anyway, …32… two tickets for the new play at the Grand on Saturday …33… and 

see it together? 

26. A. should have rung                                            27. A. must work  
      B. must have rung                                                     B. must have worked  
      C. had to ring                                                            C. have had to work  
      D. ought to ring                                                         D. ought to ring  

28.  A. will go                                                            29. A. wants that I  
       B. is going                                                                 B. would that I  
       C. shall go                                                                 C. would like that I  
       D. shall be going                                                       D. wants me to  

30. A. leaves                                                              31. A. have to have  
      B. shall leave                                                             B. can have  
      C. will leave                                                              C. ought to have  
      D. is leaving                                                              D. must have  

32. A. they have been given                                      33. A. May we go to me  
      B. I have been given                                                  B. do you like to go  
      C. I am given                                                             C. shall we go  
       D. they are given to me                                             D. will we go  

Choose the correct answer. Only one answer is correct. 
  
      34. The lift is out of ……….. so we'll have to walk  
             A. function                  B. order                    C. running                      D. work  

     35.  Dinner  will  be  ready ………. but we have time for a drink before then.  
              A. currently                B. lately                    C. presently             D. suddenly  



      
36. what do you ..........  to do  about the  problem  now that  this solution has failed?  
         A. attempt                   B. think                    C. pretend                        D. intend  
      
37.  We have ………. for a new secretary but we haven't had any replies yet.  
         A. advertised               B. advised                C. announced                  D. noticed  
     
38. I've ………. for the job and I hope I get it.  
      A. appointed                B. applied                C. presented                    D. succeeded  
    
39.  He threw the box out of the window and it fell to the ………. outside.  
         A. flat                          B. floor                     C. plain                           D. ground  
      
40. 100 competitors had ………. the race.  
     A. put their names for     B. entered for         C. put themselves for     D. taken part  
      
41. I'm very ………. to you for your help.  
       A. grateful                     B. agreeable             C. pleased                      D. thanks  
     
42. He's so mean that he wouldn't give a beggar a ………. of bread.  
       A. peel                           B. shell                     C. crust                          D. skin 

43. Will you be able to come to the party? I ……….. 
      A. believe yes           B. am afraid not        C. don't hope so             D. don't expect  
       
44. I never expected you to turn ………. at the meeting. I thought you were abroad.  
        A. around                    B. on                          C .in                               D. up                     
     
45. The plane is just going to take ………. .  
        A. away                       B. out                         C. off                             D. up   

In this series of questions, three words have the same sound but one does not. 
Choose the one that does not.  
                              
            Example:              A. go                   B. so               C. show                 D. Do  
                                                                                                                 
       46.                         A. knees              B. peace          C. freeze               D. keys  
       47.                         A. home              B. sum             C. Crumb              D. come  
       48.                         A. straighter        B. greater        C. water                 D. later  
       49.                         A. ache                B. shake          C. steak                  D. weak  
       50.                         A. another           B. bother         C. brother               D. mother 
  



Appendix B: EFL Self-Efficacy Sources Questionnaire

Full Name: …………………………………                                                          
This questionnaire is made to help us get a better understanding of the kinds of things that 

are difficult for students learning English. Please rate how certain you are that you can do 

each of the things described below by writing the appropriate number. Your answers will 

be kept confidential.  

Rate the degree of truth for you. Write a number from 0 to 100 using the scale below:  

  

 100          90          80          70          60          50          40          30          20          10          0  

Definitely True                                       Moderately True                                      Definitely 

False  

                                                                                                                                   (100-0)  

 1. I get good grades in English.                                                                                 ______  

 2. Just thinking about learning English makes me feel nervous.                              ______  

 3. I am afraid of using English when I know it will be graded.                                ______ 

 4.  People I admire are good at English.                                                                    ______  

 5. My friends tell me that I am good at English.                                                        ______  

 6. Compared to others my age I am good at English.                                                 ______  

 7. I worry about my ability to use English.                                                                 ______  

 8. My teachers believe I can do well at English.                                                         ______  

 9. I get really nervous when using English.                                                                 _____ 

 10. I am not good at English.                                                                                       _____ 

 11. I am nervous about using English.                                                                         _____ 

 12. I have always done well in English.                                                                       _____ 

 13. I am unable to think clearly when using English.                                                   _____ 

 14. People often tell me I am good at English.                                                              ____ 

 15. I always do good at English.                                                                                    ____ 

 16. Many of the adults I know use English.                                                                   ____ 

 17. I got good grades in English.                                                                                    ____ 



 18. My teachers have told me I am good at English.                                                      ____ 

 19. My career role models are mostly people who use English.                                     ____

 20. Students in my class believe I am good at English.                                                   ___ 

 21. English makes me nervous and uncomfortable.                                                         ___ 

  



Appendix C: EFL Self-Concept Sources Questionnaire 

Full Name: ……………………………………….   
1. You are satisfied with yourself.   
a- Always                                                        b- Sometimes                                 c- Never  
2. You think that you have good qualities.   
a- A lot of                                                        b- Some                                          c- Few  
3. You take positive attitude toward yourself   
a- Yes                                                               b- No  
4. You think that you are useful for others.   
a- Always                                                          b- Sometimes                                c- Never  
5. You think that you are not good at all.   
a- Always                                                          b- Sometimes                                c- Never  
6. You think that you are   
a- very intelligent                                  b- quite intelligent                         c- not intelligent   
7. You think that you are intelligent but you can’t do much with it   
a- Yes                                                                   b- No  
8. You think that your ability to learn is   
a- stable and uncontrollable                                 b- unstable and controllable   

a- successful                                                         b- unsuccessful  
10.  For you, individual abilities change with hard work, study and practice  
a- Yes                                                                    b- No  
11. You like foreign languages  
a- Yes                                                                   b- No  
12. You think that you have aptitude to learn foreign languages.   
a- Great                                                                 b- Some                                      c- None  
13. You think that there are things in foreign languages that you cannot learn even if you  
       make the necessary effort.   
a- Yes                                                                 b- No  
14. You have ………………. to be good at foreign languages.  
a- great hope                                                      b- little hope                               c- no hope  
15. If great hope is your answer, say why. Is it because 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 are partly due to bad luck   
a- Yes                                                                      b- No  
17. People’s misfortunes result from the mistakes they make   
a- Yes                                                                      b- No  
18. In the long run people get the respect they deserve in this world.   
a- Yes                                                                      b- No  
19. Unfortunately, an individual’s worth often passes unrecognized no matter how hard  
      they try   
a- Yes                                                                      b- No  



20. No matter how hard you try, some people just don’t like you   
a- Yes                                                                     b- No  
21. People who can’t get others to like them don’t understand how to get along with    
      others  
a- Yes                                                                     b- No  
22. You think that teachers are unfair to students 
a- Yes                                                                      b- No 
  



Appendix D: EFL Attitude Questionnaire 

Full Name: …………………..                                                

Choose the correct answer that corresponds most closely to your view.  

Strongly Agree: 5      Agree: 4      Undecided: 3       Disagree: 2       Strongly Disagree: 1  

 1. I like hearing English spoken.                                                                   5    4    3    2    1 

2. I prefer to watch TV in English than in Persian.                                        5    4    3    2    1  

3. It is a waste of time to learn English.                                                         5    4    3    2    1  

4. I’d like to speak English fluently.                                                              5    4    3    2    1 

5. English is a difficult language to learn.                                                      5    4    3    2    1  

6. There are more useful languages to learn than English.                            5    4    3    2    1 

7. English is a language worth learning.                                                        5    4    3    2    1 

8. English has no place in the modern world.                                                5    4    3    2    1 

9. Children should not be made to learn English.                                          5    4    3    2    1  

10. You are considered a higher class person if you speak English.              5    4    3    2    1 

11. In future, I would like to marry an English speaker.                                5    4    3    2    1  

12. If I have children, I would like them to be English speaking.                  5    4    3    2    1  

13. It is important to be able to speak English.                                              5    4    3    2    1 

14. Knowing English makes people cleverer.                                                5    4    3    2    1  

15. Speaking both Persian and English helps one to get a job.                      5    4    3    2    1  

16. It will cause problems if English is introduced into primary schools.     5    4    3    2    1 

17. People who speak Persian and English have more friends than those   

      who speak only Persian.                                                                           5    4    3    2    1  

18. I respect people who speak both Persian and English.                             5    4    3    2    1  

19. Speaking both Persian and English helps people get promotion  

     in their jobs.                                                                                               5    4    3    2    1    

20. It is preferable for Iranian people to be able to speak English.                5    4    3    2    1  

21. If it were possible, I would prefer to have been born an English  

       speaker.                                                                                                    5    4    3    2    1  



22. To be able to speak English is important to be cosmopolitan.                 5    4    3    2    1  

23. People who speak English fluently are well-educated.                            5    4    3    2    1  

24. English is the international language.                                                      5    4    3    2    1  

25. When we study English, we need to learn to behave like its native  

       speakers                                                                                                   5    4    3    2    1  

26. The Iranian officials should give a speech in English when they are in   

       the country where English is spoken.                                                      5    4    3    2    1  

27. To be sophisticated one must speak English.                                           5    4    3    2    1  

      (For example, French, or Spanish) will do.                                              5    4    3    2    1  

  

     language (for example, Arabic or Turkish) will do.                                  5    4    3    2    1 

30. Knowing another language well might cause me to lose my identity.     5    4    3    2    1 

  



Appendix E: Self-efficacy, self-concept, and attitude questionnaire 
reliability 
                      Table 
 Questionnaire                   Cronbach's Alpha                   N of Items 
   Self-efficacy                             .897                                    21

Self-concept                              .74                                      22
 Attitude                                     .785                                    30








