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ACADEMIC PERFORMANCE — SELF-CONCEPT/
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The article reports on original research with the focus and application to the classroom
situation. The research studied the relationship between self-concept/self-esteem and
academic achievement with a group of adolescents (N=20) in an English language
institute in Rijeka, and it also investigated the role of the teacher in relation to
changes of self-concept/self-esteem, academic self-concept in English and academic
achievement. The data were collected twice at an interval of approximately eight
months. A questionnaire was designed comprising measures of adolescent general
self-concept, academic self-concept in English, self-esteem, interrelations within the
sample group, attitudes to learning English, and the role of the teacher. Two standard
achievement tests measured academic performance. The data demonstrated a high
correlation between the matching area of academic self-concept in English and the
teacher’s role, moderate and negative correlation between academic achievement and
the need for leadership, and a moderate correlation between personal status in the
group and academic achievement and preference to working with a particular pair work
partner. The findings also indicated a high correlation between the two achievement
tests but the data did not support the assumption that self-esteem would change over
the eight-month period; rather self-esteem remained stable. The contributing factors
to performance and academic self-concept were the students’ actual ability, the time
spent on studying and the intensity of effort, and the quality and timing of the teacher’s
feedback to academic performance.
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INTRODUCTION
Definitions of self-concept
Areview of literature offers many definitions. Rosenberg (1979) writes that the individual’s

decisions are not based on what he or she is but on what he or she thinks he or she is. Wylie
(1979, pp. 3-4) uses the term ‘self” to include ‘cognition and evaluation regarding relatively
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specific aspects of self, ... ideal self, ...and overall self-regard.” Shavelson et al. (1976,
p. 411) define self-concept as a person’s perception of him/herself. These perceptions are
formed through one’s experience and interpretations of one’s environment and are especially
influenced by reinforcements, evaluations by significant others, and one’s attributions. In his
work on the social importance of self-esteem, Covington (1989, p. 83) reduces definitions of
self-esteem to how individuals see themselves along ‘value-laden dimensions’. Self-concept
is thus the individual’s fundamental frame of reference, the basis on which almost all one’s
decisions are made.

In this study, self-concept is used in its general meaning — that is, kow one sees oneself,
while some dimensions, particularly aspects and facets of self, bear more precise terms.

BACKGROUND

The findings of this research could be compared to other rescarch of the relationship
between general self-concept, academic self-concept, self-esteem and academic
achievement. The literature on self-concept and self-esteem itself is vast. A large number of
research demonstrate a positive correlation between self-concept, self-esteem and academic
achievement. They focus on students of different ages, from gifted to less gifted ones, from
high achievers to low achievers, and there is a variety of achievement indices — grade point
average, achievement tests, and teacher ratings.

In their research Shavelson and Bolus (1982) test assumptions of self-concept as a
multi-faceted, hierarchical construct with increased stability toward an apex that can be
differentiated from academic achievement, Their findings support self-concept causal
predominance over achievement but do not support the assumptions that self-concept
becomes increasingly stable toward the apex of the hierarchy or that changes in self-concept
operate from the base to the apex.

Marsh et al, (1983) use the Self-Description Questionnaire (SDQ) to measure three
areas of pre-adolescent academic self-concept and four areas of non-academic self-concept
from the Shavelson model (Shavelson et . al, 1976). The results of their research support the
construct validity of self-concept and students’ self-concept consistency and stability over
time. Student self-concepts are systematically correlated to different variables. Student-
teacher agreement is significant in all areas of self-concept. The findings also provide support
for a high correlation with the area of self-concept most related to academic ability. In the
same research they also investigate changes in self-concept. Self-concept and the criterion
measures are collected at two points in time {over a six month interval) and they indicate
that self-concept is relatively stable but that changes that do take place in self-concept are
systematic, reliable and multidimensional. However, they are not substantially correlated
with changes in criterion variables.

Skaalvik and Hagtvet’s (1990) research results support the Shavelson model (Shavelson
et . al, 1976). Their findings, interpreted in a developmental perspective, offer support for the
reciprocal relationship between self-concept of ability and achievement in the elapse of time
(18 months) with an increasing effect of self-concept on achievement.
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Marsh (1990) uses new academic self-concept instruments, the Academic Self
Description Questionnaire (ASDQ) T and II, to measure school subjects and to test the
structure of the Marsh/Shavelson model (Marsh & Shavelson, 1985). The first order factor
analysis demonstrates that academic self-concept is subject specific. Two higher order
factors explain relations among core academic subjects and additional higher order factors @
explain other school subjects (physical education, music and art). The hierarchy is weak. The
findings show that students have differentiated self-concept in different subjects to a greater
extent than has been recognised.

Another research by Marsh (1992) supports the theory that specific components of
academic self-concept are reflected in relation with external criteria, which is a between—
network study. Between network studies indicate relationships between measures of self-
concept and other constructs like measures of ability/performance, self-concept ratings
inferred by the significant others (parents, teachers, peers), family background, and
behavioural observations. Previous research finds that the relation between self-concept
and academic achievement is more significant if the self-concept measures reflect academic
rather than non-academic or general self-concept. The result support the prediction that
higher self-concept and achievement relations should he found in instances in which self-
concept and academic self-concept are measured in specific content areas. The research
findings support the prediction, providing more evidence for the Marsh/Shavelson model
(Marsh & Shavelson, 1985) and for the construct validity of self-concept responses found in
other studies.

Byme and Worth Gavin (1996) investigate four aspects of academic self-concept of the
Shavelson model (Shavelson et al, 1976). These are that:

» academic self-concept is muitidimensional;

» academic self-concept structure is hierarchical;

» the direction of predictive influence flows from academic achievement at the base to
general self-concept at its apex; and

» academic self-concept becomes increasingly differentiated with age.

The results support the multidimensionality of academic self-concept but offer no support
for increasing differentiation with age.

Marsh and Yeung’s (1997) argue that paths of self-concept towards academic achievement
and academic achievement towards self-concept are important no matter which is more
prominent. They propose a compromise to the self-enhancement and skill-development
models - a ‘reciprocal effect model’, where prior academic self-concept affects achievement,
and prior achievement influences academic self-concept.

AIMS

The first motivation to investigate the topic of academic performance in English, self-
concept/self-esteem and the teacher’s role was the results of research conducted on the
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same sample group (KneZevic, 2004). The aim of this research was hence to study if the
results of the previous research: demonstrated shift in the students’ system of values and
attitudes to collaboration, which resulted in increased tolerance, better understanding and
communications among the students and the teacher, would have further positive impact
on the students’ academic self-concept in English and academic achievement. The second
motivation was the fact that research of the kind is rarely conducted by teachers-practitioners
(teacher of English in this research) in their real-class situations. The literature (Mihaljevié-
Djigunovi¢, 1998, Marsh, 1992, Marsh and Yeung, 1997, Hansford and Hattie, 1982} usually
reports on research conducted by researchers and researchers-psychologists based in different
academic institutions.

This research was conducted in a real-class situation with 20 adolescents in an English
language institute in Rijeka, Croatia during the 2002/2003 academic year. The aims of the
research were to study the relationship between self-concept/self-esteem and academic
achievement in English with a group of adolescents (N=20) over a period of eight months
and to discover what other variables were in relationship with academic performance.

To investigate the relationship between self-concept/self-esteem and academic
achievement is important for two reasons. Firstly, understanding the relationship between
self-concept/self-esteem (students’ and teachers”), as well as between different roles in the
classroom on the one hand and academic performance on the other, could help reveal the
need for the change of roles and relationships. Secondly, a decision concerning the type of
learning we want to foster should be made: on the one hand competitive rote learning, or, on
the other, learning to know.

In order to achieve the aims, this research studied:

1. The role of the teacher in relation to the changes of general self-concept, academic self-
concept in English, self-esteem and academic achievement in English.

2. The relationship between the roles within the sample group and the changes of self-
concept/self-esteem and academic achievement in English.

HYPOTHESES

1. Academic achievement is related to the changes of self-concept and self-esteem,
2. There is a relationship between general self-concept, academic self-concept in English,
self-esteem, academic performance and the teacher’s role.

SAMPLE

Twenty students (eighteen female and two male students), who attended an English
language institute in Rijeka, participated in the research, The students were 18 and 19 years
old, and English was the discipline area.
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METHODOLOGY

The research combined quantitative {questionnaires and achievement tests results) and
qualitative methodology (interviews, group discussions, the teacher-researcher’s diary, the
students’ essays and diaries). Quantitative findings led to questions that needed to be further @
investigated qualitatively. One of the advantages of the qualitative research was that the
students were given the possibility to understand their experiences. It was important to give
them an opportunity to express themselves, reflect and understand what changes, if any, had
occurred.

In order to conduct the research, it was necessary to design an instrument (a questionnaire)
that would measure general self-concept, academic self-concept in English, self-esteem,
interrelationships within the sample group (attitudes to pair and group work), attitudes
to learning English and the role of the teacher. The sample group was asked to write an
essay on how they saw themselves, on what they believed others thought of them, and on
what they wished to achieve in terms of ‘ideal self’. A parallel class brainstormed ideas on
attitudes to learning, roles in the group and students’ self-esteem. Essays and brainstormed
ideas were sifted, collated and analysed. They concurred and overlapped entailing enough
questionnaire items congruent with research goals and methods. The final outcome was a six-
set questionnaire (N=90), measuring general self-concept (10 items), academic self-concept
(26 items), self-esteem (10 items), inter-relationships within the sample group (19 items),
attitudes to learning English (13 items), and the role of the teacher (12 items). In responding
to them, the students selected one of five responses: false, mostly false, sometimes false
— sometimes true, mostly true and true. The same instrument was administered in both waves
of data collection.

Academic performance was measured by the standard Reading and Use of English
achievement tests. The Reading test consisted of four papers. Part one was a single-page text
with a multiple-matching task that had 12 questions. Part two was a gapped text and students
had to fit six paragraphs into the gaps. Part three was a text followed by 7 multiple-choice
questions. Part four was a multiple-matching task that had 12 questions. The Use of English
test had six parts. Part one consisted of a gapped passage and 15 multiple-choice questions
testing vocabulary. Part two presented a passage with 15 gaps into which the students had
to insert one grammatically correct word. Part three was the correction of errors in 16 lines
of a text. Part two consisted of two short texts in which the students had to fill a total of 15
gaps by forming words from the given words. Part five tested the students” ability to transfer
information from one style to another by filling 13 gaps in the second text using information
given in the first text. Part six involved which phrases or sentences fitted into six gaps in the
text. Test scores were given in percentage.

Factor analysis was used to compute the results from two waves of measurement. Time 1
(October 2002) and Time 2 (May 2003) results were then juxtaposed and the T-Test was the
method used to compare and analyse the collected data.

The research applied Burns’ guide (2000, p. 235) to the degree of relationship indicated
by the size of the coefficients (whether positive or negative):

147



B. KneZevié: Academic performance — self concept, 143 — 161 Strani jezici 35 (2006), 2

148

90-1.00 very high correlation very strong relationship
70— .90 high correlation marked relationship
A40-.70 moderate correlation substantial relationship
20— .40 low correlation weak relationship
Less than .20 slight correlation relationship so small as to be negligible
PILOTING

‘Two hundred and six students, sixty-seven female and one hundred and thirty-seven male
students, were administered the instrument (N=90), Appendix A, at two secondary schools in
Rijeka at the beginning of October 2002. To carry out a factor analysis of the collected data
the questionnaire was divided into two groups:

1. Self-concept, personal status in the group and attitudes to group work, and
2. Attitudes to learning English.

Cronbach’s alpha of (.70} and above justified the implementation of the reduced questionnaire

(N=62).
RESULTS

Quantitative results

Time 1—- October 2002
Academic achievement and interrelationships within the group

The first wave of data collection, Time 1 (Appendix B), showed a high correlation of
(.71) between the Reading Test scores and personal status in the group. We can claim that
if students are popular among peers, if they see themselves as leaders, if they are sure of
themselves, then they achieve better results. The magnitude of high negative correlation
between the Use of English test results and the need for leadership was (—.72). We could
explain that the lack of popularity within the group, insufficient collaboration with peers,
and lack of motivation to prove oneself resulted in a poor test score. Next, the data indicated
a moderate correlation, a magnitude of (.69), between personal status in the group and
preference to working with a particular student in pair work. It demonstrated the students’
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need to decide on the structure of pairs and groups; they wanted to work with partners they
were not afraid to share opinions with.

Teacher’s role and academic achievement

A negative attitude to homework highly and negatively correlated with classroom
atmosphere (.80). This can also be explained. If the teacher respects and belicves in the
students, if the students do not find the syllabus too demanding, if the teacher sets realistic
expectations for the students, if the learning and teaching is performed in a ‘feel good’
atmosphere (Barksdale, 1989), then the positive attitude to working in groups and to doing
homework is increased. The high correlation of (.75) between the teacher’s role and the
importance of learning is important. If the teacher is organised and has knowledge and
successfully imparts it, if the teacher affords the students an opportunity to openly give their
opinions, then the students are motivated to learn. In addition, if the teacher asks how students
feel, if the teacher respects the students, then the students slowly take responsibility for their
learning. Moreover, they develop awareness about the importance of learning English.

In the Reading test seven out of twenty students achieved the expected 70%, while the
Use of English scores were far below expected. Only one student achieved 56 out of the
expected 70%.

Time 2 — May 2003
Teacher’s role and academic achievement

At Time 2 the achievement test scores showed an increase, and all students demonstrated
a positive shift to a higher score. Time 2 data collection, Appendix C, indicated the highest
correlation between two measurements of academic performance: the Use of English and
Reading tests. It is plausible. Academic performance was expected to improve after so many
months of hard work. The teacher’s role was highly correlated with the positive attitude
to learning English (.81). There was a moderate correlation between the importance of
learning English and the teacher’s role (.64), and a moderate negative correlation between
the teacher’s role and negative attitude to homework, (—.69). If the teacher is a person who
affords the students an opportunity to openly give their opinion, if he or she respects the
students, asks what they think or feel, then the students find learning important, have a
positive attitude to learning, and the negative attitude to self-study and homework is reduced.
In other words, learning is a regular and continuous process. Similarly, if the teacher always
checks homework, if homework is done at home and not at school before lessons commence,
if the students realise the importance of homework, if they do not give up when a problem
requiring more effort occurs, if they are not frustrated at every obstacle, then marks and
feedback on test results are seen as important. This was supported by a moderate correlation
(.62) between impatience, lack of interest and negative attitude to homework.
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Academic achievement and interrelationships within the group

The importance of learning English highly correlated with the positive attitude to
learning English (.78) and moderately with the need for leadership (.67). If the students see
themselves as open-minded, feel the need to prove themselves and enjoy being leaders and
somebody special among peers, then they regularly contribute to discussion in group work
and see the importance of learning and speaking English as an opportunity for better status in
society and an advantage over others. They communicate e¢asily with other nationalities and
have no problem accessing the Internet and so on.

There was also a high negative correlation between the positive attitude to learning
English and the negative attitude to homework (—.71). The students, who enjoyed learmning
English learned regularly, enjoyed self-study and did homework regularly.

Further on, preference to group work highly and negatively, correlated with the negative
attitude to group work (—.74), and personal status in group moderately correlated with the
negative attitude to group work (—.69). Finally, preference to working with a particular pair-
work partner displayed a moderate negative correlation with the negative attitude to group
work, (—.69). When the students see the advantage of working in pairs or in a group, when
they like working with peers because it helps them understand the task and they also feel
secure, then group work is not seen as a waste of time. Also, if the students are popular and
considered trustworthy in the group, if they are more open to giving opinions, if group work
is seen as a fair and equal chance for everybody to express themselves, and if they also have
a say in group arrangements, then their negative attitude to group work will be mitigated.

Comparison between Time 1 and Time 2 measurements
Academic achievement

T-Test, Appendix D, indicated that the Reading test 2 and Use of English 2 (Time 2)
results had higher score over the Reading test 1 and Use of English 1 (Time 1) tests. It was not
surprising. After so many months of hard work the students were expected to improve their
academic performance. However, other pairs showed somehow different results.

Self-concept/self-esteem and academic achievement

The first interesting result did not confirm the hypothesis that academic achievement
was related to the changes of self-esteem. The findings indicated no change in measured
self-esteem during the time lag, even though the indices of academic achievement increased.
However, a plausible explanation may be offered. Self-esteem is not a sitvational variable
but rather stable with adolescents. This may also suggest that the students behaved as usual,
and were not influenced by the research. And most importantly, the students were never
encouraged to believe that they were much better than they really were. They were, however,
encouraged to believe in their abilities and the possibilities of progress. So, a very distinct
transfer occurred from self-esteem and positive regard of oneself to ‘self-efficacy’ and beliefs



Strani jezici 35 (2006), 2 B. Knezevié: Academic performance — self concept, 143 - 16

in abilities. We may thus posit that the students’ beliefs and self-evaluations (self-esteem)
were soundly based.

Teacher’s role and academic achievement

Items that measured a positive attitude to learning English indicated a decrease in values
at Time 2. Also, Time 2 measurement indicated lower values of items measuring the teacher’s
role compared to Time 1 findings in October 2002.

QUALITATIVE DATA RESULTS

Qualitative data — group discussion, the teacher-researcher’s diary and reflections,
student diaries suggested that the values gained at Time 2 were lower for several reasons.
Time 2 data collection was conducted in May, the time when students worked very hard, put
a lot of effort in all tests, and were under enormous pressure from other teachers and parents,
and consequently their attitude to learning in general declined. In a discussion that followed
the measurement, all students said that at that point they did not enjoy learning at all. They
also stressed that the responsibility for learning - the teacher’s, which was a common belief at
Time 1, was shifted on to the students. In her diary a student wrote that she and other students
liked to be involved in learning, knowing that there would be a teacher to help, to facilitate
but not to guide. Thus, it was not the teacher who was responsible for their learning, it was
the students, and they responded accordingly in the questionnaire. -

Other variables related fo the achievement

The qualitative data collected in interviews, group discussions, the teacher’s diary
and essays indicated the importance of the intensity of effort and amount of time spent
on studying, the quality of study and the quality and timing of feedback on the academic
performance. The students said they had learned best during the ‘correction time’ analyses.
They pointed out that what had helped them was the feeling that it was not only the teaching;
it was the teacher’s wish to see how the students were doing, what progress they were making.
The students also highlighted the positive attitude to error correction as the correction cycle
began on a positive note with what they had done well. Covington (1987, p.82) says that
numerous demonstrations support the claim that the crucial component of teaching is the
degree to which the students have a clear picture of them as well as precise information about
their performance and progress. He goes on to say that students who do not receive feedback
on how well or poorly they perform; may perform less well than if they have been given a
negative feedback.

Qualitatively collected data indicated other variables in relationships with the academic
achievement: the students’ personal sense of competency, effort, beliefs and luck as well.
Motivation is another interesting aspect the students talked about. It was not only the
motivation and interest the students brought to classes but the motivation being fostered in
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the classroom. The students were motivated and challenged by themselves and each other, by
more demanding tasks, and by the process of teaching and learning. Furthermore, feedback
and praise were the most salient teacher practice quoted by the students. Hamachek (1987,
p. 293) says that praise can be a big builder of self-esteem. When appropriately given, it
enhances both motivation and self-confidence.

LIMITATIONS OF THE RESEARCH

The limitations of the research are that the results were obtained from a small sample in
arelatively short period of time (8 months}, and as such the statistical analysis was subject to
error. Also, the research did not encompass a control group. This could be accounted for by
the fact that the study was conducted by a teacher of English and that the primary focus of
the research was on improving academic performance in optimal learning environment for all
students. As a teacher, first and foremost, the researcher would consider it an ethical and moral
problem to intentionally deprive the control group of what she assumed to be an incentive of
learning. Furthermore, different treatment would expose students to disadvantage of learning.
The support in line with this ethical approach was found in Kember (2000, p. 40).

IMPLICATION FOR THE PRACTICE

The strength of the research is its contribution to practice. It is the message that it is the
teacher who knows his or her students best, and that teachers should embark on classroom
research, however the sample may be statistically (in)significant. The impact of the research
findings on the students’ attitudes to learning goes well beyond the research itself.

CONCLUSION

To sum up, each student has ability, is gifted, and has some potential. The research
demonstrates that teachers should listen to students, should see their perceptions as a need
for intervention, and be susceptible to change themselves. One of the expectations supported
by the findings is that it was the teacher-facilitator who fostered learning and achievement,
and the research also demonstrated that the roles within the sample group were also related
to the achievement, There was a high correlation between academic performance, academic
self-concept and the teacher’s role. However, the study did not support the hypothesis that
academic achievement was related to the changes of self-concept and self-esteem.

Some of the qualitative data supported the view that is not new — that the most
important task of a teacher is to let students learn, to let students explore. There should be
no place for an authoritarian teacher. Still, this often clashes with reality, with the common
everyday picture of an ordinary teacher. This is where the study has had a great impact
on the researcher’s personal beliefs of teaching and learning. The study underpinned the
researcher’s personal attitudes and approaches to teaching and leaming; that both attain
quality through interpersonal relationships between a teacher-facilitator and students in a
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‘feel good’ atmosphere of trust and belief in the students’ potential.

The results of the research also suggested the need and space for further research. It could
investigate the relative importance of particular sources or domains of teacher’s feedback as
a source of students’ further academic development.
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APPENDIX A
QUESTIONNAIRE FOR STUDENTS

Sex: M F Month and year of birth: @

We would kindly request your help to enable us carry out our research. You could do this by conscientiously
and sincerely answering all questions in this questionnaire. This information is CONFIDENTIAL and we
would like to assure you that any replies given by you will never been revealed to any other person. If you do
not wish to participate in this research, you are free to quit whenever you desire.

Hereunder are statements which, more or less, relate to all pupils. However, | | False

people are different, everybody behaves differently and each person has | 2 Mostly false

a somewhat different opinion. Please assess, on a scale 1 — 5, how far the | 3 Sometimes false
statements hereunder relate to you personally. This can be done by circling the | — sometimes true

appropriate number alongside each statement. 4 Mostly True
5True 5 True
1.1 talk frankly and easily about myself. 1 23 45

2. When speaking with someone, it is important what he/she thinks about| 1 2 3 4 5
me.

3. I feel extremely secure.

4.1 am open-minded.

5. 1 think T am inferior to others.

6. 1 feel the need to prove myseif.

7. 1 feel ill at ease in new surrounding,

8. I feel satisfied with myself.

9. I have sufficient self-esteem.

10. I think that I am as valuable as others.

11. I dislike commitments imposed by others.

12. Friends consider me cold and repulsive.

13. T am popular in the group.

14. My peers wish to have me as a friend.

15, I strive to listen carefully to my partner.

16. My friends are eager to work with me in a group or in pairs.
17, My friends consider me thrust worthy.

18. I enjoy being a ‘leader’ among my peers.

19. T enjoy being special.

20. The teacher of English respects and believes in me.
21. The English language syllabus is too hard for me.
22.1 am satisfied with the success I achieve in English.
23. The teacher of English expects too much from me.
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24. If my English teacher did not check homework. I would never write

it.
25: The teacher is the person who should impart knowledge. 1 2345
26. The teacher is responsible for my learning and my success. 12345
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27. Learning is my responsibility. 1 2345
28. I believe that the most important is for the teacher to be organised. 1 23435
29. The teacher is the central “figure’ in the classroom. 1 23 435
30. The student is the central ‘figure’ in the classroom. 123 45
@ 31. I enjoy when the teacher affords me an opportunity to openly givemy| 1 2 3 4 5
opinion.
32. It is most important that the professor is witty. 1 23 45
33. The most important is for the professor to have knowledge. 1 2345
134. My English teacher is boring. 1 23435
35. The most important is for the professor to respect me as a student. 1 23 435
36. What irritates me most is when the English teacher is unfair, 1 2345
37. It irritates me when the teacher bears a grudge. 12345
38. Tt irritates me when the teacher states that he/she doesn’t know that| 1 2 3 4 5
he/she has to check.
39. It means a lot to me when the teacher praises me. 1 2 45
40.1 feel angry when the English teacher as us to learn words. 1 2345
41. 1 enjoy when the teacher asks what I think and feel. 1 know then that] 1 2 3 4 5
it is important to him/her.
42. 1 learn better if am paired with somebody or in a group. 1 23 45
43. 1 enjoy pair work or group work. 12345
44, T regularly coniribute to discussion in the group. 12345
45. 1 am afraid to give my opinion. 1 23 45
46. I enjoy doing pair work only with certain pupil. 12345
47, 1t is immaterial with whom I do pair work or group work. 12345
48, I don’t enjoy doing pair or group work with only one particular| 1 2 3 4 5
person.
49, T enjoy doing pair work with a better pupil, 2345
50. It is easier doing pair work, it helps me understand the task. 12345
51. I enjoy working alone, in that way it can be seen who knows whatand] 1 2 3 4 5
who is working.
52, We just quarrel when working in a group. 12345
53. It is better to do ‘activities’ in pair; one can talk easier and better. 1 2345
54, When working alone, nobody bothers me. 1 2345
55. I feel more secure in a group. 12345
56. Group work is a waste of time. 12345
57. 1 enjoy when pupils decide with who they will be in pairsorinaj 1 2 3 45
group.
58. I try to do my best as a pupil. 12345
59. I enjoy learning English. 1 2345
60. I learn English regularly. 1 23 45
61. 1 feel motivated for other subjects when I Have good results in] 1 2 3 4 5
English.
62. 1 give up when problem requiring more effort occurs. 123 435
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63. Wiriting in English is a problem. I don’t have any inspiration. I think| 1 2 3 4 3
I am uncreative.

64. The ‘think, plan and write’ technique is of no use to me. 12345
65. Listening is easiest for me. 1 2345
66. I learn words while reading the text. 1 2345 @
67. I get frustrated when [ don’t know every word. 1 23435
68. I enjoy the class when we talk about various themes. Sport, films etc. 1 23 45
69. I learn new words the easiest while watching a film. 1 23435
70. There is no tension during the English class. 1 2345
71. Marks are my only motivation. 1 2345
72. ‘Feedback’ on my progress is important to me. 12345
73. Only the results of tests are important. I don’t need any explanation. 1 2345
74. Speaking is the most important skill in language, 12345
75. Grammar is the most important. 1 2345
76. If 1 know grammar there is no problem with writing or speaking, 1 23435
77. Writing is the most difficult skill in English. 1 23435
78. 1 don’t enjoy doing homework. 1 2345
79. I never do my homework at home. I always write it in school. 1 23435
80. I have better status in society and an advantage over others if Ispeak| 1 2 3 4 5
English.

81. English is important because of computers. 1 23435
82. English is important because of communication with others. 1 23435
83. English is unimportant for me now, but [ am aware it will be important| 1 2 3 4 5
later in life,

84. Knowing English is an advantage when watching films. 1 2345
85. I feel relaxed and well during the English class. 1 23 435
86. There is something new every day during the English class. 1 23435
87. The English class is super as it is. I wouldn’t change anything. 1 2345
88. I would discard grammar. It’s boring. 12345
89. The most important for me is socialising and learning during the| 1 2 3 4 3
English class.

90. I consider the goal the English teacher sets as a challenge. 12345

157



B. KneZevié: Academic performance — self concept, 143 — 161 Strani jezici 35 (2006), 2

APPENDIX B

Time 1 Correlation between extracted components
Spearman coefficients

NOX

1. reading test 1.00

2. use of English | .58 1.00

3, self-esteem -.04 =01 1.00

4. preference for

-40 (.02 -27 | 100
group work

5. need for

leadership -28 =72 139 331 (100

6. personal
status in the g1 .55 -01 =02  }-.15 1.00

group

7. preference to
working with a
particular pair
work partner

24 -02 |-04 |-14 |32 .69 1.00

8. negative
attitude 30 33 38 3 -10 .37 .30 109
to group work

9. classroom

atmosphere -08 |-37 |[-44 |-19 |.34 -05 |.08 -80 |1.00

E0. teacher’s

-36 |-48 |-06 |.16 .26 -.05 21 =36 .53 1.00
ole

11, impatience,

lack of interest 34 A48 33 .03 -29 [.51 26 43 =59 |-21 |1.00

12. importance
of learning -18 |-32 (-31 [.30 A2 .19 24 -48 |.58 5 05 1.00
English )

13. positive
attitude to
learning
English

05 -19  |-48 |-02 |.27 25 .52 .01 51 .36 -38 35 |1.00

14. negative
attitude to -34  |-41 .58 -06 |.54 -28 |-16 [-10 {-.15 |-21 .02 =13 |-56
homework

Note: Values larger than .60 are in bold.
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APPENDIX C

Time 2: Correlation between extracted components.
Spearman coefficients

1. reading 2 1.00

2. use of English 2 .832 [ 1.00

3. classroom atmosphere |-.369 |-.172 | £.00

4, teachers role 2 -369(-.2271.243 | 1.00

>. impatience, - lack of) 5351 408 [-204|-480 | 100

interest 2

6. importance of leaming | _so¢ | 4571 545 | 637 |-.126 | 1.00

English 2

7. positive aftitude to| 561 39y | 539 | 806 |-281[.783 |1.00

learning English

8. megative attitde (0| 10, | 115 | 316|-683 |.618 |-354|-705 | .00
homework 2 : .

9. self-esteem 2 283 |.380 |-355[-330|.212 |-015}-195 | 461 |1.00

10. preference for group

075 1,193 | 158 |.072 |-317|-.198]-.393 .261 |-.080|1.00
work 2

11. need for leadership 2 |-.132|-245|.085 [.358 |.162 |.669 | 428 [-.040|.139 |-448]1.00

12. personal status in a
group 2

13. preference to working
with a particular pair|.217 |.402 [.313 |.227 (-311].282 |.164 |.026 1-.021|.336 |.046 [1.00 |1.00
work partner 2

14. negative attitude to
group work 2

217 | 402 |.313 [.227 |-311).282 |.164 |.026 |-.021(.336 [.046 |1.00

106 1-.137|-.535|-.156 293 |-.144|.107 [-.162|.334 |-.742|.245 [-.685|-.685]1.00

Values larger than .60 are in bold.
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APPENDIX D

T-Test
Paired Samples Statistics

N

mean sd t P
Pair 1 Reading test 2 28.82 421 327 008
Reading test 1 25.55 5.24 3.27
. Use of English 2 4991 8.26
Pair2 | (e of English | 4155 7.03 317 004
. Classroom atmosphere 2 38.00 3.58
Pair 3 Classroom atmosphere | 38.64 4.74 ~65 532
. Teacher’s role 2 2845 3.20
Paird | Teachers role 1 sLee s [P 007
. Impatience, lack of interest 2 14.27 3.66
Pair 5 Impatience, lack of interest 1 14.00 1.34 20 849
. Importance of leaming English 2 17.82 2.40
Pair 6 Importance of learning English 1 16.27 241 1.90 087
Pair 7 Positive attitude to learning English 2 13.91 2.47 -2.37 039
Positive attitude to learning English 1 1545 273 |
. Negative attitude to homework 2 9.09 3.27
Pair 8 Negative attitude to homework 1 8.36 2.87 1.10 298
. Self-esteem 2 19.45 3.64
Paird | gelfeesteem I 1945|423 | 000  [1000
. Preference for group work 2 15.82 3.40
Pair 10 Preference for group work 1 17.18 3.19 -130 222
. Need for leadership 2 18.00 3.40
Pair 11 Need for leadership 1 18.55 2.70 ~92 380
. Personal status in the group 2 19.82 1.5%9
Pair 12 Personal status in the group 1 19.18 1.54 24 370
Pair 13 Preference to working with a particular pair work partner 2 19.82 1.99 1.96 079
Preference to working with a particular pair work partner | 17.91 3.67 ’ ’
. Negative attitude to group work 2 3.82 1.40
Pair 14 Negative attitude to group work 1 3.36 1.29 1.24 242
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SAMOPOSTOVANIJE - ULOGA NASTAVNIKA

SAZETAK &

Cilj istraZivanja bio je ispitati odnose izmedu samopoimanja/samopo$tovanja i uspjeha
u uéenju kod grupe adolescenata, istraZiti i ukazati na ulogu nastavnika u odnosu na
promjene u samopoimanju/samopostovanju adolescenata te ispitati odnose izmedu
fkolskoga samopoimanja u engleskome jeziku i uspjeha u tom predmetu. Tijekom
istrazivanja podatei su prikupljani dva puta u intervalu od fest mjeseci. Upitnik je
mjerio opce samopoimanje adolescenata, Skolsko samopoimanje u engleskome jeziku,
samopo$tovanje, odnos unutar grupe, stav prema ucenju engleskoga jezika i ulogu
nastavnika. Rezultati su svaki put stavljeni u odnos s dva ispita znanja — iz vje§tine
{itanja s razumijevanjem teksta i jezika. Podatci su pokazali visoku korelaciju izmedu
$kolskoga samopoimanja u engleskome jeziku i uloge nastavnika, umjerenu i negativnu
korelaciju izmedu $kolskoga samopoimanja u engleskom jeziku i potrebe za vodstvom
u radu u grupi, umjerenu Korelaciju izmedu osobnoga statusa w grupi, 3kolskoga
samopoimanja u engleskome jeziku i preferencije prema radu u paru s odredenim
studentom. Dobiveni podatci nisu potvrdili pretpostavku da ée se samopostovanje
promijeniti n roku od Sest mjeseci, naprotiv, samopoStovanje je ostalo na istoj razini,
Faktori koji su utjecali na uspjeh u u€enju i na $kolsko samopoimanje u engleskome
jeziku su sljededi: stvarne sposobnosti studenata, vrijeme i intenzitet uloZenoga truda,
kvaliteta ufenja, kvaliteta i pravodobnost povratne informacije koju student dobiva od
nastavnika te sam nastavnik.

Kljuéne rijedi: samopoimanje, samopostovanje, uspjeh u ucenju, uloga nastavnika.
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