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Abstract

Learners approach learning tasks with varying degrees of confidence and their confidence

may influence the prospects of progress and success. The main purpose of the

investigations reported in this thesis was to explore confidence in relation to learning, in

the context of education in Saudi Arabia, focussing mainly on early university

experiences. Because of access to students in Saudi Arabia, most of the sample of over

1400 students were female.

Confidence is an elusive concept but it can affect many areas of life. This study seeks to

explore academic confidence, to see how it relates to other aspects of confidence and to

see whether any aspects of learning or the nature of learning situations relates particularly

to the enhancement of confidence with learners.

The study starts by exploring what is meant by confidence, specifically in an educational

setting, and then moves on to consider how experiences held in memory relate to the

formation and development of confidence. In thinking of confidence, it is suggested that

confidence can be seen, at least in part, as an attitude towards oneself. It is how a person

sees himself in the context of a task or opportunity.

This study starts by an attempt to explore several aspects of confidence to see to what

extent confidence is a generic characteristic and how academic confidence might relate to

that. Academic confidence might be related to specific cognitive characteristics or to

views of learning or to specific kinds of learning situations. Questionnaires and

interviews were the approach adopted in this study.

Semi-structured interviews were undertaken to establish some kind of measure of the

validity of the questionnaires. Working memory capacity was measured using the digits

span backwards test while examination and test data were also obtained. In every case,

large samples were used in the data collection. The overall aim was to obtain a picture of

the nature of confidence and to see how this was related to other attributes (which were

also measured by survey) and to performance (as measured by formal examinations).

The key observation is that academic performance tends only to be correlated with

academic confidence. Thus, confidence is probably not a general attribute. Interviews

tend to confirm the outcomes from the survey. In that working memory is a well



established rate determining factor in much learning, it might be thought that that working

memory capacity might be a factor in enhancing confidence but, in the context of the

sample of female students used in this study, this was not found to be so.

Students were asked to look at themselves in the learning process, to indicate their

preferred styles of learning and assessment but, in general, few aspects seem to show any

strong relationship with the development of academic confidence. However, those who

expressed specific confidence in their abilities related to studying tended to be those who

were, in fact, better performers as measured by examinations. Thus, students seem to be

appropriately self-aware. Also, the importance of tests and examinations was seen and it

did appear that results from these were a major feature of confidence growth.

Attitudes to learning (following the Perry model, 1999) also tend not to correlate

significantly with academic performance although there is a hint that assessment might be

important. Aspects of learning style, purposes of learning, evaluation in examinations,

group-working skills and academic self-perception showed few clear patterns in relation

to confidence. The strong. overall impression is that preferred curriculum approaches are

not very important in developing confidence although the influence of the subject teacher

may be very important. Also it seems to be an innate human characteristic to seek for

meaning. Memorisation is not, perhaps, the natural way forward. All of this tends to give

a kind of picture of characteristics that might describe some confident students rather than

give a set of criteria for developing a confident person.

Although not the main purpose of the study, the patterns of results from the many

questionnaires revealed major deficiencies in the Saudi education system as seen by the

learners and offers an agenda for change for the future. There seemed to be an expressed

interest in more opportunities for thinking (rather than memorising), for questioning,

creativity and working in groups.

From all of this, it might be deduced that the key feature underpinning confidence lies in

simple success (reflected in speed of learning, understanding, and examination success).

Thus, confidence makes it possible for students to enjoy the challenges of further

learning, to take risks and to take risks in a social learning situation like group work.

Perhaps the most remarkable thing is the lack of features which correlate with measures

of academic confidence.



Any attempt to find some kind of insight into a way of teaching and learning which

generates increased confidence is not easy from the data. There are two possible reasons

for this. Perhaps, different students prefer different ways and this hides any significant

correlations overall. Perhaps, also, the students are so accustomed to a system which

offers information in quantity and provides rewards only to those who can recall it

accurately that this hides other possibilities for these students.

The one thing that stands out is that success seems to lead to confidence. These students

are among those who have been more successful at school in terms of examinations. The

fundamental question is how to offer success to those who are not so good at formal

examinations based on recall. If success is so dependent on this and confidence is not

related much to other aspects, then there is a real danger that the examination system will

generate a population where many are unsuccessful. The system might be leading to a

destruction of confidence. It does not seem to be the style of examination but the fact of

success in examinations which is an important determinant of confidence. The samples

considered were drawn from those who had been successful at school. Further studies

might focus on those, who were not so successful.
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Chapter 1

Chapter 1

Confidence in and through Education

1.1 Introduction

It was observed many years ago (e.g. Johnstone et al, 1981; Johnstone and Reid, 1981)

that the cognitive aspects of the educational journey often receive considerable attention

while the other, less easily measured aspects, may not be considered much. Examinations

and tests check what learners have acquired in terms of knowledge, understanding and,

sometimes, thinking skills. Indeed, considerable energy is expended in developing tests

and examinations which seek to probe what knowledge the learner has acquired. Decisions

about future learning are then based on such assessments,

Practical skills are sometimes measured where appropriate. This can include the practical

solving of mathematical problems or spoken language; it can also include experimental

skills in the sciences or the considerable range of practical skills associated with the

handling of materials, cooking, music or art.

Of considerable importance is that learners bring to the learning situation sets of attitudes,

perspectives and beliefs. Also, the educational journey may well cause attitudes,

perspectives and beliefs to develop but, not always in expected ways. Most are rarely

measured at all; indeed, measurement may be impossible or inappropriate. However, that

does not imply that such aspects are unimportant.

In this context, a much ignored aspect is learner confidence: confidence in themselves as

learners, confidence in abilities to be successful, a self-belief that the learning process is

worthwhile and meaningful. This is the focus of this study.

The difficulty is that each learner may bring strong elements of self-belief (or lack of it) to

the process of learning. Equally, the experience of learning may develop such confidence.

While there is minimal opportunity to influence what happens before formal education

starts, it is important to explore what elements of the educational experience are likely to

increase confidence in that, if a learner does not have adequate confidence that learning can

be successful, then it is unlikely that future learning will be too successful or fulfilling.

Page 1



Chapter 1

Reid (2006) has noted the powerful effect that attitudes can have on subsequent learning.

If aonfidence is some kind of attitude or evaluation of oneself, then subsequent learning

may be greatly hindered if confidence is low. Reid (2006, page. 8), in the context of

attitudes towards physics, observes that an "attitude towards physics does require some

knowledge of what physics actually involves, what feelings the [learner] has towards

physics and it may lead to a commitment to take the next course inphysics."

Looking at confidence as an attitude towards oneself, perhaps this statement could be

adapted: An 'attitude towards oneself in the context of learning does require some

knowledge of what learning actually involves, what experiences and feelings the learner

has towards learning and such an attitude may lead to a commitment to take learning

seriously'. Thus, confidence depends heavily on experience and may well influence future

experiences.

Being successful in some situations can raise confidence. Thus, Reid and Yang (2002b)

noted that confidence was lacking when secondary school pupils faced a new and open-

ended problem but, after the completion of the first such problem, confidence was

observed to grow markedly when facing subsequent problems even when the pupils were

finding the tasks difficult. Students experience in a non-threatening and supportive context

generated a remarkable rise in observed confidence. Yang (2000) also reported the growth

in confidence did not necessarily seem to lead to better performance in her open-ended

problems. However, it did mean that the school pupils approached these tasks more

enthusiastically with more self-belief and assurance. Perhaps the negative is more

important: without some confidence, it is unlikely that tasks will be approached with any

self-belief or therefore-belief that success is likely.
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Chapter 1

};-!-. The Natal e of Confidence

Toatbers and lecturers may often refer to confidence when describing their pupils and

students. However, defining that confidence is not so easy. It involves self-belief in the

context oflearning, or it may reflect the personality: the person who is confident. It may

involve quite subtle levels of self-evaluation or even evaluation of self in the terms that the

person sees being the conclusions of the evaluations of others.

In some ways, confidence is an indefinable concept. It can mean the concept of how

others see the learner and attitudes towards the subjects being studied. It encompasses the

context oflearning tasks and relates to how learners see themselves, how they see others

and how they think others see them.

One aim of education must relate to the development of inner belief that a person can

move on and be successful in life (however, success is defined) and to make a positive

contribution to society. However, a deeper aim of education must relate to the

development of the individual, as a person, as a lifelong learner, with a sense of inner self-

belief. It is here that confidence may be particularly important. However, confidence must

be seen in the context of the aims of the process known as education.

1.3 The Aims of Education

Mankind has existed, with some success, in a world where education was the privilege of

the few. For many decades, education has been seen as the right of everyone (e.g.

Whitehead, 1962). The aims and benefits of education can be seen in terms of bringing

benefits:

For the individual
For the family
For society
Globally

Although social considerations cannot be ignored, the individual should be the first and the

main issue in education in that individuals make up society. If an aim is to bring benefit to

society by means of education, then individual benefits need to be considered. If this is

the case, the education can be seen as a development of the individual, releasing the

potential abilities within that person to lead to personal fulfilment
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There is a need to prepare people for life, for practical activities of daily existence and for

creativeproduction, i.O that the individual person can utilise their abilities to the maximwn

to bring benefit for the person and the society in which (s)he is placed. The fundamental

qwwion nQWis how: can this be done by using education? How can we help students to

use information in increasing their study skills, in developing positive attitudes, with a

confidence to face life experiences and learn more?

Of course, one aspect of education is the passing on of knowledge, experience and the

wider features of culture to the next generation. Long ago, Whitehead (1962, page. 7)

noted that,

"The problem of keeping knowledge alive, of preventing it from becoming inert, is the
central problem of all education."

However, there is a danger of seeing education as the transmission only as the

transmission of past knowledge, values and cultural ideas. Whitehead (1962) argues that

it is important to consider the student's curiosity, judgements, opinions and creative

ideas. He believes that these should not be assessed only by examination to know if the

student has learned the skills or not.

Education may share the outcomes of the past with learners. However, education must be

set in the present, preparing the learners for a future which is, in large measure, uncertain.

This is a difficult task. Whitehead (1962) again is perceptive when he notes that, when

students are taught to solve problems, they may still not have the intention or the

confidence to work out different and new solutions to different and new problems. What

we need to see is the students' way of thinking and how they solve problems.

The knowledge and understandings which are imparted to learners need to be carried out

in such a way that the expert knowledge can be built upon to move culture forward, to

solve new problems and to take appropriate decisions as citizens. In other words,

education needs to be set in terms of the future needs of future citizens. They need to he

able to make sense of the world which is their world, to be able to contribute to that world

as well as taking advantage of all opportunities offered to them but, perhaps more

importantly, to see themselves in relation to the world, to others and have that inner

security that they can cope and make progress.
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Something of this was seen by Whitehead many years ago when he stated (1962, page. 3):

"L-et the main ideas that are introduced into a child's education be few and
important, and let them be thrown in to every combination possible. The child should
make them his own, and should understand their application here and now in the
circumstances of his actual life. From the very beginning of his education, the child
should experience the joy of discovery. The discovery that he has to make is that
general ideas give an understanding of that stream of events which pours through his
life, which is his life. "

Such a picture is very different from what is often seen in schools and universities where

there are overcrowded curricula, where information is provided to be memorised and

recalled, and there is little opportunity to discover or apply ideas in the context of daily

life. Again, Whitehead (1962, page. 6) notes this when he sees the importance of

knowledge being able to be utilised.

Considerable resources have been made available to education but there is still a common

problem about how to use these resources in the most effective ways. Sometimes there

are laboratories, computer rooms, very expensive rooms for teaching music, technology or

sport but little attention has been paid to the use of such resources and the kinds of aims

which can be met through such resources. Teachers may work best when they are

confident, not only in their knowledge base but also in the resources which can enable

them to develop the minds of the next generation. Harlen and Holroyd (1997) reveal what

can happen when teacher confidence is not good in the context of science teaching.

Haghanikar (2003) showed very clearly in a university context that it is quite easy for

students to take a course, pass the examinations well but show very little understanding

of what the ideas mean and how to use them. Although set in one subject area at a specific

level, this may well be a very common problem. It then becomes very difficult for the

students to develop confidence in their abilities. Lack of understanding may well make the

approach to new problems very difficult. The student feels uncertain and uncomfortable.

Confidence may well evaporate.

The problem is. that education has often been determined by the subject matter to be

taught and its logical ideas, neglecting the needs of the learner and the way the learner

mind actually works when trying to make sense of what is being taught. Johnstone (2000)

considers this in relation to chemistry but the principles might apply widely.
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Thus, education seeks t<?prepare individuals to be active participants in society: to create,

produce and work in society. It is logical that the individual is part of the society and

cooperative skills will be needed as well as the development of attitudes which enable the

indndduals to see thl.mselves as part of a wider group. There is an interplay between the

aims of education to benefit individuals linked to the aims of education in enabling society

tamove forward. On top of this, in a world where communications and travel are growing

exponentially, the learner needs to see himself in an even wider context. After all, no

individual or country can insulate itself from world issues (like the development of the

internet, climate change, changes in trade and economics).

In the light of this, what is the substance of education? What are the generic skills which

need to be considered?

1.4 Skills Arising from Education

The skills are, perhaps, endless and difficult to reduce to any short list. Perhaps, they can

be grouped under headings such as:

Cognitive skills
Attitudinal development
Practical skills
Social skills
Ethical perspectives

It is not suggested that this list is comprehensive. Bloom (1956) suggested six hierarchical

levels of cognitive skills: knowledge, comprehension, application, analysis, evaluation and

synthesis. Yang (2000) picked up Johnstone's ideas when she suggested that the list is

not really hierarchical in that knowledge is the basis of the other five but each of the other

five is a separate skill in its own right (see figure 1.1).
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K
N
o
W
L
E
D
G
E

Figure 1.1 Some Cognitive skills (from Yang, 2000, page 7)

How does confidence relate to this? Too often by over-emphasising the recall of

knowledge, the other five cognitive skills have been under-valued. The question then is

how to develop the confidence in the learner so that he can develop and apply these skills,

yet recognising that they are difficult to apply when there is a lack of knowledge.

The development of attitudes is a much neglected area in education (see Reid, 2006). This

will be discussed later in this thesis and related to confidence. Perhaps the other three

areas (practical skills, social skills and ethical perspectives) can be illustrated by thinking

of the education process in the training ofa doctor. Such a person will not only need much

knowledge and other cognitive skills but will also need practical skills (as in surgery), high

quality social skills (in relating to worried patients, for example) and a heightened ethical

awareness (in deciding what is acceptable to do or not do). Education needs to address

such areas and the successful learner will need to have a balanced confidence in developing

practical skills, social skills and ethical perspectives. How it can do this is a much more

difficult problem.

However, before outlining the approach used in this study, it is necessary to look briefly

at Saudi education in that this study is set in that country.
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l..i Edut.ation.in. spudi Arabia

SmJhe present study is mainly looking at different aspects relating to students' ways

of learning and studying in (mainly) higher education in Saudi Arabia, it was important

that the education system in this country should be understood and introduced to the

reader. This section offers a brief description about how the education system operates in

Saudi Arabia.

In the Saudi education system, there are 12 years of education, not compulsory but most

attending: six years primary education (age 6-12), three years secondary education (age

13-15), and finally three years of high education (16-18). Each year has two terms, each of

which lasts for four months.

At the end of each term, students sit formal exams and those of the second term determine

whether the student will pass the year or stay and repeat the same year. If the student

does not pass a year on two attempts, he/she will have to be transferred to be a special

student who is able to continue education by sitting exams without being able to attend

classes. The only year where students sit national exams is in the last year in high school

where the student needs to enter university. University degrees last for four years.

Subjects and numbers will be depending on the field of study.

As they go through their education journey in Saudi Arabia, skills of thinking,

understanding, problem solving and those associated with critical thought are largely

ignored for the students. The only aim is to pass examinations and to gain high marks, this

being achieved by the memorisation of information and its recall under test conditions. It

is engrained in students that the reason for going to school is to perform well in

examinations, thus to able to proceed to the next stage.

This is a special problem in the final year at school. Success in national examinations is

critical in that this is the key to the possibility of higher education. Great effort is

therefore expended in gaining knowledge and information for these examinations. It is very

common for students to undertake extra private study at home, with tutors. Overall, the

whole system is examination driven and the focus is on correct recall of as much relevant

information as possible.
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The effect on parents is also considerable. They often make great efforts to encourage

hard._workand memorisation. They may be prepared to spend money on extra tuition to

aid examination success. Getting results for their children is critical. However, asking

paNnts or students about the usability of all the memorised information and knowledge at

university is a rare question. Such a question is never really addressed by parents,

teachers or students.

The Saudi Ministry of Education designs the curriculum and the teaching material. All

curricula are the same around the country, even in private schools, and the style of

teaching is teacher-centred where the students only copy what the books and the teachers

say. The description of the good successful student is one who copies what the text

books say as accurately as possible.

At the present time, the Ministry of Education is trying to introduce new technology in

classes: computers laboratories and science laboratories; but unfortunately, teachers and

classes yet are not qualified to use them effectively. Indeed, even reading libraries or

reading rooms are not available in the majority of the schools, reducing the scope for

students to gain wider knowledge or skills through reading.

Alsonbol et al. (1996) argue that, to be able to give the students the chance to learn

everything from the past and present is an impossible plan in education. Unfortunately,

the education system focuses on known facts more than focussing on how information

can be obtained and teaching students how to search for knowledge. Thus, the system is

only helping the students to recall information when they need it to pass examinations; it

is not considering attitudes towards learning and logical ways of thinking. This kind of

learning is preparing the next generation only for tests but not for life.

Alsonbol et al. (1996) also note that everything moves so fast today and ideas can be
promoted very rapidly. For example, teaching the students how to use a computer is a
good thing but helping them to be able to learn how to react to new ideas, new programs

and new insights is more important. Students need to up-date themselves by means of
the new technology more than learning the technical side of this technology. They need to
develop research skills, group working skills and flexibility to face change. From their
point of view, they see students in Saudi simply memorising information uncritically and

storing it with no concern about how it applies in life, how to weigh information for its
validity or truth, how to analyse and evaluate.

Page9



Chapter 1

They argue human resources are the principal and critical assets in the development of the

cau.ntry. However, unfortunately, in Saudi there is a cyclical relationship between the

learning and recalling; the memorising and summarising of books, and short examinations.

There is a need to develop meaningful experiences at school level where students can

apply ideas, experiment (intellectually and practically) and develop the key skills of

creative and analytical thought.

It is amazing that, in a country with so much wealth, the education system is sti11largely

at a stage which was left by many other countries over a century ago. It does offer some

kind of explanation why the country relies so heavily on workers from overseas to run the

major industries which can generate wealth (Saudi Arabia: Country Overview, 2006)

Al-Hamed et al. (2004) assume that the teacher-centred style is driving the students in

Saudi to be more negative, less confident and more anxious about the marks and grades at

the end of the year. The teacher gives the lecture, asks for explanations, gives homework,

and the students do nothing except answer some questions asked by the teacher just to

make sure students have memorised what the teacher has been saying. In the end, this

generates a student population who have no idea about working in groups, no experience

of discovering, and, even more seriously, no insight or inclination to cooperate to help a

group of people to succeed in anything other than being able to recall in order to achieve

grades. They argue that technology in teaching is hard to apply in Saudi Arabia because

teachers are not motivated to develop the skills are needed in using technology or are not

qualified to do so.

The university system tends to continue with the same approach, lectures delivering

information which is to be memorised and recalled. The educated output of the system

tends to be the generation of students who can recall knowledge for examination purposes

(often forgetting much of it soon after) and who have little or no critical faculty. There is

little confidence when it comes to knowing how to find out, how to consider information

critically, how to evaluate, analyse or be creative with ideas.
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1.. The ThemesM this Study

Even a superficial consideration of the aims of education and the way Saudi education

functions reveals a massive gap in thinking. It is almost as if Saudi education has still to

enter the 20th century, ignoring moves into the 21st century. It seems that there is a fear:

fear of enquiry, fear to let go of the securities offactual information, intellectual fear, fear

of letting students ask questions and of seeing education in its wider social and global

dimensions.

Confidence is one major opposite of fear. When learners are confident, they are perhaps

willing to take 'cognitive risks' (see Reid and Yang, 2002 b) so that they can launch into

new areas of thought and enquiry, making themselves better equipped to face a world

where change is the only certainty.

This study is set in Saudi Arabia and in the particular educational context of that country.

However, it also seeks to explore the nature of confidence and to see what, if any, aspects

of the educational journey assist in making that confidence accessible to students. It is

recognised that any outcomes from this study may not be neatly transferable to other

countries and educational cultures.

The study starts by exploring what is meant by confidence, specifically in an educational

setting, and then moves on to consider how what is held in memory relates to formation

and development of confidence. In thinking of confidence, it is suggested that confidence

can be seen, at least in part, as an attitude towards oneself. It is how a person sees himself

in the context of a task or opportunity. This is explored further in that attitude

measurement is well established and may offer a way to make measurement which might

throw light on the nature and development of confidence.

A series of experiments is then described. This starts by an attempt to explore several

aspects of confidence to see to what extent confidence is a generic characteristic and how

academic confidence might relate to that. Academic confidence might be related to specific

cognitive characteristics or to views of learning. This is explored next.

Students show quite diverse learning characteristics (sometimes known as learning styles).

It is possible that these relate to the development of academic confidence and this is

considered next. Finally, a range of aspects of the educational process are looked at. These
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include how courses are designed, delivered and assessed.

Tlul.Q..v_erallaim is to try to fmd out what aspects of the processes of teaching and learning

seem to be important in enabling student confidence to grow and develop. One obvious

area is the personal characteristics of the teacher but this is beyond the scope of this

stlMly.The focus here is on the learner and the nature of the learning process.

The starting point is an attempt to try to describe and define what is meant by confidence

and, specifically, confidence in a setting of learning.
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Chapter Two

Self-Esteem and Confidence

2.1 Introduction

In the world of teaching and learning, confidence is often seen as an important issue.

Teachers are well aware that a lack of confidence in the student may prevent the learner

from making the necessary effort and thus not perform as well as his or her capability

might suggest. Confidence can often arise as a result of an experience that was perceived

as being satisfactory in some way. Thus, Reid and Yang (2002b) noted that confidence

was lacking when secondary school pupils faced a new and open-ended problem but, after

the completion of the first such problem, confidence was observed to grow markedly

when facing subsequent problems even when the pupils were finding the tasks difficult.

Students having experience in a non-threatening and supportive context generates a

remarkable rise in observed confidence. Yang (2000) also reported the growth in

confidence did not seem to lead to better performance in her open-ended problems.

However, it did mean that pupils approached these tasks more enthusiastically with more

self-belief and assurance.

Nonetheless, confidence is an elusive concept. In an academic context, it relates to success

but is not simply a product of success and may not necessarily lead to success. It may

involve perceptions of how others see the learner and attitudes towards the subjects being

studied. It encompasses the context of learning tasks and relates to how learners see

themselves, how they see others and how they think others see them.

Indeed, it might be thought that confidence is some kind of overall ability or aptitude: a

generic characteristic. It is possible that a particular school pupil or university student is

simply a confident person and that confidence carries over into study and examinations.

The concept of confidence will be explored in this chapter, the aim of which to see what is

known in the field of psychology as it might apply to learning situations.
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2.2 Self-esteem and Related Ideas

Confidence is not an idea which occurs much in literature pertaining to psychology.

There is an emphasis on the individual's view of self, on self perception and on self-

esteem. These related ideas are discussed here.

Schneider (1976, p. 336) argues that,

"All of the theorists on self agree that the self is something which has to be
developed. Indeed, most theories assume that the self is not present in any form at
birth. The role of parent's evaluations seems quite clear. It is important to recognise
that one's attitudes, behaviour, and others evaluations are linked in a tightly
integrated, mutually causal relationship. Positive self-evaluations may cause
behaviour which leads to positive other-evaluations which in turn may confirm or
modify the positive self-evaluation ".

It is very obvious that a person's perception of self will depend for its initial formation

on the influence of parents but Schneider makes an important point when he stresses that

confidence depends on evaluations and that such evaluations are linked tightly to contexts

and causal relationships. From this, confidence can perhaps be seen as a positive self-

evaluation with respect to something or someone.

The concept of evaluation has many aspects. The word can be used in the sense of

evaluating something to see if it is correct or appropriate. Thus, for example, a school

pupil might be trained to look at the answer from a mathematical manipulation and

evaluate if it is reasonable as an answer or what might be expected. This can be seen as

related to the analysis of Bloom (1956) whereby he lists evaluations as one of several

higher order thinking skills. In other words, this is a cognitive evaluation.

However, the word reappears in the literature of attitude definitions. Thus, as far back as

1958, Rhine referred to an attitude as a "concept with an evaluative dimension" (Rhine,

1958) and this drew attention to an important insight. Attitudes involve more than the

cognitive and, in particular, the "evaluative dimension" proposed by Rhine has assumed

greater importance in later work (e.g. Chaiken and Eagly, 1993).
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Reid (2006, p. 4) observes that,

"In some ways, this is what distinguishes an attitude from other latent constructs. A

person may know, may have feelings or may experience. However, it is possible that

these may lead to evaluation and subsequent decisions. Thus, for example, a school

student may have studied some chemistry. In doing this, the student gains knowledge

of chemistry and of the learning of chemistry. The person may come to have negative

feelings towards chemistry and the acquisition of chemical ideas. Indeed, the
behaviour demanded of the student in such studies may be objectionable. Overall, a

negative attitude towards chemistry and study in chemistry has developed, such an

attitude being expressed in negative evaluations of aspects of chemistry learning. In

turn, such an attitude may lead to the rejection of further studies. "

Confidence is based on some kind of self-evaluation. In that sense, it has both cognitive

and attitudinal aspects. It involves self-knowledge, it involves an attitude towards self but

it also involves attitudes related to contexts and other people (see figure 2.1). All of these

aspects will be explored in this study.

Figure 2.1 Confidence, Self-Esteem and Attitudes

Baumeister et al (2004) argue that self-esteem is essential for psychological health. They

argue that increasing self-esteem might not help to increase achievement and performance;

however, it helps to be more assured of being successful to do something and feel happier
about it.

The cognitive and attitudinal features are apparent in many studies. For example, Cassidy

(1990) argues that there are two main dimensions which have been found to determine

self. She speaks of 'self-cognition' and 'self-affect'. She defined terms related to self-

cognition to include self-concept, self-image, self-schema and self-understanding, and
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terms related to self-affect to include self-esteem, self-worth, self-evaluation, and self-

feeling. From her point of view, self-cognition is a descriptive reference to the self: a

definition of character and qualities of the self, without necessarily being evaluative.

However, she talks of self-affect having terms related to the value of the self.

Perhaps value is not quite the right word. Self-affect is more specifically the kind of

feelings a person has about oneself. Such feelings may well be able to be grouped to give

the person a sense of self-value. Beliefs can come together to give rise to attitudes and

attitudes can come together to give values. Thus, self-beliefs can have strong affective

dimensions and lead to attitudes towards self. Self value arises from these attitudes.

Many years ago, Coopersmith (1967) described self-esteem as a "conclusion of value"

that the people maintain toward themselves. Later, Harter (1982) describes the feeling of

general self-worth as that of being satisfied and glad about the way that people act or

think. Harter uses the idea of perceived competence to describe a person's perception of

the skills in certain areas like sports, school, and social networks. Both seem to be

identifying the cognitive and affective in their descriptions.

Cicchetti and Schneider-Rosen (1984) argues that there are extensivelyclear distinctions

between cognitions and affects. Lewis and Brooks (1979) refer to this as the "categorical

self' because the definition takes the form of placing oneself in a whole range of

categories.

Of course, self-esteem is not quite the same thing as confidence but both have cognitive

and affective dimensions (see figure 2.l). Where a person has low self-esteem, then this

may well result in low confidence in facing a new task. However, self-esteem is more of a

total description whilst confidence might be very task specific. Thus, a person with low

self-esteem may well face most tasks with little assurance of success while a person of

high self-esteem may, on one hand, feel confident in one task (writing an essay, for

example) whilst, on the other hand, show a complete lack of confidence in another task

(solving a differential equation, for example).

For people with low self-esteem, there is a high risk that they will draw inaccurate

assumptions about themselves. They may assume that they are insignificant, because

they are unable to do what other people expect them to. The question to be posed is,
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from where does the person get his or her self-perception or is it an innate characteristic?

Harter (1982) argues that 8 year old children are able to make direct judgements about

their competence in different domains but that, by this age, they are also able to construct

a view of this general self-worth as a person, over and above this specific competence

judgement. If his observations are correct, self-esteem is developed early in life and is not

the same as confidence.

In considering behaviour in general, the environment may have elicited the behaviour or,

perhaps, the behaviour probably occurred because of internal needs, wants, or abilities

(Bem, 1972). There are many aspects which can affect and influence self-esteem

(Coopersmith, 1967; Bowlby, 1973; Scroufe and Waters,1988) .For example,

Coopersmith (1967) described self-esteem as a "conclusion of value" that the people

maintain toward themselves. This value can be gained from parents, friends, or any other

experiences that the person encounters through hislher life. If the person was told many

times that he is good in sports and had many experiences of being competitive in athletic

competence, then it will be clear that he will have a positive athletic self perception.

Harter describes the feeling of general self-worth as being satisfied and glad about the way

that people' act or think. Perceived competence is a term used by Harter (1982) to

describe a person's perception of the skills in certain areas like sports, school, and social

networks. Main et al, (1985) discovered that children's self-esteem or concept is highly

related to their parents or caregivers.

"The knowledge structure, or working models, that develop in these contexts are

thought to shape and constrain interpersonal behaviour by providing roles of
information processing and affect regulation and expectations about how others are

likely to respond in a variety of situations." (Main et ai, 1985,p.69)

Harter (1985) looks at low self esteem and suggests that children, in academic contexts,

might think that goals set for them are not achievable. They see themselves as simply

having problems. They may believe they are 'bad' while, in many situations, improvement

is impossible. In social contexts, they might feel odd and not accepted whereas, from an

athletic perspective, they may conclude they are awkward and be anxious of being

involved in any form of sporting participation, there is an increased feeling of humiliation

in public. It seems important that, in order to improve self-esteem and confidence, we

need to offer positive experiences where some success can take place.
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2.3 Self-aspects

The concept of social self is a very popular topic in the literature and in many studies

relating to the self-concept field. Accordingly, popularity and social acceptance will be

considered in this section. It can be concluded that most self-aspects, like school

achievement, athletic competence, acceptable behaviour, are linked in some way to social

self.

Social relationships can involve the relationships that the student has or has built in

school or anywhere else that include peers in his or her age group. Franke (1985) argues

that people experiencing peer difficulties display negative examples of self-perception,

including low perceived social competence, low self-efficacy and low prospects for social

outcomes and peers' judgement.

Coleman et al., (1964) discovered that male high school athletic students had higher self-

esteem than those who were not athletic. Similarly, the success of various diet books and

the popularity of hairpieces, dyes, cosmetics, and bodybuilding exercises suggest that

physical attractiveness is important for many people. Therefore, satisfaction with one's

body is related to self-evaluation and that being shorter, taller, fatter, or thinner than

average is connected to feelings of low self-esteem in men (Schneider, 1976) and Pike and

is probably true for women as well.

Harter suggests that even school competence is related to social interaction. Children are

becoming increasingly better at judging their scholastic competence. Undoubtedly, this

results from their greater ability to understand how others are evaluating their

competence. Thus, they come to share a common set of criteria with teachers, peers, and

parents (Harter, 1985).

2.4 The Influence of Circumstances

Self-esteem is important and will affect and influence the way that people judge

themselves. Reid (2003, page 32) suggests that "attitudes express our evaluation of

something or someone. They may be based on our knowledge, our feelings and our

behaviour and they may influence future behaviour." Self-esteem can be seen, at least in

part, as an attitude towards oneself. If seen this way, self-esteem will develop based on
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knowledge, feelings and/or behaviour. This may involve the self as well as others and also

circumstances and experiences. This can be illustrated in figure 2.2.

Self-esteem

seen as an attit de towards self

is intlu reed by

."
Self Others Contexts

What I know about What I know about others Experiences I remember
Knowled2e myself

What I feel about myself What I feel about others Experiences which have
Feelin2 affected me

What I do or have not What others do or have Activities in specific
Behaviour done done to me contexts

-

Figure 2.2 Influences on self-esteem

Figure 2.2 is not meant to be comprehensive. It seeks to illustrate the point that self-

esteem can develop from three perspectives: self, others, contexts. The contents of each

of the nine boxes are illustrative rather than definitive. Indeed, what a person knows or

feels may not necessarily be correct in any objective sense. However, it represents their

standpoint.

If the student does not feel good at school and believes that it is important to be good,

he/she will not feel good about himself. In contrast, if the child feels ugly and believes

that it is not important to be attractive, he or she will not feel bad. So Harter (1985)

argues that the emotion and beliefs depend not only on themselves, but also on how

important each area is believed to be. A child may be very intelligent, but may live in a

social framework where academic skills are not valued. If the child believes that being

intelligent is not of high significance, then their academic skills may not increase their self-

esteem.

"The extent to which an area is important to the person and more specifically how

much he expects and desires to achieve success in it, play a direct role in his

evaluation of himself. "

(Harter and Pike, 1984, p. 117)

Rosenberg (1979) has also emphasised the role in the importance of giving attribute to the

individual. In his terminology, the 'psychological centrality' of the characteristic in
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question must be established and be specific because it will influence the global self-

esteem. He found that, among those for whom likeability was central or important, the

relationship between self-evaluation of popularity and global self-esteem was very strong;

on the contrary, for the samples for those whom the quality of popularity did not count

that much, the relationship was not significant and weak.

Reid (2003) points out that an attitude must have a target: a person has an attitude

towards something or someone. It leads and directs our behaviour and feelings toward the

environment around us. Having a target is important in holding an attitude and this target

should be built according to the importance of this attitude. On one hand, people who

believe that being good at school or being competitive in sports will produce clear targets

to achieve high standards in these things, and that can influence their self-view. On the

other hand, if being good in sports or school is not important, the target of improvement

will be weaker and self-view will not be influenced.

If attitudes are seen as being able to offer a positive view about the possibility of

achieving goals and targets in an academic setting, then such attitudes are held in long term

memory and' can be recalled. They will have developed on the basis of past experiences

and such experiences are also held in memory. Thus, memory plays an important role in

the development and retention of self-esteem. This is now discussed further.

2.5 Self-esteem and memory

Butler and McManus (1998) argues that it is not only the issue or the event that affects

self-esteem. It is also affected by the way that people recall their own past and organise it

as a reference to their attitudes. It may not be apparent to others who are viewing the

situation, but it will be significant to the individual.

"Meaning and the reason of events are more important than what has happened in

the past. If self has been meaningful to a person so it will be well recognised later in

a situation even if these situations are simple but it has to be meaningful to the

individual."

(Butler and McManus, 1998, p .42).
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Goals and emotions are considered by Conway and Pleydell-Pearce (2000) as one of the

major foundations of categorising and recollecting the memory. They view the working

self as grounded by memory where people normally store their goals and emotions.

Working self s goals depend on working memory processes which categorise goals in

hierarchies that serve cognition and behaviour. Conway and Pleydell-Pearce (2000)

describe a model of autobiographical memory:

'Memories are transitory mental constructions within a self-memory system (SMS).

The SMS contains an autobiographical knowledge base and current goals of the

working self Within the SMS, control processes modulate access to the knowledge

base by successively shaping cues used to activate autobiographical memory,

knowledge, and structure and, in the way from specific memories. The relation of the
knowledge base to activate goals is reciprocal, and knowledge base 'grounds' the

goals of the working self It is shown how this model can be used to draw together a

wide range of drivers data from cognitive, social developmental, personality, clinical

and neuropsychological memory research. '

(Conway, Pleydell-Pearce, 2000, p. 261)

Consequently, it is clear that memory is particularly important in determining how people

perceive themselves, Memory is the key resource in times where individuals need

reference to take action in situations they have experienced before. If memory is the main

source of self-perception, it also controls the way people believe in themselves and

behave in the way they do and it also guides them to solve their own problems, using the

same routine they have developed in the past.

"So what goals the self has will be depending on one's own memories on how useful

and effective they are. From his point of view the working self makes available

memories and knowledge that are congruent with the goal of the self"

(Conway, 2001, p. 1367)

Robinson (1992) argues that we use our own past experience to build models that allow

us to understand our inner world and that of others and thereby to predict the future.

Lockhart (1989) says that the main work of autobiographical memory is to facilitate the

updating of the concepts that help individuals to understand the past and what to expect

in the future. Thus, from his point of view, autobiographical memory is a type of resource

that individuals use to organise the present and to expect the future.
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Conway (2003) believes that autobiographical memory is essential to structure cognition

and behaviour. He argues that cognitive mechanisms facilitate many types of processing

such as goal evaluation and generation, perception of one's self, connection to reality.

How people see themselves as they move into the future and how they behave the way

they do at the present time may both be linked directly to their memories. "Knowledge of

the self in the past and as projected into the future has been seen as one critical type of self-

knowledge" (Neisser, 1988,p.178). Pillemer (1992) assumes that there is a psychological

and emotional influence on the self when recollecting one's own history.

Moreover, Wilson and Ross (2003) revealed that autobiographical memory is important in

the creation of identity. He found evidence of the link between memory and identity. He

contributed that an individuals' current self-views, beliefs and goals influence their

recollection and appraisal of former selves. However, peoples' self-views are affected by

what they recall from their past and how they recall their selves and episodes of life.

The overall key thing to note is that confidence, seen as a kind of attitude towards oneself,

is strongly related to self-esteem; and past experience, stored in memory, will be a vital

underpinning. Positive and affirmative experiences will strengthen self-esteem and

confidence will grow. Such experiences will be strongly connected to family and societal

influences and the latter will be influenced by social culture.

2..6 Cultural Differences in Self

The influence of culture on self-perception and self-esteem has also been explored by

researchers. Two broad but strong cultural influences have been identified by Kitayama:

"Individualistic cultures value and promote self-actualisation, individuation and

autonomy. They stress attending to the self, the appreciation of one's differences from

others, and the importance of asserting the self. Individualists give priority to

personal goals over the goals of collectives. Collectivistic cultures value the pursuit of

common goals, group harmony, and shared identities. They favour an approach that

involves attending to and fitting with in others and the importance of harmonies of

interdependence with them."

(Kitayama, 1997, P .224)
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Roland develops these ideas further (Roland, 1991, p. 165):

"Collectivists either make no distinctions between personal and collective goals, or if
they do make such distinction, they subordinate their personal goals to the collective

goals. In some Asian cultures, self-experience is that of other-self in contrast to the

highly individualistic I-self of Westerners that form a dualistic relationship between II

and you '."

Cultural perspectives in collectivism and individualism ought to be apparent not only in

overt behaviours and activities but also in the organisation of thought, including memory:

HA second consequence of having an interdependent self as opposed to an

independent self concerns the ways in which knowledge about self and others is

processed, organised and retrieved from memory. "

(Kitayama, 1997, P .232)

Accordingly, students in collective cultures are expected to be more strict in doing the

exact things laid down by their teachers. Ateachers might be classified as one of the

important adults who can evaluate students for being good or bad but not for being

creative and unique. These cultural dimensions may have enormous importance in

developing confidence.

In such a collectivist society, young people may respect those who are older because,

from their point of view, elders know better and are supposed to be experienced.

Accordingly, meeting the expectations of others is considered to be a healthy way to think

and act in such society. Also, it is accepted that parents bring up their children in such a

way that children do as they are told. Regarding the use of group discussion in this

cultural setting, a problem of sharing information and creating ideas will be clear because

authoritarian relationships are emphasised and equal collateral roles are not represented.

Sue and Sue (1990) claim that, in some cultures, relationships tend to be more lineal,

authoritarian, and hierarchical (traditional Asian culture) in which the father is the absolute

ruler of the family. Some cultures may emphasise horizontal, equal, and collateral

relationships, while others, like the US society, value individual autonomy and group

relationshis whish tend to be more equal.
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It is true that there are roles in western societies and criteria that put pressure on an

individual's behaviour but their strength and power differ from that in an Arab society

where many children still behave and interact in the way taught to them by their parents

or care givers. Vygotsky (1978), makes the point very clearly:

"Each culture provides individuals with the tools necessary for becoming a
competent member of that culture. Tools are conceptualised broadly as culturally
appropriate forms and strategies for performing activities and tasks. Tools that
cultures provide for individuals are both internally and externally directed. The skills
that individuals learn are used to regulate their activities and performance in the
world, but they are also internalised and used to regulate inner activities. "

Saudi culture is associated with a collectivist orientation that asserts the importance of the

needs, interests and characteristics of social units like family and society.

"Autobiographical memory in cultures that value and encourage common values
and groups as compared to individual identification, the individual's best strategyfor
explaining the present and predicting the future is to look to common cultural myths
and narratives. In individualistic societies common narrative no longer exists and the
individual has the freedom and burden of creating a unique life story both to serve
their own needs and continuity (self-function) and to others (social function) ".

(Aron et ai, 1991, p.241)

Trafimow et al. (1991) argues that the individualistic culture accepts more cognition about

the private self and less about the collective self than a collectivistic culture. Also, in

evaluating individuals, collectivist orientation stresses academic achievement. Thus, even

school competence can be sought for the sake of others: education in the Arab family is

linked with assuring that the academic success of the child is an essential source of delight

and satisfaction for the whole family.

In this context, confidence has to be seen not only as an element of the awareness of self

but also a component of self awareness as part of a larger social grouping. However, it

raises the question about whether confidence is to be seen as a social phenomenon rather

than an individual trait. In a Western society, it is possible to speak of developing

confidence and this is to be seen in personal terms. Perhaps, in an Arabic setting (such as

Saudi Arabia) where the family and social context is so strong, such an idea of confidence

development has less meaning. However, is there such a thing as 'family confidence'?
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Finally, confidence is important in teaching and learning. In the present chapter the

influence of confidence on academic self perception has been mentioned. Perhaps, teachers

have to consider the students' achievement as a reward which might support their

academic self.

Low self confidence in learning can keep the students away from trying and gaining more

experience. The experience of learning needs to be updated by the confidence in itself

which feeds the learning. Confidence, in itself, might not have affected achievement

directly (see Yang's results, 2000) but it did mean that pupils approached these tasks

more enthusiastically with more self-belief and assurance.

Confidence was observed to grow markedly when facing problems even when the pupils

were finding tasks difficult (Reid and Yang, 2002b). This means that, even if confidence

does not influence achievement directly, it does affect the passion to learn or to solve

problems. Itmight be suggested that, while growth in confidence does not guarantee better

performance, it is very likely that low confidence levels will hinder learning in that

students will be unwilling to attempt tasks and unprepared to take risks in developing

new understandings.

The next chapter will explore the possible relationship of confidence to cognitive aspects

of learning.
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Chapter Three

Learning, Memory and Confidence

3.1 Introduction

In the previous chapter, there was an initial discussion on the possible role of memory

and self on ~tudents' achievement and the psychological feelings of performance. An

important feature of a person is the desire to reach some kind of consistency: there is a

need that what is familiar forms some kind of consistent picture; equally, beliefs and

attitudes also require a degree of consistency. This is well expressed in the balance models

in early work done on attitudes (Conway, 2003; Butler and McManus, 1998; Reid, 2003).

Indeed, Reid (2003, p.33) points out that one major function in the development of

attitudes is the role they play in cultivating a consistent understanding of the self, the

world around them and relationships. This follows much earlier work by Katz and Sarnoff

(1964). Indeed, attitudes may change to retain consistency while perceptions of self may

change to fit initially incongruent autobiographical knowledge or memories themselves

may be alerted, misremembered, or inhibited in order to preserve the self from change.

The focus of this chapter will be on learning processes and memory. Nonetheless, it has

to be recognised that beliefs and attitudes held by an individual based on their previous

experiences are also very important. Many years ago, Hastorf and Cantril (1952) found

that memories are encoded in terms of the self while Conway and Dewhurst (1995) argues

that experiences with strong self-references may receive privileged encoding that render

them highly accessible and capable of evoking intense experiences of recollection such as

vivid and flashback memories.

Understanding of the learning process and the nature and role of memory has developed

enormously over the past 50 years. Some of the main developments will now be outlined

and their possible significance for the development of confidence related to learning will be

discussed.

Page 26



Chapter 3

3.2 Memory and Learning

Many important insights have arisen as a result of thinking about learning in terms of the

way the individual processes incoming information. Most information is received in

formal learning by means of sight or sound. Some incoming information is held for a very

short time while other information seems to be retained permanently. Indeed, most

incoming information is discarded immediately (Slavin, 2000).

These observations and much subsequent research (e.g. Atkinson and Shiffrin, 1968 ;

Anderson, 1995; Ericsson and Kintsch, 1995, Brunning et al, 1995; Ashcraft, 1994) have

led to the idea of a multi-stage model of the way memory works. In simple terms, this

suggests three stages:

Figure 3.1 Multi-stage Memory

The sensory memory receives information from the senses, selecting what to pass on to

the working memory before it is processed. The information may be discarded or passed
to long term memory for storage. Ashcraft (1994) notes that short-term memory includes
an impermanent stable store that is limited in the total amount of information it is able to
retain.

Sensory memory is known as the sensory register (Atkinson and Shiffrin, 1968) and
perception filter (Johnstone, 1991). It can take in a lot of information but it can only hold
it for very short periods of time (Slavin, 2000). Incoming information is mainly in visual
and auditory forms (Ashcraft, 1994; Brunning et al., 1995). Visual is held for one second
while auditory is held for approximately four seconds. The selection of information to be
passed to the working memory is known as perception (Brunning et al., 1995). The major
function of the sensory memory is to select information that is perceived important to the
learner.
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Johnstone (1993) points out that the perception filter (his phrase) is driven by the long-

term memory. In other words, what a person already knows will influence the selection

process for new incoming information. This is clearly very important in all learning.

Indeed, the long-term memory will not only hold previously learned knowledge and

understandings but will also hold memories of learning experiences, satisfaction in past

learning, success and failures in past learning. All of these will influence the selection of

new information to be admitted to the working memory. Clearly, confidence generated by

past experiences will also influence the selection process and may be an important factor

in future learning and success.

The working memory is the place where the learner thinks about new information, relates

it to previously held information, tries to understand what is incoming as well as making

attempts to solve problems (Johnstone, 1993). Ashcraft (1994) defines working memory

as, "The mental work place for retrieval and use of already known information".

The long-term memory is simply a massive resource for storage of information

(Johnstone, et ai, 1994; Brunning et al, 1995). It seems to be infinite in capacity

(Baddeley, 1994; Brunning et al, 1995). What is important in the context of this study is

that the long term memory will hold memories of previous experiences and these may

have potentially powerful effects in generating confidence when faced with new learning

situations. This will be developed further later.

The working memory is of very limited capacity. Miller (1956) measured the capacity of

working memory (he described it as short term memory). He found that the adult person

could hold, on average, 7 pieces of information at the same time. Indeed, his paper was

entitled: "The magical number 7±2", showing how most adults have a capacity lying

between 5 and 9. The capacity of the working memory grows with age (about 1 unit for

every two years to the age of 16) but cannot be expanded. It is the rate controlling stage in

all learning when learning is seen as understanding (see Johnstone, 1997).

The descriptions 'working memory' and 'short term memory' need clarified. Originally,
the latter phrase was used in that this part of the brain was seen as simply a temporary
memory. Later, it was appreciated that many processes (e.g. thinking, understanding and
problem solving) also used space in this part of the brain and it was renamed as 'working
memory'. It is a shared thinking-holding space. If there is much to hold, there is little
space for thinking; if there is much to think about, there is little space for holding.
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When the number of pieces of information to be held at the same time (plus space needed

for thinking) exceeds the capacity of the working memory for an individual, then whatever

task is being faced by that individual becomes more or less impossible. This has been

found to be the basis of learning difficulties in the sciences (see Johnstone and El-banna,

1986). Of course, information can be passed through the working memory and stored in a

rote fashion without understanding. This can often happen when the learning tasks make

demands on the working memory which exceed the capacity. This is known to have the

effect of generating negative attitudes towards the learning tasks and possibly related

tasks (see, for example, Hussein, 2006).

The implications for confidence may be important. Thus, it is possible that overloading

the working memory may not only lead to increased lack of understanding and the

increased use of rote memorisation in order to pass examinations, but also to loss of

confidence: the person feels (s)he is not coping. Such loss of confidence may have a major

impact on future learning.

Johnstone brought together the idea of information processing with research from other

areas of learning to present a model of the way the mind works in all learning situations

(see figure 3.2). His model has been used predictively to underpin numerous studies

which have explored learning and been found to offer very useful insights (Johnstone et aI,
1998; Johnstone, 2000; Sirhan and Reid, 2001; Danili and Reid, 2004; Hassan et aI,
2004).

Perception
Filter Long- Term Memory

Interpreting
Rearranging
Comparing
Storage

Preparation

t~ F_ee_d_ba_ck_I_OO~P ~

Figure 3.2 Information Processing Model (after Johnstone, 1993)
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3.3 Autobiographical Memory and Confidence

Personal memories from past learning experiences and, perhaps, related experiences may

contribute to the development of confidence. Such memories are stored in long term

memory where they may influence the perception of incoming information (the

perception filter) or may influence the processing of information in the working memory.

Conway and Pleydell-Pearce note that,-

Autobiographical memory is of fundamental significance for the self, for emotions,
and for the experience of personhood, that is for the experience of enduring as an
individual, in culture, over time. There are characteristics types of knowledge with
different levels of specificity.

(Conway and PleydellPearce, 2000, p.2)

Autobiographical memory is thus particularly important in providing and determing self.

Autobiographical memory is a resource at times when individuals need reference to take

action in situations they have experienced before. If memory is the main source of self-

awareness, it is also controls the way people believe in themselves and how they behave.

Many researchers in this area (e.g. Barclay, 1996; Conway, 1996) believe that there is an

effective relationship between self and autobiographical memory. From their point of

view the normal and healthy adult person has the skill to search autobiographical

knowledge and to build autobiographical memories in order to update his or her progress

toward working aims (Barclay, 1996; Conway, 1996). Similarly, Neisser (1988,p.178)

notes that, "Knowledge of the self in the past and as projected into the future has been seen

as one critical type of self-knowledge. Pillemer (1992) assumes that there is a

psychological and emotional influence for the person in recollecting one's own history.

The particular function that Conway is talking about that memory is grounding the self:

So what goals the self has will be depending on one's own memories on how useful
and effective they are. From his point of view the working self makes available
memories and knowledge that are congruent with the goal of the self.

(Conway, 2001, p. 1367)
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Robinson (1992) argues that we use our own past experience to build models that allow

us to understand our inner world and others and thereby to predict the future. Lockhart

(1989) says that the main work of autobiographical memory is to facilitate the updating of

the concepts that help individuals to understand the past and expect the future. So from

his point of view, autobiographical memory is a type of source that individuals function

to organize the present and to prepare for the future.

Conway (1996) claims that competence of autobiographical memory depends on its skill

to support development and growth of the self. Baddeley (1987) maintains that

autobiographical memory is essential in solving problems and building opinions and

approaches that direct people's actions.

3.4 Information Processing and Problem Solving

Looking at specific physical quantities in relation to the learning of physics, MacGuire

(1981) explored pupil and student understanding of the concepts underpinning various

physical quantities (like inertia, kinetic energy, momentum) by giving a series of

statements and asking the respondents to say what the physical quantity was and how

confident they were that it was correct. This offered very useful insights in to the build

up of an idea. However, a repeated observation was the way confidence ratings rose and

then fell.

When the respondents thought that the evidence pointed towards some particular answer,

their confidence rose. Frequently, further information caused them to rethink or to change

their direction of thought. Confidence was observed then to drop. This series of

experiments, although set in a very specific context, suggest the importance of success in

generating confidence. Where information and evidence all fitted together in a coherent

way, success appeared to be in sight and confidence then grew.

In a very different area of enquiry (scientific thinking), Serumola (2003) also explored the
rise and fall of confidence as school pupils were asked to see underlying patterns from
observations derived from the playing of an academic game (Zieglar; Eloosis, 1974) which
illustrated scientific thinking. Here again, when the pupils thought they had the pattern,
and the observations seem to support the hypothesis, confidence rose. It was often
observed to fall back as further observations raised questions about their proposed
hypothesis.

Page 31



Chapter 3

Although both set in very specific circumstances, these two studies do suggest that

confidence is tied tightly to a feeling of success which might be expressed in a feeling that

a person has understood or grasped something, or solved a problem or achieved an answer

which is correct. Confidence is thus related strongly to perceived success in such

circumstances. It also shows how confidence (in such specific situations) can be caused to

drop when some new observation challenges the road to success in some way. It might be

deduced that confidence can grow slowly and steadily but can be easily lost when success

is challenged. If this is so, it has major implications for the development of academic

confidence in a more general sense. It illustrates something of the nature of confidence in

solving problems.

In the context of a consideration of confidence, one area seems very important: problem

solving. Problem solving is an integral part of life and, as such, holds an important place in

education. Reid and Yang (2002a) summarised much of the literature in relation to the

sciences and have noted the central role of such skills in living. In previous work, Yang

(Reid and Yang, 2002b) observed that, again and again, confidence seemed very important

for school pupils (aged 14-17) when they approached open-ended problems. Although

these problems were set in a school discipline, they were very open and much more like,

the kinds of problems which humans face on a daily basis (see Reid and Yang,2002a). A

person with confidence seemed prepared to take risks in approaching a problem and this

may have great significance in academic studies where new material may place intellectual

demands of a new order on the learner. Those without such confidence in their ability to

cope may simply capitulate and resort to memorisation while those with more confidence

may be prepared to engage fully with the material until understanding arises. This has

massive implications for learning at all levels. Reid and Yang (2002b) referred to 'cognitive

risk taking' as a description of an attribute they observed when pupil confidence was

high. By this they meant that pupils were prepared to experiment with ideas, take

intellectual risks and try new approaches when faced with novel open-ended problems.

Many researchers (e.g. Lawton and Gordon, 1996; Kempa and Nicholls, 1983; Gayford,

1989; Bowen and Bodner, 1991) have been trying to define problem solving. It is

tempting to describe problem solving in terms of a set of procedures to be followed but

the difficulty is that such a set rarely works in all situations with all learners. Obviously

previous knowledge and experience is an essential prerequisite in helping problem solvers

to find a way to interpret a situation which is new.
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According to Wheatley (1984), problem solving is defined broadly as "what you do when

you don't know what to do". Similarly, Bowen and Bodner (1991) defined problem solving

as: "figuring out what to do when one does not already know what to do". Gayford (1989)

saw problem solving as "part of the process of investigation where the solution is not

obvious to the investigator at the outset of the activity". All these descriptions emphasise

the unknown or uncertain nature of problem solving. This distinguishes problems from

exercises. In most school and university courses, most of what are described as

'problems' are, in fact, little more than exercises where a known procedure is applied to a

given situation to reach a desired answer (see Bowen and Bodner, 1991).

Johnstone and Kellett (1980) found out that problem solving ability is linked with the

ability to arrange or chunk the information provided in a problem in a functional way.

Their evidence showed very clearly that working memory should not be overloaded with

too many pieces of information. The limited capacity of what they called 'short term

memory' will not allow the processing of this information unless it is grouped (or

chunked: see Miller, 1956, who introduced this description) to enable it to fit into the

limited space. The limiting nature of the short term memory (later described more

accurately as' working memory space) has been confirmed in many studies (e.g. Johnstone

and El-banna, 1986)

Sleet et al. (2003) claim that long-term memory and working memory have important roles

in solving problems. They consider that long-term memory aids the learners to recall

specific solutions, which supports skills and knowledge. Thus, both working memory and

long term memory have a role in problem solving.

When facing a new challenge, the working memory (where actual problem solving takes

place) searches the long-term memory to seek a plan to offer a clear technique and know-

how in order to analyse the new problem situation. Information processing thus offers

useful insights into how this is actually done. At the same time, it is possible that working

memory also picks up messages from the past which suggest that the problem can be

solved, reflecting confidence in achieving success.

Perez and Torregrosa (1983) claimed that problem solving could be considered as an

"investigative task". Garrett (1987) assumed that problem solving is a complex learning

activity.The argument in this research is how can problem solving be related to confidence
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and memory? And why can they influence the way that students adopt a specific strategy

in their problem solving situations?

Niaz (1987-1989) demonstrated that working memory space is an important factor in

gaining problem solving success. However, other studies (e.g. Danili and Reid, 2004)

showed very clearly that the extent to which a person can use their working memory

efficiently is also vitally important. Field dependency has been defined as the ability to

see specific information in the context of surrounding information and this was found to

be a determinant of the problem solving process (Ronning et al., 1984).

After surveying the research literature, Reid and Yang (2000a, pages. 94-95) summarised

the key factors influencing problem solving:

• "Procedures and algorithms: Whileprocedures and algorithms have some place,

their value is limited. Using an algorithm does not equate to understanding and,
therefore, to a move in to a new situation. Too many problems simply cannot be
fitted in to any neat set of procedures.

Long Term Memory: It has clearly been established that what is already known

and how that knowledge was gained and stored will strongly influence new
learning. Information already held may have been learned in one context which
doesn't readily translate into another.

The Working Memory: This space is needed to hold new information as well as

accept information already held in long term memory. On top of that, the working
memory space also has to have room to process information. With such a limited
space, it is easy for overload to occur.

Confidence/Experience/Expectations: Experience, especially successful experience,

builds up confidence. Experienced confidence enables the problem solvers to use
the skills and to look at a new problem and to be able to draw from past
experience to say, 'it is something like this '.

Psychological Factors: Factors like the extent of field dependency, extent of

convergency-divergency, and the ability to develop representational skills (both
mental and physical) may all be very important. It has been shown that field
dependency is important while the ability to develop appropriate models is a key
skill leading to success. It might be hypothesised that divergency would also be
advantageous ".

•

•

•

•
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One key thing to note is that, in their review, they pinpoint confidence along with

experience and expectation as one the five broad factors affecting problem solving success.

In later work conducted by Al-Qasmi (2006), she deliberately sought to develop

confidence in open ended problems in biology with university students by offering them

experience with several problems, always working in small groups. When faced later with

an individual problem, the observation was that the students approached it with

confidence. However, the importance of her work rests in the insights it offered into the

way links between ideas held in long term memory had an influence on problem solving

success. Perhaps confidence relates in some way to the way a person is able to access

information from long term memory.

When people work on their own, confidence may grow if the learning or problem solving

are successful, at least in some degree. Working with others might have two effects. For

some, working with another person may merely expose their perceived or actual

weaknesses and levels of confidence may fall. On the other hand, working with others

may generate increased confidence in that the task to be carried out is shared and the

possible blame for failure is shared.

Group working in problem solving has been given attention by many researchers. Johnson

and Johnson (1975) found that, overall, it is better for students to solve problem within

groups rather than individually. Perez and Torregrosa (1983) argued for putting the class

into many groups while discussing solutions to any problem. He believed that, in facing

challenges, groups search and analyse the problems in better ways than individuals by

themselves. Group-working requires a change in perspective, moving away from a

competitive culture in learning towards one where cooperative and collaborative learning

are seen as acceptable and valuable. Indeed, Qin et al. (1995) pointed out that problem

solving is a naturally cooperative process in ordinary life.

Slavin (1983) said that small groups support development in solving problems. When a
student tries to solve a problem independently, he or she uses only his or her own past
setting. In this case, the student will use her or his own learned skills and working
memory space: success may be elusive. However, that does not mean that group
discussions always solve all the problems. Participants may challenge each other in the
process but at least they come up with shared useful experience. Explaining and
understanding the demanding schema and plans for facing challenges is avery basic factor
which distinguishes successful groups from unsuccessful groups.
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Qin et al. (1995) observed that, when members with individual differences share

discussion in the same group and attempt to solve a problem that is difficult for the

individual, members feel more confident and develop new approaches to solve problems,

and improve their skills to face the problem details. They exchange ideas and learn about

things even if some of the group members were not able to take an effective part in coming

up with a solution.

Overall, it can be seen from the discussion in this chapter that problem solving is related

to confidence. Problem solving skills are an integral part of human living: the way we

solve our problems is the way we live. Those with confidence are more likely to tackle

new problems with a self-belief that success is possible.

This has important implications for all education. It is inadequate to view education

simply in terms of passing on knowledge. There is a need to show our children and

students many ways and techniques in solving problems. In this way of learning, students

will learn effectively and create new unexpected outcomes. Also, they will develop more

confidence and enthusiasm to learn and work out problems in the future. We need to

generate a population of graduates who are able to contribute to society competently and

confidently. This urgent need is not only in one society in particular: all societies need

this to make sure that they are developing civilization and their own education.

However, societies do vary in their ability to generate and encourage confidence. For

example, in Arabic culture, traditional learning, which depends on the teacher as the main

source of information, is supported and practised more than learning which expects new

ideas and skills from students. Thus, there is a very great need to place more emphasis on

how to gain information and solve problems rather than just on the acquisition,

memorisation and recall of information.
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3.5 Cultures, Confidence and Learning

As societies develop, they will face many new and often exciting problems. However,

societies will vary in the way they encourage confidence throughout the education

process. This section will consider the culture that is Saudi Arabia and the social context

in which confidence has to develop in its education system.

Saudi Arabia is a collectivist culture where there is little opportunity for individual

thought and opinion. Confidence is set in the context of a strong family or social grouping

and is not something which is primarily individual. The idea of individual experiences

which are different from the social group is relatively foreign. Open discussion of issues is

not a part of life. The culture tends to be governed by rules and regulations and the

freedom to experiment intellectually is not normally acceptable. This inevitably has large

effects for individual confidence.

Alsonbol et al. (1996) argue that, in a country like Saudi Arabia, students prefer copying

and memorising information and have few opportunities to develop skills to solve

problems or to look at things from a critical perspective. They go on to state that the aim

is to gain scores in examinations when they are tested. The idea of working hard at ideas in

order to gain understanding is not a normal pattern. Memorising is the preferred strategy

and skill that is used in traditional learning. Alsonbol et al. (1996) argued that, in the Saudi

education system, the amount of information matters more than the quality of it. While

students can learn and solve their study problems by many techniques, focusing on

quantity more than quality can drive the students to concentrate on the amount of

information they need to gain good grades. Repetition is usually the core skill that

students can use to maintain the information that they want to remember for

examinations.

The emphasis in Saudi Arabia is then on recall type skills. This will probably mean that

those who are most successful are those whose commitment in memorising and ability in

recalling are greatest. Such students may well develop greatest academic confidence in that

they become aware that they can be successful in what is asked of them
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3.6 Conclusions

Memory and confidence and self are related to each other. Based on their past

experiences, students canjudge their abilities to solve new problems and this, in itself, can

build positive or negative self-views depending on their experiences. Attitudes to learning

ar a total experience in the learning journey that students hold and develop during their

study life.

Accordingly, offering students positive experiences is a fundamental issue that educators

have to bear in mind during the learning process. Educators have to be certain about the

way they influence the students' attitudes toward subjects and how they can be positive

about learning its techniques and skills.

This chapter has focussed mainly on cognitive aspects of learning and linked these to the

development of confidence. If confidence is seen as a form of self-perception, self esteem

and thus, perhaps, an attitude towards oneself, then the development of attitudes ar also

important. Such attitudes will be stored in long term memory. The next chapter looks at

attitudes in general and some specific areas where attitudes may be important in relation

to confidence.
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Chapter Four

The Relationship to Attitudes

4.1 Introduction

Memory and information processing were discussed in the previous chapter. In this

chapter, attitudes will be discussed in relation to confidence and how learning styles can

affect this confidence.

Looking at attitudes in general, Reid (2003,p.33) indicates that they have three mam

functions.

"In general, attitudes in life allow us to:

(a) Make sense 0/ ourselves;
(b) Make sense of the world around us;

(e) Make sense of relationships. "

It is possible that confidence can be conceptualised in terms of attitudes towards oneself.

Researchers have raised many questions about the relationship between confidence and

attitudes (McGuire, 1981), and attributes (Bern, 1972) or as a set of cognitive schemas

(Markus, 1977). Attitudes involve both the cognitive and affective.

It is worth noting that a person can be very confident and strong with regard to academic

work but have no assurance in sport and similarly, have a lack of social confidence. Thus,

people can appear to be different in different situations: confident in one context and not

in another. However, is there some underlying trait which could be called confidence?

How does all this affect confidence in an educational setting?

Brown and Dutton (1995) discovered that low self-esteem students have more severe

emotional reactions to failure than those who have high self-esteem. Self-esteem

differences of this sort emerge for emotions that directly implicate the self such as, pride

or humiliation, but not for emotions that do not directly implicate the self such as

happiness or unhappiness. They assume that low self-esteem people over-generalise the

negative implication of failure.
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4.2 Some General Ideas about Attitudes

The concept of attitude occupies a very central place in psychology. However, the

concept itself has not always enjoyed a clear meaning and various authors have used terms

in somewhat different ways. Bain (1928) defined attitudes as "the relatively stable overt

behaviour that affects his status". Thomas and Znanecki (1927) described an attitude as

"a process of individual consciousness which determines real or possible activity of the

individual in the social world". Many early researchers (e.g. Voelker, 1935) have

discussed the fixed nature of attitudes, ignoring the possibility of rapid change of

attitudes. Thus, it is argued that stability is made to appear an essential feature of all

attitudes.

However, Reid (2006, p.5) argues that attitudes can be both stable and open to change.

"It has been established that attitudes tend to be consistent and stable with time.

Nonetheless, despite this stability, they are open to some change and development,

although deeply held attitudes are highly internalised and are resistant to
modification. "

Furthermore, many researchers (e.g. Park and Burgess, 1921; Reuter and Hart, 1933;

Thomas and Znaniecki, 1927) have expressed concern that definitions concerning attitudes

have been viewing the attitude as a psychological element: a basic unit for use in scientific

causal analysis, to be employed in causal analysis in much the same fashion as chemical

and physical elements are used in unravelling chemical and physical causations. However,

attitudes cannot be the only factor influencing behaviour.

Allport's early definition of an attitude has stood the test of time. He describe an attitude

as, 'a mental and neural state of readiness to respond, organised through experience,

exerting a directive and/or dynamic influence on behaviour' (Allport, 1935). Further

refinements were made by Krech and Crutchfield (1948), Doob (1947), Katz and Sarnoff

(1964) and Osgood et al. (1957) looked at these together. It is now clear that attitudes

involve more than the cognitive and that idea of the 'evaluative dimension' proposed by

Rhine (1958) has assumed greater importance in later work.

Holding an attitude toward something or someone means some form of evaluation and this

leads to the picture of an attitude as a:
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Chapter 4

The definition shown in figure 4.1 brings together many of the key features of attitudes

which have been accepted by most researchers. Nonetheless, there is sometimes

confusion with language and figure 4.2 seeks to clarify some of the key words used by

many authors.

Figure 4.2

in constellations

brought together
holistically will

Possible analyses of attitude-related ideas
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Looking at confidence as an attitude towards oneself, the model in figure 4.2 suggest that

such confidence will comprise beliefs about oneself, such beliefs being founded on

knowledge. The attitude can influence future learning markedly.

Roediger et al. (1984) note the relative permanence of attitudes and how this can lead to

certain relatively consistent patterns of behaviour. However, Cook and Selltiz (1964)

observed that attitudes, on their own, do not control behaviour. Many years later, this

led to the development of the theory of planned action and planned behaviour (Ajzen &

Fishbein, 1980; Ajzen, 1995). Much of this is brought together usefully in the book by

Chaiken and Eagly (1993).

Attitudes influence behaviour and attitudes related to educational experience can influence

subsequent behaviour quite markedly. This can have important consequences for future

learning. Reid (2003, p.33) notes that "If we ignore attitudes in our thinking about

teaching and learning, that will not stop the students developing attitudes."

There is a possible parallel argument for confidence. If we ignore the issue of learner

confidence then it is possible that confidence will become misplaced or may become so

poor that the learner will be unwilling to attempt to learn. It is, therefore, important for

the teacher to offer feedback which will enable learners to develop attitudes where they

believe that they can be successful. Of course, it is possible to mislead the learners so

they become over-confident. Realism, tempered with humanity, might be thought

desirable. However, the role of the teacher is outwith the scope of this study which seeks

to focus on aspects of the learning process itself in trying to explore confidence.
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4.3 Attitudes and Achievement

It is very interesting to understand how students' achievement is affected and influenced

by their beliefs and attitudes during their educational journey. Many have found a

relationship between attitudes to learning achievement (e.g Eisenhardt, 1977; Schibeci and

Riley, 1983; and Frazer, 1982). Schibeci (1984) argued that the student who achieves a

good level in any subject because he or she has positive feelings means that the student

has a positive stimulus for further study. Such a positive stimulus towards further

learning may have arisen from positive attitudes based on previous learning. Future

achievement may well lead to further positive attitudes. This was described as a "two-way

relationship between attitude and achievement" (Schibeci, 1984).

While it is very apparent that positive attitudes and success are correlated, it is much

more difficult to establish which causes the other. Indeed, they might simply influence

each other or happen to be present together in many individuals. Thus, good academic

achievement might contribute to positive attitudes while positive attitudes might lead to

further good achievement. On the other hand, in the same way as tall people tend to have

big feet, then it may simply be that academic success and positive attitudes towards

learning go together in general.

Some have argued (e.g. Schibeci, 1984) that students' feelings and emotions are more

central and essential than their achievement. This is because much of what they learn will

be forgotten whilst attitudes related to learning are more likely to be longer lasting but

positive attitudes towards learning are likely to make that learning more effective. On the

other hand, Frazer (l982,p.81)) considers that, "if teachers want to improve achievement

they will be advised to concentrate on achievement "per se" instead of trying to improving

attitude".

Reid (2003) brings some of the ideas together when he states (in the context of learning in

the physical sciences) that,

"Of course, we want our students to make intellectual sense of the world around
them-that is the very nature of the subject matter of the physical science (and other
science). Of course, it helps them to make contribution to the understanding of the
world if they can also make sense of themselves and others. "

(Reid 2003, p.33)
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This means that attitudes help us to understand ourselves and explore the aspects of self

and needs. Also it aids us with expectations about others around and about all the things

that represent the environment so we can predict events and reactions.

Reid (2003) notes that attitudes translate our evaluation of things to certain behaviours

toward something or someone. These evaluations will indeed shape our way of thinking

and behaviour. Due to attitudes being of complex combinations,attitudes have to have a

target so the individual builds his or her own aims of behaving or thinking in a particular

way.

Moving from attitudes in general towards attitudes towards oneself, Brown and Smart

(1991) found out that failure makes the students who have high self-esteem to exaggerate

the positive-ness of their social qualities. Low self-esteem students cannot compensate

for failure in this way. High self-esteem students (those with more positive attitudes

towards themselves) are able to limit the effect of any failure because they do not

generalise the negative evaluation to all their abilities and life situations.

Thus, it is likely that confidence might not affect future achievement directly but it affects

the way a person handles success and failure. This suggests that there may be some kind

of underlying trait to be known as confidence but that, for some, there is an ability to

generalise this therefore affecting all areas of life. Campbell (1972) ascertained that high

self-esteem people have higher overall levels of persistence, higher examination marks and

lower levels of negative judgment than those with low self-esteem.

4.4 Development of Attitudes

If how attitudes grow and develop is understood, it might throw light on understanding

how confidence (seen at least in part as an attitude towards self) grows and develops. An

understanding of how attitudes grow and develop depends on an appreciation that

attitudes can involve the cognitive, the affective and the behavioural (Bagizzi &

Burnkrant, 1979; McGuire, 1981). These three components may be present in varying

degrees and proportions and can be described):

"(1) a knowledge about the object, the beliefs, ideas components (Cognitive);

(2) afeeling about the object, like or dislike component (Affective); and

(3) a tendency-towards-action the object component (Behavioural). "

(Reid, 2006,pA)
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Thus, attitudes can develop from a cognitive basis, affective basis or behavioural basis or

any combination of the three.

The cognitive route takes place when people obtain information about an attitude object

and form beliefs. Beliefs can be defined as "Associations or linkages that people establish

between the attitude objects and their various attributions". Fishbein and Ajzen (1975,

p.135). People can build cognitive attitudes directly or indirectly by going through

experiences in their studies or normal life. Direct experience might be the involvement

with an attitude object (for example, if subjects or study itself are considered as an

attitude object then a student attending the classes or learning about the subject believes in

what he/she is doing and hislher experience). Indirect experience can be experiencing an

attitude object without engaging in direct relationship with any object (for example, a

student could obtain information about university subjects from anywhere such as friends

or family without experiencing any classes or subjects). It is clear that students can get an

idea about the education they have not started yet by just watching TV programs,

lectures; listening to parents or older peers.

The affective category is about how people feel or regard one of their objects in their life.

It can be positive or negative so they evaluate things around them according to the way

they feel about it.

Weinperg (1995) found a moderate correlation between attitude towards SCIence and

achievement in science. The correlation was stronger for low-and-high performance girls

than for boys. Weinerg (1995) argues that, as attitude become more positive, achievement

tends to increase especially with females. However, the effect of attitudes on

achievement is not the only area where attitudes are important. It has been argued that

attitudes arising from the educational process can affect student behaviour for a very long

time even after leaving that period of education. The following example illustrates this:

An attitude towards the chemical industry may depend heavily on being informed

about the nature, purpose and activity of chemical industry, as well as all kinds of

feelings about its place in society and in generating useful products and, perhaps

harmful pollution. Behaviour might well show later in willingness to work in such

industry, to buy a house near such industry or even to support political parties which

support or condemn particular aspects of the industry.

(Reid, 2006, p. 8)
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Fishbein (1980) argued that behaviour and attitudes are strongly related. Behaviour is

basically predicted by people's intentions and attitudes. According to him, behaviour is

controlled by the attitudes towards this behaviour. Besides the fact that attitudes are

really important in learning, there are also so many factors that can affect the attitudes or

learning in indirect ways. Confidence has been studied and .shown to have a strong effect

on learning by much research (e.g .Perry, 1999).

4.5 Confidence in Learning

If confidence can be seen in terms of a constellation of attitudes towards oneself, then

confidence in learning can perhaps be thought of in relation to how students see

themselves in the context of their learning experiences. This will reflect how they have

learned, the ways they find most congenial, their perception of the nature oflearning and

the way they perceive success.

This encompasses a wide range of areas. It involves student perception of the nature of

knowledge, roles in acquiring knowledge and how knowledge is assessed. This is very

much the area where Perry (1999) has made major contributions and these will be

discussed later. However, it also involves elements for preferred ways oflearning where

these are seen as effective and efficient or, perhaps, simply more acceptable and

enjoyable. This moves into the area of preferred cognitive styles and this will also be

discussed. In both of these, previous experiences of success and failure will be highly

instructive: these may lead to confidence or the absence of confidence in specific

perceptions of learning, specific areas of learning and specific approaches to learning.

Many researchers have made great advances in developing our thinking about learning.

Piaget (1963) described the way learning develops with age. In his detailed and highly

perceptive observations of the way children learn, he established that learning is a

developmental process: the child is not a miniature adult with regard to learning and the

nature of learning is not that of simply pouring knowledge into the young learner.

Learners construct and re-construct knowledge in attempts to make sense of their world.

It is possible that successful re-construction is an element implicit in developing

confidence. However this raises questions about how learners perceive success.
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Success is so often seen in terms of examinations passed well. However, it is possible for

some learners to go beyond this and see success in terms of a job well done, a maximal

performance being achieved, or in terms of something thoroughly mastered or understood.

Confidence may depend, to some extent, on how the learner perceives success and how

they see themselves in the context of that success. Children might see themselves as

academically unable to achieve much and yet still find success in other ways, thus

developing some level of confidence.

Piaget perhaps over-emphasised the fixed, biologically based nature of development but

this was balanced by Vygotsky's contribution where he found that limited advancement,

in developmental terms, was possible, given a stimulating environment where the learner

was being taken forward by those who were slightly more developed. Again, there is the

question: is confidence related to that kind of stimulating and supportive environment

where success can build on success?

Ausubel (1963) made many contributions from his research but he established the

importance of what was already known, and how it came to be known, for future learning.

This important insight was absorbed into the Johnstone information processing model as

the feedback loop from long term memory to the perception filter. This lays the basis for

the observations that episodic memory plays a major part in the development of

confidence (Conway, 1990).

Ausubel (1963) grasped the vital importance of what was already known when faced with

new learning situations. He described what he called advanced organizers which were

learning experiences designed to enable the learner to create connection among the earlier

and the inexperienced considerations. In this, organizing is like building bridges between

new learning information and items and previous related ideas. He argued that learning is

based upon the kinds of super ordinate, representational, and combinatorial processes that

occur during the reception of information. He draws a general schema where people

organize their learning processes:
"These organizers are introduced in advance of learning itself, and are also presented at a higher level of
abstraction, generality, and inclusiveness; and since the substantive content of a given organizer or series
of organizers is selected on the basis of its suitability for explaining, integrating, and interrelating the

material they precede, this strategy simultaneously satisfies the substantive as well as the programming

criteria for enhancing the organization strength of cognitive structure."

(Ausubel, 1963 , p. 81)
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Previous learning is a powerful influence on future learning. Of course, previous learning

may develop attitudes of self-confidence (or otherwise) and this may have very powerful

effects on future learning. In contrast, Vygotsky emphasizes social interaction as playing

a fundamental role in the development of cognition. He (1978, p. 57). states that,

"Every function in the child's cultural development appears twice: first, on the social
level, and later, on the individual level; first, between people (interpsychological) and
then inside the child (intrapsychological). This applies equally to voluntary attention,
to logical memory, and to the formation of concepts. All the higher functions
originate as actual relationships between individuals."

The potential for cognitive development depends upon what he called the "zone of

proximal development" (Vygotsky, 1978) Thus, engaging in social behaviour offers a

chance to achieve further development. Vygotsky argues that the person can achieve

through interacting with peers more than he or she would achieve if the person is working

on her/her was own. Is social interaction part of the development of confidence? Once

that grows, then progress is enhanced.

Harter (1982) argues that even 8-year-old children are able to make direct judgments about

their competence in different domains, but that, by this age, they are also able to construct

a view of their general self-worth as a person, over and above this specific competence

judgment.

Researchers classify self and tend to define it into two groups. Cassidy (1990) argues that

self can be related to self-cognition and to self-affect. Terms related to self-cognition

include self-concept, self-image, self-schema and self-understanding. Terms related to

self-affect include self-esteem, self-worth, self-evaluation, and self-feeling. From her

point of view, self-cognition is a descriptive reference to the self: a definition of character

and qualities of the self, without necessarily being evaluated. But self-affect has terms

related to the value of the self.
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Personal needs and wants or feeling are gained from the social interactions that the student

experiences throughout hislher life. Many researchers (e.g. Coopersmith, 1967; Bowlby,

1973; Main et al, 1985) found out that children's self-esteem or concept is highly related

to their caregivers or educators. This, perhaps, links back to the insights offered by

Vygotsky (1978).

Accordingly, students during their experiences in learning can go through different feelings

about their achievements or competence which makes them feel more or less competent.

Harter (1985) argues that when developmental level is taken in to account, incongruity

between the real and ideal self increases with age. However, why there is gap between the

real self-concept and what the person wishes? William James (1890-1980) assumes that

self-feeling emphasises the affective felt component of self-esteem. He discussed the

differences between what a person knows about himself and what he feels about himself.

A person may know objectively that he is successful, competent and important to society

but may feel worthless.

Rosenberg (1979) proposed an interactive hypothesis and one possible outcome of this

hypothesis is that having a positive self-concept in some particular aspect will influence

positively in overall self-esteem, but the extent of this positive affect depends on the

aspect's important. When self-concept is more positive and the perceived importantce is

greater, it will affect self-esteem to a greater extent. For example, one possible

compromise is to recognise the poor ability in a particular area but to give it little

importance in the determination of esteem (Marsh, 1986, p .125).

Coopersmith, (1967, p.6) indicates that an individual's self-appraisal might vary in

different areas so that 'his overall appraisal of his abilities would presumably weight the

areas according to their subjective importance enabling him to arrive at a general level of

self-esteem' but that 'objective evidence on the method of arriving on general appraisal is

sparse '.

Bowlby (1973) referred to both self-affect and self-cognition as a creation of what we call
evaluations and feelings toward something or someone. Through everyday life in home or
school life it provides a person with models of the working, properties, characteristics,
and behaviour of oneself, others or the world. "These models are similar to cognitive
maps that permit successful navigation of an organism's environment.

( Bowlby, 1973, p. 204).
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In the context of the classroom, lecture theatre or laboratory, self-esteem and a balanced

self perception in terms of a person's competence will be powerful factors influencing

successful learning. Being confidently aware of abilities may tend to lead to powerful

emotions which may influence positive attitudes towards the subject, towards the teacher

and towards learning. The student who feels 'worthful' and who has sensitive teachers

who respond to the learner's struggles where each student gets what he/she needs to learn

will tend to achieve the best results and make use of her or his abilities. Indeed, self

esteem and confidence will act as navigators in the process of learning so that potential

can be maximised. The student's expectations of themselves and educators will be more

positive so they will be more secure to respond and allow the learning process to work

successfully. Wood et al, (1994, p. 713) notes that "People with low self-esteem seem to

focus on self-protection; rather than trying to achieve gains for their self-esteem, they try to

avoid losses. "

Cohen (1958) suggested that everyone has defensive information which is in some way

inconsistent with the high regard one wants to have. He asserted that subjects with high

self-esteem typically respond to failure with forms of denial or avoidance. Avoidance

prevents the processing of information that might activate good results and learning. This

is what Cohen called "defensive information", which enables the avoidance of rehearsal, or

examination of their own abilities. They will be not aware of their emotional fears of

achieving successfully.

Finally, Harter and Pike(l984) believe that the student can have many conflicting

contradictory models when they experience more than one way of teaching. However,

even if the students have two models of teaching at the same time, one encouraging self-

esteem and the other discouraging self-esteem, the student can still learn from the good

experience.
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4.6 The Work of Perry

Perry (1999) developed a scheme for intellectual and ethical development. This arose from

his work where he interviewed students extensively over their degree course and observed

the trends with time in their perceptions of study and related issues. He developed his

analysis in terms of nine stages and found that there were four areas of importance:

students perception of the nature of knowledge, their understandings of the role of their

teachers and their own role in learning, and their perceptions of the nature and role of

assessment.

Perry was very keen on helping students and teachers in understanding beliefs and

thinking and was concerned about the importance of the students' beliefs and thinking in

learning or solving problems. He (1999) argued that,

HA fundamental belief in students is more important than anything else. This

fundamental belief is not a sentimental matter: it is a very demanding matter of

realistically conceiving the student where he or she is, and at the same time, never
\

losing sight of where he or she can be"

Perry (1999) came up with nine positions that can be summarised in the next table.

Position Description

1 The students see the world in polar terms of 'we right-good' 'other wrong-bad'. Right answers for
every thing exit in the absolute, known to authority. Knowledge and goodness are perceived as
quantitative accretions of discrete rightness to be collected by hard work and obedience.

2 The students perceives diversity of opinion and uncertainty, and account for them as
unwarranted confusion in poorly qualified Authorities or as mere exercises set by authority "so
we can learn to find the answer for ourselves".

3 The student supposes that the precise right answer is not completely adequate to gain full marks
in the assessment. Exactly what is required is not clear and the student would like some precise
guideline about what is expected.

4A The student perceives legitimate uncertainty to be extensive and raises it to the statues of an
unstructured epistemological realm of its own in which any authority's realm where right-wrong
still prevails.

4B The student discovers the qualitative contextual relativistic reasoning as a special case of what
they want within the authority's realm.

5 The student perceives all knowledge and values as contextual and relativistic and subordinate
dualistic right-wrong functions to the statues of a special case, in context.

6 The student apprehends the necessity of orienting himself in a relativistic world through some
form of personal commitment (as distinct from unquestioned or unconsidered commitment to
simple belief in certainly).

7 The student makes an initial commitment in some area.

8 The student experiences the implications of commitment and explores the subjective and
stylistic issues of responsibility.

9 The student experiences the affirmation of identity among multiple responsibilities and realises
commitment as an ongoing unfolding activity through which he expresses his life style.

Table 4.1 The Perry Scheme
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Perry's scheme showing intellectual and ethical development in relation to learning has

offered a system against which student intellectual development can be matched.

However, it is complex and most students never reach the upper levels during their

undergraduate years. In 1998, Johnstone came up with an adaptation of Perry's

classifications. This made the classifications clearer and more applicable without any need

to change Perry's core ideas. Johnstone reorganised the analysis into three levels: Level A

represents positions 1 and 2, level B represents positions 3 and 4A and level C represents

positions 4B and upwards. For each position, he explained the students' perceptions

about the four areas related to learning which are the role of lecturers, the role of student,

the view of knowledge and the view of exams.

.._
Student A Student B Student C

Student Role Passive acceptor Realises that some responsibility Sees student as source of
rests with the student. But what? knowledge or is confident of
And how? finding it. Debater making own

decisions.

Teacher Role Authority giving facts and know- Authority where there are Authority among authorities.
how controversies, wants guidance as to Values views of peers. Teacher as

which answer lecture favours facilitator.

View of Factual; black and white. Clear Admits black-and-white approach Wants to explore context; seeks
Knowledge -objectives, non-controversial, not always appropriate. Feels interconnections, enjoys creativity

exceptions unwelcome insecure in the uncertainties this scholarly work.
creates

View of exams Regurgitation of facts. Exams are Quantity is more important than Quality is more important than
objective. Hard work rewarded quality. Wants to demonstrate quantity. Wants room to express

maximum knowledge own ideas, views.

Table 4.2 Perry Positions (after Johnstone, 1998)

Selepeng (2000) argued that students and teachers have been given by Perry's scheme a

language to understand thinking, beliefs in relation to learning, and the way students view

their life at college. Knefelkamp (1999) suggests that Perry assists educationalists to go

deeper in the quality of students development itself. The Johnstone adaptation offers a

simple language and this model has been used in several studies (Mackenzie et al, 2003;

Selepeng, 2000; Alshibli, 2003)

It is not too difficult to see that an analysis of student's perceptions ofleaming and the

role of themselves and others in that learning (following the Perry model) might have

major significance in the development of confidence. Thus, for example, a student who

sees knowledge in 'black and white' terms might lose confidence completely when faced

with learning situations where the nature of knowledge was much less certain. Indeed,
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positions A and C (in the Johnstone adaptation) might be seen to generate a high degree of

certainty in the mind of a student and this might lead to a measure of confidence.

However, a student in position B might experience a high level of uncertainty leading to a

loss in confidence, a point noted elsewhere (Selepeng, 2000).

4.7 Confidence and Attitudes

Researchers have asked many questions about the relationship between confidence and

attitudes (McGuire, 1981), confidence and attributes (Bern, 1972) or confidence seen as a

set of cognitive schemas (Markus, 1977). Markus notes that William James (1890-1980)

has an argument about whether self-concept is an attitude, an attribution, or a set of

schemas. It is both cognitive and affective. The person can be all of strong and weak once

a perfect student and a terrible musician; and sporty and socially avoidant.

People can be different in different kinds of situations and stimulations. They may be

confident in something and not in another thing. The question is what if the student has

low self-confidece, particularly in education. Will this affect the student directly or not.

Brown and Dutton (1995) found out that low self-esteem students have more sever

emotional reactions to failure than high self-esteem people do. Self-esteem differences of

this sort emerge for emotions that directly implicate the self such as pride or humiliation,

but not for emotions that do not directly implicate the self such as happiness or

unhappiness. They assume that low self-esteem people over generalise the negative

implication of failure.

Brown and Smart (1991) found out that failure makes the students who have high self-

esteem exaggerate the positivity of their social qualities while the opposite is true for low

self-esteem students. Thus, students with high self-esteem are much better equipped to

cope with failure: they did not focus so much on the failure and this enabled them to learn

from the experience.

Failure with high self-esteem students still allows them to represent their personal

qualities because they do not generalise the negative evaluation to all their abilities and life

situations. Students with high self esteem can have more motivation to continue and keep

trying even when they see themselves failing because they have a positive attitudes
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towards themselves and toward their skills. They can find the reason why they failed and

try to avoid this reason on the next occasion.

In this, confidence does not simply affect achievement directly but it affects the way that

a person deals with stimuli and situations around them. Students can see failures as

learning experiences; they can learn to appreciate why things went wrong, enabling

confidence to develop in a realistic and balanced way.

4.8 Attitudes and Learning Styles

Any observant school teacher will be able to see that different members of a class seem to

work in different ways. Some find reading and writing more helpful than others who like

to draw pictures, develop diagrams, tables or graphs. In mathematics, some find the

symbolism and abstractness of algebra and calculus interesting while others prefer

geometry. Some pupils emphasise every detail while others seem to see things in a very

broad way. The list is probably endless. Such differences have often been described as

learning styles or cognitive styles. The discussion which follows does not attempt to offer

a full coverage of the field but simply to develop the ideas which will relate to the

experimental part of this project

The two main phrases (learning styles, cognitive styles) used in the literature seem

different but a look at the definitions shows considerable harmony and the two phrases

are often used interchangeably. The following are some typical descriptions:

"Individual's characteristic way of processing information, feeling, and behaving in
learning situations"

(Smith, 1982, cited in Merriam and Caffarella, 1991, p.176)

"Complex manner in which, and conditions under which learner most efficiently and
most effectively perceive, process, store and recall what they are attempting to learn"

(James and Gardener, 1995, p.704)

"a distinctive or characteristic manner or method of acting or performing"
(Sternberg and Grigorenko, 1997, p.704)

Overall, learning styles can be seen as ways by which individuals tend to handle learning,

reflecting individual characteristics which seem fairly stable.
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There are three possible origins of such styles. They could be biologically determined

cognitive ways of working. This is consistent with the observed stability of such

patterns, rather like responses to sound, light, motivation, and reflectivity as described by

Ellis (1989). Of course, they could be developed by teaching and general experience.

Cronett (1983) and Marshall (1991) found that teacher's style may have great effect on

student's learning style and, of course, most teachers tend to use the way they learned or

were taught. Thirdly, they could simply be the ways by which learners prefer to work.

It is highly likely that all three factors come into play: there is a measure of genetic

predisposition along with approaches which are learned. Inevitably, individuals prefer to

work in certain ways, perhaps because they have found such ways more helpful in the

past.

Riding and Caine (1993) summarised the cognitive characteristics into two cognitive style

dimensions: the holist-Analytic style which describes how the individual can process

information in wholes or parts; and the Verbal-Imagery style which describes how the

individual represents information during thinking in words or in mental images.

Verbal

Holistic

Figure 4.3
Imagery

Learning Styles Dimensions

These two dimensions are considered as independent. A person's position on the holistic-

analytic axis is unrelated to their position on the verbal-imagery axis. However, such an

aproach makes many assumptions. Is it true that someone who is holistic, for example, is

therefore not analytic? Putting these two on a linear scale implies that as one

characteristic grows, the other decreases. That is an assumption.
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According to Riding and Cheema (1991), cognitive style is a fairly static characteristic of

an individual, whereas cognitive strategies are the ways that may be used to deal with

particular circumstances and jobs. Styles are fixed and are relatively integral features of the

individual. On the other hand strategies may be learned and developed. This, perhaps,

separates out the genetic predisposition from the learned characteristics and preferred

styles.

Typical literature focuses on things like:

Holistic - analytic (e.g. Riding and Caine, 1993)

Field independent - field dependent (e.g. Liu and Reed, 1994)

Convergent - divergent (e.g. Hartly and Greggs, 1997)

Visual-spatial and symbolic (e.g. Kirby, 1993)

The concept of learning styles is embedded in the categorisation of psychological forms.

The learning styles theory is based on research indicating that, as the product of genetics,

education, and current environmental demands, different individuals learn to both perceive

and process information in different ways. Another way to think about these has been

derived from the work of many researchers brought together by Kolb (1984) in the

context of learning in terms of tow dimensions: Concrete perceivers are those who

understand information through their experience: by doing, performing, sensing, and

feeling. By contrast, the abstract perceivers obtain information through testing,

observation, and thinking. Active processors consider an experience by using the new

information directly. On the other hand, reflective processors consider an experience by

thinking about it and reflecting on it.

Traditional schooling has a tendency to support abstract perceiving and reflective

processing. Other types of learning are not supported or reflected in curriculum, teaching,

and evaluation.
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There are perhaps three areas where attention has to be paid to learning styles. The

curriculum needs to be designed to meet the needs of all styles. The instruction

approaches need to consider the general range of learning styles of the learners while

assessment needs to use a variety of approaches so that no one style is advantaged or

disadvantaged.

This has been summarised (http://www.funderstanding.corrillearning-styles.cfm):

"Curriculum: Educators must stress on perception, reaction, sensing, and

imaginations, together with the usual skills of investigation, reason, and

sequential problem solving.

Instruction : Teachers should plan their instruction techniques with consideration

of all four learning styles, using different combinations of experience, reflection,

conceptualisation, and experimentation. Instructors can establish a broad range

of practical elements into the classroom, such as sound, music, visuals,

movement, experience, and even talking.

Assessment: Teachers should utilise a variety of assessment methods,

concentrating on the improvement of "whole brain" ability and each of the

different learning styles. "

Looking at this raises the immediate question: is this possible or realistic even to attempt?

Can any teacher manage the diversity of learning approaches to reflect what might be

present in any class. Overall, this is probably not a realistic way forward.

The attempts illustrated above in reducing the whole area to two dimensions (Riding and

Caine, 1993) or two areas (related to perception and processing), while understandable in

the interests of simplicity, are in danger of simplification so that important detail becomes

lost. By contrast, in this study, a small number of specific learning styles were the focus.

These were chosen because previous work had suggested their importance in academic

learning. The areas explored focused on:
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Preferences

for the conceptual or abstract rather than factual or informational

for learning visually rather than by means of language

to focus on detail or a broad picture

to work fast or to work carefully and systematically .

to work theoretically or by practical activity

to be creative or imaginative rather than stay with the accepted way

to learn as part of a group or individually

4.8.1 Other Learning Styles Important in Education

Two well known learning styles have led to considerable research related to learning and

assessment. Witkin and Asch (1948a, 1948b) established that some individuals always

learn to attend to different form of cues. For example, those who used visual cues were

described as 'field-dependent' and those who used postural cues were called 'field -

independent'. Later, Witkin and Goodenough (1981) described the key characteristics of

the field-dependent and field-independent cognitive style as: the Field-Dependent (FD)

individual who can inadequately part an item from its context and who readily admits the

dominating field or context; the Field-Independent (FID) individual who can simply 'break

up' prearranged perceptual field and split readily an items from its context.

There is very strong evidence that being field independent is a marked advantage in

academic performance but this may simply reflect the kind of questions being asked in

typical examinations. Danili and Reid (2006) have discussed this theme fully in relation

to chemistry and the area of field dependency was not pursued further in this project.

Another major learning style is that of convergency and divergency. According to Child

and Smithers (1973) convergent thinking requires close reasoning where divergent thinking

requires flexibility and fluency. Hudson (1966,p.55) observed that, "the converger is the

boy (sic) who is substantially better at intelligence test than he is at the open-ended tests;

the diverger is the reverse". Also he pointed out that convergence-divergence is not a level

of ability but is a measure of bias.

There are some general characteristics of convergent and divergent thinkers outlined by

Bahar (1999,p.42): Converger thinkers: "Higher performance in intelligence tests,' good at
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the practical application of ideas; specialised in physical science and classics; prefer

formal materials and logical arguments; ability tofocus hypothetical-deductive reasoning

on specific problems; better in abstract conceptualisation; hold conventional attitudes; like

ambiguity and emotionally inhibited'; Divergen thinkers: "Higher performance in open-

ended tests; fine at generating ideas and seeing things from different perspectives;

specialised in the arts; better in concrete experience; interested in people; hold

unconventional attitudes; strong in imaginative ability and more likely to be witty".

Again, it has been well established that those who are divergent have significant

advantages in many forms of assessment, this being explored by Danili and Reid (2006).

Convergency and divergency are again not pursued further here.

It is interesting to note that being field independent is clearly at the opposite end of the

spectrum from being being field dependent. It has tended to be assumed that convergency

is the opposite of divergency. However, this is not as clear: it is perfectly possible to

imagine people who can demonstrate behaviour which is divergent and convergent. Thus,

an individual can be someone who is ideal in a brainstorming activity, where ideas are

generated but may equally well be able to bring things together to a coherent conclusion.

4.8.2 Learning Styles and Confidence

The fundamental issue is whether specific styles of learning tend to encourage the

development of academic confidence, seen as an attitude towards oneself in the context of

learning. If evidence supported this, then it would be important to explore to see if such

learning styles are open to development. This is perhaps a more useful way forward than

expecting teachers to teach in such a way that they encompass all learning styles so that

all learners can benefit equally
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4.9 Conclusions

This chapter has explored a little of the nature of attitudes and the language used to

describe attitudes in relation to learning. It has been suggested that confidence might be

seen, at least in part, as an attitude towards oneself. In the context of academic learning,

this relates to attitudes towards the subjects being studied and the effect of such attitudes

on learning itself.

The way a student sees himself or herself in relation to learning is a dimension which

might have an important role in relation to confidence. The work of Perry has been

described and an adaptation of the work has been introduced, this adaptation having been

found useful by others.

There has been no discussion about the measurement of attitudes and this, with other

aspects of measurement is the focus of the next chapter.
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Chapter Five

Approaches to Measurement

5.1 Introduction

In chapter 2, it was suggested that self-esteem can be seen, at least in part, as an attitude

towards oneself. Self-esteem will affect and influence the way that people judge

themselves. This is related to attitudes in general which can be seeing as expressing our

evaluation of something or someone (Reid, 2003). If seen this way, self-esteem will

develop based on knowledge, feelings and/or behaviour.

The main aim of this study is to explore how confidence can relate to other aspects of the

processes of learning. It is known that working memory capacity is an important factor

influencing academic success (see chapter 3). The question arises: is there a relationship

between working memory capacity and confidence in the sense that those with higher

capacities are those who are more confident? However, there are many other aspects of

learning: problem solving ability, learning styles, perceived purposes in learning, group

working skills, evaluation of exams and preferred teaching styles.

The range of possibilities is high and this study will focus only on a few areas. Thus, for

example, working memory has been shown to be a critically important factor in

understanding (Danili and Reid, 2004; Hussein, 2006). Measuring working memory

capacity is a straightforward process (see, for example, El-Banna, 1987) and measuring

performance in examinations merely requires access to appropriate data. However,

measuring confidence is far from straightforward and this will be discussed first.

5.2 Qualitative and Quantitative Measurement

These are often presented as two very different approaches but, in fact, they often

overlap and interrelate. Gall et at. (1996) outlines some differences between qualitative

and quantitative research. He argues that quantitative research assumes an objective social

reality, taking an objective, detached stance toward research participants and their setting,

studies populations or samples that represent populations, uses statistical methods to

analyse data and prepares objective, impersonal reports of research findings. On the other
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hand, qualitative research assumes that the participants exist in a constructed social

reality. Social reality is continuously constructed in local situations, it becomes personally

involved with research participants, study cases, concepts and theories, uses analytic

induction to analyse data, generalizes case findings by searching for other similar cases and

prepares interpretive reports that reflect researchers' constructions of the data.

However, this analysis is oversimplified. Much quantitative research cannot be nearly as

objective as is suggested while, very frequently, it takes into account the many fine details

of social context. Much qualitative research is much more detached than indicated and,

very often, the two research paradigms overlap and link together to offer a more complete

picture. Both approaches can offer valid insights but their validity may be seen in

somewhat different ways (as Cohen et aI, 2000, p.l 05):

"In qualitative data validity might be addressed through the honesty, depth, richness
and scope of data achieved, the extent of triangulation and the disinterestedness or
objectivity of the researcher. In quantitative data validity might be improved through
careful sampling, appropriate instrumentation and appropriate statistical treatments
of the data. In qualitative data the subjectivity of respondents their opinions,
altitudes, and perspectives together contribute to a degree of bias. Validity therefore,
should be seen as a matter of degree rather than as an absolute state."

The importance of validity will be discussed later.

Gall, Borg, and Gall et al (1996) argue that some researchers believe that qualitative

research is best used to discover themes and relationships at case level, while quantitative

research is best used to validate those themes and relationships in samples and

populations. According to this view Gall, Borg, and Gall (1996) suggest that qualitative

research plays a discovery role, while quantitative research plays a confirmatory role. The

label interpretive research is sometimes used instead of qualitative research. So they

define interpretive research as the study of immediate and local meanings of social actions

for the actors involved in them,

However, even this analysis is open to criticism in that quantitative approaches can be

used to explore and qualitative approaches can follow on to expand, clarify and offer the

detailed richness to make sense of what the quantitative has suggested. Perhaps the best

way forward is not to emphasise the two paradigms but to seek to explore the idea of

confidence by an approach which is likely to offer valid insights in a practical and realistic

way. This may involve both paradigms.

Page62



Chapter 5

5.3 Measuring Confidence

Two principles seem important. Confidence can be seen as an expression of self-esteem

and is clearly multidimensional in character. Therefore, reducing confidence to some single

number or score will probably be inappropriate. Secondly, if self-esteem can be seen, at

least in part, as an attitude towards oneself, then approaches in measuring attitudes may

be fruitful.

In an education setting, attitude measurement is mainly conducted by surveys (often

called questionnaires) or interviews (Reid, 2003). These two approaches will now be

discussed.

5.4 The Use of Surveys

Following the breakthrough paper of Thurstone (1929) where he tried to demonstrate that

"attitudes can be measured", Likert (1932) developed what has become one of the

dominant methods of measuring attitudes. Participants are offered a series of statements

relating to an attitude area and have to react to the statements by showing how far they

agree or disagree with each (often five responses, ranging from "strongly agree" to

"strongly disagree"). Responses are then summed to give an overall scale. Sometimes six

point and seven point responses are offered. With seven points, the categories are: "very

strongly agree", "strongly agree", "agree, "neutral", disagree, strongly disagree' and "very

strongly disagree". With six points, the "neutral' is omitted.

Much later, Osgood (Osgood et ai, 1957) was working with the semantics of words and

ideas. They developed a method to plot a psychological distance between words by

mapping a subject's connotations of the words. When analysing their data using factor

analysis, they found that one of the factors could be labelled as attitudinal in nature. This

led to the idea of the "semantic differential" as a tool for attitude measurement. Five, six or

seven point scales could be used and, again, scoring and adding was often used for data

analysis.
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Osgood et al (1957, page 190) noted:

"Our work in semantic measurement appears to suggest such an identification: If
attitude is, indeed, some portion of the internal mediational activity, it is, by inference
from our theoretical model, part of the semantic structure of an individual, and may
be correspondingly indexed. Thefactor analyses of meaning may then provide a basis
for extracting an attitudinal component of meaning."

He used adjectives which had to be evaluative in nature. He (1957, page 190) explained,

"Despite different concepts and different criteria for selecting scales, high and
restricted loadings on this factor were consistently obtained for scales like good-bad,
fair-unfair and valuable-worthless, while scales which were intuitively non-evaluative
in nature, like fast-slow, stable-changeable, and heavy-light, usually had small or
negligible loadings on this factor. It seems reasonable to identify attitude, as it is
ordinarily conceived in both lay and scientific language, with the evaluative
dimension of the total semantic space, as this is isolated in the factorization of
meaningful judgments."

Some recent examples drawn from Reid( 2003,p.36) illustrate the Likert and Osgood

techniques:
Think about your experiences in laboratory work in chemistry.

Tick the box which best reflects your opinion .Strongly Neutral Strongly
Agree Agree Disagree Disagree

(a) I believe that the laboratory is a vital part in learning chemistry 0 0 0 0 0
(b) I prefer to have written instructions for experiments 0 0 0 0 0
(c) I was unsure about what was expected of me in writing up my experiment 0 0 0 0 0
(d) Laboratory work helps my understanding of chemistry topics 0 0 0 0 0
(e) Discussions in the laboratory enhance my understanding 0 0 0 0 0
(t) I only understood the experiment when I started to write about it afterwards 0 0 0 0 0
(g) I had few opportunities to plan my experiments 0 0 0 0 0
(h) I felt confident in carrying out the experiments in chemistry. 0 0 0 0 0
(i) I found writing up about experiments pointless 0 0 0 0 0
U) The experimental procedure was clearly explained in the instructions given 0 0 0 0 0

What are your opinions about University Physics?

Place a tick in one box between each phrase to show your opinions.

I feel I am coping well 0 0 0 0 0 0 I feel I am not coping well

I am not enjoying the subject 0 0 0 0 0 0 I am enjoying the subject

I have found the subject easy 0 0 0 0 0 0 I have found the subject hard

I am growing intellectually 0 0 0 0 0 0 I am not growing intellectually

I am not obtaining new skills 0 0 0 0 0 0 I am obtaining new skills

I am enjoying practical work 0 0 0 0 0 0 I am not enjoying practical work

I am getting worse at the subject 0 0 0 0 0 0 I am getting better at the subject

It is definitely 'my' subject 0 0 0 0 0 0 I am wasting my time in this subject
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In exploring attitudes towards chemistry laboratories, the Likert method has been used

while, in looking at university physics, the semantic differential method was chosen.

When Osgood first developed his approach, adjectives were used. In the example above,

short sentences are employed while adjectival phrases can also be used.

The Osgood approach has two advantages: respondents can answer at great speed, thus

giving much data very quickly. Both ends of the scale are defined making interpretation

easier. However, the Likert approach allows for the use of longer statements, offering

some versatility. Recently, some have used longer statements with the semantic

differential approach but this may have limitations with younger respondents (see AI-

Shibli, 2003).

Osgood's (or the Semantic-Differential) method is a popular, valid and reliable technique

for attitude measurements. It was designed as a seven-point rating scale with bipolar

word-pairs placed at the opposite ends of the scale. One of the main advantages of this

method its strongly evaluative character. The method enables the respondent to express

the evaluation even if it is hard to be put in words. Also respondents can finish it in short

time and even children can do it (Reid, 1978).

Hadden (1975) found that the Semantical Differential method has a coefficient of

reliability of around 0.9 while Heise (1969) noted that,

"Osgood's method is eminently suitable in terms of type of sample, administration,
easy design, high reliability and validity when compared to other methods"

The real problem lies in the scoring method. Osgood et al (1957, p.l91-192) wrote

"For purposes of scoring consistency, we have uniformly assigned the unfavorable
poles of our evaluative scales (e.g., bad, unfair, worthless, etc.) the score '1' and the
favorable poles (good, fair, valuable) the score '7'--this regardless of the presentation
of the scales to subjects in the graphic differential, where they should be randomized
in direction. We then merely sum over all evaluative ratings to obtain the attitude
'score.... ' Although on a single scale there are only three levels in intensity, 'slightly,'
'quite,' and 'extremely' in either directions, summing over several evaluative scales
yields finer degrees of intensity. If six scales are used, for example, we have a range of
possible scores from six (most unfavorable), through 24 (exactly neutral), to 42 (most
favorable), there being 18 degrees of intensity of attitude score in each direction. "
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Both Likert and Osgood used such scaling techniques to gain scores. However, such an

approach is open to considerable criticism (see Reid, 2006).

The Likert method (Likert, 1932) eliminates the role of judges used by Thurstone (1929)

and allows the respondent to place himself on the evaluative scale according to the degree

of his preference towards the attitude object. The evaluative scale for each statement

normally consisted of five positions, running from "strongly agree" to "strongly disagree"

including the neutral one. Respondents are asked to tick one of the five positions

provided, thus expressing the degree of agreement or disagreement with a statement. Such

a method, it was believed, would provide more precise information about the attitude

held.

The Likert method was originally designed to be used as a scale where a respondent's

attitude is estimated by the value of the total score obtained (which is a sum of scores

from the evaluation of different items of the scale). Thus, for example, 'strongly agree'

with a positive statement about an attitude is scored as 5 points and 'strongly disagree'

with the positive statements about an attitude object is scored as 1 point. If a statement is

negative, then this system of scoring is reversed, 'strongly agree' giving 1 point and

'strongly disagree' 5 points. The semantic differential can also be scored in a similar way.

However, this approach uses numbers which are ordinal in nature (they merely label the

categories) and uses them as integers: this is not a satisfactory approach. Thus, with the

method, on a five point scale, a response of "agree" might be worth 4 while a response of

"disagree" might be worth 2. This is a meaningless use of number.

Reid (2006) introduces some basic principles in building measurements for assessing

attitudes. He argues that

"Attitude development is very important in that it will influence future behaviour and
such behaviour may have very significant consequences for the individual and
society. The measurement of attitudes is extremely important and there is a need for
valid approaches that are accurate and offer rich insights. " (Reid ,2006,p. 20)

It is important to note that,

"Most attitudes related to science education are multifaceted and any attempt to
reduce measurement to a final score for each individual will tend to give a
meaningless number. Absolute measures of attitudes are impossible. Only
comparisons can be made. There are numerous paper-and-pencil approaches:
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based on Likert, Osgood as well as rating questions and situational set questions,
interviews and offer useful insights. "

(Reid, 2006, p. 20)

It is important to recognise that attitude measurement can only give relative data and

never absolute. It is equally important to appreciate that talking about attitudes in terms

of a single number or score is largely meaningless and loses all the rich detail needed in

understanding the complex matrix of beliefs which comprise an attitude.

Analysing the data obtained from questionnaires must bear this in mind. The data

obtained are ordinal and not cardinal, the responses may deviate markedly from a normal

distribution while individual error limits might be very high. The latter point suggests

great caution in using the data from an individual student although gathering data from

large numbers is likely to give highly reliable patterns (see Reid, 2003).

5.5 The Use of Interviews

Surveys can offer much useful information. However, by their very nature, they tend to

be somewhat prescriptive and do not allow the respondents freedom nor are there

opportunities for seeking clarification or engaging in dialogue. This is where interviews can

offer useful insights.

Exploratory interviews can be used before developing surveys to define the agenda for the

surveys. Equally, interviews can follow surveys in order to check validity and expand on

what has been found. The latter approach was adopted in this study. Reid (2003), p.28)

notes that,

"We can learn a large amount by talking to our students about their learning.
Interviewing is a powerful research tool. However, there are several possible pitfalls:

(a) Interviews take time both for students and for staff: a useful interview make take
anything from 15-30 minutes. Interviewing, say, 20 students, then takes
anything from 4 to 8 hours of staff time.

(b) It is difficult to translate evidence from interviews into a neat summary:
Summarising interviews from, say, 20 students into a meaningful whole is a
time-consuming task and, because each is different in terms of the way the
student use language and ideas, it is not always easy to be sure of common
ideas.
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(c) It is possible to allow interviews merely to confirm our preconceived ideas:
Even with great effort, it is difficult to avoid the fact that, if the member of staff is
the interviewer, our ideas and thoughts may influence the way the interview is
conducted and the way results are interpreted.

(d) Finally, if we are perceived as some kind of 'authority figure' in our
departments, then it is possible for students to respond in ways which they
perceive as putting themselves in a good light. "

(Reid, 2003, p.28)

There are numerous factors which are important in interviews (Reid, 2003): interviewer

skills, relationship between interviewer and interviewee, purpose of interview, location,

and note taking. Interviews can be highly structured, with the entire question decided

before hand. This is more like a verbal questionnaire but has the advantage over a

questionnaire of allowing some kind of check for misunderstanding and misinterpretation.

In this study, the interviews were semi-structured where the researcher had planned

questions but the student had the opportunity to react to the questions according to their

own experiences and opinions, allowing issues important for the student to be explored.

Semi-structured Interview
Structured Interview .---------- • Open Interview

/
Questions fixed
Interviewers
sets agenda

i No questions fixed
Interviewee sets
agendaSome questions

fixed with
oppportunities
to expand

Figure 5.1 Types of Interviews

Data from interviews can be analysed ID many ways. One useful way is to gather

responses into suitable categories in order to see the broad patterns of views being

expressed.

5.6 Reliabilty and Validity

Validity is a very important issue in all measurement. The fundamental question is what

confidence the researcher can place on the measurement as a measure of the attribute

under consideration. In this case, this is extremely difficult in that there is no certainty

that the measurement instruments developed are actually measuring confidence. Ideally, it

is necessary to relate the measurements to some other observation or measurement.
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However, this is not easy. Nonetheless, some steps can be taken. The questionnaire

questions can be considered by 'experts' - those who have some knowledge of the field

and who know the nature of the population to be tested. Adjustments can be made in the

light of their comments. Secondly, the patterns of results from the questionnaire can be

compared qualitatively to the outcomes of the interviews.

In the context of attitude measurement, Reid (2003, pages 51-52) suggests the following

"Validity can be checked by: seeking opinions of a group of those who know the
population, the attitudes being considered and the social context. Developing
questions based on the population (for example, by means of discussion or previous
questionnaires). Sample interviewing; comparing any conclusions drown from the
attitudes measurements with other independent observations. Reliability can be
checked by test and re-test procedures. Using large samples, careful pre-testing,
checking that test conditions are socially acceptable; using enough questions, with
cross checks (e.g. repeated questions, similar questions). Validity is much more
important than reliability. It is possible to have a reliably invalid test. An unreliable
test will always be invalid."

Validity is always the more important aspect to check carefully. Nonetheless, reliability

has also to be considered. There are many forms of reliability but the essential one here is

to know if the measurement, when repeated under similar conditions, will give similar

patterns of responses. If a measurement is made under appropriate conditions with large

samples, then high reliability is likely (see Reid, 2006). Appropriate conditions might

involve issues like: adequate time, suitable surroundings, absence of disturbance,

respondees not feeling that they have to respond in a way to 'satisfy' the researcher or

their teacher.

In a recent paper, Bennett et al. (2001) have discussed many of the issues relating to

attitude measurement. They argue that there are many points of debate in attitude

measurement: lack of precision over key definitions of terms, poor design of instruments

and individual response items within instruments, failure to address matters of reliability

and validity appropriately, inappropriate analysis and interpretation of data, and lack of

standardisation of instruments. Thier views are important and have been used to underpin

the procedures employed in this study.
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5.7 Other Measurements

Working memory capacity is well known to be a powerful influence on academic success:

the findings of the Johnstone and El-Banna paper of 1986 have been supported by

numerous other measurements (e.g. Johnstone, 1991; Johnstone et al, 1993, 1998; Sirhan

and Reid, 2001; Danili and Reid, 2004). They used two methods to measure working

memory capacity: the digit span test and the figural intersection test.

Since Miller's experiment (Miller, 1956) the fixed capacity of short-term memory (or, if

processing involved, working memory) has been well demonstrated (e.g. Baddeley, 1987).

This is the part of the brain where the individual thinks, understands and solves problems.

The space is also used to hold information temporarily. While the capacity cannot be

expanded, the efficiency of its use can be increased with more experience. It is possible to

overload working memory and cause discomfort and confusion. It is unpleasant and

exhausting to work at the limit for more than short periods and most people work well

below their limit. This limited working space seems to be the rate determining step in

enabling understanding to take place. The space has to hold information; it also has to be

used for any processing. There is a trade-off between these two functions. If a student has

a larger than average working memory capacity, then, perhaps, understanding is easier;

and confidence might grow. .

The digit span backwards test and figural intersection test are both well established and

reliable measures of working memory capacity. The former has the advantage of its

obvious face validity and is faster to apply (see El-Banna, 1987). It is used in this study.

5.8 Conclusions

In this study, confidence was seen as related to self-esteem and approaches to attitude

measurement were employed. This involved questionnaires. Some of the questions

adopted the Osgood et al, (1957) style while others followed Likert's (1932) approach.

Rating questions were also used. In these, students were asked to place a number of

options in order, thus indicating their priorities and how they evaluated.

Semi-structured interviews (whith a strong measure of closed questions) were undertaken

to establish some kind of measure of the validity of the questionnaires. Working memory
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capacity was measured using the digits span backwards test while examination and test

data was also obtained. In every case, large samples were used in the data collection. The

overall aim was to obtain a picture of the nature of confidence and to see how this was

related to other attributes (which were also measured by survey) and to performance (as

measured by formal examinations).

This chapter has sought to give an overview in general terms of the kinds of approaches

adopted in this study. The detail of each measurement tool will be discussed as the

various stages of the study are described.
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Chapter Six

Exploring Academic Confidence

6.1 Introduction

The first experiment involved the development and use ofa questionnaire. The aim was

to explore a range of areas of life where confidence was thought to be important (table

6.1).

Area Description Typical Statement

Academic How they see themselves in academic study "I feel that I am just as smart as others of my age"
Athletic Perception of co-ordination and sporting skills "I feel that I am doing very well at all kinds of sports"
Attractiveness How they think others see them "Iwish that more people my age likedme"
Popularity How easy it is for others to like them "I feel that I am easy to be liked"
Lifestyles General satisfaction with lifestyle "I do not really enjoy my present lifestyle"

Table 6.1 Areas of Confidence

The aim in using the questionnaire was to see how the responses to the different areas

related to each other to gain an insight into whether academic confidence is part of some

kind of generic skill or is confidence specific to different areas of life. The questionnaire

was considered by a number of 'experts' and attempted by a few postgraduate students,

the aim being to check its validity and to spot any ambiguities. Minor adjustments were

made in the light of the comments received and the questionnaire was then translated into

Arabic and the translation checked. It was then used in Saudi with 410 first year

university students and 217 senior school students. The sample contained the sub-groups

as shown in table 6.2.

Samples Used

University 414
School 217
Total 631

Sub-Groups
Male 241
Female 390
Private Education 128
State Education 503
Arts and Humanities 376
Physical Sciences 255

Table 6.2 Samples Used
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Semi-structured interviews were carried out with a sample of students. This gave an

opportunity to check if the questionnaire was valid. Culturally, it was not acceptable for

male students to be interviewed in that the researcher was female. Thus, 50 female

university students were involved in the interviews, these students all studying

psychology (where access to students was much easier).

The standardised examination marks of all the students at both school and university were

obtained and the responses to the items in the questionnaire were related to the

examination performance. One main aim of this experiment was to explore the

relationship between academic performance and self-esteem m all questionnaire

dimensions with Saudi Arabian high school and university students,

The responses for each item in the questionnaire were coded and the patterns of

frequencies for the whole group and for all the subgroups were found. The complete

questionnaire (in English) is shown in the appendix A. The pattern of responses for each

item in turn is now considered. The data are presented as percentages for clarity but all

statistical calculations were conducted using the raw data.

1 0 _.",

The following statistical analyses were conducted, The response pattern for-each question."

was correlated with their examination performance. This was carried out using Kendall' s

Tau-b, a statistic that offers a measure of correlation without assuming that the

distributions were normally distributed. It also handles 'ties' well. The use of Kendall's

Tau-b is summarised in the appendix G. The examination performance for school pupils

was their composite mark while, for university students, their mark in their degree

specialism was used. Marks were standardised as necessary.

The sample was divided into several subgroups and the patterns of distribution on each

for various subgroups were compared using chi-square as a contingency test (see the

appendix G). Correlation values and chi-square values are only shown where they are

significant (p < 0.05). Where there are no differences between subgroups, only the total

data are shown.

In the following sections, the question polarity (which was random in the original

questionnaires) is made such that the positive statement is at the left-hand side. This is

done simply for clarity.
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6.2 I tern 1

I tern 1 focussed on academic studies.

(1) Think about your studies

I understand things easily D D D D D D I do not understand things easily
Ido not have a good memory D D D D D D Ihave a good memory

Iget right answers D D D D D D Ido not get right answers
I learn quickly D D D D D D Ido not learn quickly

Iam not doing well in my studies D D D D D D Iam doing well in my studies
Ihave few abilities D D D D D D Ihave many abilities

Ioften forget what I learn D D D D D D Irarely forget what I learn
Iam not sure I shall pass my examinations D D D D D D Iam sure Ishall pass my examinations

Getting right answers is not important to me D D D D D D Getting right answers is important to me

Each item in this question is now considered in turn.

Statement Sample Response

I understand things easily University 29 51 15 2 2 3
School 19 54 21 5 I I

School pupils r= 0.14 (p = 0.016) Sub-Groups
Males r=O.11 (p = 0.045)

Male 31 45 19 3 2 IState Education r=O.IO (p = 0.007)
Private Education r= 0.27 (p < 0.001) Female 23 55 17 3 I 3

Private education 28 53 14 3 I 0

Arts/Sciences l = 16.7 (df2) (p < 0.01) State education 25 52 18 3 2 4, Arts and humanities 25 56 14 3 2 0
Physical Sciences 25 47 22 4 2 0

Table 6.3 Question 1.1 ••
Comments

Overall, all groups tended to express confidence. Pupils' confidence in their ability to

understand is clearly linked to performance while this is less true for the university

students. Of course, the latter will be much more confident anyway in that they have

succeeded in entering university and have passed many examinations at school. The

private and state sectors respond in a similar way but there is a much more marked

relationship between responses and performance with those from the private sector. As

might be expected, the science students are not nearly as confident in their ability to

understand things easily, reflecting the well- known difficulties in conceptual

understanding associated with the sciences (e.g. Johnstone and Kellet, 1980). However, it

has to be noted that many of the correlation values are low.
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Statement Sample Response

I have a zood memory University 20 33 12 ID 16 9
School 25 30 13 14 12 5

Physical Sciences r = 0.15 (p = 0.044) Sub-Groups

Male/female i' = 12.8 (dfS) (p < 0.01) Male 27 25 12 13 IS 9

Private/State i' =17.3(df4) (p < 0.01) Female 19 40 14 10 14 6
Humanities! Sciences i = 12.7 (dfS) (p < 0.05) Private education 21 23 9 14 25 9

State education 22 33 13 12 12 7
Arts and humanities 22 36 12 9 13 7
Physical Sciences 21 24 14 18 16 7

Table 6.4 Question 1:2

Comments

There was a wide range of views although few admit that they have extremely poor

memories. In general, there is little relationship between learner confidence in their

memory ability and their actual performance. The physical science sub-group is

exceptional. Here, those who consider they have a good memory do, in fact, perform

better. This may imply the over-dependence on the need to memorise at the expense of

conceptual understanding in subject areas which are highly conceptual (see Kardash and

Wallace,2001).

Some of the sub-group differences are interesting. Males are more confident about their

memory abilities. Surprisingly, although those taking physical sciences show a correlation

with performance, it is the arts/humanities group which is more assured about memory

skills. It is possible that performance in arts/humanities is more assured in its reliance on

memory while the dependence on memory in the physical sciences is inconsistent with

understanding.

Statement Sample Response

1get right answers University 21143 123 16 14 11
School 24 1 36 J 25 1 9 I 3 12

Table 6.5 Question 1:3

Comments

There is general pattern of confidence which might reflect the emphasis on getting 'right'

answers in the Saudi education system.
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Statement Sample Response

I learn quickly University 41 39 15 2 2 3
School 32 44 15 7 1 1

School pupils r= 0.20 (p < 0.001) Sub-Groups
Males r = 0.12 (p = 0.043) Male 36 3M 17 4 2 I
State Education r=O.IO (p=0.007) Female 39 42 14 3 I 3
Physical science r=0.I4 (p=0.008)

Private education 40 40 12 4 0 I

Universities/School i' = 10.5 (dO) (p < 0.05) State education 3M 41 16 3 .l. 4

Arts/Sciences i' = 9.2 (df2) (p<O.OI) Arts and humanities 40 42 13 2 2 I
Physical SCIences 35 3M 1M 5 I 0

Table 6.6 Question 1:4

Comments

In general, pupils and students are fairly positive. For several groups, their confidence in

learning quickly is related to their actual examination performance. However, there are

some surprises. The confidence of university students is not related to their performance

perhaps relating to the fact that they do not represent the whole society and are possibly

mostly able to learn quickly irrespective of their confidence to do so. This fits with the

observation that the students are more confident than the school pupil group. Arts show

higher levels of confidence, perhaps again reflecting the known difficulties in the physical

sciences: the need for conceptual understanding may lower confidence.

Statement Sample Response

1am doing well in my studies University 38 33 11 8 6 4
University r= 0.28 p < 0.001 School 33 29 17 7 9 5
School r= 0.30 p < 0.001 Sub-GroupsFemale r= 0.30 p < 0.001 Male 25 31 16 12 8 7Private r = 0.40 P < 0.001
State Education r= 0.30 p < 0.001 Female 45 32 11 5 6 I
Art and humanities r = 0.20 P < 0.001 Private Education 41 31 13 4 9 4
Physical sciences r= 0.30 p < 0.001 State Education 35 33 13 9 7 3
Males/females t. = 37.6f~f1~ W<O.OOI) Arts and Humanities 39 34 II 6 7 3
Arts/Sciences x- = 10.9 df4 (p < 0.05) Physical Sciences 32 29 16 10 8 4

Table 6.7 Question 1:5

Comments

All groups (except males) show fairly high correlations of confidence with performance.

The difference between males and females is confirmed by the very high chi-square value

obtained. Overall, the confidence of the learners is related strongly to performance. Thus,

what they think is true is, in fact, true. The lack of male confidence is, at first sight, not

easy to explain and seems to run counter to expectations in that males typically tend to be

more confident (Rogers et al, 1998). It is possible that, being educated separately at all

stages has contributed to the outcomes here. It is also worth noting that, again, there is

arts/science divide, with less confidence in doing well being shown by the science group.
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Statement Sample Response

I have many abilities University 23 30 13 13 II 9

r = 0.10 (p=0.018)
School 28 29 18 11 7 5

University
School r= 0.20 (p < 0.001) Sub-Groups
Females r=O.IO (p=0.017) Male 21 28 15 II 12 12
Private r = 0.15 (p = 0.028)

Female 27 32 15 12 9 5State Education r= 0.08 (p =0.030)
Art and humanities r = 0.11 (p = 0.007) Private education 37 24 16 13 5 4
Physical Sciences r= 0.15 (p = 0.004) State education 22 31 14 13 II 8

Males/F emales i"_ = 11.5 (df4) (p < 0.05) Arts and humanities 25 28 13 12 12 9
Private/State ? = 17.7 Cdf4) CP< 0.01 Physical Sciences . 25 33 17 15 5 4

Table 6.8 Question 1:6

Comments

All groups except the males show a low correlation of their performance related to

confidence as expressed by the view that they think they have many abilities. Again, the

males are exceptions in that they show a lower level of confidence and this is not so easy

to explain except in terms of the separate sex educational structure at all levels. It is worth

noting that those from the state sector are much less confident in their abilities

Statement Sample Response

I rarely forget what I learn University 13 20 18 20 19 II
School 17 18 • 13 27 14 II

MaleslFemales x- = 14.1 (dfS) (p < 0.05)
Sub-Groups ..

Private/State x- = 18.2 (df5) (p < 0.01) Male 20 18 14 16 17 14
Female 12 20 17 23 19 9
Private education 7 20 20 32 II 9
State education 16 18 15 20 20 II
Arts and humanities 15 18 15 20 20 II
Physical Sciences 14 19 16 25 15 10

Table 6.9 Question 1:7

Comments

There were no significant positive relationships with performance. Therefore, the

confidence in memory skills was not related to performance. In the Saudi system,

assessment is almost entirely of a recall nature. Thus, success does rely heavy on memory

skills. Nonetheless, the learners' perceptions of their abilities does not relate to their

actual abilities. This is somewhat surprising.

Males and females show a statistical difference in their responses but this is caused by the

males being more polarised in their views with the females slightly more neutral. A

similar pattern occurs with state and private education, the state pupils showing more

polarisation of views. These data are not easy to interpret.
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Statement Sample Response

I am sure I shall pass my examinations University 40 26 13 8 7 5

University r= 0.30 (p < 0.001) School 39 22 II II II 7
School r = 0.40 (p < 0.001~ Sub-GroupsMales r = 0.17 ~p= 0.002
Females r= 0.30 p < 0.001 Male 25 28 13 14 12 7
Private Education r= 0.20 (p < 0.001~ Female 47 23 12 7 6 5
Art and humanities r = 0.30 (p < 0.001 Private education 62 16 9 5 5 4Physical Sciences r= 0.30 (p < 0.001)

t = 32.6 (dfS)
State education 33 27 13 II 9 6

MalesIF emales (p < 0.001) Arts and humanities 39 26 13 7 9 6StatelPrivate i = 39.6 (df4) (p < 0.001)
Physical Sciences 40 23 11 I3 7 6

Table 6.10 Question 1:8

Comments

For all groups, they express high confidence in their ability to pass examinations and, for

all groups their confidence in their abilities to pass examinations relate to their

examination performance. In other words, they are accurately self aware of their abilities.

Females are much more confident than males, as might be expected due to their separate

education where they do not feel they have to compete with the males. Of note is the very

high level of confidence expressed by those in the private sector of education. This sector

places greater value on social skills.

Statement Sample Response

Getting the right answer is important to me University 62 18 ~O 5 2 2
School 64 19 7 2 3 4

University r=O.IO (p < 0.016)
Sub-GroupsSchool r=0.14 (p < 0.020)

Private Education r= 0.25 (p < 0.001) Male 57 18 11 6 3 4

State Education r= 0.08 (p < 0.036) Female 68 17 8 2 2 I
Art and Humanities r= 0.09 (p < 0.026) Private education 62 21 8 4 I 4
Physical Sciences r= 0.10 (p < 0.046) State education 64 17 10 4 3 2

Arts and humanities 67 16 8 3 3 3
Males/F emales i = 9.5 (df5) (p<0.05) Physical Sciences 57 20 10 6 3 2

Table 6.11 Question 1:9

Comments

For all groups, the importance of getting right answers is very marked. Also, every group

shows a positive significant correlation between this viewpoint and their actual success.

Interestingly, the pupils in private education showed the most marked correlation, perhaps

reflecting a feature of this kind of schooling. There is a clear difference by gender, with

the girls much more concerned about getting right answers.
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6.3 I tern 2

Think about your lifestyle

I feel that most people like me D D D D D D Iwish that more people liked me
Ido very well at all kinds of sports D D D D D D Ido not feel Iam very good at sports

I find it hard to make friends D D D D D D Imake friends easily
I like taking risks D D D D D D Ido not like taking risks

Iwish Icould be a lot better at sport D D D D D D Ifeel Iam good enough at sport
Ihave a lot of friends D D D D D D Ido not have many friends

Statement Sample Res_]J_onse

Ifeel that most people like me University 371 251 141615112
School 26 I 32 I 171715113

Table 6.12 Question 2:1

Comments

Data on this question show that there is no relationship between the student's confidence

in the positive feelings of people and performance. In all groups, there are signs of

polarisation. Despite appearing dissimilar, statistically the university and school groups

are not different.

Statement Sample Response

Ido very well at all kinds of sports University 22 16 ~_3 23 17 8
School 14 24 25 14 10 13

University r = -0.18 (p <0.001) Sub-Groups
State Education r = -0.17 (p <0.001) Male 20 23 25 12 8 12

Males/females i = 46.1 (df5) (p < 0.001) Female 25 16 14 23 17 6
Private education II 19 13 26 23 9Arts/Sciences i =28.I(df5) (p < 0.001)
State education 21 13 13 24 19 II
Arts and humanities 23 14 14 23 17 8
Pllysical Sciences 15 23 25 12 13 12

Table 6.13 Question 2:2

Comments

With two groups, there is significant negative correlation, indicating that those who do

well in examinations tend not to see themselves as good at sport. There are significant

differences between males and females - it is not easy to see why this is so. Arts and

Sciences students also differ: again the pattern is not easy to interpret.
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Statement Sample Response
I make friends easily University 35 23 II 10 13 8

School 38 24 II 12 10 6
State/Private i = 11.3 (df4) (p < 0.05) Sub-Groups

Male 36 20 12 9 16 6
Female 37 24 10 12 9 8
Private education 38 32 7 II 3 9
State education 36 21 II II 13 7
Arts and humanities 35 23 12 II 10 9
Physical Sciences 38 23 9 II 13 5

Table 6.14 Question 2:3

Comments

There is clearly no relationship between their responses to this question and performance.

Thus, expressed confidence in social relationships is unrelated to examination

performance. Pupils in the private sector are more confident in their ability to make

friends than those in the state sector, again perhaps reflecting an emphasis of private

education or, perhaps, caused by the social expectation of pupils in the private sector who

may come from families where relationships are emphasised more.

Statement Sample Response
I like taking risks University 23 21 IS 9 8 25

School 31 18 17 7 II 16
Females r= -0.11 (p =0.007) Sub-Groups

University/schools i = 11.2 (dfS) (p < 0.05)
Male 26 19 16 7 II 21
Female 25 22 IS 9 7 23

State/private i =16.0(df5) (p<O.OI)
Private education 27 28 21 6 6 12
State education 26 19 14 8 9 23
Arts and humanities 23 19 16 7 9 24
Physical Sciences 31 22 IS 8 7 17

Table 6.15 Question 2:4

Comment

It is an interesting observation that there is a tendency for females who like taking risks

not to do so well in examinations. This is difficult to interpret but may simply reflect that

examinations do not involve risks. As might be expected, school pupils tend towards risk

taking more than university students. This may be a function of age and maturity or it

may relate to educational stage. However, this is a sad reflection on education if it brings

about a tendency to conformity. Looking at the state-private comparison, private

education contains more moderate risk takers and fewer who are strongly opposed to risk

taking. However, the most obvious pattern is that of polarisation in all groups. Between a

sixth and a quarter are strongly opposed to taking risks. This raises the question of why

taking risks in intellectual thought and problem solving is so strongly opposed by this

minority (see Reid and Yang, 2002b).
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Statement Sample Resoonse
I feel I am good enough at sport University 55 16 9 4 8 9

School 54 12 7 7 7 II
State/private i = 22.2 (df5) (p < 0.01) Sub-Groups

Male 50 10 9 6 9 17
Female 57 17 8 5 7 6
Private education 47 14 9 II II 9
State education 57 14 9 4 6 10
Arts and humanities 55 14 9 6 7 9
Physical Sciences 56 14 8 4 7 II

Table 6.16 Question 2:5

Comments

The results of this question, like question 11, indicate no relationship between this

perception and performance. Unlike question 11, however, there are no differences in

perceptions between boys and girls and between science and arts. However, state pupils a

little more confident in their abilities here.At first sight, this is difficult to explain.

However, in such schools football is part of life and this is the local and preferred sport in

Saudi culture.

Statement Sample Resnonse
Ihave a lot of friends University 57 T 21 Till 5 I 3 I 3

School 60 I 20 I 8 I 4 I 5 I 4

..

Table 6.17 Question 2:6

Comments

There was a general confidence in social relationships as expressed by feeling of having

many friends and this was unrelated to academic performance and showed no difference

between sub-groups.
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6.4 I tern 3

Think about your self

I am happy with the way I look
I usually like the way I behave

I like a good argument
I usually do the right thing

I am not popular with others my age
I feel I can succeed at most things I attempt

I do not like challenges

000000 I am not happy with the way I look
000000 I often do not like the way I behave
000000 I do not enjoy arguments
000000 I often do the wrong thing
000000 I am popular with others my age
000000 I do not feel I can succeed at most things I attempt
000000 I like challenges

Statement Sample ResjJonse

I am happy with the way I look University 55 27 II 2 3 2
School 51 30 12 4 I 2

University r = -0.14 (p <0.001) Sub-Groups

Arts and humanities r = -0.14 (p <0.0 I)
Male 61 24 8 3 2 3
Female 50 31 14 3 3 I
Private education 56 33 16 3 0 2
State education 54 29 II 2 3 2
Arts and humanities 56 27 10 2 3 2
Physical Sciences 52 29 13 3 1 2

Table 6.18 Question 3.1

Comments

Overall, the vast majority of all groups claimed they were happy with their appearance,

Surprisingly, perception of happiness with appearance tended to relate to lower

performance with university students and those taking arts and humanities: As might be

expected, in a male dominated society, males appear to see themselves more positively

than females although the difference was not significant.

Statement Sample Response

I usually like the way I behave University 24 I 34 I 151 8 I 10 I 9
School 21 I 38 I 17 I 8 I 9 I 7

Table 6.19 Question 3.2

Inner contentment with general behaviour showed no relationship with academic

performance and no differences between subgroups. This is interesting, and perhaps

surprising. Itmight have been expected that this inner confidence with behaviour patterns

might relate to academic performance in that academic performance is one aspect of

behaviour.

Page 82



Chapter 6

Statement Sample Res1!_onse
I like a good argument University 46 22 II 4 5 12

School 51 18 4 3 3 12
School/university i = 9.2 (dB) (p<0.05) Sub-Group_s

Male 48 21 12 4 3 10
Female 49 20 10 4 5 12
Private education 47 21 10 4 4 16
State education 49 20 II 4 4 II
Arts and humanities 48 22 9 5 5 II
Physical Sciences 48 18 IS 4 2 12

Table 6.20 Question 3.3

Comments

There is remarkable consistency across all sub-groups although university students are

less enthusiastic than school pupils. This is both surprising and, perhaps, sad. Surely a

function of maturity and education must be to be able to look at issues critically and argue

a case. The examination system in Saudi Arabia rewards recall of what is taught and

critical comment is not encouraged. However, it has to be recognised that the question is

open to multiple interpretations and, therefore, caution in interpretation has to be adopted.

Statement SflI11IJle ReS]J!Jnse
I usually do the right thing University 26 I 43 J 24 J 7 j I J

School 26 I 42 I 22 I 7 I 1 I
Table 6.21 Question 3.4

Comments

The statement perhaps relates in some way to moral decision-making and it is clear that is

unrelated to performance. However, it is possible that the statement could be related to

the ability to take decisions about academic work, anything from the choice of subjects to

be studied, the choice of how to work, or even the choice of methods in undertaking

detailed work. If this is true, then it is surprising that no correlation with performance is

observed. It is difficult to interpret this question easily in that multiple understandings are

possible.
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Statement Sample Re~onse

I am popular with other of my own age University 29 21 13 12 13 11
School 28 20 6 16 14 14

Males/females i- = 32.4 (df5) (p<O.OI) Sub-GroUjJ§
State/private i- = 10.5 (df4) (p < 0.05) Male 28 18 9 14 15 15

Female 29 22 12 12 13 11
Private education 36 21 9 16 14 4
State education 26 21 11 12 14 14
Arts and humanities 28 20 11 13 13 14
Physical Sciences 28 23 9 13 15 10

Table 6.22 Question 3.5

Comments

It might have been expected that social self-esteem might have related to confidence in

academic study and, thus, to performance. However, no correlations are observed.

Looking at gender, females are more confident with regard to perceived popularity than

males (which is surprising) and, as expected, those from the private sector are more

confident than those in the state sector.

Statement Sample Re~onse
Ifeel Ican succeed at most things Iattempt University 41 I 35 I 15 I 4 I 2 I 3

School 40j3Ij 15J 7J 3J 2

Table 6.23 Question 3.6

Comments
There are no correlations with performance suggesting that, although they have

confidence about their ability to succeed at most things they attempt, this does not

translate into any kind of confidence in academic performance, suggesting that

confidence is not generic. Examination performance is to be seen as something very

separate from other areas of life and confidence elsewhere does not seem to translate into

performance in examinations.
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Statement Sample Re¥!!,nse
I like challenges University 39 20 II 8 10 12

School 48 19 7 9 8 8
State Education r=-O.ll p=0.003 Sub-Groups
Science student r = -0.11 P = 0.034 Male 46 17 8 9 10 10

Arts/Sciences i = 12.4 (df5) P < 0.05 Female 40 23 10 7 9 II
Private education 48 18 IQ 7 9 7
State education 42 20 9 8 8 II
Arts and humanities 38 22 10 8 10 12
Physical Sciences· 51 16 9 9 6 8

Table 6.24 Question 3.7

Comments

Most of the groups and sub-groups did not have significant correlations between

academic performance and responses to this question although state and science students

have negative significance. At first sight, it might have been expected that those who like

challenges more might have performed better in examinations. However, if the

examinations did not reward such skills and offered greater rewards for memory skills

and the unquestioning recall of knowledge, then the results make some kind of sense.

The arts and humanities group were least positive (although female~ were similar) while

the science group were significantly different from the arts and humanities group liking ,

challenges much more. Do the physical sciences courses encourage challenges more or

does this pattern simply reflect the nature of the population who choose such subjects

when compared to Arts students?
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6.S I tern 4

Please tick one box on each line to show your opinion

strongly strongly
agree agree neutral disagree disagree

1feel 1am very good at my studies 0 0 0 0 0
1am not successful at sports 0 0 0 0 0
1 feel that 1am just as clever as others my own age 0 0 0 0 0
1 am always doing things with many other people 0 0 0 0 0
1do not have a good imagination 0 0 0 0 0
1wish my physical appearance was different 0 0 0 0 0
I wish that more people my age liked me 0 0 0 0 0
I think that 1 have enough experience to deal with life 0 0 0 0 0
I like tasks that allow me to do things my own way 0 0 0 0 0
I usually know what needs to be done 0 0 0 0 0
1do not take decisions quickly 0 0 0 0 0
I like to do things in new ways even when I am not sure of the best way 0 0 0 0 0
I enjoy taking part in a new sporting activity 0 0 0 0 0
I do not feel comfortable in a social situation 0 0 0 0 0
I enjoy the challenge ofa new problem in my studies 0 0 0 0 0
1am happy with my weight for my height 0 0 0 0 0
1do not really enjoy my present lifestyle 0 0 0 0 0
I am confident that 1can finish my studies quickly 0 0 0 0 0

University r=0.31 (p < 0.001)
School r= 0.27 (p < 0.001)
Males r= 0.26 (p < 0.001)
Females r=0.35 (p < 0.001)

r = 0.42 (p<O.OOI)
r= 0.29 (p < 0.001)
r= 0.27 (p < 0.001)

Table 6.25 Question 4.1

Comments

Clearly, with all groups, their expressed confidence in being good at studies is reflected in

their actual performance. The students are appropriately self-aware.
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University r=O.11 p<O.OOI
State r=0.13 p<O.OOI
Art and humanities r = 0.12 P <0.00 I

University/school i = 15.1 (df4) P < 0.01
Males/Females i = 25.4 (df4) p < 0.001
Private/State i = 18.0 (df4) p < 0.01
Arts/Science i = 16.7 (df4) P < 0.01

Table 6.26 Question 4.2

Comments

Chapter 6

Questions 2.2 and 2.5 showed little connection between sport and academic performance

and the correlations obtained here are very low.

Although university students show small links between perceived sport success and actual

academic success, they are less confident that they are successful at sport, when

compared to school pupils. Perhaps, with maturity and experience, they are more

realistically self-aware. As might be expected, males are more confident of sporting

success than females while, surprisingly, those in private education are less confident,

perhaps arising from greater experience and higher competition. The arts/science,

differences are less easy to explain.

University r = -0.14
Males r= -0.13
Arts and humanity r = -0.21

P <0.001
P <0.024
P <0.001

University/School x- 14.8 (df3) (p < 0.01)
MaleslFemales x- = 11.8(df3) (p<O.OI)

Table 6.27 Question 4.3

Comments

The results show that female and private groups show more confidence in their ability (in

terms of being as clever as others) than other groups. It is likely that this is a result of

separate education. This can give an opportunity for girls to perform particularly well.

The private schools in Saudi tend to encourage confidence in abilities to achieve

academically.
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University/School t = 9.1 (dO) (p < 0.05)

Table 6.28 Question 4.4

Comments

Although this question could refer to team working, it could also refer to social

relationships. In either case, there is no relationship between this ability and performance.

Again, it appears that social relationships and social dynamics are unrelated to

performance in academic subjects. There are differences between university and school

students but the pattern is not clear-cut.

Table 6.29 Question 4.5

Comments

There are no relationships between perceived ability to imagine and performance. This is

sad in that creativity and imagination are such important skills and should be encouraged

within any educational system and programme. Of course, it may simply reflect that the

examinations test rote recall of information and the routine handling of data. Here, there

is little scope for creativity and imagination. However, it is particularly surprising that

those in Arts show no evidence of any relationship. It is also surprising that Arts and

Sciences do not differ statistically in the way they respond to this question. Traditionally,

Arts subjects might be expected to offer more scope although this is largely a reflection

on the way science is taught and tested in most countries.
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Private Education r=0.17 p<0.014

Table 6.30 Question 4.6

Comments

Chapter 6

In only one subgroup do responses to this question relate to performance. In general, their

expressed confidence relating to their appearance (which is a part of self esteem or self-

confidence) does not relate to academic confidence

State/private 'i = 11.8 (dO) p < 0.01
Arts/Science 'i = 12.3 (dO) p < 0.01

Table 6.31 Question 4.7

Comments

Although the statement reflects powerful feelings related to self-esteem, responses do not

relate to performance in examinations. However, there is surprising a difference in

responses between state and private education, suggesting a certain lack of self-

confidence in social relationships in the state group. The difference between the arts and

humanities and the science groups suggests a greater degree of social confidence with the

latter; however, the chi-square value arises simply because of changes in the first two

boxes.
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MaleslFemales t = 13.1 (dO) p<O.OI

Table 6.32 Question 4.8

Comments

Chapter 6

This expression of confidence is, surprisingly, unrelated to examination performance. All

sub-groups show very similar patterns of responses although males and females are

different, with the males more confident. However, the general pattern of results is

interesting in that there is such a spread of perception. Almost one fifth are expressing a

lack of confidence in this very general area.

Males
State Education

r=-0.12 p=0.045
r = -0.08 p = 0.044

Table 6.33 Question 4.9

Comments

There are very low negative correlations with academic performance in two sub-groups

but the sub-groups respond similarly. While the majority responded positively to this

statement, the idea that those who like freedom might well be willing to take cognitive

risks, learn beyond the curriculum in their own ways and, thus, perhaps, perform better is

not sustained.

Table 6.34 Question 4.10

Comments

The general confidence as expressed in this question is unrelated to academic performance.
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State Education p = 0.014
Arts and humanities r = 0.12 p = 0.003

University/School t = 14.0 (df4) p <0.01
Private/State t = 9.7 (df4) p < 0.01

Table 6.35 Question 4.11

Chapter 6

Comments

Two sub-groups show very low but significant correlations with academic performance

but it is not obvious why these two have opposite signs. The university students are

clearly more confident in this area. The differences between state and private are not

simple and may simply reflect different social backgrounds and experiences.

Table 6.36 Question 4.12

Comments

This question considers an aspect of risk taking which might reflect inner confidence and

is unrelated to academic performance

State education r = 0.10 P = 0.005
Arts and humanities r = 0.08 p = 0.037

University/School t = 34.4 (df4)
Gender differences t = 18.6 (df4)
Arts/Science t = 16.9 (df4)

p < 0.001
p < 0.001
P <0.001

Table 6.37 Question 4.13

Comments

•

Responses tend to be spread across the five-point range. However, there are large

differences when comparing school pupils and university students, with school pupils

much more positive. There are other sub-group differences but these differences are much

as might be expected. There is no significant (or very low) correlation of this perception

with academic performance.
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School pupils r=0.14 p=O.013
Science students r = 0.12 P = 0.017

Private/State t = 17.9 (df4) p < 0.05

Table 6.38 Question 4.14

Comments

Low, but significant, correlations are obtained for school pupils and science students,

suggesting, for these groups, that their general sense of well being in a social setting is

correlated with examination success. It is difficult to explain these observations and to

explain why these two groups show such a relationship while the other groups do not.

Table 6.39 Question 4.15

Comments

It is perhaps rather surprising that responses to this question did not correlate significantly

with academic performance. Does this suggest a lack of experience in an education

system which values conformity and recall?

',.

Statement Sample Responses..
I am happy with my weight for my height University 26 I 20 I 18 I 21 I 13 I

School 26 I 18 l 22 I 18 I 16 I

Table 6.40 Question 4.16

Comments

There was no relationship between students' confidence with regard to weight and height

and their performance. This suggests that confidence in one's appearance is not related to

performance, as might be expected.
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School pupils r=0.18 p = 0.010
Males r = 0.14 p=O.OII
Females r=0.12 p = 0.004
Private education r=0.18 p = 0.011
State r= 0.08 p = 0.032
Science students r=O.IS p = 0.004

Table 6.41 Question 4.17

Comments

Most of groups show positive correlations: those who do not enjoy their lifestyle tend to

have higher marks in their examinations. Perhaps, a fulfilling lifestyle has been replaced

by more study?

University
School
Males
Females
Arts and humanities

r= -0.16
r = -0.26
r= -0.11
r = -0.23
r= -0.16

p = 0.001
p= 0.001
P = 0.043
P =0.001
p= 0.001

Table 6.42 Question 4.18

Comments

It is perhaps surprising that the students' confidence in their ability to finish their studies

quickly has a negative correlation with performance. Thus, those who have confidence in

their ability to study quickly tend to perform slightly less well in examinations. This

suggests that, in the Saudi examination system, taking care while working is related to

examination success.
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Think about your life as whole. Please tick against three, which you think are most important.

Comment

%

45
54
23
24
19
10
18
36
18
52

My abilities
My academic achievement
My popularity
Expertise
My attractiveness
My sporting skill
My willingness to take risks
My sociability
My creative ability
My independent mind

Note: the total here adds to approximately 300,
as each student can use three 'ticks'

This is a very revealing question. It is more likely that it shows the aspirations of the

students. It is interesting, but puzzling why 'my independent mind' scores so highly,

given Saudi society and culture, with its incredibly strong social cohesiveness and

rejection of non-conformity. The choices might reflect an expressed aspiration or even

frustration. As might be expected, abilities and academic achievement score well,

showing the perceived value of education progress.

6.7 I tern 6

Imagine you are faced with a new and demanding type of problem in your studies.
What is your likely reaction?

Tick as many as you wish.

%

(a) Worry about passing the examinations. 51
(b) See it as a challenge; 38

(c) Start to panic; 51
(d) Seek help from books; 33

(e) I have managed in the past - I'll manage now; 51
(f) Think of changing my course; 11
(g) Enjoy it because it is new; 37

(h) Seek help from others. 59

Comment

It is difficult to interpret the responses although it is not encouraging to see the relatively

low number of responses for 'see it as a challenge' and 'enjoy because it is new'.

However, perhaps this merely expresses reality. The power of examinations is again

evident.
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The questionnaire was designed to explore as many aspects of the concept of confidence

as was possible. The responses to the questions were not expected to correlate highly with

each other and it appears that only confidence related to academic matters shows any

relationship with academic performance, suggesting that confidence is not generic. To

check this, the responses to those questions where five or six responses were sought were

examined using Principal Component Analysis.

Principal Component Analysis is one method by which a search can be made to see if

there are any underlying factors which might explain the response patterns. This was

carried out using SPSS. Varimax rotation was used. The following scree plot was

obtained:

Scree Plot

c.oOlPOncwu Nun\bel

Figure 6.1 Scree Plot from Principal Components Analysis

The aim is to be able to explain at least 70% of the variance in the data using a small

number of factors. There are 40 questions involved and, from the scree plot, there are 12

factors with an eigenvalue above 1 (a typical cut off point). However, they only explain

55% of the variance. This confirms that there are no underlying factors, which will

adequately explain the data. The questions are, indeed, seeking to explore different

aspects of the concept of confidence. More details are to be found in appendix F along

with the rotated loadings table. This approach was not pursued further.
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6.9 Interviews

The interview was fairly well structured with seven basic questions being asked, allowing

opportunities for follow up questions and general discussion. A sample of 50 psychology

students (all female) was interviewed. The aim was to check if the questionnaire was

valid and also to obtain extra insights. Their verbal responses to the seven basic questions

were correlated with academic performance in psychology (table 6.43).

Topic Correlation Significance

Do vou think vou are good at your studies 0.41 p < 0.001
Do you think vou have many abilities 0.14 ns
Do you think you will pass your exams 0.22 ns
Do you feel vou succeed most things you attempt to do 0.18 ns
Are you one of the people who think vou know what you need to do 0.04 ns
Do vou enioy solving difficulties in your study life 0.19 ns
Do vou think vou will finish your study on time 0.20 ns

Table 6.43 Correlations with Performance

Comments

With a small sample, it is difficult to draw clear conclusions. Also, caution must be used

in interpreting the correlations. However, they do suggest that only academic confidence

is related to performance in examinations. 'Thus, those who think they are good at studies

tend to be good at studies. In addition, the general impression left with the interviewer

was that the picture obtained by the questionnaire did, in fact, reflect the general findings

from the questionnaire.

It was possible to gain some kind of overall impression of the general approach of each

interviewee. Notes were taken throughout and these were studied to seek to classify each

student in relation to confidence. The pattern is shown in table 6.44

Description Fr~uen~
Unrealistic 4
Seems ambitious 5
Sociable 2
Realistic 7
Confident 21
Needs help to improve confidence 3
Shy 8
Total 50

Table 6.44 Student Confidence

Page 96



Chapter 6

Comments

The above table reflects the subjective impression left on the researcher from the

interviews. Clearly, nearly half came across as confident. However, it has to be

recognised that, in Saudi culture, there is a strong tendency to present oneself in the way,

which is thought to be what is expected or desired. Thus, it is highly possible that the

students presented themselves deliberately as confident.

Overall, not too much can be drawn from the interviews although they gave a generally

consistent pattern when compared with much of the questionnaire data. It is perhaps

possible that the questionnaires offer a more accurate picture in that, in the interviews,

individuals could be identified.

6.10 Conclusions

This experiment was designed to offer some kind of overview of academic performance

in relation to wider aspects of confidence and self-esteem. The key observation is that

academic performance tends to be only correlated with academic confidence. Thus,

confidence is probably not a general attribute and this is consistent with other studies (e.g.

Harter, 1985). There were four aspects of confidence considered and the outcomes

suggest that each is a separate aspect of confidence

The interview tends to confirm the outcomes from the survey. Again, academic

confidence alone seems to be related to academic performance. Any relationships tend to

be low except when aspects of confidence related to specific aspects of learning are

considered.
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Chapter Seven

Academic Confidence, Working Memory and Attitudes to Learning

7.1 Introduction

Chapter 6 presented the results of the first experiment, which examined the relationship

between four aspects of confidence (academic confidence, athletic confidence, social

confidence and self-confidence in appearance) and academic performance. The

experiment revealed that studens' academic confidence was only correlated with their

academic performance. In contrast, few significant correlations were found between

students' academic performance and other aspects of confidence. This suggests that

confidence is not really a generic attribute. Thus, academic confidence is a confidence

that is specific and is directed towards academic activity specifically. These findings are

consistent with other studies (e.g. Harter, 1984).

Often, a person is described as 'confident'. The results here suggest that confidence is,

specifically directed and is not a general attribute. Perhaps a person is perceived as

confident but this only reflects a small range of contexts, perhaps mainly social.

Alternatively, confidence can sometimes be presented when, in fact, there is little real

confidence within the person.

It has to be noted that correlation does not imply causality. Thus, the results from the

previous chapter do not demonstrate that academic success generates academic

confidence nor that academic confidence generates academic success although both might

be true.

This chapter describes measurements, which tried to explore some further possible factors

that might be related to confidence. In this experiment, the first survey of confidence was

repeated with a new sample of students. Working memory capacity is well known as a

rate-controlling factor in many different aspects of learning and assessment (see, for

example, Johnstone, 1997). This is particularly true when the learner is seeking to gain

understanding. Assuming that academic confidence is a specific attribute which is related

to academic performance, looking at working memory capacity becomes important: is the

capacity of the student working memory a factor which might enable confidence to grow?
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Another area that might relate to confidence might is attitudes towards learning. This has

been studied in depth by Perry (1999) when he followed students at Harvard University as

they progressed in their thinking about learning during their four years of academic study.

His work was carried out by means of extended interviews. Others have developed

questionnaires to follow the development of such attitudes (e.g. Mackenzie et al., 2003;

Selepeng, 2000; AI-Shibli, 2003).

In this experiment, the Digit Span Backwards test was employed to measure the working

memory capacity, while measurements related to the work of Perry (1999) were carried

out by means of a questionnaire. Because the same questionnaire relating to confidence

was used, there was the opportunity to assess its reliability in terms of test-retest

reliability, using equivalent samples from two successive year groups. Because of

difficulties in gaining access to men, the sample in this experiment was made up only of

women who were studying in the humanities area of the university. Two hundred and

thirty seven female students from the humanities section of the university took part in the

experiment.

Several statistical calculations were carried out on the data obtained: correlation was

explored using Kendall's Tau-b while comparisons of distributions of responses were

compared using chi -square as a contingency test. Both statistics handle ordinal data well

and Kendall's Tau-b can cope with 'ties'. Neither chi-square nor Kendall's Tau-b assume

any specific distribution.

7.2 Reliability Assessment

This experiment involved 237 ladies following humanities courses. The previous

experiment contained a sub-group of 96 ladies also following the same humanities

courses. Their responses to the confidence questionnaire were compared, allowing an

opportunity to consider question reliability.

Samples Used

Experiment I Humanities ladies 96
Experiment 2 Total Sample 237

Total 333

Table 7.1 Samples Used
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The distribution patterns of the two samples are now compared (sample I, N=96 and

sample II, N=237), using chi-square as a contingency test. Correlations with examination

performance are shown. For clarity, data are shown as percentages.

7.2.1 Students' views on their academic studies

(I) Think about your studies

I understand things easily 000000 I do not understand things easily
Ido not have a good memory 000000 Ihave a good memory

Iget right answers 000000 Ido not get right answers
Ilearn quickly 000000 Ido not learn quickly

Iam not doing well in my studies 000000 Iam doing well in my studies
Ihave few abilities 000000 Ihave many abilities

Ioften forget what I learn 000000 Irarely forget what I learn
Iam not sure Ishall pass my examinations 000000 Iam sure Ishall pass my examinations

Getting right answers is not important to me 000000 Getting right answers is important to me

Question Sample Response Pattern r Xl

I understand things easily Sample I 31 53 13 I I I 0.10 2.0 (df2)
Sample II 24 54 14 3 3 1 0.05 n.s.

I have a good memory Sample I 27 34 10 6 18 4 0.00 0.8 (df4)
Sample II 24 37 9 8 17 6 0.11 n.s.

I get the right answer Sample I 30 41 18 5 3 1 -0.04 4.0 (df4)
Sample II 22 48 18 4 6 2 0.07 n.s.

I learn quickly Sample I 44 37 17 0 I I 0.05 3.7(df5)
Sample II 33 44 14 6 2 I 0.09 n.s.

I am doing well in my study Sample I 49 31 7 4 5 2 0.35 5.3 (dB)
, Sample II 38 38 5 7 9 3 0.22 n.s.

I have many abilities Sample I 21 26 13 19 10 1 0.20 6.9 (dfS)
Sample II 21 28 15 9 15 12 0.15 n.s.

I rarely forget what I learn Sample I 17 14 10 20 29 10 0.09 S.7(dfS)
Sample II 17 23 8 14 24 13 0.05 n.s.

I am sure I will pass my Sample I 41 28 9 7 9 5 0.31 3.2(df2)
examinations Sample II 27 32 10 9 16 6 0.21 n.s.

Getting right answers is SamJlle I 72 14 6 2 3 3 0.15 .0.2(df2)
important to me Sample II 68 18 6 2 3 2 0.14 n.s.

Table 7.2 Question 1 Data and Statistics

Comments

The first thing to notice is that, in every question, there is no significant difference in

response patterns (all chi-square values are insignificant). Given that the two populations

are similar (female humanities students in consecutive years), this supports question

reliability .

Secondly, the correlation values tend to be similar. This might be expected if the

questions themselves are reliable and valid. The correlation values tend to be much

higher when the question relates specifically to academic issues (as noted in chapter 6).
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7.2.2 Students' views on their Lifestyle

(2) Think about your lifestyle

I feel that most people like me D D D D D D I wish that more people liked me
I do very well at all kinds of sports D D D D D D I do not feel I am very good at sports

I find it hard to make friends D D D D D D I make friends easily
I like taking risks D D D D D D I do not like taking risks

I wish I could be a lot better at sport D D D D D D I feel I am good enough at sport
I have a lot of friends D D D D D D I do not have many friends

Question Sample Response Pattern r X2

Ifeel that most people like me Sample I 44 22 13 3 2 17 0.06 5.0 (df2)
Sample II 32 30 7 2 5 24 -0.06 n.s.

I do very well at all kinds of sports Sample I 4 12 17 14 15 40 -O.ll 2.5 (df4)
Sample II 5 18 17 12 16 33 -0.06 n.s.

I make friends easily Sample I 35 21 8 16 7 13 0.07 2.5 (df4)
Sample II 36 22 9 10 15 8 0.00 n.s.

I like taking risks Sample I 26 15 15 9 4 31 -0.02 5.2 (df4)
Sample II 25 23 8 8 9 27 -0.09 n.s.

I feel I am good enough at sport Sample I 3 4 2 5 19 67 0.23 0.9 (df2)
Sample II 12 8 2 7 14 57 -0.02 n.s.

I have a lot offriends Sample I 62 21 6 4 4 3 0.15 1.3 (df2)
Sample II 58 18 9 5 6 3 -0.02 n.s.

Table 7.3 Question 2 Data and Statistics

Comments

Again, in every question, there is no significant difference in response patterns (all chi-

square values are insignificant). It is possible that the fifth part shows a different pattern

of responses but chi-square is unable to confirm this because of the need for data

grouping. This might account for the difference in correlation values.

Of the 10 correlations, almost all have very low values. This confirms that lifestyle

confidence is not related to academic success.
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7.2.3 Students' views on Self-esteem

(3) Think about yourself

I am happy with the way I look
I usually like the way I behave

I like a good argument
I usually do the right thing

I am not popular with others my age
I feel I can succeed at most things I attempt

I do not like challenges

000000 I am not happy with the way I look
000000 I often do not like the way I behave
000000 I do not enjoy arguments
000000 I often do the wrong thing
000000 I am popular with others my age
000000 I do not feel I can succeed at most things I attempt
000000 I like challenges

Question Sample Response Pattern r X'
I am happy with the way I look Sample I 55 25 11 2 5 1 -0.04 1.7 (dO)

Sample II 61 23 8 3 2 2 0.03 n.s.

I usually like the way I behave SamJlle I 21 34 14 8 8 15 -0.05 6.6 (dfS)
Sample II 20 36 6 6 13 18 0.06 n.s.

I like a good argument Sample I 51 18 6 4 7 14 -0.04 4.0 (dfS)
Sample II 41 27 6 4 9 13 0.12 n.s.

I usually do the right thing Sample I 22 40 17 9 7 5 0.03 2.1 (dfS)
Sample II 22 38 15 7 11 8 0.14 n.s.

I am popular with others my age Sample I 13 21 8 9 14 17 0.01 3.4 (dfS)
Sample II 32 20 7 8 20 11 0.07 n.s.

lfeel I can succeed at most things I Sample I 44 35 12 2 2 4 0.20 3.5 (dO)
attempt Sample II 35 46 9 4 3 2 0.11 n.s.
I like challenges Sample I 37 22 7 9 10 15 0.04 2.3 (dfS)

Sample II 31 22 10 7 14 16 0.09 n.s.

Table 7.4 Question 3 Data and Statistics

Comments

Again, in every question, there is no significant difference in response patterns (all chi-

square values are insignificant). The correlation values are similar for the two samples.
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7.2.4 Students' views on Various aspects of confidence

(4) Please tick one box on each line to show your opinion
Strongly strongly
Agree agree neutral disagree disagree

I feel I am very good at my studies D D D D D
I am not successful at sports D D D D D
I feel that I am just as clever as others my own age D D D D D
I am always doing things with many other people D D D D D
I do not have a good imagination D D D D D
I wish my physical appearance was different D D D D D
I wish that more people my age liked me D D D D D
I think that I have enough experience to deal with life D D D D D
I like tasks that allow me to do things my own way D D D D D
I usually know what needs to be done D D D D D
I do not take decisions quickly D D D D D
I like to do things in new ways even when I am not sure of the best way D D D D D
I enjoy taking part in a new sporting activity D D D D D
I do not feel comfortable in a social situation D D D D D
I enjoy the challenge of a new problem in my studies D D D D D
I am happy with my weight for my height D D D D D
I do not really enjoy my present lifestyle D D D D D
I am confident that I can finish my studies quickly D D D D D

Question Sample Response Pattern r X--"

I feel I am very good at my studies Sample I 28 46 22 4 0 0.43 3.7 (df2)
Sample II 20 25 33 2 1 0.28 n.s.

I am not successful at sports Sample I 19 19 34 18 18 0.11 4.1 (df4)
Sample II 13 22 41 19 5 -0.03 n.s.

I feel that I am just as clever as othersmy Sample I 32 45 15 6 2 0.10 0.6 (df4)
own age Sample II 32 43 17 7 1 0.02 n.s.
I am alwaysdoing thingswithmany other Sample I 21 34 30 10 2 -0.12 2.2 (df4)
people Sample II 22 38 24 15 2 0.01 n.s.
I do not have a good imagination Sample I 5 12 16 33 34 -0.05 3.7(df3)

Sample II 8 11 22 34 25 -0.07 n.s.
I wishmy physical appearancewas different Sample I 12 24 23 18 23 -0.05 ~.4 (df4)

Sample II 15 15 24 19 27 -0.04 n.s.
I wish that more people my age likedme Sample I 42 19 34 2 3 0.02 5.9 (df2)

Sample II 30 29 30 8 3 0.10 n.s.
I think that I have enough experienceto deal Sample I 19 34 27 15 4 -0.05 2.7 (dO)
with life Sample II 12 37 32 16 3 -0.06 n.s.
I like tasks that allowme to do thingsmy Sample I 57 32 9 0 I -0.05 2.9 (df4)
own way Sample II 51 36 10 2 I 0.07 n.s.
I usuallyknow what needs to be done Sample I 26 43 22 8 I 0.05 5.3 (df4)

Sample II 18 49 25 I 0 0.11 n.s.
I do not take decisions quickly Sample I 27 33 18 15 4 0.05 1.5 (df4)

Sample II 22 37 18 18 5 -0.03 n.s.
I like to do things in newways even when I Sample I 23 27 25 21 4 -0.17 4.8 (df3)
am not sure of the best way Sample II 14 27 31 21 7 -0.05 n.s.
I enjoy taking part in a new sporting activity Sample I 18 18 35 17 9 -0.13 1.3 (df4)

Sample II IS 22 37 17 12 -0.02 n.s.
I do not feel comfortable in a social situation Sample I 15 27 30 19 7 -0.14 0.9 (df3)

Sample II IS 22 37 17 9 -0.07 n.s.
I enjoy the challenge of a new probleminmy Sample I 18 25 24 25 8 -0.05 2.0 (df4)
studies Sample II 14 21 26 28 II 0.13 n.s.
I am happywith myweight for my height Sample I 24 25 20 18 12 0.07 3.9 (df5)

Sample II 34 19 21 17 9 -0.08 n.s.
I do not really enjoy my present lifestyle Sample I 17 19 22 25 16 -0.16 3.3 (df4)

Sample II 13 17 32 24 IS -0.10 n.s.
I am confident that I can finishmy studies Sample I 42 38 14 6 0 0.20 9.4 (df2)
quickly Sample II 25 46 19 9 1 0.23 p < 0.01

Table 7.5 Question 4 Data and Statistics
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Comments

Again, in every question except the final one, there is no significant difference in

response patterns (all chi-square values are insignificant, except the last one). Most of

correlation values tend to be very low although higher values are obtained when the

question relates specifically to academic studies.

7.2.5 The Overall Picture

The first general observation is that the distribution of responses for the two samples in

almost all the questions are statistically similar, suggesting good test-retest reliability. The

patterns of responses for each question for each sample were correlated with academic

performance and the correlation values are very similar for both samples for most

questions. This again, supports good reliability. This is consistent with the observations

made by Reid about reliability of questionnaires (2003)
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7.3 Working Memory Space and Performance

The working memory space was measured by the digit span backwards test. The working

memory capacities for the students were correlated with their examination performance,

using Pearson correlation. The correlation coefficient, although positive, was not

significant (r = 0.05, n.s.).

Working memory capacity will only correlate with examination performance if one or

both of two conditions are met:

(a) During teaching, the approach used made demands on the working memory
so that those with high working memories had an advantage;

(b) The assessment contained questions that made demands on the working
memory so that those with high working memory had an advantage.

If the emphasis in an examination system is to focus on recall and there is minimal

emphasis on assessing understanding (both true in Saudi Arabia), then it is unlikely that

those with high working memory will have much advantage in examinations. Such a

pattern was found in the work of Reid & Skyrabina (2002) who deliberately structured a

school test in mathematics so that solving the questions (which were difficult) did not·

place any stress on the working memory. She found no significant correlation of working

memory with performance.

7.4 Working Memory and Confidence

The responses for each question relating to confidence were correlated (using Kendall's

Tau-b) with working memory capacity. In most cases, no significant correlation was

obtained. Only the data for the three questions where. a significant correlation was found

are shown. Itmight have been expected that having a higher working memory would lead

to greater academic success which might lead to confidence. This does not appear to be

true.

I do not have a good 8 11 22 34 25 r= -0.11
imagination Jp = 0.031)
I enjoy the challenge of new 14 21 26 28 11 r = 0.11
problems in my studies _fu = 0.024)
All one has to do to pass a 9 4 6 3 16 62 Understanding subjects is a part r= -0.13
subject is to memories things of study. J.j)_ = 0.040

Table 7.7 Correlations with Working Memory Capacity
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The striking observation is that, of 40 questions, only three show any statistically

significant correlation with working memory. Indeed, the three significant values are

themselves very low, their significance reflecting the large sample size.

The first question III table 7.7 suggests that those who believe they have a good

imagination are those who tend to have higher working memory capacities. This is

reasonable in that those with more working memory space might be able to 'play with

ideas' more successfully.

The second question shows that those who enjoy the challenge of new problems also tend

to have higher working memory capacities. Having a higher working memory gives these

students an advantage.

The third question shows the importance of working memory in understanding, a

conclusion that is well established (see, for example, Johnstone, 1997). The questions

suggest- that the students who think that passing is related to understanding tend to have

higher working memory capacities. Thinking is, of course, not the same as actually

having the ability to understand and, perhaps, this explains the relatively low correlation

obtained.

However, the main observation is that the vast majority of the questions relating to all

aspects of confidence do not show significant correlations with working memory

capacity. While it seemed reasonable to suggest that possessing a higher than average

working memory capacity might encourage confidence, the results do not support this

hypothesis. Of course, it might simply reflect the emphasis in Saudi examinations where

recall is stressed. However, it does suggest that academic confidence (as well as other

aspects of confidence) does not depend on working memory capacity, at least within the

Saudi education system with female arts students.
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7.5 Perry Questionnaire

The results of the Perry questionnaire are now discussed. Again, 237 humanities female

students were involved and the data are presented as percentages for clarity. The aim of

this questionnaire was not to look particularly at the student responses but to see if their

responses related in any way to their examination performance. Thus, is there any

evidence that students who were more developed in their attitudes to learning (more Perry

'C' character) performed better in their examinations?

The Perry questionnaire had 18 questions, some in Semantic Differential format, others in

Likert format and considered four aspects:

• Lecturers' role

• Students' role

• The nature of scientific Knowledge

• Assessment

The two formats of questions are considered separately. The correlation values were

obtained using Kendall's Tau-b correlation and are only shown where significant.
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7.5.1 Semantic Differential Questions

In order to pass my courses I need 42 13 3 4 II 26 I do not have to rely totally on the
to study just what the lecturer told lecturer. Part of my learning is to
me work things out myself

I cannot be wrong if I accept what 5 2 7 18 33 35 I do not believe in just accepting r= 0.14
the lecturer says. If! question what the lecturer says without (p = 0.005)
anything, I might end up failing question .Success involves thinking

for myself

I believe it is the job of the lecturer 20 10 3 3 13 50 The duty of the lecturer is not to
to supply all the knowledge I need teach me everything but to help me

to think for myself

I think lecturers should avoid 48 16 6 6 II 12 Lecturers should aim to provide r= -0.12
teaching material that they know challenges to their students by (p=0.012)
pupils will find difficult introducing difficult topics

It is good to work with other 55 25 6 2 6 6 I prefer not to work with other
students because by listening to students because then I stand less
their points of view I can correct my chance of picking up wrong ideas.
ideas

All one has to do to pass a subject is 9 4 6 3 16 62 Understanding subjects is the part r= -0.11
to memorise things of study. (p = 0.004)

I do not believe that all scientific 14 II 7 5 14 49 We cannot call anything scientific if
knowledge represents the (absolute it is not absolutely true
truth)

I do not like short questions as they 19 6 7 6 13 49 I prefer to learn the facts and then
do not give me chance to explain be tested on them in short questions
what I know and understand

In exams, I prefer questions which 70 13 2 3 5 7 In exams, I like questions that give
are based on what the lecturer me the scope to go beyond what is
taught taught and show my ability to think

I believe that what should matter in 62 13 4 2 7 II In exams, I expect to be rewarded r= 0.17
exams is the quality of my answers for giving as much information as (p=O.OOI)
not how much I write possible

Table 7.7 Semantic Differential Questions and Performance

Comments

In only four of the ten questions is there a significant correlation between the student

responses and their academic performance and the correlation values are low, probably

reflecting the emphasis in the Saudi examination system. Students who perform better

tend to reject the idea of questioning what they are being taught. The better performing

students want to avoid difficult things and depend on memorising. However, they tend to

be more interested in quality than quantity in answering.

Another observation is that the response patterns show considerable polarisation in many

questions, indicating that, while the majority hold views towards one extreme position,

there is a sizeable minority holding opposite views strongly. It is beyond the scope of this

study to pursue this interesting observation further.
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7.5.2 Likert Questions

SA A N D SD

Sometimes there seems to be so many ways oflooking at subjects 23 47 22 8 I
that I feel confused about what is right and wrong

Sometimes I find I learn more about a subject by discussing it 38 31 9 15 7 r= -0.12
with other students than I do by sitting and revising at home _{Q_=0.001_l

There is no point in teaching me things that will not be in the 37 19 14 24 6
exam

If I had the choice of written comments or a specific mark at the 23 34 20 15 9
end of piece of subject course work I would choose the comments

It is a waste of time to work on problems which have no 44 29 14 II 2
possibilities of producing a clear-cut answer

I feel uncomfortable when I am left to express an opinion not 16 31 17 27 10 r = -0.09
knowing the view of the lecturer _{Q_=O.OO~
A good thing about learning within this subject is the fact that 25 28 23 20 4
everything is so clear-cut: either right or wrong

I like exams which give me an opportunity to show I have ideas 31 32 14 15 8
of my own

Table 7.8 Likert Questions and Performance

Comments

Again, most of the response patterns show no significant relationship with performance

and, in the two questions which do, the correlations are very low. There is a slight,.

tendency for the better performing students to wish to work on their own rather than in

groups while the other question is difficult to interpret.

7.6 Confidence and Attitudes to Learning

The questionnaire that explored confidence contained 40 questions while the

questionnaire that explored attitudes to learning (following Perry, 1999) contained 18

questions. Each question from the first questionnaire was correlated against each

question from the second questionnaire, using Kendall's Tau-b. This gave 720 correlation

values but very few were statistically significant. These few are shown in table 7.13.
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Questions Pairs Correlations

Confidence (1) 1 feel I am very good at my studies r= 0.12
Perry (2) I cannot be wrong if! accept what the lecturer says. IfI question anything, p = 0.003

I might end up failing

Confidence (4) Iam always doing things with many other people r= -0.19
Perry (I) In order to pass my courses Ineed to study just what the lecturer told me p=O.OOI

Confidence (5) Ido not have a good imagination r = 0.16
Perry (4) I think lecturers should avoid teaching material that they know students p = 0.003

will find difficult

Confidence (5) I do not have a good imagination r =-0.13
Perry (16) I feel uncomfortable when I am left to express an opinion not p = 0.002

knowing the view oflecturer

Confidence (8) I think that I have enough experience to deal with life r = 0.14
Perry (13) There is no point in teaching me things that will not be in the p = 0.001

exam

Confidence (9) I like tasks that allow me to do things my own way r = 0.11
Perry (I) In order to pass my courses I need to study just what the lecturer told me p = 0.005

Confidence (10) I usually know what needs to be done r =-0.15
Perry (S) I do not like short questions as they do not give me chance to explain what p = 0.001

I know and understand

Confidence (11) Ido not take decisions quickly r = - 0.11
Perry (S) I do not like short questions as they do not give me the chance to explain p = 0.005

what I know and understand

Confidence (II) Ido not take decisions quickly r = - 0.12
Perry (II) Sometimes there seems to be so many ways of looking at subjects p = 0.003

that I feel confused about what is right and wrong
Confidence ( 12) 1like to do things in new ways even when I am not sure of the best way r = - 0.11
Perry (14) IfI had the choice of written comments or a specific mark at the p = 0.003

end of a piece of subject course work I would choose the
comments

Confidence (I3) I enjoy taking part in a new sporting activity r = 0.12
Perry (IS) I like exams which give me an opportunity to show I have ideas of p = 0.003

my own

Confidence (16) Iam happy with my weight for my height r = - 0.13
Perry (14) IfI had the choice of written comments or a specific mark at the p = 0.002

end of a piece of subject course work I would choose the
comments

7.9 Confidence and Attitudes to Learning

Comments

The first thing to note is that the significant correlations tend to be low and that there are

only 12 significant correlations out of a potential 720 correlation values. Thus, overall,

attitudes towards learning do not seem to have a major relationship with confidence. At

first sight, this is somewhat surprising.

However, a closer look at the 12 significant correlations shows that seven relate to

examinations or assessment. This offers a strong hint that student perception of these does

have some connection with academic confidence. Perhaps, success develops increased

confidence while fear of failure may have the opposite effect.
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7.7 Conclusions

The first survey (chapter 6) indicated that, while academic confidence is related to

academic performance, other aspects of confidence tend to show little relationship with

academic performance.

The survey described in this chapter supports the reliability of the questions used but

perhaps somewhat surprisingly, does not find a relationship between working memory

capacity and academic confidence. However, the sample was drawn from Arts and

Humanities students whose courses do not rely on problem- solving skills in their study.

Much of the work on the relationship between working memory capacity and

performance tends to focus on the mathematics-science areas of the curriculum where

holding many ideas at the same time is often a key to success.

Attitudes to learning (following the Perry model, 1999) also tend not correlate

significantly with academic performance although there is a hint that assessment may be
-

important. This needed further exploration. However, overall, confidence in academic

matters does not seem to be related to attitudes to learning.

The next part of the study focuses on aspects of learning style, purpose of learning,

evaluation of exams, group-working skills and academic self-perception.
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Chapter Eight

Learning Styles and Assessment

8.1 Introduction

Chapter 7 described the previous experiment where the main aim was to explore any

relationship between confidence and working memory capacity (known to be a major

factor in performance) and attitudes towards learning. In addition, there was an

opportunity to gain evidence about the reliability of the confidence questionnaire. The

results suggest that neither working memory capacity nor attitudes towards learning

(following the ideas of Perry, 1999) relate to confidence or, specifically, to academic

confidence.

This chapter describes the next stage of this enquiry: any relationship between perceived

learning style, purpose of learning, and evaluation of exams, group-working skills and

academic self-perception. The questionnaire consisted of 59 items, collated as 8.

questions. The questionnaire had the following structure:

Question 1 Views of their learning styles 9 semantic differential items
Question 2 Views of their learning styles 8 semantic differential items
Question 3 Students' views of tests and examinations 5 semantic differential items
Question 4 Students' views of group working 11 semantic differential items
Question 5 Students' views of forms of assessment 1 rating item
Question 6 Students' views of reasons to study at university 1 rating item
Question 7 Views of academic confidence 10 items
Question 8 Views of best ways to prepare for examinations 1 rating item

Question 7 was exactly the same question, which had been used in experiments I and 2 as

a way to measure student confidence. Therefore, one important aspect of the analysis was

to consider how student responses to each part of question 7 related to student responses

to each part of the other questions. This was carried out using Kendall's Tau-b. Again,

access to male students proved impossible. Thus, 317 female university students were

involved, covering a wide range of university subject areas. These were divided as shown

in table 8.1.
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Samples Used

Science 122
Humanities 195
Total 317

Table 8.1 Samples Used

The responses are shown as percentages for clarity although statistical calculations were

based on frequency data. The correlations between question 7 and questions 1 to 6 are

shown in a series of tables but again for clarity, only correlations above 0.1 are shown.

For the sample size, very low correlation values are statistically significant. Where the

significance is less than 1% (p < 0.01), the box in the table is coloured yellow while for

significance of less than 0.1% (p < 0.001), the table box is coloured green. Thus, m

looking at the data, patterns of colours are considered.

Firstly question 7 is presented and then the responses to other questions are related to the

responses to question 7.

(7) Think about your studies

Strongly Strongly
agree Agree Neutral Disagree Disagree

I feel I am very good at my studies 23 32 18 17 40
I do not enjoy the challenge of a new problem in my studies 10 21 39 22 8
I am confident that I can finish my studies quickly 24 43 25 8
I understand things easily 17 41 33 7 2
I do not learn quickly 1 11 20 46 22
I am not doing well in my studies 3 12 28 39 20
I am sure I shall pass my examinations 27 45 22 4 I

I like taking risks in my studying 23 27 24 19 7
I feel I can succeed at most things I attempt 27 52 19 2 0
Examination success depends on having a good memory 42 35 12 10 2
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8.2 Learning Styles

(1) Think about your Studies

I like learning facts and information 42 15 5 5 9 25 I like learning concepts and ideas
I remember best what I see 67 9 7 2 4 II I remember best what I hear
I find it easier to learn facts 29 14 8 9 13 27 I find it easier to learn concepts
I like thinking in terms of pictures 55 15 7 4 6 14 I like thinking in terms of words
I emphasise the details in my 47 12 8 4 II 18 I emphasise the broad picture in my
studies studies
I like abstract ideas 18 12 10 8 16 36 I like facts and data
Once I understand the parts I 42 13 4 6 10 26 Once I understand the whole thing,
understand the whole thing I understand the parts
I like to work systematically and 46 16 5 7 7 19 I prefer to work fast and finish
methodically Quickly
With long calculations I check all 48 15 9 10 8 II with long calculations, I do not
the steps carefu lly check all the steps carefully

Table 8.2 Question 1

Discussion

Looking at the question overall, in five of the ten questions, there is a strong degree of

polarization of views. Of particular interest is the divergence of views over facts,

information and the more abstract and conceptual. It is also clear that there is a strong

desire from many to visualise and see things as pictures, a much underemphasized aspect

of traditional education.

Looking at the responses, there ~ a possibility that the Arts and Science students were '

responding differently. The data for these two groups is shown in tables 8.2 and 8.3.

I like learnina facts and information 41 9 6 6 8 31 I like learning concepts and ideas
I remember best what I see 62 II 7 3 4 13 I remember best what I hear
I find it easier to learn facts 23 11 8 8 15 35 I find it easier to learn concepts
I like thinking in terms of pictures 59 11 7 3 6 14 I like thinking in terms of words
I emphasise the details in my studies 12 11 6 7 9 54 I emphasise the broad picture in my studies
I like abstract ideas 22 14 9 7 13 35 I like facts and data
Once I understand the parts I understand 27 9 7 3 12 43 Once I understand the whole thing, I
the whole thing understand the parts
I like to work systematically and 48 IS 4 5 7 22 I prefer to work fast and finish quickly
methodically
With long calculations I check all the steps 51 7 II 7 II 51 with long calculations, I do not check all
carefully the steps carefully

Table 8.3 Science Students Data

I like learning facts and information 43 24 4 4 10 15 I like learning concepts and ideas
I remember best what I see 75 7 7 I 3 7 I remember best what I hear
I find it easier to learn facts 38 20 7 10 II 15 I find it easier to learn concepts
I like thinking in terms of pictures 48 21 7 6 6 12 I like thinking in terms of words
I emphasise the details in my studies 35 17 9 2 10 27 I emphasise the broad picture in my studies
I like abstract ideas 12 8 II 10 21 38 I like facts and data
Once I understand the parts I understand 40 16 6 5 9 25 Once I understand the whole thing, I
the whole thina understand the parts
I like to work systematically and 43 19 7 10 7 15 I prefer to work fast and finish quickly
methodically
With long calculations I check all the steps 43 21 12 8 II 7 with long calculations, I do not check all
carefully the steps carefully

Table 8.4 Arts Students Data

The data for Arts students and Science students were compared using chi-square as a test

of contingency. The results are shown in table 8.5.
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Question df P Comment

Prefer learning facts 19.6 4 < 0.001

Remember best what in seen 59.6 3 <0.001 In the three questions where there are significant

Easier to learn facts 22.7 5 <0.001 differences, the science students tend to agree more

Prefer thinking in pictures 0.7 2 n.s. with the left hand side.

Emphasise details 0.7 2 n.S.
It is sad that science has been reduced to the

Like abstract ideas IDA 5 n.S. learning of facts but it is to be expected that
Understanding from parts OJ 2 n.s. visualisation is a benefit
Work systematically 5.0 2 n.S.

Check all calculation steps 0.4 2 n.S

Table 8.5 Arts-Science Comparison

Student responses to each item of question 1 were correlated with student responses to

each item of question 7 (academic confidence) using Kendall's Tau-b (Table 8.2).

7a 7b 7e 7d 7e 7f 7g 7h 7i 7j Key
la
Ib Clear box p < 0.05
le Yellow box p<O.OI
Id -0.12 Green box p < 0.001

le 0.10 -0.12 Positive correlations: red print

If -0.10 0.10 -0.10
Negative correlations: blue print

II!
Ih .... -6.16 0.10 0.10 0.14

Ii 0.18 0.10 0.11 .... 17 0.13 0.11

Table 8.6 Correlations of questions 7 and 1

Discussion

The first feature of the results is how few correlations are significant and how low these

values tend to be. Of 90 correlations, only 17 have a value above 0.1 and the highest is

0.18. The positives and negatives merely reflect the polarity of questions. All this

suggests that perceived favoured ways of learning (which might be described as preferred

learning styles) are not particularly related to academic confidence.

Looking at the four highest values (all significant at p < 0.001), perceptions of being very

good at studies (7a) or doing well at studies (7f) are clearly related to speed of working

(lh and Ii). Indeed, questions l h and l i show most of the significant correlations (11 of

17). Perceived speed of working is a consistent low correlate of several aspects of

academic confidence. It is possible that students feel confident if they see themselves as

completing tasks quickly, without the need for checking. Questions la (concepts versus

facts), 1b (hearing versus seeing), 1c (concepts versus facts), and 1g (facts versus abstract

ideas) all show no significant correlations. Three of these are considering similar things:

concepts and factual information. Thus, academic confidence is not seen as relating to

whether students prefer to learn conceptual ideas or prefer factual information.
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8.3 More Learning Styles

(I) Think about the way you learn

I understand things better after I try 54 10 5 3 6 21 I understand things better after I thought
them out them
I prefer when things have practical 73 13 4 I 4 6 I prefer when things are theoretical
implications
I consider it higher praise to call 22 10 10 12 15 31 [ consider it praise to call someone
someone sensible imaginative
For entertainment, I would rather watch 41 16 14 5 8 16 For entertainment, I would rather read a
television book
I enjoy repetitive tasks 9 7 II 8 13 54 I do not enjoy repetitive tasks
I like to thing of many ways of 31 21 8 5 10 26 I like to master one way of achieving a
achieving a task task
I enjoy being creative 84 10 3 I 10 I I do not enjoy being creative
I enjoy challenging activities 60 17 10 4 3 6 I do not enjoy challenging activities

Table 8.7 Question 2

Discussion

As with question 1, there is considerable polarisation of views, However, in three of the

questions, there is a very marked tendency to have strong views in one direction: students

enjoy being creative and facing challenging tasks while they also want their studies to

have practical implications.

7a 7b 7e 7d 7e 7f 7g 7h 7i 7j Key
2a 0.11

2b 0.11 0.15 0.15 -0.14 0.17 0.12 Clear box p < 0.05
2e Yellow box p<O.OI
2d -0.12 0.11 -0.12 -0.13

2e
Green box p < 0.001

2f -0.13 Positive correlations: red print

2g -0.11 0.13 .o.ui 0.13 0.11 Negative correlations: blue print

2h 0.11 -0.13 0.10 0.15 4ft t.U 0.22 8.18

Table 8.8 Correlations of questions 7 and2

Discussion

As before, the majority of questions show no significant correlation (55 of 80) and values

tend to be low (maximum 0.22). However, there are some strong patterns with certain

questions featuring frequently in significant correlation values.

Question 7f (doing well) and 7h (risk taking) both show four significant correlations. 7e

(learning quickly) shows no correlations. Questions 2b (theoretical/practical), 2d

(book/television), 2g (creativity), 2h (challenge) all show several correlations. The

suggestion that those who like practical implications rather than theoretical may be

reflection of the desire to understand rather than memorise.
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8.4 An Interim Summary

Responses to these two questions may offer a valuable insight into how these students

wish to learn. There are very strong messages for educators in higher education in Saudi

Arabia. Although not necessarily directly related to academic confidence, the outcomes

from the two questions are summarized here.

There are two marked features of the 17 sub-questions, which make up question 1 and 2.

Firstly, in 12 of these questions, there is marked polarisation: defined as a considerable

proportion holding strong views at both ends of the spectrum. This is very marked with

respect to 'facts-information-data' compared to 'concepts-ideas-abstractions' but is also

evidence with regard to pictures ('what I see') compared to 'hear-words'. However, there

are other interesting polarised views: 'doing' with 'thinking'; being 'sensible' with being

'imaginative'; 'single solutions' with 'multiple solutions' (which is rather like convergent

and divergent).

In three of the parts of question 2, there are significant differences between the science

students and the arts students. The science students are more disposed to facts and

information rather than concepts and abstract ideas. This suggests that the way science is

taught has reduced it to a process of memorising facts and information. The real nature of

science is built around concepts. There is a strong message for those involved in teaching

in the sciences for they may be in danger of allowing the fundamental nature of science to

be lost.

In question two, the majority want 'doing' rather than 'thinking'; 'practical' rather than

'theoretical'; being 'creative' and being 'challenged'. Here again, this probably reflects a

genuine aspiration on the part of the students.

This offers suggestions for ways forward for Saudi educators. Learning appears to be far

too passive, based extensively on thinking without adequate relationship to practical

applications. The students seem to want freedom. Perhaps, they are being intellectually

stifled, with few opportunities to challenge, to create new ideas, understandings and

interpretations. All of this may merely reflect a rejection of an education system which

places too much emphasis on the transmission of information and the recall of it in

examinations.
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8.5 Tests and Examinations

(3) Think about tests, examinations and assessment

I prefer at the end of course to get comments 31 ID 8 8 ID 33 I prefer at the end of a course a specific mark
I like exams which give me chance to show my own ideas 57 12 12 6 7 ID I like exams which test the facts
[ hate calculations 29 ID 9 12 ID 30 I enjoy calculations
Examinations test recalled knowledge 25 12 6 II 14 33 Examinations only test the way I think
I like examinations which ask me to explain 26 10 9 5 5 10 I like examinations which ask me to recall

Discussion

In some of the questions, there is again some degree of polarisation: different students

hold strong and opposing views. In thinking of examinations in general, large proportions

want a test of explanation, thinking, and opportunities to show what they know. It is quite

likely here that students are expressing these desires in the light of their normal

experience where there is a great emphasis on rote recall.

7a 7b 7e 7d 7e 7f 7g 7h 7i 7j Key
3a 0.11 CU6 0.16 Clear box p <0.05
3b Yellow box p<O.OI
3e -0.11 0.12 -0.11 Green box p < 0.00 I

3d -0.14 0.14 0.12 Positive correlations: red print

3e 0.10 0.10
Negative correlations: blue print

Table 8.9 Correlations of questions 7 and3

Discussion

Again, there are few significant correlations (11 of 50). As might be expected, 7g

(relating itself to examinations) shows four significant values. 3a (marks/comments), 3c

(calculations) and 3d (thinking and recall) all show significant values. In addition, 3c

(hate calculations) shows three significant values and 3e (explain examinations) shows

two significant values.
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8.6 Group Work

(4) Think about working in a group

I prefer to jump in and contribute ideas 54 16 9 5 5
I can learn better on my own 28 14 9 8 13

I get to know fellow group members quickly 40 17 II 9 9
Other group members tend to hold me back 5 4 9 13 27

I do not like leading a group discussion 31 16 10 8 14
Group work helps me understand things better 43 15 7 6 9

I find the discussions helpful 62 21 10 3 2
I enjoy working with members of my group 53 23 12 5 4

Most ideas from others are not helpful 4 5 II 14 21
Most of the ideas come from one person 8 7 8 14 21

Working as a group make it easier 10 understand 54 20 10 6 7
things

Discussion

10 I prefer to sit back and listen to ideas
29 I can learn better in a group
13 I do not get to know fellow group members quickly
42 Other group members tend to help me
22 I like leading a group discussion
21 I understand things better on my own
3 I find the discussions unhelpful
3 I do not enjoy working with members of my group

43 Most ideas from others are helpful
43 Ideas come from many people
5 Working as a group does not makes it easier 10

understand things

Groupwork is not a typical part of Saudi education where didactic lecturing is the norm.

This question, therefore, offers insights into how Saudi students think they would react to

groupwork. It is an expression of aspiration and may not be based on much experience.

Overall, the strong impression is left that Saudi students are very positively disposed to

the possibility of working in groups.

7a 7b 7c 7d 7e 7f 7g 7h 7i 7j Key
4a 0.17 -0.10 0.11 8.11 0.20 US
4b Clear box p < 0.05
4c 0.14 0.15 -0.11 -0.01 0.13 Yellow box p < 0.01
4d 0.10

4e -0.11 -0.15
Green box p < 0.001

4f Positive correlations: red print

4g 0.10 0.10 0.11 0.13 0.12 Negative correlations: blue

4h 0.11 0.13 print

4i

4j -0.10

4k 0.10 0.10

Table 8.10 Correlations of questions 7 and4

Discussion

Only 24 of 110 show significant correlations. In addition, the significant correlations tend

to concentrate into certain questions: 7d (understand easily), 7g (passing examinations)

and 7h (risk taking) all show four or more significant correlations with aspects of

groupwork. 4a (jump in and contribute ideas), 4c (group members tend to hold back) and

4g (find discussion helpful) all show several correlations with academic confidence.

Overall, it appears that positive views about group work tend to be held by those who are

academically confident. It is thus possible that those who are academically less confident

may well find groupwork unhelpful and perhaps even daunting.
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8.7 Forms of Assessment

(5) Here are several different forms of assessment
Use the letters to show which are your preferred

(A) Multiple choice 9 5 4 3 9 9 14 45
(8) Continuous assessment 12 9 12 14 16 14 11 10
(C) Short answer questions 4 7 8 6 9 15 39 11
(D) Long answer questions 14 15 16 12 11 14 8 9
(E) Essays 14 23 19 16 10 8 4 4
(F) Oral examination 13 15 17 20 16 10 5 8
(G) Open book examination 10 15 12 12 10 18 12 9
(H) Projects 23 11 10 14 17 10 5 8

Most preferred I I I I I Cl] least preferred

Discussion

Perhaps the most marked feature is the rejection of multiple choice as a way of testing. It

is well known that the method is highly flawed (e.g. Friel and Johnstone, 1979) and it

seems that, perhaps, Saudi students consider it unfair in some way. It is interesting to note

the general rejection of short answer questions, perhaps reflecting the previous

observation that the students want opportunities to explain and demonstrate their ideas

and understandings.

In many of the possibilities, the students' opinions are scattered widely: their views of

continuous assessment, long answer questions, open book examinations and projects.

This may simply reflect lack of experience and, therefore, some general uncertainty.

7a 7b 7c 7d 7e 7f 7g 7h 7i 7j Key
5a

5b Clear box p < 0.05
5c -0.10 -0.13 Yellow box p < 0.01
5d
5e Green box p < 0.001

5f 0.13 0.10 -0.12 0.12 Positive correlations: red print

5g 0.11 Negative correlations: blue print
5h

Table 8.11 Correlations of questions 7 and 5

Discussion

There are almost no significant correlations and most relate to Sf, which explores oral

examinations. This makes sense in that an oral examination may be seen as being closely

related to confidence, not only in knowledge and understanding but also in terms of being

able to talk, respond quickly and explain clearly.
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8.8 Reasons for University Study

(6) Here are several reasons why study at university might be important
Tick the there reasons, which you think are most important

46 To develop abilities
92 To pass examinations
84 To gain a degree
35 To get a good job

39 to learn new skills
81 to learn how to learn on my own
69 to fulfill social expectations
5 to become equipped to help others

Discussion

Three reasons stand out markedly: examination passing, gaining a degree and learning

how to learn on their own. The first two are inevitable and the third is encouraging.

However, the least popular is becoming equipped to help others and the low rating here is

somewhat disturbing.

7a 7b 7c 7d 7e 7f 7g 7h 7i 7j Key
6a 0.13 -0.16 -0.14
6b -0.23 Clear box p < 0.05
6c 0.15 -(US -0.15 Yellow box p<O.OI
6d 0.16 -0.16 -0.12 0.12
6e 0.12 -0.15 0.12 -0.12 0.16 Green box p<O.OOI

6f 0.14 Positive correlations: red print
6g

Negative correlations: blue print6h 0.15

Table 8.12 Correlations of questions 7 and6

Discussion

Many parts of question 6 relate to purposes of study at university. Only 18 of 80 items

show significant correlations, the significant correlations tending to concentrate into

certain questions: 6a (to develop abilities), 7d (easily understanding), 7e (learn quickly) 7f

(academic confidence), 6e (learn new skills) and 6c (get a good job)
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8.9 Doing well in Examinations

(8) Think about examinations you have sat
Tick however many are true for you

I find the best way to do well in examinations is to:

Read the textbook carefully 39
Learn from my lecture notes 27
Look at examination paper from the previous year 65
Work with my friends in class 81
Learn as much as r can off by heart 69

Revise the night before 33
Make sure understand what has been taught 36
Memories all the important information 38
Make summaries of the important points 29
Others 10

Discussion

While most options attract, the importance of working with friends in class stands out

whereas depending on lecture notes, understanding or memorising and even reading the

textbook or revising the night before are less popular. Sadly, the place of examination

papers from previous years (which may be needed simply to inform the student of the

objectives and standards related to the course) and memorising stand out.

7a 7b 7e 7d 7e 7f 7g 7h 7i 7i Key
8a
8b
8e Clear box p < 0.05

8d Yellow box p <0.01
8e 0.12 0.16 0.13 Green box p<O.OOI8f 0.1'7 0.16
8g -0.13 0.15 -0.16 0.15 0.13 Positive correlations: red print
8h Negative correlations: blue print
8i
8.i -0.14

Table 8.13 Correlations of questions 7 and8

Comments:

Again, of the hundred possible correlations, only 11 are significant and most of these

show low values. The pattern shows questions 8(e) (learn as much as I can off by heart),

8(t) (revise the night before) and 8(g) (make sure understand what has been taught) hold

most of the significant correlation values. Thus, those who are academically confident

tend to select 'Learn as much as I can off by heart', 'Revise the night before' and 'Make

sure understand what has been taught'. This may not entirely reflect very sound

educational practice but it may reflect the reality of academic life.
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8.10 Conclusions

Academic confidence does correlate with certain features of the learning process. Of

course, the fact that these correlate does not necessarily imply that any of these will be a

source of confidence. The above pattern gives a kind of picture of characteristics that

might describe some confident students rather than give a set of criteria for developing a

confident person. Nonetheless, the discussion below is a guide to a positive approach to

teaching and learning.

If confidence is important in generating success what can be done to encourage this

confidence.? Clearly, success leads to confidence and this leads to further success. This

means that giving school pupils a sense of achievement and positive reinforcement that

they can achieve is important.

School pupils should also be given encouragement to be methodical but it is more likely

that a methodical person is confident but being methodical does not necessarily produce

confidence. However, will opportunities for creativity and challenge, such as group

working skills, appropriately offered, encourage that confidence which will enable'.

students to learn better.

The suggestion that those who like implications, which are practical rather than

theoretical, may simply be a reflection of the desire to understand rather than memorise.

The key attribute might well be the need to understand. Course presentation and

assessment can be changed to encourage this as an aim. However, students need to be

encouraged more specifically to aim at understanding and this may need overt emphasis.

From all of this, it might be deduced that the key underpinning features for confidence

lies in simple success (reflected in speed of learning, understanding, and examination

success). This confidence makes it possible for students to enjoy the challenges of further

learning, to take risks and to take risks in a social learning situation like group work.

Perhaps the most remarkable thing is the lack of features, which correlate with measures

of academic confidence.
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If academic success tends to lead to academic confidence, then high marks will lead to

confidence, which might well lead to choice of the subject for further study. However, not

all can achieve high marks.

In a study looking at attitudes towards physics, Skryabina (2000) found that 90% of those

taking the Scottish Standard Grade Physics in Scotland towards the end of the course

expressed the wish to go on to the Higher Grade course. 55% did in fact go on, this being

the majority of those who were successful enough to go on. Nonetheless, the 90% had

the desire to go on and this must have some connection with confidence in their studies in

physics. Therefore, examination confidence is not the only factor. The interest in

practical implications is consistent with what Skryabina found in Physics where it was the

applications-led nature of the Standard Grade course which developed positive attitudes

and a confidence to want to go on with the subject.
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Chapter Nine

Exploring the Curriculum

9.1 Introduction

In the last three chapters, attempts have been made to explore aspects of learning which

relate to the expressed views of academic confidence, with Saudi students. Academic

confidence does not seem to be an aspect of some notion of generic confidence and it

does not relate to working memory capacity or attitudes to learning. However, the work

described in chapter eight does show some aspects of preferred ways of working which

do relate to expressed confidence.

Those students who see themselves as more creative, practical, wanting challenges and

risks, tend to be those who also expressed a higher level of academic confidence. While

different -styles of examinations and ways of preparing for examinations do not relate to

confidence, it is also clear that being successful in examinations is a related factor.

In this chapter, the focus is on the curriculum, subjects studied, how they were studied.
and how the students preferred to learn as well as more detail on the whole theme of

testing and examinations which has been shown to be an important factor. In addition,

how the students describe themselves in terms of confidence is explored further.

A new questionnaire (49 questions) was devised although it contained the one group of

questions used in every survey so far which looked at academic confidence. Again, it was

not possible to gain access to male students. However, 231 female university students

participated in this part of the study, made up as shown in table 9.1.

Samples Used
Sciences 101
English 98
Humanities 32
Total 231

Table 9.1 Samples Used

Page 125



Chapter 9

9.2 I tern 1

(1) Think about your studies

Strongly strongly
Agree agree neutral disagree disagree

I feel I am very good at my studies (a) 15 46 34 4
I do not enjoy the challenge of a new problem in my studies (b) 16 21 40 17 7

I am confident that I can finish my studies quickly (c) 26 46 16 10 2
I understand things easily (d) 17 44 32 7

I do not leam quickly (e) 4 6 20 43 28
I am not doing well in my studies (t) 4 7 24 38 26

I am sure I shall pass my examinations (g) 28 47 19 4 2
I like taking risks in my studying (h) 22 28 26 16 6

I feel I can succeed at most things I attempt (i) 38 43 14 4 0
Examination success depends on having a good memory U) 52 29 10 7 3

This is the same set of questions used in each survey so far. They seek to reflect aspects

of academic confidence and the aim in this experiment is to relate the response patterns in

each of these questions to response patterns in other areas. As before, this is done using

Kendall's Tau-b.

For clarity, all data are shown as percentages and only correlations above 0.1 are shown.

Coloured coding indicates level of significance. The questions are lettered for

identification.

9.3 I tern 2

(2) If you were asked to design a new school course (for ages 17-18) in your favourite school subject,
which of the following characteristics would be most important to you?
Use the letters to show which are most important to you.

D D D D D D D D
Most important Least important

(a) Topics which make teachers enthusiastic 8 8 12 12 13 16 20 9
(b) Material which can be easily understood 20 18 11 11 11 13 11 3
(c) Topics related to school pupil interests 24 22 17 12 14 6 5
(d) A course that allows group discussion 10 19 17 17 10 14 10 3
(e) A course which aims at quality of learning rather than covering a large area 11 8 9 13 14 14 22 8
(t) Topics related to school pupil lifestyle and interests 14 10 18 16 15 15 8 3
(g) Material which can be easily memorized 6 9 12 14 16 16 16 11
(h) Topics which will challenge pupil thinking 9 5 4 5 5 5 7 59

Comments

This question aimed to explore how they see a curriculum which is in line with what they

want by allowing them the freedom to indicate the most desirable features. The order for

each student will reflect the relative importance as seen by that student. The intention was
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to see whether any specific aspects of the curriculum were particularly important in

relation to perceived academic confidence.

In many of the aspects, their views are spread widely. However, it is of particular interest

to note a very strong rejection of the idea of challenging pupil thinking and the tendency

to want things to be understood. The latter is consistent with the a tendency to move away

from memorisation. This is almost certainly a rejection of the over-emphasis on

memorisation at the moment. However, the wish not to challenge pupil thinking is

regrettable and may be a sad reflection on current approaches and, perhaps, fear of

changing them. There is a tendency to want things related to applications but, sadly, there

is some polarisation over the quantity-quality issue, with the dominant view being to aim

for quantity. Overall, the picture is not too encouraging.

bdIillb le Id le If 19 Ih Ii lj Key
0.11 0.11 -0.11

~b 0.15
2e Clear box p < 0.05

2d Yellow box p<O.OI
Green box p < 0.001

2e Positive r: red print
2f Negative r: blue print
2g -0.14 0.11
2h

Table 9.2 Correlations of questions 1 and 2

Comments

The majority of questions show no significant correlation (73 of 80) and values tend to be

low (maximum 0.16) for the other 7. Question la (academic confidence) shows the

highest correlation with 2a (teachers enthusiastic) and 1d (easy understanding) has

significant correlations with 2b (material easily understood) and 2g (material easily

memorized). Both these correlations are positive. This is consistent with an unwillingness

to for pupils to be challenged in their thinking: perhaps they fear challenge in that it will

lower confidence.

However, 2a (teacher enthusiasm) shows the most frequent significant correlations with

perceived academic confidence. This is consistent with the work of Skryabina (2000) in

Physics where she found the vital importance of good teachers in enabling girls to

develop positive attitudes towards physics. The strong overall impression is that preferred

curriculum approaches are not very important in developing confidence although the

influence of the subject teacher may be very important.
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(3) How do you describe yourself?

Strongly
Agree

I am generally a confident person (a) 30
1 feel more confident when J succeed (b) 80

Ifeel confident when 1study (c) 42
I feel confident when J really understand what is being taught (d) 68

1feel confident when J face examinations (e) 21
I feel confident when taking part in a discussion group (f) 46

Comments

Chapter 9

strongly
agree neutral disagree disagree

42 21 6 4
18 I 0
38 17 3 0
25 7 0 0
34 31 12 4
23 25 4 2

The aim of the question is to reveal how the students see themselves in specific aspects of

the study process and then relate this to perceived academic confidence.

While most of the questions indicate a strong positive view of themselves, the question

relating to examinations shows a wide range of student views. The whole process of

testing and examinations may be one critical factor in developing confidence and this

relates to the very high level of expressed confidence linked to success.

It is interesting also to note that the vast majority gain confidence when they understand.

This relates right back to the work of early educational psychologists (like Piaget, 1963)

who emphasised the importance of the young learner seeking to make sense of the world

around him or her. It seems to be an innate human characteristic to seek meaning.

Memorisation is not, perhaps, the natural way forward.

le If

Table 9.3 Correlations of questions 1 and 3

Comments

Key

Clear box

Yellow box

Green box

p < 0.05

P < 0.01

P < 0.001

Many parts of question 3 relate to aspects of academic life and the number of significant

correlations related to parts of question 1 is, therefore not surprising.
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"I feel I am very good at my studies" (an indicator of overall academic confidence lea)

is unsurprisingly related to 3(b, c and e) all of which relate to aspects of academic

confidence. However it is also correlated significantly with general confidence although it

is likely that the student saw this in terms of their studies, given the context of the survey.

1(c, d and i) show significant correlations with all parts of question 3. Speed of work,

understanding easily and general academic success are obviously related to all aspects

covered in question 3. By contrast, there is a total absence of significant correlations with

l(b) (enjoying academic challenge), lee) (learning quickly), and l(t) (doing well in

studies). These results are surprising although it has already been noted that challenge is

not wanted by these students.

ltj) (good memory and success) shows few significant correlations while leg)

(confidence in passing exams), and l(h) (taking risks) correlate with many parts of

question 3. Thus, it can be seen that there are significant relationships between academic

confidence and most of the questions here.
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9.5 I tern 4

(4) Think of how you were taught at school
Here is a list of some ways you might have experienced.
Place them in order, showing which was USED MOST

D
Most important

D D D D D D
Least important

(a) My teachers taught by giving information as in a lecture 17 9 8 9 18 16 22

(b) My teachers allowed us to work in groups and to discuss 19 23 17 17 II 7 5

(c) My teachers used much visual material 25 21 16 21 7 4 6

(d) My teachers tended to rely on the use of textbooks 9 II 9 6 19 21 25

(e) My teachers encouraged me to work mostly on my own 2 5 9 5 16 33 29

(t) My teachers held discussions with us as a class 7 20 27 18 14 10 5

(g) My teachers were strongly influenced by the need for us to pass examinations 22 II 17 24 14 7 5

Comments

The aim in this question was to see if any specific approach to school teaching was

particularly related to the development of academic confidence. The responses give a

useful overall insight into the styles of teaching used. There is considerable spread of

responses but the lack of emphasis on textbooks and the importance of examinations are

worthy of note.

la Ib le Id le If 19 Ih u Ij Key
4a
4b Clear box p < 0.05

Yellow box p < 0.01
4e 0.15 Green box p < 0.001
4d Positive r red print
4e -0.12 Negative r blue print
4f
4g 0.12

Table 9.4 Correlations of questions 1 and 4

Comments

The surprising thing is the almost total absence of significant correlations. The way the

students were taught at school does not seem to be related in any way to their perceived

academic confidence.
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9.6 I tern 5

(5) Think about the way you like to learn.

0 0 0 0 0 0 0 0 0
Most important Least important

(a) I like working with others 20 17 10 16 7 12 8 7 7
(b) I like practical activities 13 18 21 II 14 II 4 6 I
(c) I like doing things for myself 13 8 6 10 12 14 17 12 7
(d) Iprefer the teacher to provide everything 12 17 18 13 14 9 7 7 2
(e) I rely on memorizing 2 3 6 7 7 5 10 18 42
(t) Irely on understanding 14 14 10 II 12 8 12 II 8
(g) I like practical implications to be emphasized 7 12 10 15 13 15 11 9 7
(h) I enjoy intellectual challenges 13 7 13 10 12 13 13 9 9
(i) I avoid difficult materials 7 7 7 7 7 11 17 18 17

Comments

The question focuses on preferred ways of learning and seeks to relate these to perceived

academic confidence. In most questions, the views of students are spread widely.

However, there is a tendency to like working with others, to like practical activities, for

the teacher to provide everything, to rely on understanding, to want practical implications

to be emphasised, and not to avoid difficult materials (difficult to interpret). The students

are rejecting memorisation.

la Ib le Id le If l_! Ih Ii I_j_ Key
Sa

Clear box p < 0.05Sb
Yellow box p < 0.01

Se -0.12 Green box p < 0.001
Sd -0.11 0·11
Se -0.11 0.16
Sf
Sg
Sh ~-0.16
Si 0.14

Table 9.5 Correlations of questions 1 and 5

Comments

There are very few significant correlations (only 9 of I 00 possibilities). This suggests

very strongly that the way students like to learn is unrelated to their perceived confidence.

The above table reveals that those who like doing things for themselves (Sc) think they

learn quickly (le) while those who prefer the teacher to provide everything (Sd) also think

they learn quickly (le). Those who rely on memorizing (Se) tend to learn quickly (le).

and like taking risks in their studying (lh). Those who enjoy intellectual challenges (Sh)

They say they do not feel they can succeed at most things they attempt (li) and do not

like taking risks (lh). The latter relationship is most surprising but might reflect that a

challenge in Saudi culture means facing uncertainty and probable failure. Students who

avoid difficult materials (Si) like taking risks (lh) and feel they can pass their

examinations (Ig).
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9.7 I tern 6

(6) Here are six descriptions of examinations.

Tick THREE, which you prefer.

(a) 48 Quality of answers is more important than quantity

(b) 59 Short answers are required

(c) 73 Allows me to express my own ideas

(d) 13 Requires me to write down what 1have been taught

(e) 75 Where understanding has to be shown

(t) 31 Where I am asked to show practical abilities

Comments

This question aimed to explore whether any specific preferred examination style related

to perceived academic confidence. The most marked outcome is to observe their desire to

express their own ideas and demonstrate understanding. This is consistent with previous

questions.

---+----!----+---+--+-----1 Clear box p < 0.05
---,--+----+--+--,----,-+--+-----1 Yellow box p < 0.01

Green box p < 0.00 I~____,+--_+--T7~-r--~--r-~--+_-~--+_-~

Table 9.6 Correlations of questions 1 and 6

Comments

Of the 60 possible correlations, only IO correlate significantly suggesting the types and

purposes of examinations are not related strongly to perceived academic confidence.

Preferring short answers (6b) correlates with understanding things easily (Id) because this

kind of question relies on understanding, learning quickly (I e) and success at most things

they attempted (Ii). Short answer questions will probably appeal to those who learn

quickly in that they can answer questions quickly. However, the other two correlations are

more difficult to explain. Those who prefer to express their own ideas (6c) tend to have

confidence to learn quickly (Ie) and they tend to like taking risks in their studying (Ih).

This probably reflects a greater open-mindedness and this does require a measure of

confidence. Those who prefer to write down what they have been taught (6d) are

confident that they can finish their studies quickly (lc).

Page 132



Chapter 9

9.8 I tern 7

(7) Think about all your school subjects.

Write down the subject you preferred most.
In two sentences, say why it was your favourite.

Frequencies Humanities Enalish Sciences Total

Koran 2 1 3

Hadith

Religion 1 1

Religious Teaching 4 4

Arabic Grammer 2 I 2 5

Poetry 3 3

Rhetoric 2 2

Library

History 1 1

Geography 1 1

English 17 24 12 53

Physics 9 9

Chemistry 14 14

Biology 14 14

Mathematics 25 25

Table 9.7 Question 7 Preferred Subjects

Comments

The data are expressed in table 9.7 as frequencies and, for some reason, a large number of

the students failed to respond to this question. While it might be expected that those who

opted for the sciences and mathematics tend to rate these highly, the responses of the arts-

based students is rather surprising. It is very clear that, other than English, no arts subject

is rated highly at all by large numbers.

Of course, the position of English as the highest choice might be because it is a

worldwide language and gives access to much other knowledge. This is particularly

important in the sciences. The other arts subjects are simply not seen as favourites and

this might reflect perceived utility value.

The reasons for their choices of preferred subjects are shown in table 9.8.
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Humanities English Sciences Total

Relate well to teacher 3 3 13 19
Understand subject well 4 5 29 38
Subject related to life 1 27 26 54
Like to discuss subject 3 3 0 6

Unique 1 3 0 4
Interest and ability related to subject 6 12 24 42
Risk 1 3 10 14
Help me think about myself 4 35 13 52
Easy 0 8 10 18
Up to date subject 0 0 1 1
Helped me to understand other cultures 5 9 7 21

Table 9.8 Question 7 Reasons for Preferred School Subjects

Comments

The reasons student put forward for preferring subjects were considered and grouped

under the headings as in Table 9.8. Overall, seeing a subject as related to life shows

highly. This is consistent with findings from Reid and Skryabina (2002) which showed

the very strong importance of applications as a dominant influence in attracting students

to physics and is a broader support for the idea of developing applications-led curricula

(Reid, 1999).

Many students felt that their favoured subject helped them to think for themselves but this

was mainly true for those studying English at university. Studying the literature in a

foreign language has the potential for addressing all situations of life and enabling

students to think widely. Understanding was an important reason and this was most

marked for the sciences while the importance of the teacher was also seen as important

with those studying the sciences, again consistent with the findings of Reid and Skryabina

(2000) with regard to Physics.

It is possible to relate their preferred choice of subject to their responses in question 1

which related to aspects of academic confidence, using Kendalls' Tau-b correlation.
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(I) Think about your studies

la I feel I am very good at my studies

Ib I do not enjoy the challenge of a new problem in my studies

Ic I am confident that I can finish my studies quickly

Id I understand things easily

le I do not learn quickly

If I am not doing well in my studies

Ig [ am sure I shall pass my examinations

Ih [like taking risks in my studying

Ii I feel I can succeed at most things I attempt
Ij Examination success depends on having a good memory

N la Ib le Id le If Ig Ih n Ij

Koran 23]

Hadith ]30

Religion 130
Religious Teaching 130 0.16 0.18

Arabic grammar 231 0.19 -0.17 -0.20
Poetry 231 -0.19
Speaking and Writing 130
Library 130
History 130
Geography 130
English 231 0.21 -0.17 -0.17
Physics ]0]
Chemistry 101
Biology 101
Mathematics 10]

Table 9.9Question 7 Correlations of preferred subjects with question 1 (all)

Table 9.9 shows only 10 significant correlations out of a possible 150. There is no

obvious pattern which would suggest that a preferred subject is related to academic

confidence.
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9.9 High School Marks and Academic Confidence

It was possible to gain access to the school marks for their final examinations in various

subjects for some of the students and to relate these to the outcomes from question 1

which explored academic confidence. For clarity, question 1 is shown again:

(1) Think about your studies

la I feell am very good at my studies

Ib I do not enjoy the challenge of a new problem in my studies

Ic I am confident that I can finish my studies quickly

Id I understand things easily

le I do not learn quickly

If 1 am not doing well in my studies

19 I am sure I shall pass my examinations

Ih I like taking risks in my studying

Ii I feell can succeed at most things I attempt
Ij Examination success depends on having a good memory

There were three sub-groups in the population (those studying Humanities, English and

Sciences). Marks were obtained for the Science group and the Humanities plus English

group. The correlations (Kendall's Tau-b) are shown in tables 9.9 and 9.10

N la Ib le Id le If Ig lh li Ij

Koran 102 -0.19
Hadith 50
Religion 50
Religious Teaching 50
Arabic Grammar 102
Poetry 50
Speaking and Writing 102 -0.19
Library 50
History 50
Geography 50

~English 102
Physics 52
Chemistry 52 0.27
Biology 52
Mathematics 52

Table 9.10 Correlations of high school marks with question 1 (Science Students)

Comments

Of the 150 possible correlations, only 5 correlate significantly: 3 at p < 0.05 (yellow) and

2 at p < 0.01 (green). Overall, it seems that academic performance in separate subjects at

school does not relate neatly to perceived academic confidence when expressed later at

university. It is possible that their views of their confidence when at university have

changed quite a: bit from school days and, indeed, their school marks may not be very

closely related to their success at university.

Page 136



Chapter 9

The five significant correlations make sense: performance in chemistry is related to the

their view that they are doing well in their studies while Koran involves much

memorisation and relates to speed of learning (probably seen as memorising). Both

English and Arabic speaking and writing tend to show better examination results for those

who do not wish to take risks and the latter is best for those who are not sure they will

pass their examinations.

The surprise is that other subjects do not show significant correlations although, with

much smaller samples for some of the subjects, correlations have to be fairly high for any

significance to show.

It was also possible to obtain the students previous school marks (last examinations at

school) for the humanities students and to relate these to their responses in question 1

(table 9.10).

N la Ib le Id le If Jg 1h Ii Ij
Koran 130

Hadith 130

Religion 130
Religious Teaching 130 0.16 0.18
Arabic Grammar 130 0.19 -0.17 -0.20
Poetry 130 -0.19 -Arabic grammar 130
Library 130
History 130
Geography 130
English 130

Table 9.11 Correlations of high school marks with question 1 (Humanities Students)

In the performance in only three subjects is their any relationship with confidence as

expressed in question 1. Religious teaching performance is related to speed of working

(lc) and success (Ie). Arabic Grammar is related to the students perceiving that they are

not enjoying challenge (lb), not taking risks (lh) and lack of success (li). This might

reflect on the nature of the courses in Arabic Grammar!

Performance in poetry (largely memorising of poetry, with a little interpretation) is related

to enjoying challenge (1b) and their feeling that they are not doing well in their studies

(If).
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The same set of questions was used in all the surveys undertaken. It is interesting to look

at the patterns of responses to see how these vary. This is shown in table 9.12.

Think about your studies All data are shown as percentages.

Experiment 1 School and university (male and female) N = 631
Strongly strongly
Agree agree neutral disagree disagree

Ifeel Iam very good at my studies
Ido not enjoy the challenge of a new problem in my studies

Iarn confident that Ican finish my studies quickly
Iunderstand things easily
Ido not learn quickly

Iam not doing well in my studies
Iam sure Ishall pass my examinations

Ilike taking risks in my studying
Ifeel Ican succeed at most things Iattempt

Examination success depends on having a good memory

Experiment 2 University - humanities (female)

Ifeel Iam very good at my studies
Ido not enjoy the challenge of a new problem in my studies

Iam confident that Ican finish my studies quickly
Iunderstand things easily
Ido not learn quickly

Iam not doing well in my studies
Iam sure Ishall pass my examinations

Ilike taking risks in my studying
Ifeel Ican succeed at most things Iattempt

Examination success depends on having a good memory

N=237

22
9

31
25
2
4

39
26
41

45 30
19 25
38 22
52 17
4 16
7 8

25 12
20 16
34 15

Question not used

28
8

42
24
3
3

27
26
44

46 22
25 24
38 14
55 14
6 14
9 7

32 10
15 15
35 12

Question not used

Experiment 3 University - science and humanities (female) N= 317

Ifeel Iam very good at my studies
Ido not enjoy the challenge of a new problem in my studies

Iam confident that Ican finish my studies quickly
Iunderstand things easily
Ido not learn quickly

Iam not doing well in my studies
Iam sure Ishall pass my examinations

Ilike taking risks in my studying
Ifeel Ican succeed at most things Iattempt

Examination success depends on having a good memory

19
10
24
17

43
21
43
41
II
12
45
27
52
35

3
27
23
27
42

Experiment 4 University - science and humanities (female) N = 231

Ifeel Iam very good at my studies
Ido not enjoy the challenge of a new problem in my studies

Iam confident that Ican finish my studies quickly
Iunderstand things easily
Ido not learn quickly

Iam not doing well in my studies
Iam sure Ishall pass my examinations

Ilike taking risks in my studying
Ifeel Ican succeed at most things Iattempt

Examination success depends on having a good memory

Table 9.12 Responses on the Four Surveys
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3
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7
3
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8
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20
2
2

38
68
14
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5

4
25
6
3
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5
9
9
2

o
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o
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22
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6
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The four samples are all different in composition and, therefore, statistical comparisons

are not very meaningful in that interpretation is difficult. However, a look over the

response patterns shows a considerable similarity between responses. Bringing all the

data together, giving a sample of 1416, produces the following pattern (table 9.11):

Strongly strongly
Agree agree neutral disagree disagree

I feel I am very good at my studies 21 45 30 3 I
I do not enjoy the challenge of a new problem in my studies 10 21 30 23 15
I am confident that I can finish my studies quickly 30 40 20 8 1
I understand things easily 22 49 23 5 2
I do not learn quickly 2 6 17 26 32
I am not doing well in my studies 4 8 15 22 52
I am sure I shall pass my examinations 32 34 15 8 10
I like taking risks in my studying 25 22 19 12 22
I feel I can succeed at most things I attempt 38 40 15 4 3
Examination success depends on having a good memory 46 32 11 9 2

Table 9.13 Total Responses in the Four Surveys

This confirms that the students see themselves as having a fairly high degree of

confidence although they see examination success largely in terms of good memory skills,

reflecting the emphasis in Saudi Arabia. Of course, the whole sample is made up largely

of university first year students. They have been successful in reaching university. A

small part of the sample is drawn from senior school pupils who, with considerable

experience of passing school examinations, might also be expected to show a good degree

of academic confidence.
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9.10 Conclusions

This experiment was designed to offer some kind of overview of the curriculum, subjects

studied, how they were studied and how the students preferred to learn as well as more

detail on the whole theme of testing and examinations which has been shown to be an

important factor. In addition, how the students describe themselves in terms of confidence

is explored further.

The strong overall impression is that preferred curriculum approaches are not very

important in developing confidence although the influence of the subject teacher may be

very important (see Reid and Skryabina, 2002). Also it seems to be an innate human

characteristic to seek meaning. Memorisation is not, perhaps, the natural way forward. So

most ways the students were taught at school do not seem to be related in any way to their

perceived academic confidence.

There is a tendency to like practical activities and working with others, for the teacher to

provide everything, to rely on understanding, to want practical implications to be

emphasised, and not to avoid difficult materials. They preferred of examination styles

where they can express their own ideas and demonstrate understanding.

The results from the questions offer a good picture of the preferences and aspirations of

the sample. However, there are not many significant correlations between their responses

and their responses to the questions which specifically related to confidence. It is

particularly important to note the absence of relationships between their expressed

academic confidence and among all aspects of the way they were taught, the way they say

they like to learn and the types of examinations purposes.

Any attempt to find some kind of insight into a way of teaching and learning which

generates increased confidence is not easy from the data. There are two possible reasons

for this. Perhaps, different students prefer different ways and this hides any significant

correlations overall. Perhaps, also, the students are so accustomed to a system, which

offers information in quantity and offers rewards only to those who can recall it

accurately, that this hides other possibilities for these students.
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The one thing that stands out is that success seems to lead to confidence. These students

are among those who have been more successful at school in terms of examinations. The

fundamental question is how to offer success to those who are not so good at formal

examinations based on recall. If success is so dependent on this and confidence is not

related much to other aspects, then there is a real danger that the examination system will

generate a population where most are unsuccessful and, therefore of lowering confidence.

The system might be leading to a destruction of confidence. It does not seem to be the

style of examination but the fact of success in examinations, which is an important

determinant of confidence.
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Chapter Ten

Conclusions

10.1 Introduction

In this chapter, the results of this study are summarised. This is followed by comments on

the strengths and weaknesses of the whole work. Conclusions are associated with

suggestions for further research in the light of present study.

Confidence is an elusive concept and one of great importance in an academic setting. It

has been noted that confidence is a belief in your own ability to do tasks well. The

importance cannot be underestimated in that, without the inner assurance of possible

success, there is a real danger that effort will not be expended and success will become

unattainable.

Much work (e.g. Roy et al. 2005; Harter, 1985) has demonstrated that positive self-

esteem is essential for psychological health: for increasing the feeling of being successful

in something and feeing happier about it. Harter (1985) suggests that people might think

that goals set for them are not achievable but the problems are simply not about

themselves as much as the way they believe in themselves. She argues that people may

believe they are 'bad' when, in many situations, improvement is possible.

The importance of confidence: positive self-evaluation may cause behaviors which may

lead to positive other-evaluations, which in turn may confirm or modify positive self-

evaluation (Schneider, 1976). Thus, confidence is probably not a general attribute, this

being consistent with other studies (eg. Harter, 1985). The four aspects of confidence

considered here seemed to show that the effect of every aspect is different.

There are many problems in any exploration study relating to academic confidence.

Definition of the concept is difficult and finding ways to assess such confidence is not

easy. This study has relied on questionnaires and interviews, recognising that this is an

attempt to gain insight into a latent construct. The approach has been built around the

idea that confidence is, at least in major part, an expression of an attitude towards oneself.

In this way, it is strongly related to self-esteem as applied to academic matters.
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Questionnaires and interviews are widely used to explore attitudes in other areas of life

and this was the approach adopted here.

10.2 The Main Findings

The work was built around four experiments (see table 10.1)

Experiment Sample Gender Specialism
Male Female Arts Sciences

I 631 241 390 376 255
2 237 - 237 237 -
3 317 - 317 195 122
4 231 - 231 130 101

Totals 1416 241 1175 938 478

Table 10.1 Samples Used

Experiment one was conducted by questionnaire and interview. The questionnaire

involved 58 questions and these attempted to cover aspects of academic self, athletic self,

social self and personal confidence. 217 senior school pupils were involved as well as 414

university students, reflecting a mix of subject disciplines. Examination performance data

was also obtained and the aim was to relate this data to responses to all the questions to

see how academic performance related to expressions of confidence. The general

outcome was that only expressions of academic confidence gave any relationship with

performance. Indeed each facet of confidence seemed to be fairly distinct and there was

no evidence of any generic confidence. Factor Analysis confirmed this.

There was an opportunity to interview 50 participants. For cultural reasons, it was not

possible to include men. The interview was built around 7 questions and involved 50

ladies, all studying within the area of psychology. Interviews were planned to validate the

questionnaire and to gain extra insights. The responses to the seven questions and the

ensuing discussions qualitatively confirmed the impressions left by the questionnaire

outcomes although it seems likely that interviews an element of a tendency to give what

is expected or seen as desirable. Their specific responses to the questions were correlated

with their examination performance and, again, this suggested that only academic

confidence related to academic performance.
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The problem of gaining access to men became more acute and, unfortunately, all the

subsequent experiments could only involve ladies. In the second experiment, the aim was

to see whether academic confidence (measurement by questionnaire) related to working

memory capacity or to student perceptions of learning (following Perry's work: Perry,

1999). It is well established that working memory capacity is a correlate of performance

in many areas of the curriculum. However, it needs to be remembered that this is only

true if either or both of the teaching and assessment make demands on the working

memory. This has often been found to be true in the sciences and mathematics (e.g Danili

and Reid, 2004; Alenezi, 2005) but recent work has shown it to be true in other areas (e.g

Prasad, 2006, Hindal, 2006).

The correlation of working memory with performance may also only be true if the

processes in the mind of the learner involve understanding. Thus, if learning simply

means the memorisation of information, then it is possible that the capacity of working

memory may be much less important. Equally, if the testing procedures simply involve

the reca_llof memorised information, the same may also apply. However, it is unlikely

that simple recall can ever be the complete basis for testing, especially in conceptual

areas. Nonetheless, in Saudi Arabia, with its very strong emphasis on memorisation and

recall, working memory may not play such a high role in learning and assessment.

Working memory capacity did not show significant correlation with performance

However, the sample was drawn from arts and humanities where working memory

limitations may not be so important. Of the forty questions relating to confidence, in only

three was working memory capacity significantly correlated, the highest value being 0.13.

Thus, in this sample, in this educational context, working memory capacity does not

relate to confidence.

Perceptions of learning (as indicated by positions on the Perry scale) also showed few

significant correlations. This suggests that, at least with ladies in Saudi Arabia, having a

higher working memory capacity does not relate to academic confidence and, academic

confidence is not related to the student views of their role as learners, the role of lecturers,

their view of knowledge and their view of assessment.
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In an attempt to find aspects of learning which might be related to academic confidence,

experiments 1 and 2 suggest that academic confidence is not simply a facet of generic

confidence and is unrelated to working memory capacity and view of learning.

Experiment 3 then tried to explore if academic confidence was related to some aspects of

learning styles, involving both sciences and arts students.

Learning styles is a complex area and only some specific aspects were considered:

preferred ways of learning, purposes of learning, evaluation of exams, group-working

skills. The strong impression is that the key underpinning confidence lies in simple

success (reflected in speed of learning, understanding, and examination success). This

confidence makes it possible for students to enjoy the challenges of further learning, to

take risks and to take risks in a social learning situation like group work. Perhaps the most

remarkable thing is the lack of features which correlate with measures of academic

confidence. However, numerous other features of what appear to be student aspirations

were evident.

The students seem to want freedom. Perhaps, they are being intellectually stifled, with

few opportunities to challenge, to create new ideas, understandings and interpretations.

All of this may merely reflect a rejection of an education system, which places too much

emphasis on the transmission of information and the recall of it in examinations. The

suggestion that those who like implications that are practical rather than theoretical may

simply be a reflection of the desire to understand rather than memorise. The key attribute

might well be the need to understand. The course presentation and assessment can be

changed to encourage this as an aim. However, students need to be encouraged more

specifically to aim at understanding and this may need overt emphasis. All of this might

suggest that, when students are allowed and enabled to gain understanding and their

learning is meaningful, there is an inner satisfaction and this, of itself might be a

contributor towards the development of confidence.

Having found some patterns of correlation when academic confidence was related to

aspects of learning styles, the final experiment aimed to explore this further with arts and

science students. This looked at: course design, various academic views, teaching

approaches which had been experienced, learning styles, preferred examination and

testing styles, and preferred subjects.
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The strong overall impression is that preferred curriculum approaches are not very

important in developing confidence although the influence of the subject teacher may be

very important. Thus, most ways the students were taught at school do not seem to be

related in any way to their perceived academic confidence. They preferred examination

styles that allowed then express their own ideas and demonstrate understanding. It is

particularly important to note the absence of relationships between their expressed

academic confidence and among all aspects of the way they were taught, the way they say

they like to learn and the types of examinations purposes.

10.3 Overall Conclusions

The following specific conclusions are offered:

(a) Academic performance tends to be only correlated with academic confidence.

Thus, confidence is probably not a general attribute, consistent with other studies

(e.g. Harter, 1984). The four aspects of confidence seemed to show that the effect of

every aspect is different. Academic confidence is thus largely unrelated to other,
' ..

areas of life.

(b) Working memory capacity is also unrelated to academic confidence. At first sight,

this is unexpected in that working memory capacity is known to be so important in

learning and assessment. However, this may simply reflect the memorisation-recall

emphasis of Saudi education.

(c) There was no evidence that views of learning (following Perry) related to academic

confidence.

(d) Some aspects of learning styles did relate to academic confidence while others did

not. This gives a kind of picture of characteristics which might describe some

confident students rather than give a set of criteria for developing confidence.

School pupils should also be given encouragement to be methodical as it is more

likely that a methodical person is confident but being methodical does not

necessarily produce confidence. However, will opportunities to be creative and

challenge, appropriately offered, encourage that confidence which will enable

students to learn better?
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10.4 Reflecting on the Study

The most difficult aspect of the study was trying to define precisely what was being

explored and then devising ways to assess this which were valid. While teachers and

lecturers may often have seen the importance of confidence when it comes to successful

study and, indeed, many highly skilled school teachers may have spent much time and

effort trying to encourage such confidence in their students, the idea of confidence is not

easy. In this study, there was much debate with colleagues over definitions and

descriptions and the questionnaires were considered critically by a number before they

reached their final form. This, while very helpful, does not guarantee validity. Indeed,

there is no certainty that students responded to reflect their actual views but their

responses may have reflected a certain element of aspiration. However, the interviews

seem to confirm that what was being seen in the early questionnaires reflected reality to a

large extent.

Sample sizes were large, making it likely that there is high reliability in the

measurements. The range of tests was considerable and probed the linking of ideas from

many standpoints, with a fair measure of consistency of results. The opportunity arose for

a test:re-test measure of reliability and this confirmed that reliability was high.

It is impossible to generalise the conclusions in that much of the work only involved

female students and the culture of Saudi is very different from most cultures in the world.

At times, there was also an over-dominance of arts students, reflecting in part what occurs

in Saudi. Overall, generalisation must be made with considerable caution. As an extra,

some of the surveys offered very clear insights into the weaknesses of the Saudi education

system and student aspirations in some areas were very marked.
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10.5 Suggestions for FurtherWork

As with all studies, this study has raised many further questions and issues for future

work. For example, the work needs to the repeated to see if it is indeed generalisable to

other cultures and, especially, to men as well as women.

However, the real issue behind this study was the need to explore how academic

confidence can be encouraged and developed. If the results are generally true, then many

aspects of life and the educational journey are not important in developing academic

confidence. The real issue lies in the way humans develop their confidence. Is this relying

on home background, educational systems or the curriculum? This needs to be explored.

Academic confidence does not seem to be an aspect of some kind of generic characteristic

of humans. It does seem to relate to certain learning experiences and, especially to

examination success. This raises an important issue, for not all can have examination

success. Clearly, success leads to confidence and this may lead to further success. This

means that giving school pupils a sense of achievement and positive reinforcement that

they can achieve is important. If not all can achieve the kind of academic success, which

is derived from examinations, then, perhaps, the dependence on examinations as the only

(or certainly, main) evidence of academic success needs to be questioned. Giving the

learner positive reinforcement and encouragement is also vital.

The samples used were biased in the dominance of female students and arts students.

There is a need to repeat the measurements with a more balanced sample and also to

extend it to other cultural settings.
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Appendix A

Questionnaires in English

First and second questionnaire

Third questionnaire

Fourth questionnaire



Centre for Science Education
University of Glasgow

Scotland

This is not a at test.
Your responses will help in future course planning

Your name: Your university number:

Here is a way to describe a racing car

The positions of the ticks between the word pairs

show that you consider it as EO: quick, slightly more

important than unimportant and .!:l.!!.i.tt dangerous.

(I) Think about your studies

I understand things easi ly 0 0 0 0 0 0 I do not understand things easily

I have a good memory 0 0 0 0 0 0 I do not have a good memory

I get a right answers 0 0 0 0 0 0 I do not get right answers

I learn quickly 0 0 0 0 0 0 I do not learn quickly

I am doing weIl in my studies 0 0 0 0 0 0 I am not doing well in my studies

I have many abilities 0 0 0 0 0 0 I have few abilities

I often forget what I learn 0 0 0 0 0 0 I rarely forget what I learn

I am sure I shall pass my examinations 0 0 0 0 0 0 I am not sure I shall pass my examinations

Getting right answers is not important to me 0 0 0 0 0 0 Getting right answers is not important to me'

(2) Think about your lifestyle

I feel that most people like me 0 0 0 0 0 0 I wish that more people liked me

I do very well at all kinds of sports 0 0 0 0 0 0 I do not feel I am very good at sports

I find it hard to make friends 0 0 0 0 0 0 I make friends easily
I like taking risks 0 0 0 0 0 0 I do not like taking risks

I wish I could' be a lot better at sport 0 0 0 0 0 0 I feel I am good enough at sport

I have a lot of friends 0 0 0 0 0 0 I do not have many friends

(3) Think about your self

I am happy with the way I look 0 0 0 0 0 0 I not happy with the way I look

I usually like the way I behave 0 0 0 0 0 0 I often do not like the way I behave

I like a good argument 0 0 0 0 0 0 I do not enjoy arguments

I usually do the right thing 0 0 0 0 0 0 I often do the wrong thing

I am popular with others my age 0 0 0 0 0 0 I am not popular with others my age

I feel I can succeed at most things I attempt 0 0 0 0 0 0 I do not feel I can succeed at most things I attempt

I do not like challenges 0 0 0 0 0 0 I like challenges



(4) Please tick one box on each line to show your opinion
strongly strongly
agree agree neutral disagree disagree

Ifeel Iam very good at my studies D D D D D
Iam not successful at sports D D D D D
Ifeel that Iam just as clever as others my own age D D D D D
Iam always doing things with many other people D D D D D
Ido not have a good imagination D D D D D
Iwish my physical appearance was different D D D D D
Iwished that more people my age liked me D D D D D
Ithink that Ihave enough experience to deal with life D D D D D
I like tasks that allow me to do things my own way D D D D 0
Iusually know what needs to be done D D D D D
Itake decisions quickly D D D 0 D
I like to do things in new ways even when Iam not sure of the best way D D D D D
Ienjoy taking part in a new sporting activity D D D D D
Ifeel comfortable in a social situation D D 0 D D
Ienjoy the challenge of a new problem in my studies D D D D D
Iam happy with my weight for my height D D D 0 D
Ido not really enjoy my present lifestyle D D D D D
Iam confidant that Ican finish my studies quickly 0 D D 0 0

(5) Think about your life as whole. Please tick against three which you think are most important.

0 My abilities

0 My academic achievement

0 My popularity

0 Expertise

0 My attractiveness

0 My sporting skill

0 My willingness to take risks

0 My sociability

0 My creative ability

0 My independent mind

(6) Imagine your are faced with a new and demanding type of problem in your studies.

What is your likely reaction?

Tick as many as you wish.

(a) Worry abut passing the examinations. 0
(h) Sec it as a challenge; 0
(c) Start to panic; 0
(cl) Seck help from books; 0
(c) I have managed in the past - I'll manage now; 0
(I) Think or changing my course; 0
(g) l.njoy il because it is new; 0
(h) Seck 1il'lp I!-onlothers. 0



Centre for Science Education
University of Glasgow

Scotland

This is not a test.
Your responses will help in future course planning

Your name: ·.· Your university number: .

Here is a way to describe a racing car

The positions of the ticks between the word pairs

show that you consider it as YllY quick, slightly more

important than unimportant and guite dangerous.

(1) Think about your studies
Tick one box on each line

I like learning facts and information DD0 0 0 0 I like learning concepts and ideas

I remember best what I see 0 0 0 0 0 0 I remember best what I hear

I find it easier to learn facts DD0 0 0 0 I find it easier to learn concepts

I like thinking in terms of pictures DOD DD 0 I like thinking in terms of words

I emphasise the broad picture my studies 0 0 0 0 0 0 I emphasise the details in my studies

I like abstract ideas DD0 DD 0 I like facts and data

Once I understand the parts I understand the whole thing 0 0 0 0 0 0 Once I understand the whole thing, I understand the parts

I like to work systematically and methodically DD0 0 0 0 I prefer to work fast and finish quickly

With long calculations I check all the steps carefully DOD 0 0 0 With long calculations, I do not check all the steps carefully

(2) Think about the way you learn
Tick one box on each line

I understand things better after I try them through 0 0 0 0 0 0 I understand things better after I think them out

I prefer when things have practical implications 0 0 0 0 0 0 I prefer when things are theoretical

I consider it higher praise to call someone sensible 0 0 0 0 0 0 I consider it praise to call someone imaginative

For entertainment, I would rather watch television DD0 0 0 0 For entertainment, I would rather read a book

I enjoy repetitive tasks 0 0 0 0 0 0 I do not enjoy repetitive tasks

I like to master one way of a achieving a task DD0 0 0 0 I like to thing of many way of a achieving a task

I enjoy being creative 0 0 0 0 0 0 I do not enjoy being creative

I enjoy challenging activities DD0 0 0 0 I do not enjoy challenging activities

(3) Think about tests, examinations and assessment
Tick one box on each line

I prefer at the end of course to get comments DODD 0 0 prefer at the end of a course a specific mark

I like exams which give me chance to show my own ideas 0 0 0 0 0 0 I like exams which test the facts

I hate calculations 0 0 0 0 0 0 I enjoy calculations

Examinations test recalled knowledge 0 0 0 0 0 0 Examinations only test the way I think

I like examinations which ask me to explain DD0 0 0 0 I like examinations which ask me to recall



(4) Think about working in a group
Tick one box on each line

I prefer to jump in and contribute ideas DODD 0 0 I prefer to sit back and listen to ideas

I can learn better on my own 0 0 0 0 0 0 I can learn better in a group

I get to know fellow group members quickly 0 0 0 0 0 0 I do not get to know fellow group members quickly

Other group members tend to hold me back 0 0 0 0 0 0 Other group members tend to help me

I do not like leading a group discussion 0 0 0 0 0 0 I like leading a group discussion

Group work helps me understand things better 0 0 0 0 0 0 I understand things better one my own

I find the discussions helpful 0 0 0 0 0 0 I find the discussions un helpful

I enjoy working with members of my group DODD 0 DIdo not enjoy working with members of my group

Most ideas from others are not helpful 0 0 0 0 0 0 Most ideas from others are helpful

Most of the ideas come from one person 0 0 0 0 0 0 Ideas come from many people

Working as a group make it easier to understand DODD 0 0 Working as a group does not makes it easier to

things understand things

(5) Here are several different forms of assessment
Use the letters to show which are your preferred

(A) Multiple choice
(C) Short answer questions
(E) Essays
(G) Open book examination

(8) Continuous assessment
(D) Long answer questions
(F) Oral examination
(H) Projects

Most preferred 0 0 0 0 0 0 0 0 Least preferred

(6) Here are several reasons why study at university might be important
Tick the there reasons, which you think are most important

o To develop abilitieso To pass examinationso To gain a degreeo To get a good job

o To learn new skillso To learn how to learn on my owno To fulfill social expectationso To become equipped to help others

(7) Think about your studies
Tick one box on each line to show your opinion

Strongly Strongly
agree Agree Neutral Disagree Disagree

I feel I am very good at my studies 0 0 0 0 0
I do not enjoy the challenge of a new problem in my studies 0 0 0 0 0

I am confident that I can finish my studies quickly 0 0 0 0 0
I understand things easily 0 0 0 0 0

I do not learn quickly 0 0 0 0 0
I am not doing well in my studies 0 0 0 0 0

I am sure I shall pass my examinations 0 0 0 0 0
I like taking risks in my studying 0 0 0 0 0

I feel I can succeed at most things I attempt 0 0 0 0 0
Examination success depends in having agood memory 0 0 0 0 0

(8 ) Think about examination you have sat
Tick however many are true for you

I find the best way to do well in examinations is to:

o Read the textbook carefully

o Learn from my lecture notes

o Look at examination paper from the previous year

o Work with my friends in class

o Learn as much as I can off by heart

o Revise the night before

o Make sure understand what has been taught

o Memories all the important information

o Make summaries of the important points

o Other: """"'''''"." .......... "'''''''''''''''"."'',,.,,'''''''''''',, .•



Centre for Science Education
University of Glasgow

Scotland
This is not a test.

Your responses will help in future course planning

Your name: . Your university number:

(1) Please tick one box on each line to show your opinion
strongly strongly

3Eie BEie neutral discree disc:reI feel I am very good at my studies 0
I do not enjoy the challenge of a new problem in my studies 0 0 0 0 0
I am confidant that I can finish my studies quickly 0 0 0 0 0
I understand things easily 0 0 0 0 0
I do not learn quickly 0 0 0 0 0
I am not doing well in my studies 0 0 0 0 0
I am sure I shall pass my examinations 0 0 0 0 0
I like taking risks in my studying 0 0 0 0 0
I feel I can succeed at most things I attempt 0 0 0 0 0
Examination success depends in having a good memory 0 0 0 0 0

(2) If you were asked to design a new school course (for ages 17-18) in your favorite school subject, which of the

following characteristics would be most important to you?

Use the letters to show which are most important to you.

(A) Topics which make teachers to be enthusiastic;

(8) Material which can be easily understood;

(C) Topics related to school pupil interests;

(D) A course that allows group discussion;

(E) A course which aims at quality of learning rather than covering a large area;

(F) Topics related to school pupil lifestyle;

(G) Material which can be easily memorized;

(H) Topics which will challenge pupil thinking

00000000
Most important Least important

(3) How do you describe yourself? strongly strongly

I am generally a confident person 3Eie BEi
e neutral diOee discree

0
I feel more confident when I succeed 0 0 0 0 0

I feel confident when I study 0 0 0 0 0
I feel confident when I really understand what is being taught 0 0 0 0 0

I feel confident when I face examinations 0 0 0 0 0
I feel confident when taking part in a discussion group 0 0 0 0 0

(4) Think of how you were taught at school

Here is a list of some ways you might have experienced.

Place them in order, showing which was used most.



(A) My teachers taught by giving information as in a lecture;

(B) My teachers allowed us to work in groups and to discuss;

(C) My teachers used much visual material (like diagrams, computer graphics, models);

(D) My teachers tended to rely on the use of textbooks;

(E) My teachers encouraged me to work mostly on my own;

(F) My teachers held discussions with us as a class;

(G) My teachers were strongly influenced by the need for us to pass examinations.

o D o D o o o
Used most Used least

(5) Think about the way you like to learn
Tick as many as you wish

o I like working with others

o I like practical activities

o I like doing things for myself

o I prefer the teacher to provide everything

o I rely on memorizing

o I rely on understanding

o I like practical implications to be emphasised

o I enjoy intellectual challenges

o I avoid difficult materials

(6) Think about what the kind of examinations you prefer.
Tick three which you prefer.

Quality of answers is more important than quantityo
o
o
oo Where understanding has to be shown

o Where I am asked to show practical abilities

Short answers are required

Allows me to express my own ideas

Requires me to write down what I have been taught

(7) Think about all your school subjects.

Write down the subject you preferred most: ..

In two sentences, say why it was your favorite: ..

.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................
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Working Memory Test



Digit Span Test

is carried out in the following way:

Give each student a sheet with spaces for writing down answers
Instruct them to write their names, matriculation numbers or some other identifier.

Read them the following instructions:

"This is an unusual test. It will not count for your marks or grades in any way. We are trying to find out more
about the way you can study and this test will give us useful information. You will not be identified in any way
from it.

I am going to say some numbers. you must not write as I speak. When I stop speaking, you will be asked to write
the numbers down the boxes on your sheet.

Are we ready? Let's begin.

You say the numbers exactly at a rate o[ one per second (us~ a stop watch or heart beat to keep your time right.
You allow the same number of seconds for the students to wnte down the answers. Thus, if you gave the numbers:
5,3,8,6,2. You give them five seconds for writing them down. I follow the procedure:

"5,3,8,6,2 - say: 'write' - five seconds allowed for writing, then, say: 'next'"

Here are the numbers used by Elbanna in his early work:

5 8 2
6 9 4

6 4 3 9
7 2 8 6

4 2 7 3 I
7 5 8 3 6

6 I 9 4 7 3
3 9 2 4 8 7

5 9 1 7 4 2 8
4 1 7 9 3 8 6

5 9 I 9 2 6 4 7
3 8 2 9 5 I 7 4

2 7 5 8 6 2 5 8 4
7 I 3 9 4 2 5 6 8

When this is finished, ..... allow a short break and then ....

You now g:_,e a second set of instructions.
"Now I am going to give you another set of numbers. Ho",:ever, there is an added complication!
When I have finished saying the numbers, I want you to write them down in reverse order.
For example, if I say "7,1,9", you write it down as "9,1,7".
Now, no cheating!! You must not write the numbers down backwards.
You listen carefully, turn the ~u~bers round in your head an.d then write them down normally.
Have you got this? Let's begin.

Here are the numbers:

2 4
5 8

6 2 9
4 I 5

3 2 7 9
4 9 6 8

I 5 2 8 6
6 I 8 4 3

5 3 9 4 I 8
7 2 4 8 5 6

8 I 2 9 3 6 5
4 7 3 9 I 2 8

9 4 3 7 6 2 5 8
7 2 8 I 9 6 5 3



7) This is the version used for adults (those over 16).

~) Marking: the main thing is to be consistent. Ideally, if a person achieves success at, say, 4,5,6 and 7 but fails at
eight digits, then their working memory is 7. However, they can often fail an odd one (by simple slips) or suceed at
one at, say, eight digits and fail at the other. Iuse the simple rule that, for a single failure followed by two correct
answers, 'i 'ignore tne ta:ilUre. lior those who fail at one and success at the other at one leve, just be consistent: I
would give them that level.

Note also: check the number sequences above to check if any-sequence of nuimbers has any pattern in your
cultural setting (like a radio wavelength, a car registration code or whatever...)

(9) The student answer sheet:

The Numbers Test

How Many Can You Remember

Your name: ..........................................................

Do not write anything until told to do so

Writethe numbers in the boxes below:

Numbers Test Forwards Numbers Test Backwards

1111II1II1
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Perry Questionnaire



Parry questionnaire second experiment

The Way I like to Learn Subjects

Name . University number Specialty .

This questionnaire is part of a study which aims to find what your views are about teaching and
learning subjects. Your response will be treated confidentially and will not affect your college results.

I can not stand any background
noise when I am studying

You are providing with pairs of opposing statements with six boxes between. By ticking ONE of the
boxes you can show which statement you agree with and how strongly your agreement is.
Hear is an example:

If you tick the first left box, it means you agree strongly with left-hand statement. If you tick the second
box, it means you favour the left-hand statement but less strongly. If you tick the third box, it means
you slightly favour the left-hand statement. The other three boxes on the right would show agreement
with the right-hand statement.

Part A
Tick the box which most closely reflects your views

In order to pass my courses I need to I do not have to rely totally on the
study just what the lecturer told me lecturer. part of my learning is to

work things out myself

2 I cannot be wrong if! accept what the I do not believe in just accepting what
lecturer says. If I question anything, I the lecturer says without question
might end up failing success involves thinking for myself

3 I believe it is the job of the lecturer to The duty of the lecturer is not to teach
supply with all the knowledge I need me everything but to help me to think

for
4 I think lecturers should avoid Lecturer should aim to provide

teaching material that they know challenges to their students by
will find difficult difficult

5 It is good to work with other students I prefer not to work with other
because by listening to their points of students because then I stand less
view I can correct my ideas chance of picking up wrong idea.

6 to pass a subject is Understanding subjects is the part of
to

7 I do not believe that all scientific We cannot call anything scientific if
knowledge represents the (absolute it is not absolutely true
truth)

8 I do not like short questions as they I prefer to learn the facts and then be
do not give me chance to explain tested on them in short question
what I know and understand

9 In exams, I prefer questions which In exams, I like questions that give
are based on what the iecturer taught me the scope to go beyond what is

to think
10 I believe that what should matter in

exams is the quality of my answers
not how much I write



PartB
Tick the box which most closely reflects your view

statement StroagIy
Agree Uncertain

DisJIgR StruagIy
agree e disagree

Some times there seems to be so many ways of
looking at subjects that I feel confused about
what is right and wrong
Sometimes I find I learn more about a subject by
discussing it with other students than I do by
sitting and revising at home
There is no point in teaching me things that will
not be in the exam
If! had the choice of written comments or a
specific mark at the end of piece of subject
course work I would choose the comments
It is a waste of time to work on problems which
have no possibilities of producing a clear-cut
answer
I feel uncomfortable when I am left to express
an opinion not knowing of the view the lecturer
feels

A good thing about learning within this subject
is the fact that every thing is so clear-cut: either
rightorwroog
I like exams which give me an opportunity to
show I have ideas of my own
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Interviews - an optional extra

Candidate: . University Number .

Aim: To check validity of questionnaire

Plan: Short (~15 minutes) interviews of a small sample (~lO) of students to check if their observed
confidence seems to match what they said in their questionnaire.

Structure: Semi-structured: set of fixed questions plus some freedom

Opening explanation

How do you like university?

Is it what you expected?

Is it better or worse than school?

(1) Do you think you are doing well in your studies?

(2) Would you describe yourself as a person with many abilities?

(3) What about your examinations - do you think you will pass all right?

(4) Do you feel that you can be successful in most things you attempt?

(5) Are you the kind of person who usually knows what needs to be done?

(7) Do you like the challenges of new things in your studies?

(8) When you are working, do you feel confidant

that you will finish your studies quickly?

Interviews comments:

............................................................................................................................................................... .- .

......................................................................................................................................... .: .

.........................................................................................................................................................................

.........................................................................................................................................................................

.........................................................................................................................................................................

........................................................................................................................................................................



Im8;~e you are faced with a new and demanding type of problem in your studies.

Whet-is-yeer likely resetion?

Choose as many as you wish.

a) Worry about passing the exam?

b) See it as challenge.

c) Start to panic?

d) Seek help from books?

e) I have managed in the past, so I will manage now.

f) Think of changing the coarse.

g) Enjoy it because it is new.

h) Seek help from others.
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Factor Analysis

Factor Analysis was carried out using Principal
Components Analysis with Varimax Rotation,
employing SPSS software. The scree plot suggested
that there was no clear pattern of underlying factors, there
being no sharp discontinuities. Extracting 12 factors
(with eigenvalues over 1) accounted for only 55% of the
variance, confirming that there was no clear pattern of
underlying factors. Convergence was reached after 12
iterations. The loadings table is shown below. The
questionnaire was designed to explore as many aspects of
confidence as possible. There was no attempt to design '-------- .....J

the questionnaire to explore underlying factors. The analysis merely confirms that no underlying set of factors was

apparent.

Scree Plot

11 15 23

Co rrpen ent Number

Components

I 2 3 4 5 6 7 8 9 10 11 12

IQIA -0.08 0.18 0.63 -0.02 -0.12 0.03 0.08 0.08 0.19 -0.04 0.01 -0.05
IQIB 0.54 0.04 -0.35 -0.12 -0.00 0.05 0.06 -0.04 0.14 -0.23 -0.06 -0.05

IQIC -0.16 0.09 0.66 0.05 0.01 0.15 0.18 0.04 -0.07 0.12 -0.03 0.07
QID -0.11 0.07 0.70 0.02 -0.10 -0.06 0.09 0.03 0.20 -0.06 0.09 -0.15
QIE 0.70 -0.07 -0.08 0.07 0.04 -0.06 -0.14 0.13 0.02 0.09 -0.12 0.11
QIF 0.47 -0.17 -0.09 -0.09 0.05 0.09 0.09 -0.30 -0.40 0.11 -0.10 0.17
QIG 0.43 0.03 -0.17 -0.08 0.17 -0.10 -0.05 -0.12 -0.26 0.01 0.17 0.01
QIH 0.39 -0.12 -0.25 0.01 0.12 -0.10 -0.45 0.04 -0.21 0.18 -0.06 -0.08
Ql1 0.57 0.02 0.00 -0.11 0.09 -0.05 -0.07 -0.12 -0.09 -0.01 -0.01 -0.37
Q2A 0.05 0.45 0.24 0.22 -0.18 0.13 -0.09 0.01 -0.16 -0.24 0.17 0.16
Q2B -0.03 0.09 0.02 0.80 -0.06 0.03 0.01 0.12 -0.04 -0.06 -0.01 -0.16
IQ2C 0.20 -0.02 -0.07 -0.05 0.71 0.08 0.02 -0.12 0.05 -0.01 -0.15 0.02
IQ2D 0.12 0.02 0.07 0.09 -0.02 0.01 -0.02 0.78 0.08 -0.04 0.03 -0.03
IQ2E 0.03 -0.01 -0.05 -0.16 0.06 -0.18 -0.01 0.09 0.05 0.06 -0.03 0.69
IQ2F -0.06 0.20 0.16 0.23 .0.62 0.06 -0.01 0.06 -0.06 0.14 0.14 0.14
IQ3A -0.00 0.24 0.28 0.08 -0.08 0.52 0.12 -0.07 -0.11 0.09 0.14 0.06
IQ3B 0.11 0.69 0.17 0.08 -0.16 0.14 -0.12 -0.03 0.13 -0.12 0.05 -0.00
IQ3C -0.07 0.16 0.02 -0.08 -0.13 0.23 -0.25 0.24 0.41 0.20 -0.07 -0.04
IQ3D -0.01 0.72 0.16 -0.02 -0.01 0.12 008 0.02 0.11 -0.17 0.06 -0.02
IQ3E 0.08 -0.03 0.04 0.02 0.50 0.01 -0.08 -0.01 -0.06 0.10 -0.36 0.23
IQ3F -0.20 0.38 0.42 0.00 -0.03 -0.02 0.26 0.32 0.01 -0.10 0.03 0.10
IQ3G 0.14 0.01 -0.05 -0.14 0.09 -0.07 -0.12 -0.71 0.01 0.06 -0.06 -0.17
IQ4A -0.44 0.19 0.17 -0.11 -0.09 0.18 0.37 -0.12 -0.05 -0.11 0.08 -0.14
IQ4B 0.09 -0.01 -0.09 -0.80 0.04 -0.09 0.06 -0.06 0.01 0.09 0.08 0.09
IQ4C -0.10 -0.00 0.14 -0.07 -0.09 0.01 0.21 0.04 0.05 -0.02 0.66 -0.05
IQ4D -0.01 0.09 -0.03 -0.02 -0.12 0.27 -0.09 0.04 -0.05 0.02 0.66 0.09
IQ4E 0.02 -0.05 -0.22 -0.02 -0.07 0.00 -0.09 0.03 -0.60 0.04 0.02 -0.08
IQ4F 0.01 -0.06 -0.07 0.01 0.03 -0.73 -0.14 -0.12 -0.08 0.23 -0.03 0.07
IQ4G 0.02 -0.10 0.01 0.01 0.04 -0.04 0.03 -0.10 0.03 0.77 -0.01 0.13
IQ4H -0.11 0.47 0.02 0.01 -0.07 0.15 0.29 0.25 0.00 0.33 -0.09 -0.29
1041 -0.25. 0.11 -0.07 0.06 0.01 0.05 0.11 -0.00 0.46 0.13 0.10 0.38
Q4J -0.21 0.55 0.03 0.09 -0.03 0.03 0.25 0.03 0.09 0.18 -0.01 -0.03
Q4K -0.25 0.39 -0.22 -0.07 0.13 -0.19 006 -0.15 -0.33 0.11 -0.07 0.10
Q4L 0.14 0.12 -0.18 0.20 0.10 -0.20 0.34 018 0.34 0.10 0.28 -0.18
Q4M 0.65 0.04 -0.07 0.67 -0.12 -0.03 0.23 0.09 0.20 0.21 -0.01 0.18
04N -0.13 -0.03 -0.08 0.01 0.63 -018 -0.20 0.01 -0.07 0.23 0.21 0.08
IQ40 -0.07 0.11 0.12 0.01 -0.19 0.18 0.54 0.34 0.04 0.23 -0.01 0.04
IQ4P -0.12 0.08 -0.09 0.07 -0.01 0.73 -0.01 0.03 0.06 0.04 0.11 -0.15
104Q 0.20 -0.06 -0.01 -009 0.32 -0.21 -0.21 0.01 -0.00 0.38 0.02 -0.13
Q4R -0.12 0.05 0.30 0.09 -0.03 0.06 0.62 -0.01 0.01 -0.07 0.12 0.02
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Statistics Techniques Used



Correlation

It frequently happens that two measurements relate to each other: a high value in one is
associated with a high value in the other. The extent to which any two measurements are
related in this way is shown by calculating the correlation coefficient. There are three
ways of calculating a correlation coefficient, depending on the type of measurement:

(a) With integer data (like examination marks), Pearson correlation is used. This
assumes an approximately normal distribution.

(b) With ordered data (like examination grades), Spearman correlation is used. This
does not assume a normal distribution.

(c) With ordered data where there are only a small number of categories, Kendall's Tau-
b correlation used. This does not assume a normal distribution.

All these can can be calculated using SPSS. In this study, where questionnaire data are
considered, Kendall's Tau-b is the appropriate statistic to use.

When the calculation is carried out using SPSS, the probability is also given. This shows
the possibility that the correlation occurred simply by chance. The probability is quoted,
as two-tailed or one tailed. One tailed is only used is the direction of the association
between the two variables is certain. In this study, two tailed is used throughout.

When two variables correlate, this does not necessarily imply any causality. For example,
if the heights and weights of a population were measured, they would correlate highly but
that does not imply that one causes the other.



The Use of Chi-Square

Chi-square is a simple non-parametric statistic which is useful to check if two response distributions differ

from each other.

There are two main ways of using chi-square.

(a) Goodness of Fit

Here the frequencies of responses are compared to some expected set of frequencies. This is the sets of
responses to a Likert questionnaire (from strongly agree to strongly disagree)

SA A un DA SDA Total

Experimental 80 40 10 50 20 200
Control 72 28 15 41 34 190

This gives a chi-square value of 14.2.

The calculation is carried out simply by:

(a) Working out what the expected frequencies might be for a sample of 200, given the frequencies
for the 190 in the control group. This gives (to nearest whole numbers):

SA A m DA SDA Total

Experimental 80 40 10 50 20 200
Expected 76 29 16 43 36 200

(b) Chi-square is calculated by squaring the differences between vertical paris of boxes and
expressing as a proportion of the expected frequencies:

x20= 16/76 + 121129 + 36/16 + 49/43 + 256/36 = 14.2

(b) Contingency Test

This is the method used when there is no control group in the normal sense of that phrase. This is a very
common situation and is exemplified when trying to compare men with women in their responses ot some
question.

The method uses the same formula but the calculation is done in a very different way. When comparing
men with women, it is not possible to assume that either group is the control group. The best measure of
a control group isto take the entire population: men with women added together. The calculation is more
cumbersome and more difficult to show. Imagine the same numbers.

_-.'.--SA A un DA SDA Total
r-

Medn 80 40 10 50 20 200
Women 72 28 15 41 34 190~

The best of the control group is found by adding the two genders together.



SA A UD DA SDA Total

Men 80 40 10 50 20 200
Women 72 28 15 41 34 190
Totals 152 68 25 91 54 390

Each gender's responses are then compared to the totals (allowing for sample size as before) to give the chi-

square value:

This gives a chi-square value of7.8

There are tables of chi-square values and if the value exceeds the critical values in the tables, then the
distributions of responses are significantly different. However, the more boxes there are, the higher will be
the chi-square value. To allow for this, the idea of 'degrees of freedom' is used. The degrees of freedom is
the number of boxes whose values have to be known to know them all, assuming that totals are known. It
is found by multiplying the number of columns minus I by the number of rows minus one.

df=(c-l)x(r-l)

Significances are shown as the following probability levels: p < 0.05, p < 0.0 I or p < 0.00 I.

If any of the boxes holds a very low number, then it is found that the calculated chi-square value can be
inflated. The simple rule used in this study is that adjacent boxes should be grouped if any value is less
than 5% or 10. The degrees of freedom drop accordingly.

The results above would be quoted as:

X2 = 14.2 (df4), p < 0.01

X2 = 7.8 (df4), n.s.
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