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Abstract 

The purpose o/Ihis study was to examine the relationships among teacher cOlltext, students' 

selfsystelll processes, academic engagement alld academic peljormance. Data were obtained 

!i'01ll 327 (M=152, F=J75) general secondary school students in Debre Berhantown. The data 

were col/ected through questionnaire and Fom students' records. Multiple regressioll analyses 

revealed that teacher autonomy support, teacher structure and teacher involvemellt significantly 

predicted studellts perceived autonomy, perceived competence and perceived relatedness 

respectively, as proposed in the selfsystem process model. Moreover, teacher autollomy support 

alld teacher structure predicted students' perceived relatedness, and teacher illvolvement 

predicted perceived competence. Path analysis revealed that teachers' provision 0/ structure 

alld involvement had a significant positive indirect effect on academic engagement through both 

perceived competence and perceived relatedness. Among the three componenls 0/ selfsystem 

processes, perceived competence and perceived relatedness significantly predicted academic 

engagement. Path una lysis also revealed that perceived competence and perceived relatedness 

had an indirect effect on academic peljormance through academic engagement. Perceived 

alltonomy as II selfsyslem component was 1I0t sigllificantly related to academic engagement. 

Ho wever, lvhen perceived autonomy (RAJ) was broken down in to its two primary 

suhcompoll ents (i.e .. autonomous and controlled regulations) both had a unique and differential 

efJect on academic engagement and academic peljorlllance. Specifically, autonomous regulation 

was positively related to both academic engagement and academic peljormance; and controlled 

regulatioll was not significantly related to academic engagement but negatively related to 

academic peljorman ce. This study also showed that academic engagement was strongly related 

to academic peljormance. Discussions and conclusions are made on the basis 0/ these findings. 

Final/v, the educational implications o/theftl/dings andfit/ure areas a/research are suggested. 



CHAPTER ONE 

INTRODUCTION 

L 1. Background of the Study 

Educati on is seen as a key means for national development. M uch of the ac hi evement o f 

a country in terms o f economic, social and po li tica l dimensions rests on its human reso urce 

capacity to allain, utili ze, and create know ledge (Tek lehaimanot, 2000). [t is be lieved to be a 

major source of socia l trans fom1ation which increases people's consc iousness and 

understand ing that will enable them to improve the current mode of li fe . Consequentl y, 

coun tri es fo rmulate their own education policies to fac ilitate the development of their soc iety. 

However, there are some students who respond poorl y to the demands and expectations 

of the poli cy or school curricula. There fore, the mere ex istence of education po licy cannot 

guarantee the deve lopment of a nation (Gizaw, 2004). According to Gizaw, in order to 

nati onal educationa l systems contribute to the development efforts of a nation there should be 

suitab le institu tional arrangements. Of these insti tuti ons secondary schools playa signi licant 

ro le. 

Secondary school education should not be viewed as a mere ex tension of pri mary 

educati on. It has spec ifi c purposes as a large num ber of students enter the world of wo rk on 

the completion o f secondary schooling. Related with thi s, Zenebe and Wossenu ( 1999) 

ind ica ted that seconda ry school education helps to satis fy the demand of middle leve l wo rk 

force o f a country. Therefore, thi s level of education is expected to develop human resource 

wh ich is capable of contributing to the nati on 's deve lopment. 

General secondary school education, which is the fi rst cycle o f secondary ed ucation in 

the Ethiopi an educati on system, serves as a bridge for vocational trai ni ng and higher 
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educat ion (MOE, 1994). Since attending higher education is believed to have greater 

contribution to the nati onal econom y and individuals' success in life (Bishop , 1996; Card & 

Crueger, 1996; Flyer & Rosen, 1996), government agencies, educators and psycholog ists 

promote higher academic perfonnance. 

However, not all genera l secondary school students attend higher educat ion. Among 

those who took the Ethiopian General Secondary Education Certificate Examination 

(EGSECE), although the cut-off point varies fi'om year to year, those who achieved higher 

scores joined preparatory education . Preparatory education is a stage one must pass to 

continue higher education. Low performing students, although they may have preference to 

attend preparato ry and higher education, are unlikely to attend . Thus, low perfo l'lnance in the 

EGSECE w ill adversely affect the future life ofa student. 

Low academic performance might be attributed to differences in the level of student 

engagement in academic activities. The problem of disengagement is severing for older 

students than the yo unger ones. With thi s regard, Wendmagegnehu (2006) reported that the 

level of students' engagement tends to decrease as students grade level increases. In a similar 

ve in , Kl em and Connell (2004) stated that students become increas ingly d isengaged as they 

progress from e lementary to secondary schools . 

Students' academic engagement might be promoted tlU'ough teacher support. Because 

teachers have responsibi lity to the education of their students and there by to the development 

of their country. Related with this, Stigler (1992, ci ted in Elliott, Hufton , Willi s & lilushin , 

2005) stated that in the Am erican cu lture once the chi ld starts to school , it is often assumed 

that responsibili ty for lea rning has largely been passed on to teachers (i.e., from parents). The 

case could be wo rse to Ethiopia as man y parents are not educated; they are not in a pos ition to 

provide suffi cient academic support (e.g., when their chi ldren fail to understand a learning 
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materia l). Thus, the responsibility of Ethiopian teachers is by far higher than thei r western 

counterparts . 

Teachers can support students ' engagement through the provIsion of auto nomy, 

structure, and through invo lvement! relati onal support. These teacher contexts are beli eved to 

influence the lea rners' engagement. In connection with this, Klem & Connell (2004) stated 

that teacher support has a positive impact on students' engagement and perfonmJllce. [t 

should be, however, noted that teachers' efforts can have meaningful effect if they can 

in fluence students' self- system processes, that is, students ' perceived autonomy, perceived 

competence, and perceived relatedness (Connel l, 1990). 

The se lf system is the system that decides whether or not to engage in the learning 

activiti es (T il eston , 2004). lfthe academic task is perceived to be important, if the probability 

o f success is beli eved to be high, and if a positive affect is associated with the lea rning task 

students will be moti vated to engage in the task (Connell , 1990; Tileston, 2004; Tucker et aI. , 

2002). In contrast, if students perceive a circumstance to be unimportant or imposs ib le to 

contro l they are di scouraged to engage in the task (Mithaug, M ithaug, Agran , Marti ne & 

Wehmeyer, 2003). They stated how the students' self- systems influence academic 

engagement and learning as fo llows: " Because every circumstance is filtered through these 

personalized views of what constitutes an opportunity or an obstac le fo r ga in , students ' 

beli e fs w ill affect their engagement and learning."(p. 6). 

The di scuss ions presented above showed that students' self-system processes are 

detrimenta l to academic engagement and in turn to academic perfOl1l1ance. The sel f-system 

processes themselves are influenced by teacher contex ts . Although , much resea rch has been 

conducted in Western countries exam ining facto rs that influence students self-sys tem 

processes in learn ing, not man y parall el studi es have been carri ed out in other co untri es 
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(d 'Aill y, 2003) . Thi s study, which is intended to be conducted in the Ethiopian contex t, will 

exa l11 ine factors that have been shown to be il11portant in western students learning. 

1.2 . Statement of the Problem 

Students' acadel11ic engagel11 ent and performance can be attributed to a nUl11ber of 

factors. These fac tors usually include parental socio-econol11ic status, student's sex, eth ni city, 

intelli gence and the li ke. Although these factors l11 ay affect students' acadel11i c engagel11 ent 

and perforl11 ance, students ' self-systel11 processes (i.e., perceived autonol11Y, perceived 

cOl11petence and perceived relatedness) are al110ng the 1110st important factors that have 

bearings on school engagement and perforl11ance. With this regard, Wong, Wies t and Cusick 

(2002) stated that students ' self-systel11 processes have an effect on young adolescents' 

1110tivation and achi evement. In a sil11ilar vei n, Tilestone (2004) argued that all learning 

begins in the self-systel11. 

There is li ttl e attention gIven to the il11pact of the self-system variab les to students' 

academic engagel11 ent and performance, and on how teacher contexts infiuence the self­

system processes in the Ethiopian context. As a result, the present investigator is initiated to 

conduct a research on the relationship among students' perceptions of teacher context, 

students' se lf-system processes, and students' engagement and perforl11 ance. Acco rdingly, the 

following research questions are forl11u lated: 

I. Is there a significant relationship between students' self-system variab les, that is. 

perceived au tonomy, perceived competence and perceived relatedness, and acadel11i c 

engagement? 
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2. Is there a significant relationship between teacher context variables (i.e., teacher 

auto nomy support, teacher structure & teacher in volvement) and students' se lf-system 

processes? 

3. Is there a signifi cant relationship between students' academ ic engagement and thei r 

academ ic performance? 

4. Do students' self-system processes mediate relationships between teacher context and 

academ ic engagement? 

5. Does acadel11ic engagement mediate the re lati onship between students' se lf~sys t e l11 

processes and academic performance? 

In order to ex al11 ine the relat ionship among the study variables, a self-systel11 process 

model was used. The 1110del is a causal model depicting relationships among teac her con text, 

st udents ' se lf-systems, academic engagement and academic performance. Figure I be low (see 

also Connell , 1990; Klel11 & Connell, 2004; Skilmer, Wellbom & Conne ll , 1990) depicts the 

proposed genera l self-system model and Figure 2 nex t page (adapted frol11 Connell , 1990) 

del110nst rates the theo retical causa l model proposed in thi s study. 

Figure I 
A Genera l Self-System Model of the Relations between Context, Self-System, Action , and 
Outcomes 

'---_CO_"_le_xl---lI-----+lI I Self-sVSlem I----~I 1L-_AC_I_iO_"---lI----+lI I OUlcome 

J 



Figure 2 
The hypothesized Causal Model of the Linkages between Teacher-Context, Students' Self­
System, Action and Outcome 

Teacher context ---+~ Sell-svstem ------.~ Action ------.~ Outcome 

Teacher Perceived 
Autonomy Autonomy 
Support 

Teacher Perceived Academic Academic 
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Structure Competence Engagement Performance 

Teacher Perceived 
Involvement Rela tedness 

1.3. Significance of the Study 

As pointed out in section 1.2, researchers investigating factors that affect studen t 

engagement and/or school performance have focused on numerous variab les that are related 

to students' background variables. As a result, studies conducted on the impact of students' 

se lf-system processes on students ' academic engagement and consequently on academic 

performance and how teacher context influences students' self- systems are limited. Thus, 

examining the relationship among teacher context, students' self-systems, and students' 

engagement and schoo l performance becomes essential. In view of the effo rt 10 promote 

students' academ ic engagement and performance, the fi ndings of this research have the 

following contributions: 

• Research fi ndings on the conelates of academic engagement and performance those 

focused on factors as socio economic status, etlmicity and gender are not easy, if 
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possib le, to change. This study, however, focused on students' percep tions of 

autonomy, competence and relatedness which wou ld provide an indication of areas 

that can be changed. With thi s regard, teachers can encourage students to fee l more 

autonomous, more connected to teachers, and develop competence that they can 

ac hieve success in school tasks with reasonable effort. 

The study would help teachers, counselors, principals, parents and concerned 

authoriti es to help sati sfy students' self- system needs and to encourage students' 

academic engagement and academic performance by helping students to see that the 

knowledge and skill s acquired in academ ic learning will open up opportun ities for 

future success in life. 

• The results of the study wou ld also be of paramount importance for the students 

themselves . Being aware of the impact of their own self- systems to academic 

engagement and academic performance, and consequently to their fut ure li fe, they can 

take the responsibi lity and devotion to their own learning. 

• 

• 

• 

The stud y wo uld be beneficial to curri c.ululll developers, textbook writers, teachers 

and school admini strators to relate the teaching leal11ing process to st udents' se lf· 

system processes. 

The stud y wo uld be useful to Ethiopian Co ll eges and Universities wh ich are giving 

education and train ing for general secondary school teachers. 

Fina ll y, the study indicated future directions for those professionals and practi tioners 

who are interested in the area. 
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1.4. Definition of Important Terms 

• Teacher Context- refers to teacher autonomy support, teacher invo lve men t, and 

teacher structure. The term can be in terchangeably used as teacher suppon . 

• Autonomy Support- is defined as the degree to which a teacher encourages student' s 

independent thinking, acknowledges the students feelin gs and provides the student 

pertinent in fo rmation and opportunities for choice. 

• Teacher Structure- refers to establi shing and enforcing clear rul es and consistent 

consequences to student 's actions and the provision of competence. 

• Teacher Involvement- refers to teachers' provision of suffici ent amount of feedback 

and showing interest in and concern for students' well-being. 

• Students Self-System Processes- re fers to students' perceived autonom y, perceived 

competence and perceived relatedness. 

• Perceived Autonomy- refers to the belief of students that they are perforllling school 

act iviti es out of choice and psycho logical freedom, and taking responsibility fo r their 

learn ing. 

• Perceived Competence- refers to the beli e f that students have in their abi li ty to learn 

subj ects that are offered in the school. 

• Perceived Relatedness- refers to students feelings of acceptance, importance, and 

connectedness to their teachers. 

• Academ ic Engagement- refers to on-task behaviors that signa l a serious of 

psychological and physica l investment in c lasswork, homewo rk, and other assigned 

works. The term can also be interchangeably used as school engagement , student 

engagement or simply as engagement. 
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• Academic Performance- refers to students' success in schoo l as measured by 

percentage of marks. The 2008/9 first semester average mark of students was taken as 

an index of academic perfOllllance. The term can be interchangeabl y used as academic 

ach ievement, or school performance. 

1.5. Delimitation of the Study 

The study was del imited in scope in terms of area, population and samples, and stud y 

va riables. Thi s was to make the study manageable. The study area was restri cted to Oebre 

Berhan town genera l secondary schools. The town was chosen because it has been the 

researcher's place of work and thus, enab les him to invo lve in future interventi on programs. 

With regard to the stud y variables, it was restri cted to teacher context, students ' se ll~ sys tem 

processes, academ ic engagement and performance. 

1.6. Limitation of the Study 

The findings from the present study should be interpreted w ithin the contex t of its 

limitations. This study was based on a self-sys tem process model. Although it can be 

cons idered a strength that the study constructs, measures, and hypotheses were deri ved from a 

c lear theo retica l self-system model, this a lso creates limitations in that the model is onl y one 

of many plausible alternative models that could be postulated to examine the relationships 

among teacher context, student self-systems, academic engagement and academic 

perfo rmance. For example, the self-system process may have a direct innuence on academ ic 

performance. Other constructs not measured here may also be cri tica l for the deve lopment of 

the se lf-system processes, and academic engagement and academic performance. 
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A second limitation is that although the study employed a structural equation 

modeling, it is nevertheless inappropriate to make strong causal inferences; because a non 

recursive relationship may exist between the variab les. 

Third , the data used in this study were prim aril y (with the excepti on of academic 

performance data) based on self-reports that may have been subject to a reporting bias. It 

should be noted, however, that self-report measures are the most important means to get at 

students views of their internal states. 

Finall y, one of the limitations of this study was the sample. It was rest ricted to general 

secondary schools of Debre Berhan town. Although representative at the two schoo ls in the 

town, the generali zability of the results to other contexts needs caution. 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

[n the fo rthcoming sections of thi s chapter, rev iews are made based on the claim that 

learni ng is in the learners' self- system. This is ex plained by showing a causa l connection 

between teacher context, students' self-system processes, engagement in learn ing activ ities 

and academi c performance. These factors are claimed to function as follows. Teacher 

contexts in n uence students' self-system processes, the self-systems affect student 

engagement, and engagement determines perfo rmance. The review explains why building 

students' se lf-system processes max imize student engagement, and why engagement 

imp roves academ ic per fo rmance. 

2.1. The Concept ofthe Self-System 

The se l f encompasses our conscious thoughts of our uniqueness from others and our 

si milarities to them (A lbery et aI. , 2007). It is our cogniti ve representation of who we are. The 

self is actively constructed by the individual. With th is regard, Mead (c ited in Cicchtti & 

Beeghly, [990) argued that the self-system structures of personality are fo rmed due to ollr 

interact ion with the wo rld. The type of interacti on an individual makes with the society, 

beginnin g from the educati ve experi ence of the mother, makes the evolution and development 

of the se lf-sys tem inev itable. Congruent with this, Cicchetti and Beeghl y (1 990) stated that 

the se lf-system develops through our interaction with the society (e.g., parents, teachers, 

peers). And the development of the self-system is a life long process (Hirschhot-n & Barnett, 

1993) . 

J 
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The se l f-system processes have motivational signifi cance (Connell , 1990). Connell 

indicated that , indi viduals ' appraisals of the self, their social surround, and what they actuall y 

do with partic ular enterprises (e.g., school) a llow for supposed linkages to be spec ifi ed. 

Related with Connell 's argument, Hirschhol11 and Barnett (1993) stated that the sel f-system 

acti viti es direct a person's effort towards satisfying primary needs fo r security. They further 

stated that in the case of active security operations, the self-system derives personal moti ves 

for be longing in the direction of structure and order, in which the outcome of behavior is 

cons istent and predictable. 

So far, the origin and development of the sel f-system is presented. This is because 

examining the origin and the ways in which it develops has tremendous im p0l1ance in 

understanding how it influences individua l' s interpersona l relations. [f we understand how the 

se lf- system beg ins and develops , then we wi ll be ab le to fo llow the idea connected with its 

fu nctio n. 

2.1.1 . Perceived Autonomy 

2.1.1.1. The Concept of Autonomy 

The se lf-system processes associated with autonomy involve the indi vidual 's 

intrapersonal experi ence of volition and choice (Vansteenkiste, Zhou, Lens & Soenens, 

2005) . Vo lit ion re flects the individuals perception of hi gh psychological freedom during an 

acti vit y and perceived choice over one's actions, and represent an ind ividuals fl exibili ty in 

making deci s ions on what to do, how to do it, and whether to do it (Reeve & .lang, 2006). 

Accordi ng to Reeve and Jang the opposite of vo li tion and choice are fee li ng pressured and 

ri g id assi gnment respectively. Students' level of auto nomy in learn ing can be measured from 

their mot ivat ional orientati ons, those behaviors emanated from a more intri nsic type of 
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moti va tion representi ng a higher level of autonomy (Connell , 1990; d' Aill y, 2003; Deci & 

Ryan, 2000). On the other hand, behaviors which in vo lve controls and directives concerning 

how students should behave rep resent a lower level of autonomy (Deci & Ryan, 2000). 

When people are intrinsically motivated, they engage in an act ivity for its own sake 

rather than for obta ining an outcome that is separable from the activity itself (Vansteek iste et 

aI. , 2005). These are activities that individuals perform when they feel free to follow thei r 

inner in terests (Deci & Ryan, 2000). In contrast, when people are ex trinsica ll y motivated 

they respond to socia ll y prescribed norms and va lues often promoted by external 

contingencies (d'Ailly, 2003; Niemiec et aI. , 2006). Extrinsica ll y mot ivated individuals 

behave to attain some ex ternal reward to avoid some threat, to gain some recogniti on by or to 

con form to some ex tant va lue (Deci & Rya n, 2000; Vansteekiste et aI. , 2005). These 

ex trinsicall y moti vated behav iors differ in their degrees of relative autonomy depending on 

the extent to which initially ex ternally regulated reasons for acting have been graduall y 

interna li zed (Deci & Ryan, 2000). It is tlu·ough this process of internali zation that initia lly 

ex ternall y motivated behaviors become increas ingly internali zed (Deci & Ryan, 2000; Dec i, 

Ryan & Williams, 1996; Ryan & Deci, 2000). When the intel1lali zation process functions 

more fu ll y and effect ively, people will identi fy with the importance of social regulations, 

ass imil ate them in to their integrated sense of se lf and become increasingly autonomous or 

se lf-determined (d 'A illy, 2003; Deci & Ryan, 2000). 

However, when the internalization process is foresta lled, the resulting part ia l 

internal izat ion will lead to an intellnediary level of self-regulati on, that is, regul ati ons and 

va lues may rema in either external or be only parti all y in tel1lali zed (Deci & Ryan, 2000; Deci, 

et aI. , 1996). 
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Along s ide intri nsic motivation li e three forms of extrinsic motivation , fall along a 

continuum anchored by controll ed and autonomous regulation (Connell, 1990). These four 

types of regul atory process are presented in Figure 2 below. At the bottom of the fi gure is 

externa l regul at ion characteri zed by engagement in an activity overtly control led by external 

contingencies. It represents the most controlled form of regulatory styles. Adjacent to 

ex ternal regulation on the continuum of relati ve autonomy li e the construct of introjected 

regulation . Th is regul atory style refers to engagement in an activity out of a sense of self-

imposed pressure. At the top of the fi gu re is intrinsic regu lation, which is characteri zed by 

engaging in an activity for its own sake in the absence of external contingencies. Intrinsic 

regulation represents the most autonomous regulatory style. Adjacent to intrinsic motivat ion 

on the continuum is identi fied regulation, which renects motivation to engage in behaviors 

for the atta in ment of va lued goa ls and outcomes. 

Figure 2 
Moti vational Ori entations Ranging from External (Most Controlled) to Interna l (Most 
Autonomous) Regulation 

Self­
Regulation 

Intrinsic Regulation 

Identified Regulation 

lntrojected Regulation 

Extel11al Regu lation 

Adapted from Connell, 1990 
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• External Regulation 

Extern ally regul ated behav iors represent the least autonomous type o f ex trins ica ll y 

moti vated behav iors (Ryan & Deci , 2000). These behaviors are contro ll ed by specific 

ex terna l contingenc ies (Deci et a I. , 1996; E lliot & Dweck, 2005). Students who are extemall y 

regulated would engage in a behavior wi th the intent to attain a desired reward or to avo id 

threatened puni shment. For example, a student who did hi s homework because he wou ld get 

in trouble if he does not do hi s homework is externally regulated. Accord ing to Ryan, 

Conne ll and Dec i ( 1985), those students whose performance and school behavior is 

ex trinsicall y regulated often report less intrinsic motivation , interest, or liking of school 

acti viti es. T hey reported a negati ve association between ex trinsic regulation and achi evement 

as measured by both standardized tests and teac hers rating of ach ievement. 

• Introjected Regulation 

Introj ected regulation represents the second lowest level of autonomy (Connell , 1990; 

Ryan & Dec i. 2000). When people take in an external regulation but not full y accepting it as 

their own, the regul ation is said to be introjected. Such behaviors are controll ed by internal 

cont ingencies (sanctions) that people administer to themselves (Ryan & Deci, 2000; 

Vansteenkiste et aI. , 2005). Thi s type of behav ioral regulation resides with in the person in the 

sense that it no longe r requires overtly external contingencies. However, it is characterized 

by se lf-ad mini stered pressures such as to avo id gui lt or shame or to attain ego enhancement 

such as pride or self-wo rth (Ryan & Deci, 2000; Va nsteenkiste et aI. , 2005). People whose 

behaviors are regulated by internal contingencies simply behave because they feel they 

should (Dec i et aI., 1996). A student who tries to prove his/her se lfworth or to avoid negative 

se lf feel ings, such as gu ilt or shame tlu'ough ach ievement is an example of introj ected 
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regula ti on (d 'A illy, 2003). Those students who are at thi s regulatory level perceive school 

success as va lidat ion for a self- concept that being a capable or intelligent indi vidual. These 

students feel good about themselves when they live up to internal standards, but experi ence 

anxiety and guilt with failure . 

• Identified Regulation 

Identi fl ed regul ation which is considered as an internali zed type of extrinsic 

motivation occurs when a behavior is recognized as personally valuable. With thi s regard , 

Deci and Ryan (2000) stated as "by identifying with a behavior's value, people have more 

fu ll y internalized its regulation; they have more fully accepted it as their own." (p. 236). 

Identi fl ed regulation involves a conscious va lu ing of a behavioral goal or regul ation and the 

behavio r is accepted or owned as personall y important. 

At thi s level of self-regulation, students wi ll be motivated if they believe that 

academ ic performa nce is linked to the future, such as college success or a good job. For 

exampl e, a secondary school student who will ingly studi ed the school subj ects because doing 

well on the examinat ion was important for his/her becoming a college student had identified 

regulatory style. In such circumstances the activity would be exercised more vol itionall y and 

the behavio r wou ld become more a part of the ind ividual' s identity (Deci & Ryan, 2000). 

Those behav iors regulated based on identification, because the self has endorsed them, are 

expected to be better maintained and to be assoc iated with hi gher commitm ent and 

performance. 

J 
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2.1.1.2. Rational for Learner Autonomy 

When students are given choices, when their needs and interests are considered, when 

they are invo lved in making decision in the classroom they will take an increased level of 

responsib il ity for thei r own learning. With thi s regard , Marino (2006) ind icated that when 

students are perceived as stakeholders, they acti ve ly engage in creati ve acti viti es, and in 

connecting prev ious knowledge to present learning. In a similar vein, Little and Dam (1998) 

stated lhat thc development of autonomy empowers the individual learner's creati vity and 

understandi ng. 

Students' perceived autonomy has a tremendous impact on the students' academic 

performance and well -being. Congruent with this, Ryan et al. (1985) captured that the 

development of leamers' autonomy has implications for academic ach ievement as we ll as the 

gro wth and deve lopment of personality. Furthermore, learner autonomy is an educational 

goal (Cuypers, 2004; Jing, 2006), in the sense that the learner's thoughts and actions in 

important areas of his/her own li fe are to be explained by reference to hi s/her own choices 

and intenti ons. According to Siegel (1988) as cited in Cuypers (2004), criti cal thinking and 

autonomy consti tute the same educational idea l. Hence, if we accept critical thinking as a 

fundam ental ed ucational aim, we explicitly acknowledge the desirability of leamer autonomy. 

Siegel also stated that the criti cal thinker must be autonomous that is the individual is free to 

act and judge independently on the basis of his/her own reasoned appraisal of the issue at 

hand. 

When we come to general secondary school students, the importance of learner 

autonomy becomes more apparent. Students at this level are in a time of ado lescence. And 

adolescence is a time of eva luation, decision maki ng, commi tment and fi nding out a place in 

the society (Sant rock, 2006). Adolescents, according to Santrock, increas ingl y seek more 
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autonomy and responsibility. Moreover, secondary school students come with the knowledge, 

altit ude, and skil ls developed through thei r experience in the primary school and the ir 

in terac ti on with the society at large. Having these knowledge and experiences, they can 

contri bute a lot in making deci sions during planning a lesson, monitoring and eva luating their 

learning. 

In sum, the development of learner autonomy empowers the learner's creati vity, and 

cri ti cal thinking; increases responsibility for their leaming, improves academic perfo rmance 

and wel l-bei ng. 

2.1.1.3. Relationships between Perceived Autonomy and 

Academic Engagement and Performance 

Several studies have related autonomous motivation to educat iona ll y relevant 

outcomes, including students' academic engagement and performance. The studi es have 

been guided by the hypothesis that autonomous self-regu lation (i.e., intrinsic motivation and 

identifi ed regulation) would be associated with more positive outcomes than would control led 

(i.e., extern al and introjected) regulation. The more intrinsic the self-regulation is, the more 

autonomous the individual would be (Connell , 1990; Deci & Ryan, 2000; Ryan & Deci , 

2000) and the better the educational outcome (Miserandino 1996; Reeve & lang, 2006). 

Intrin sica ll y motivated individuals feel that they are doing a task because they have 

chosen to do so vo luntarily and because they acti vely represent a challenge to thei r ex isting 

competencies and require them to use their creative capabilities. This type of motivation is 

regarded to be highly se lf-determined because of the fact that the reason for perform ing the 

activ ity is linked to the individuals' positive feelings (Connell , 1990; Deci & Ryan. 2000; 

Ryan & Deci, 2000) . Self-determination requires that people use thei r strengths and 
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limitations, be cogn izant of forces acting on them, make choices, and determine ways to 

satisfy needs. 

On the other hand, extrinsicall y moti vated behaviors are associated with pressu re, 

tension , and decrease in enjoyments and facilitate contro lling intentional behavior. 

Extrinsicall y moti vated or contro lling intentional behaviors are those that are performed in 

order to arri ve at some instrumental end, such that the source of regulation is ex ternal to the 

act ivity. These activities are usually done to get a reward or praise from others. 

Students who perceive that they are experiencing greater autonomy in their learning 

ex peri ence more in volvement, persistence, participation and curiosity in school acti vities than 

did students who perceive themselves as less autonomous (more controlled). With this 

regard , Mi serandino (1996) conducted a study on above average students and found that those 

students who perceived that they engaged in school acti viti es for internal reasons reported 

more in vo lvement and persistence; but those students who perceived themsel ves as more 

con trolled (externa ll y motivated) indicated feelings of more anxious, angry, and bored while 

engaged in schoo l acti viti es . Her study also showed that perceived autonomous children 

received higher grades than did externally motivated children. Tn a similar vein , Lepper, 

Corpus and Jyengar (2005) found a positive relationship between intrinsic moti vation and 

academic perform ance both in class and on standardized tests and a negative relationship 

between both indices of performance and extrinsic motivation. 

Gronlnick and Ryan (1987) conducted an experimental study and confirmed that 

conceptual learning was faci litated during autonomous leaming condition. Those students in 

the controlling condition felt more pressured and less interested in learning. They suggested 

that the integration of learning requires acti ve process ing and organization that is more likely 

[0 occur under cond itions conducti ve to a perceived internal locus of causa lity. 
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Research by Reeve and lang (2006) fo und that students perceived autonol11Y was 

posit ive ly and sign ificantly correlated with acadel11 ic engagel11ent and perforl11ance. A study 

by Marchand and Skinner (2007) provided further evidence on the positive relation between 

perceived autono l11 Y and acadel11 ic outcol11es. They reported that perceived autono l11 Y had 

strong positi ve correlations with help seeking, and help-seeking was closely related to 

students' acadel11i c engagel11ent. Students who initiall y showed higher levels of help-seeking 

becol11e 111 0re engaged as the year progressed. 

Although nUl11erous research findings have reported that autonol11ous 1110tivat ion was 

associated with increased level of acadel11i c engagel11ent and perfo rl11 ance than controlled 

learn ing condition, a study by d' Ailly (2003) on school children in Taiwan reported that 

although autono l11 Y has a positive impact on how the Chinese children see thel11selves 

(capacity belief) and how they attribute the success and fa ilure (strategy beli ef) in thei r 

acadel11i c life, it does not have a direct in fluence on how hard a child works in school. He 

also fou nd that holding perceived control and effort constant, those students who ha ve high 

scores on the relati ve autono l11 Y scale tend to do less well in school. This is because, as 

suggested by d' Aill y, students with a higher sense of autonomy stud y mai nly fo r fu n and 

interest and do not yield much to external pressures and consequentl y are more likely to 

decide not to stud y when they can not find fun and interest in their learning. 

However, recent research by Vansteenkiste, Zhou, Lens and Soenens (2005) explored 

the relationsh ip between perceived autonomy and school outcomes of Shenyang, Northern 

China students fou nd results that are opposite to d' Aill y (2003). They reported that students' 

percei ved autonomy appeared to be fruitful fo r predicting Chinese students' optimal learning 

and well be ing as it has been in western populations. Accord ing to Vansteenkiste et al. 

(2005) , autonol11ous moti vation was associated with a more efficient organization of one 's 
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stud y time, better able to remain concentrated when stud ying, to fee l less anxious when faced 

with a test ing sit uation , and to obtain better test scores. In contrast, fee ling pressured and 

con trol led to study di srupts students' ab ility to concentrate wh ile stud ying, provokes a 

negative att itude towards school, and enhance feelings of stress. They also suggested that 

controll ed mot ivation is assoc iated with more passive and avo idant study behaviors. 

2.1.2. Perceived Competence and Academic Engagement and 

Performance 

The ada ptive consequences of the need for competence enab les the human organi sm 

better adapt to new challenges in changing contex ts (Deci & Ryan, 2000). Deci and Ryan 

argued that beginni ng with earl y motor manipulation of objects and exploration o f the 

environm ent, the competence tendency develops toward activiti es and practices that are 

relevan t to effecti ve soc ial interaction and phys ica l surviva l. 

In a schoo l contex t, competence invo lves the acquisition of knowledge and sk ill s 

re levant to adaptat ion within the school domain, which is strongly li nked with achievement 

outcomes (G ro lnick & Ryan, 1989). Achievement outcomes are indicated through students 

sco res on both standardi zed and classroom tests. 

Tn order for the student to experi ence a sense of competence within the academic 

domain three sets of be li efs are proposed to be central (Connell , 1990; Skinner, Wel lborn & 

Connel l, 1990). These three components of perceived competence are: 

A. Perceived Strategy- refers to students' beli efs about the extent to which certain 

potential causes are effective in producing outcomes. Students know ledge or 

be liefs about the facto rs necessary to succeed in school include effort , ab ility, 

J 
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powerful others, luck, and unknown factors (Pierson & Connell , 1992; Skinner et 

a I. , 1990). 

B. Perceived Capacity- these are students beliefs about whether they have the 

capac ity to execute the potential known causes (perce ived strategies) (Pierson and 

Conne ll , 1992; Skinner et aI., 1990). It involves ones own beli efs such as "can I 

exert e ffort? Am [ smart? Liked by powerful others? Lucky?; and 

C. PC/"ceived Control- this refers to students' beliefs that they can control academic 

outcomes (Pierson & Connell, 1992). It refl ects the extent to which the perceived 

causes for success or failure are amenable to the students' control. For example 

abi lit y can be seen as uncontrollable where as effort expenditure on particu lar 

tasks can be controll ed - can be increased or decreased (Weiner, 2005). 

The cOl11b ination of these three sets of beliefs about particular situations can have an 

important impac t upon students' perceived competence in those situations (P ierson & 

Connell, 1992). Students' academic engagement and perf01111anCe in schoo l are enhanced by 

an optima l combination of appraisa ls of perce ived strategy, percei ved capacity and perceived 

contro l over acadel11ic tasks (Pierson & Connell, 1992). 

Perceived competence, which consists of the students' beliefs about ability, effo rt, 

powerful others, luck or unknown factors that causes success or failure in school innuences 

ones level of engagement and performance. Students who believe they have the capacity to 

lea1l1 a material are more likely to exert effort, persist on task and wi ll succeed. In connection 

with thi s, Burden (2003) stated that students who feel they can succeed on the required 

learning tasks often stay on task and actually succeed. Burden also indicated that students 

who feel capable are less likely to get off-task and misbehave. 

J 
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Em pi rical fi ndings by Roeser, M idegley and Urdan (1 996) showed that students who 

fe lt more academical ly competent achieved higher grades. They fUli her revealed that those 

students who perceive themselves as more academicall y efficac ious perfo rmed better even 

after the in fl uence o f pri or achievement is controll ed. Invari ably, a stud y by Amare (200 1) on 

secondary school students found that those who perceive themselves as more academica ll y 

competent received hi gher test scores. 

Students who perceive that they lack the ability required to carry out learning tasks are 

less motiva ted and consequentl y achieve less . W ith thi s regard , Elliott et al. (2005) stated 

"students are likely to demonstrate limited moti vation in circumstances where they lack 

con fi dence in thei r ability to succeed." (p. 80). Invari abl y, Yalew (2003) stated that those 

students who have low perceptions of their abili ty may block their effort expend itu re on 

educational tasks which makes higher academic performance less likely. 

One of the most pervasive aspects that prevent individuals from reali zing their fu ll 

potenti al is lack of confidence in their abili ty to learn. With thi s regard, Ya lew (2003) 

suggested that for e ffec tive utilization of one's endowed potenti als, one should fee l 

competent and strive harder. One's perception of low ability leads to di sengagement in 

academi c tasks which consequently undermine academic success (Wentzel, 1989). In a 

sim il ar vein , Skinner et al. (1 990) revealed that students who beli eve that they are not smart 

(ha ve low abilit y) o ften show di sengagement in academic acti vities. 

Low percepti on of one 's ability has al so other undesirable outcomes. For example, 

Yalew (2003) indicated that those students who fee l incompetent to carry out their academic 

activiti es become mo re anxious compared with those who believe they are competent. In a 

similar ve in , Mi serand ino (l996) stated as: " Those students who perce ive their abi lity with 

uncertainty reported feeli ng of anxious, angry, and bored in school and reported avoiding, and 
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fakin g school work. " (p.208).These feelings and behaviors influence negatively students' 

engagement in school activities and consequently impair their academic performance. 

Harri s, Bolander, Lebrum, Docq and Bouvy (2004) proposed that the students' be li ef 

whether th ey can control the perceived causes for success or fa ilu re is one of the im portant 

factors innuenc ing motivatio n and thus engagement with learn ing. Tn connection with this, 

Perry and Magnusson (1989) stated that if students attribute fai lure to be a result of lack of 

ab ili ty (which is be lieved to be internal and stab le) , it wi ll enhance personal responsibility for 

failu re, but it co uld limit the responsibility of working hard to improve future performance. 

Invariabl y, Elliott et al. (2005) indicated that if a student believes failure to be the result of 

lack of ab ility, the learner may feel that there is little he/she can do about his/her ab il ity 

(which is relatively stabl e). 

On the other hand , a study conducted by Tamirie (1997) suggested that if a student 

at tr ibu ted his failure to lack of effort (which is controllab le) ; he is more likely to improve his 

future performance. Similarly, Pintrich (2003) stated that students who believe they have 

more persona l control over their own learning and behavior are more likely to do well in 

schoo l than those who do not feel in control of their learn ing and behavior. Furthermore, 

Perry and Magnusson (1989) and Elliott et al. (2005) indicated that those students who 

beli eve their failu re is due to lack ofeffol1 (over wh ich they have high degree of control ) may 

enhance personal responsibility for their failure and increase stri ving for success. 

Furthermore, students feel secure if they believe that, when necessary, perfornlance can be 

improved by s impl y increasing effort (Perry & Magnusson, 1989). 

In contrast, students who believe their fa ilure is resulted frol11 factors whi ch are 

externa l and stable are less motivated to engage in school tasks and to improve their 

performance. With thi s regard , Perry and Magnusson (1989) indicated that those students 
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who attributed thei r failure to test difficulty resulted in reduced personal responsib ility and 

offer less opportunity of changing failure to success. Students who believe their failure is due 

to the teachers' task selection (e.g., difficulty of the test) or the whimsical nature of 

supernatura l forces (both of which are out of their control) lead to the belief that there IS 

nothing they can do and thus experience failure (McCormick & Press ley, 1997). 

Ex ist ing literature suggested that students' appraisals of their competence should 

represent fairl y accurate perceptions of their capabilities. Overly optimistic or pessimistic 

perception of ones competence has dangers (Perry & Magnusson, 1989; Pintrich, 2003; 

Yalew, 2003). Those students who are consistently overestimating their capabilities may not 

be motivated to change their behavior in the face of feedback that provides them with 

information about their weaknesses (Pintrich, 2003). In a similar vein, Yalew (2003) stated 

that students overestimating their competence to undertake learning activities and perceiving 

others as less competent may not encourage to exert their effort which may consequently lead 

to rai lure. 

On the contrary, one's perception of having inferior ability may al so lead to 

disengagement in academic activities and resu lt in low performance (e.g., Wentzel, 1989; 

Yalew, 2003). Such distorted perception of one's ability poses a seri es problem for future 

success. 

In sum, research on the role of perceived competence to academic engagement and 

performance has indicated that students who believe that they are able and that they can 

control their future performance are much more likely to be motivated in terms of effo rt, 

persistence, and behavior than students who believe they are less able or their success is 

determined by factol's beyond their control (e.g., task difficulty, luck). Resea rch has also 

, 
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indicated that these students who are confident in thei r ability and who beli eve their success 

is determined by thei r effort will engage in learning activities and consequently will succeed . 

2.1.3. Perceived Relatedness and Academic Engagement and 

Performance 

Connell ( 1990) has de fined perceived relatedness as " the apprai sa l security of one's 

re lationship with s ign ifi cant others in the social surro unding and the experience of oneself as 

worth y and capab le of affection and positi ve regard". (p. 65). Teachers are among those 

sign ifi cant peop le who are responsible in providing care, affection, and positive regard to the 

student is the teacher. Thus, the review made under thi s section is focused on the studen t's 

relationship with hi s/her teacher who is presumed to influence student' s moti vation to learn 

by prov iding a sense of relatedness. 

Students' perception of their relatedness to school has an important influence on the ir 

learning. These social relationships focus on the value of establi shing quality personal 

relationship for student learning (Daniels & Perry, 2003; Hughes & Kwok, 2007), mainly 

student-teacher relationship (Daniels & Perry, 2003; Marchand & Skinner, 2007). 

The educationa l psycho logy literature indicates that students need to fee l that the ir 

teachers ca re abou t them and supp0l1 them as individuals having unique strengths and 

preferences as we ll as who need to be loved and respected by their teachers. For example, 

Kl em and Connell (2004) stated that students need to fee l that their teachers know and care 

about them. In a si mi lar vein, Daniels and Perry (2003) indicated that school chi ldren have 

strong des ires fOI' teacher cared and support them as individuals and in their learn ing. Pos itive 

relationshi ps fac ilitate feelings of importance, and consequently increase a sense of 

competence ancl effecti veness (Langhoult, 2004). This is because students who felt 
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appreciated by teachers are more likely to fee l happy and comfortable In class room and 

involve in academ ic activities (Furrer & Skinner, 2003). 

Students ' sense of relatedness to teachers provides a supportive framework from 

whi ch they can ex plore the enviromnent and master the challenges within that environ ment. 

With thi s regard, Jacobson, Edelstein and Hofmann (1994) reported that chi Idren with secure 

representati on of attachment positively affected their readiness to explore the wo rl d. 

Invari ab ly, Furrer and Skinner (2003) stated that children with secure relationships, who 

l1laintain sensitive and responsive interactions with adults, function we ll in a vari ety of life 

dOl1la ins including school performance. There is also evidence that attachment relationships 

during adolescence continue to serve a similar purpose, providing a secure base frol1l wh ich 

the adolescent can exp lore his/her surrounding. For example, Jacobson et al. (1994) ind icated 

that a secure base of relatedness in middle childhood and adolescence favored their cogni ti ve 

functi on ing, and to explore the environment. These secure attachments and their 

correspond ing in ternal representations allow children the freedom to explore and engage 

construct ively in activ ities and interactions with their enviromllent (Furrer & Skinner, 2003). 

Sel f-de term inat ion theory emphasizes perceived relatedness as an important facto r in 

main tai ning behavior that is not intrinsically motivated (Deci & Ryan, 2000; Elliott et aI. , 

2005) . Accord ing to Deci and Ryan, relatedness, when compared with autonomy and 

competence, is less central to intrinsic motivation. They stated that peop le often engage in 

intrins ica ll y 11l0tivated behaviors in isolation, suggesting that relational support l1l ay not be 

necessary as prox imal factors in maintaining intrinsic motivation. Instead, a secure relati onal 

base appears to provide a needed backdrop fo r intrinsic motivation, a sense of security that 

l1l akes the growth of their innate potential more likely. 
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Students' need for relatedness has an important influence on their motivation in 

school activities, wh ich consequently affect their academic performance (Steinfeld , 2002). 

Students who fee l cared and liked by their teachers in turn like their teachers, and often strive 

to meet the teachers' standards. In connection w ith thi s, Babcock (2003) stated that we all 

tend to make greater efforts for people we like. Adolescents' percei ved secure relatedness 

a ll ow them to achieve a sense of academic competence as well as actual school achievement 

by providing them with a secure emotional foundation (Wong et aI., 2002). 

Furrer and Skinner (2003) stated that the qual ity of teacher-student relat ionships, 

whi ch include students' feelings of belonging, acceptance, and interpersonal support have 

been li nked to their self-efficacy, success expectations, positi ve affect, engagement and 

schoo l marks. They found that students ' sense of relatedness positively pred icted the ir 

c lass room engagement. 

Several studies have also shown that students who perceive that thei r teachers ca re fo r 

the ir learning and we ll -being are more engaged and perform better in tasks. For example, 

Hughes and Kwok (2007) found that the quality of student-teacher relationship posi ti vely 

innuenced student engagement and consequently student's academic achievement. Resea rch 

by Roeser et al. ( 1996) also revealed that students who have more positive teacher-student 

relationships experienced more positive affect when in school. Roeser and co ll eagues furth er 

ind icated that those students who experienced a feeling of belonging in school also fel t more 

academ ica ll y competent. 

In cont rast, students who perceive the relationship they share with thei r teachers to be 

negative, that is, if they felt their teachers dislike them, did not want to know what they prefer 

to lea rn and the like, they exert less effort to their learning. Wi th this regard, Dani els and 

Perry (2003) stated that, if students do not trust that their teachers know them enough to 
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provide appropriate care and support, they begi n to disengage from learning act iviti es. In a 

simi lar vein, Larose, .larabulsy and Cyrenne (2005) found that students who perceived lower 

leve ls of relatedness with thei r teachers presented lower academ ic and emotional adjustment 

and lower academic performance. Furthermore, students who felt unimportant or ignored by 

teachers experi enced more boredom, unhappiness and anger while learning (Furrer & 

Sk inner, 2003). 

2.2 . Student Engagement and Academic Performance 

Students' academic engagement involves such behaviors as do ing classwork, 

homework, and other assigned works. It is conceptualized as the attention, interest, 

investment and effort students expend for academic activities (Marks, 2000 cited in 

Wondmagegnehu, 2006). According to Marks , engaged students perform academic activities 

inside and outside the classroom which consequently lead to success. In contrast, 

disengagement is ev ident when students are bored or make little effort. These disengaged 

students may dayd ream or even sleep in class, make a noise or show other undes irable 

behav iors. 

Extensive evidence suggested that academic engagement is a critical element in 

students' academ ic performance. Research findings indicate that higher leve l of student 

engagement is linked with improved academic performance. For example, Elliot, McG regor 

and Gable (1999) reported that persistence and effort were signi ficant predictors of exam 

performance. In a similar vein, Akey (2006) conducted a survey study on three secondary 

schools and found that academic engagement had a significant positive influence on math 

ach ievement. Resea rch by Adane and Dawit (2000) also revealed that doing homework (an 

aspect of academic engagement) had positive effect on secondary school students ' academic 
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ac hi evement. Furthermore, Buhs, Ladd and Herald (2006) found that c lassroom participation 

was a signi liGant pred ictor of achievement. Accord ing to Buhs et al. reductions in classroom 

participation precipi tate underachievement. 

St udents' engagement pos itively influences academic performance because engaged 

students beli eve that they can control their actions and the consequence. With th is regard, 

Mithaug, M ithaug, Agran, Maliine and Wehmeyer (2003) stated as: "Engaged students 

be lieve that they are causal agents in deal ing with their circumstances. They enjoy the 

chal lenge of lea rn ing, and they persist even when their pursuits present difficulties." (p. 6). 

M ithaug et al. further indicated that these students can regulate their acti ons to take advantage 

of their strengths and to compensate for their weaknesses. 

Accord ing to Connell ( 1990), Student engagement is not only a robust predictor of 

student ach ievement, but it is also the only variable that di rectly effects academic 

ac hievemen t. All the other vari ables (e.g., teacher behav iors, student self-system processes) 

act through engagement. These vari ables indirectly in Ouence academic performance by either 

enhancing or undermin ing student engagement in school activities. Even with the teachers ' 

best effo rts and students' high scores on their selF-systems, in the end it is the students' level 

of academic engagement that determines how much and how well they learn . 

2.3 . Teacher Context 

The pattern of socia l contingencies and relati onshi ps make up the basis of the selF­

system processes. Three specific social contexts are thought to be central to the develo pment 

of selF-system processes across the li fe span (Connell , 1990). These include auto nomy 

support, structure and invo lvement. Connell argued that the individual's experiences o f 

autonomy support , structure, and invo lvement (or lack of them) are the inter-subjecti ve 
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aliments for the emergence and di fferenti ation of the three self-system processes. These three 

cha racteristics of soc ia l relations are descriptions of the indi vidual s experi ences of 

info rmation embodied in verbal and non verbal interpersonal communication. These 

communi cat ions may occur either in a one-on-one bas is (e.g., teacher-student, student­

student) or in instituti onal setting such as the school (e.g., teacher-students, student-peers). 

This study foc used on the relations of teachers to students. Accordingly, the 

fort hcoming sections focused on the rol e of teacher context/support on students' self-systems. 

2.3_1. Teacher Autonomy Support 

We human beings are social creatures and as such we all depend on one another in 

different ways. Without the stimulus and comfort of social interaction; for example, without 

the nurturance of teachers to students leaming, the deve lopment of the learner is di sastrously 

impa ired (Chanock, 2004). There are countl ess things that students can not readily di scover 

fo r themselves. In such circumstances, it is responsible to depend up on others (e.g., teachers) 

who know more than the students do, so that students can learn how to operate in the new 

contex t (Chanock, 2004). 

C lassrooms are ph ysica l environments where teachers can provide support for 

students to bring about the intended learning outcomes. One of the provisions for students to 

bring abo ut the req uired change is teachers' autono my support. 

Teacher auto nom y support dea ls with the teachers' encouragement of students' 

in tentional behav ior and involves the respecting, va luing, and nurturing of their intrinsic 

motivation and se l f- determination (Legault, Green-Demers & Pell eti er 2006). Invariabl y, 

Reeve and .lang (2006) defined teachers autonomy support as an interpersona l behavior in 

which a teacher prov ides to involve and nurture a student's intentionall y 10ClIsed and 
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vo litiona l intentions to sati sfy a student's psychologica l needs (e.g., autonom y, competence, 

relatedness), in terests, preferences, and values. 

The centra l idea of teacher autonomy support, as indicated by Legault et a l. (2006) 

and Reeve and .l ang (2006) revo lves around the concept of intentionality and vo li tio n. The 

teacher in a positi on of authority is expected to exhibi t a suppolii ve behav ior to help students 

act inten ti ona ll y and vo litionally (Legault et aI. , 2006; Reeve & l ang, 2006). When teachers 

are autonomy support ive, students feel heard and understood, they experi ence freedom to 

behave in accorda nce w ith their interests and choices, and they have the informati on they 

need to make appropriate choices and decisions (Willi ams, Saizow, Ross & Deci, 1997). 

Teachers can support their students' autonomy in a vari ety of ways. Some of these 

may inc lude partic ipating students in the preparation of the lesson plan, al lowing students 

time to wo rk on a prob lem in their own way, giving a rational why adherence to a rule is 

important in the classroom or why a re latively uninteresting activity is important (Reeve & 

.l ang, 2006). A fact of li fe is that we all must engage in tasks we do not particularly care fo r or 

want to do. Sometimes we engage in tasks we do not enjoy do ing. Such acti vities are more 

apparent in academ ic tasks. Hence, teachers can encourage students to engage in such tasks 

by explai ning why they are necessary or important. 

It is also important for the teacher to encourage and assign acti vities such as 

homewo rk and other ass ignments that will help students to exp lore rea lms and means that 

could ultimate ly pique their interest in autonomous learn ing (Nowlan, 2008). Teachers can 

enhance student's sense of autonomy by optimizing his/her opportunity to take initi at ive, 

whil e both ask ing fo r and respecting a student's opinions and values (Legault et aI. , 2006). 
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At the seconda ry schoo l level more support for autonom y is needed to enable students 

to complete their schooling with the necessary knowledge and skill s needed to succeed in 

post secondary education and careers (Santrock, 2006). 

Teacher autonomy support, although emphasizes the benefits of giving students 

freedom, vo liti on and responsibility for their own learning, recognizes the importance of 

moderate st ructure and gu idance (Legaul t et aI. , 2006). Autonomy supporti ve teachers 

provide students with necessary information in so lving a problem in their own way (B lack & 

Deci , 2000). 

Autonomy supporti ve teachers can help students develop a sense of congruence 

between thei r c lassroom behavior and their motivational resources (Reeve & Jang, 2006). As 

a result, student's autonomy is enhanced because the student feel s free to act in accordance 

with his/her cho ices. [n contrast, teachers who exh ibi t a controlling behav ior pressure their 

students to behave in parti cu lar ways (Black & Deci , 2000; Williams et aI., [997) and put 

aside their motivational resources (Reeve & .Tang, 2006). In such situations students feel 

pressured and do what they are to ld than what they believe to be ri ght. 

Autonomy supportive teachers when compared with contro lling teachers promote 

pos iti ve student outcomes, such as students' autonomous motivati on, psychological well­

being and academic performance. With thi s regard , Chircove and Ryan (200 1) examined the 

effect of auto nomy support on se lf motivation and we ll being on Russ ian and the Un ited 

States high school students. They found that Russian adolescents perceived parents and 

teac hers as more controlling than the U.S. students; however, perceived autonomy support 

pred icted grea ter academic se lf-moti vation and we ll-being in both countries. In another cross­

cultural stud y conducted by Levesque, Zuehl ke, Stanek and R yan (2004) in four uni vers it ies 

of Germany and the United States (two uni versities each), it is found that greater positive 



34 

informationa l feedback and lower percei ved control were positi vely associated with greater 

perce ived autonomy and competence in both educational contexts. 

HaggeI', Chatzisaranti s, Cul verhouse and Biddle (2003) conducted a stud y in three 

high schools of the UK and found that perceived autonomy support pred icted the intern al 

perceived locus o f causality; that is intrinsic motivation and identified regul ation. 

However, a research by Wong, Wiest and Cusick (2002) on sixth and ni nth grade 

students has come up with mixed results. The ir findings revea led a positi ve effect o f teacher 

autonom y support on ninth graders' academicall y based outcomes which include students' 

preference for a chall engi ng task, and a negative assoc iation between perceived auto nomy 

support and six th graders read ing scores . They explained the negative relationshi p as 

resulting from the incongruence between the predi ctor and the criterion variables. 

In sum, research has indicated that autonomy supportive contexts play an important 

ro le in increas ing students intrinsic motivation and internalization, and in turn their learning. 

[n contrast, contro lling contex ts tend to undermine intrinsic motivat ion and forestall 

interna li zati on, and consequentl y impaired student learning. Teacher support for autonomy 

has also other desirable outcomes like promoting students' well-being, although thi s research 

has foc used on the im pacts of teachers autonomy support on students perceived auto nom y ( 

i.e. , intrinsic and identifi ed regulation) than on their impacts on well - being and other 

ou tcomes. 

2.3.2. Teacher Structure 

Classroom structure is essentially about people and how they carry out their rol es. 

Both teachers and students have a set of expectations about what a classroom looks li ke, and 

what kind o f acti vities should happen there. Specificall y, structure refers to clearly 
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com muni cated and optimal ly challenging expectations for and consequences of individual 

acti on, consistent administration of the consequences and the provision of competence 

(Connell , 1990). In a similar vein , Tucker et al. (2002) stated that structure is the provision of 

positi vely stated classroom rules with fa ir and consistent enforcement of those ru les. 

Students need a clear understanding of what teachers expect of them regarding their conduct, 

the consequences associated wi th not meeting those expectations should be consistent and 

predictable, and those expectations should also be fair (Klem & Connell , 2004; Tucker et aI., 

2002). 

Teachers are concerned with the type of interacti on in the classroom. This is because 

they know that there are many factors that go into building effective teacher-student and 

student-student re lationships (Schultz, 2002). According to Brainard (2002), skilful teachers 

typ ica ll y have two overall goals. These are to provide a producti ve cli mate for student 

learn ing and fo r academic achievement, and to foster student satisfaction in the classroom. 

He flll,ther indi cated that these two goals are critical aspects of a suitab le classroom 

atmosphere that no teacher can truly succeed without ach ieving them . 

Both teachers and students want to fee l safe and accepted when they are in the 

classroom (Schultz, 2002). These feel ings which are developed over a period of time as a 

resu lt of classroom interaction have to do with how comfortable each indi vidual feels in th e 

environment as appropriately organized and supportive of leaming (Peterson & Skiba, 2002). 

Teachers have tremendous responsibility in the classroom. They are expected to 

manage the procedural aspects such as indicating what will happen nex t, or when an acti vity 

will end (Pl ass, 1998). The teacher is also responsible for mai ntaining discipline, marking 

ass ignments and examinations, monitoring learning and the like. The teacher is ex pected to 

create a learni ng enviro nment that encourages positive social interaction, act ive engagement 



36 

in learning, and se lf-motivation (Burden, 2003). Whether students fee l secure and safe and 

whether they want to learn depends on the classroom structure (Schultz, 2002). 

Students are expected to behave in accordance with the classroom rul es, to show 

respect for the teacher as well as thei r peers (Cullingford , 2004, Plass, 1998), to do homework 

and ass ignment and the li ke (P lass, 1998). The way students behave is a response to the 

c lassroom structure and the demands of the classroom envirorull ent. 

The c lassroom acti vities planned by the teacher (with or without the part ic ipation of 

students) determ ine the kind of work students carry out in class. Knowing the expected 

learning outcomes and competencies helps clarify planning (Cull ingford, 2004). It is crucia l 

that lack of c lear ex pected learn ing outcomes (obj ecti ves) leads to the dangers of having goals 

so imprec ise tha t noth ing happens (Cullingofrd, 2004). 

A lea rn ing environment needs to have order for students to be successfu l. To this 

e ffect teachers should establish appropriate rul es, select the consequences, communicate the 

rul es to the students, and obtain a commitment from the students about the ru les (Burden, 

2003). These rul es provide gu idelines for appropriate behavior so that learning can occur. 

They should be directed to ensure the quality of teaching and learning, and not rely entirely 

on patterni ng behavior through a set of distinct steps of leaming (Burden, 2003; Culingofrd , 

2004) . 

Whe n there is order in the classroom, then individual student can become engaged in 

the learn ing activi ties. In case of lack of clear rules, students of high social status or 

subgroups of students will rul e li fe in the classroom (Storens et aI. , 2008). Thi s situation may 

cause rival ry and competi ti on among students. Such leal11 ing contexts wo uld lead to the 

deve lopment of negative fee lings such as concern, fear and frustration. These fee lings may 
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negati ve ly a ffect learning and behavior (Peterson and Skiba, 2002). When such situations 

occur, teachers need to respond in an effort to get the student back on track. 

A class room is not organi zed for it s own sake and just for the conveni ence of the 

teacher. It is because there is a common perception that well structured learning 

environments are prerequi sites for learning in schools (Stornes et aI., 2008). Classroom task 

structures innuence the thoughts and actions of students and help determine the degree of 

their cooperati on and invo lvement. With thi s regard , Cullingford (2004) stated that in 

success full y organ ized c lassrooms students are self-disciplined, feel confident , unafraid to ask 

questi ons and able to wo rk cooperatively. Culling ford further indicated that a structured 

class room creates and celebrates the achievements of students. 

A research fi nding reported by Greene, M ill er, Crowson and Duke (2004) indicated 

that students' perception of class structures are important for their motivat ion to learn . This 

happens onl y when the rules of the classroom are clear and understood by the students 

(Connell , 1990; C ullingford, 2004; Klem and Connell , 2004; T ilestone, 2004). Consistent 

appli cati on of the rul es is essenti al to motivate students to engage in their learni ng. Students 

apprec iate teachers who are well organi zed, stri ct (consistent in enforc ing rul es), and 

responsible to their needs (Cullinfgord , 2004). 

In order to motivate students, it is necessary to provide optimall y chall enging learning 

tasks. Congruent with this, Deci, Ryan and Wil liams ( 1996) stated as " lfi t is too easy it tends 

to be boring, and if it is too difficult it tends to be overly anxiety provoking." (p. 176- 177). In 

a simil ar vein , IVi cNamara (2001) stated that teachers should provide learning acti vities which 

are c lose ly related to students' abili ties and what they already know and which may advance 

the ir Ica rn ing in terms of knowledge, understanding and skill. 
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Teachers can promote students' sense of competence in a number of ways. For 

exampl e, the two concepts of Lev Vygotsky ' s are important for a teacher to help hi s students 

learn (Eggen & Kauchak , 2001). These are scaffolding and zone of proximal development. 

Teachers can provide instructional scaffolding by using a variety of strategies. These may 

inc lude: breaking complex skill s into sub skill s, asking questions and adjusting their 

difficulty, present ing examples, and providing prompts and cues (Eggen & Kauchak, 200 1). 

The zone of prox imal development deals with a state of learning in which a student can not 

solve a probl em or perfo rm a skill alone, but can be successful with the help of a teacher 

(Eggen & Kauchak, 200 1). A skilled helper presents the student with tasks of va rying 

eli fficulty to dete rmine the level at which to begin instruction (Santrock, 2006). Related with 

these concepts ofVygotsky, McNamara (2001) stated the following: 

When work was presented at the right level children were confident and nol afraid and 

{hey display a sense of purpose and appeared to enjoy the challenge of the increasing 

bUI realislic demands placed upon them. When work was no/ reasonablv matched in 

nearly all cases it was not sufficiently demanding. It was rare for children of any age 

or ability {a be required to undertake work which was difficult for them. (p. 48). 

The strategies used by teachers such as moving students from what they know to a 

new and optima ll y chall engi ng builds students feeling of academic competence. Students who 

fee l competent persist on task. 

It is also necessary to make mistakes acceptable to encourage students fee l capab le of 

learning. Acco rding to Burden (2003) the fea r of making mistakes hampers the learners' 

fee lings in hi s ab ility. He stated that teachers can help on thi s issue by equating mi stakes to 

effort, and minim izing the effects of making mistakes. 

On the other hand , criti cizing students because of making mistakes or poor academic 

performance Jl1ay have a negative effect on their perceived competence. With this regard, 
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Brendgen , Wanner, Vitaro, Bukowski and Tremblay (2007) revealed that teachers' verbal 

abuse negative ly affected students perceived scholastic competence after contro lling for sex, 

soc io economi c status, anxiety, school performance and peer social preference. Since 

teachers are the primary adult figures for school ch ildren feedback regarding th ei r academic 

competence comes primari ly from them (Brendgen et aI. , 2007; Sprinthall, Sprin thall, & Oja, 

1994). As a result, students who are verbally ab used by the teacher because of poor academic 

achievement are less likely to develop positive academic self-concept (Brendgen et aI. , 2007). 

Brendgen and co ll eagues emphasized the problem by stating as: "if a ch ild is repeated ly told 

that hi s/her poor performances due to his or her stupidity, he or she may eventually come to 

be li eve it" (p. 27) . 

Students ' sense of competence is enhanced when teachers assure them success is 

possible. Teachers can do this by focusing on improvement, noticing contributions, building 

on strengths, showing fa ith in students and acknowledging the difficulty of a task (Burden, 

2003). 

Fina ll y, maki ng learning tasks tangible helps students to build their confidence that 

they can achieve the communicated instructional obj ectives. Related with this, Santrock 

(2006) captured the following: "In education today, there is an increased emphasis on moving 

away from abstract presentations of material to providing students with opportunities to 

experi ence learning in meaningful , real world setting." (p .239). The provision of tangible real 

world experiences to students allows them to see their progress and would contribute to build 

their sense of academic competence. 

In sum, helping young ado lescents feel competent, learn the ski ll s of self-control and 

motivati ng to become productive, contributing, and knowledgeable adult participants III 

society is one of the most important responsibi lities that good teachers undertake. 



40 

2.3.3. Teacher Involvement 

In vo lvement refers to " the extent to whi ch teachers are genuinely interested in 

students' wel l-being, their individual needs and developmental possibili ties." (Stornes et aI. , 

2008: 3 17). Stornes and his research team stated that involved teachers are more likely to 

bui ld c lose re lationships with their students and provide them a sufficient amount of 

feedback. It is through thei r invo lvement that teachers can communi cate a sense of 

re latedness to their students (Marchand & Skinner, 2007). 

Students who felt secure with their teachers and who fel t abl e to get help when they 

faced prob lems tend ed to cope more positively with academic failure, to more autonomous in 

regu lati ng th ei r c lassroom as wel l as school behaviors, and to engage more with learning, and 

to fee l better abo ut themselves (Deci &Ryan, 2000; Deci et aI., 1996). It is essen ti al for 

teachers to have an insight in to student 's fears for the obvious reason that one can not expect 

high producti vity from emotionally di sturbed students (Deci & Ryan, 2000; Furrer & Ski nner, 

2003; Jacobson , Edelstein & Hofinann, 1994). 

In situations where teachers share with their time, energy, and nurturance, students 

tend to be attenti ve, interested and effortful in their learning. Related with th is, Tucker and 

Colleagues (2002) conducted a study on African American students in first through 12th 

gl'ades and revealed that teacher invo lvement strongly predicted students' engagement in 

academic tasks for both the lower and the higher grade levels. 

Teachers can demonstrate that they are caring for their students by al locating 

suffic ient time to them. With thi s regard , Eggen and Kauchak (2001) stated that a common 

thread that com municates teacher's invo lvement is time. According to Eggen and Kauchak 

teachers' will ingness to spend time with a student, that is, talking about a personal problem or 
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he lping a student to so lve a problem (e.g., assignment) communicates that the student is 

important enough to a teacher that the teacher a ll ocates time to help the ind ividual. 

Students fro m economicall y disadvantaged families face a prob lem of deve lop ing 

close relat ionshi ps with others including with their teachers. In connection with thi s, 

Vandewiel ( 198 1) found that children of poorer parents were more subject to fea rs than 

child ren of weal thier fam ilies, and the severity increases with increased age (e.g., as the child 

promoted from primary to secondary school level). Ex tended hours are needed to 

commu nicate a sense of secured relationship to students Ii'om poorer fa mil y backgrounds. 

With this regard , O'Connor and McCartney (2006) stated that teachers may need mo re hours 

w ith insecure than wi th secure children to know their needs and to provide the necessary 

support. This is because, accordin g to O 'Connor and McCartney (2006), chi ldren who fee l 

insecure do not com municate their care giving needs as clearl y as do secure children. 

2.4. Summary of the Review of Literature 

The se lf-system is our conscious represen tati on of who we are. It originated and 

deve loped through our interaction with the soc iety. T he individuals' appraisa ls of the se lf and 

thei r socia l surround have an influence on what they actually do. The self-system processes 

di rect a pe rson 's effort toward sati sfying the need fo r autonom y, competence and relatedness. 

Students' autonomous regul ation is ev ident when individua ls are either int ri nsica ll y 

mot ivated or in tegrated behav iors wh ich are initiall y extemal. When the internali zation 

process is forestall ed, the resul ting partial internali zation leads to the development of 

contro ll ed regul ati on in the learner, that is, either the behavior remain external or the learner 

ex perience introjected regulation. 
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Previous research indicated that autonomous learn ing had a strong associat ion with an 

increased level of invo lvement, persistence and curiosity in schoo l activ ities, and 

im provements in academic performance. Converse ly, controlled learning condition was 

associated with fee lings of stress, passive and avoidant stud y behaviors, and less interest in 

lea rning. These behaviors in turn were associated with poor academic performance. 

The literature did also document findings which show positive relationship between 

perce ived competence and academic engagement. Students who feel they are academ icall y 

competent often engage in school activities and persist on task and are likely to succeed. In 

contrast, ind iv iduals who perceive themselves incompetent feel anxious, angry and bored in 

schoo l and show disengagement and consequently perform poorly in school subj ects. 

Prev ious wo rks showed that students who feel cared and supported by the ir teachers 

involve more in academic activities and improve their performance. On the other hand, 

students who relt unimportant, or ignored by their teachers experience boredom, unhappiness 

and di sengagement in learn ing which makes better performance unlikel y. 

Supportive teacher contexts, that is, teacher autonomy support, provision of structure 

and involvement in students' learning are documented necessary in the literature. These 

supportive teacher behaviors facilitate and allow students to develop and maintai n 

autonomous regulation, promote sense of competence, and enhance fee lings of 

connectedness, which in turn promote students engagement in academic activities and 

conseq uentl y lead to better academic performance. 

In general , the reviews made in this chap ter showed that there ex ists a meani ngfu l 

relationship between teacher context, students' self-system processes, academic engagement 

and academic performance that demand attention. 



CHAPTER THREE 

RESEARCH METHODOLOGY 

43 

Thi s chapter is devoted to explain the procedures employed to investigate 

relationships among teacher context, students' sel f-system processes, students ' academic 

engagement , and academic perfOlmance. Thus, the research design, participants and sampling 

procedure, data gathering tool s, scoring procedure, the pilot study, data collection procedures 

and method of data analyses are explained in detail. 

3.1. Research Design 

Relati ona l des ign was employed to examine the relationships among teacher context, 

students' se lr-system processes, students' academic engagement, and academic performance. 

The reason fo r employing this design is that the purpose of this study was to di scover 

relationships among the vari ab les stated previously with a view ultimately predicti ng 

acad emic performance. 

3.2. Participants 

The participants of this study were General Secondary School Students of Debre 

Berhan town. There were two general secondary schools in the town . These were Debre 

Berhan General Secondary School (DBGSS) and Basso Genera l Secondary School (BGSS). 

DBGSS had 1,657 students in Grade 9 (783 males and 874 females) in 30 sections, and 1358 

students in Grade 10 (609 males and 749 femal es) in 20 sections. And BGSS had 1,085 

students in Grade 9 (474 males and 611 females) in 18 sections, and 537 students in Grade 10 

(276 males and 26 1 females) in nine sections. The two schoo ls compri sed an aggregate 

population or 4,637 (2 , 142 males and 2,495) students in 77 sections. 
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The part icipants were selected using stratifi ed random samp li ng method. Strat ifi ed 

ra ndom sampling was used in order to adequately represent the subgroups in terms o f sex and 

grade leve l. Us ing strati fi ed random sampli ng, a to tal of 21 sections were se lected- I 4 sections 

from DBGSS (e ight sections from Grade 9, six sections from Grade 10), and seven sections 

from BGSS (fi ve sections fro m Grade 9, two sections fro m Grade 10). Then, 350 part icipants 

( 162 ma les, 188 females) were selected from the 21 sections proportionall y in terms of sex 

and Grade leve l. Ou t of the selected parti cipants 23 were not inc luded in the study because 

seven (3 ma les, 4 femal es) were not present duri ng the admini stration of the questi onnai re, 

and 16 (7 males, 9 fema les) ~ id not provide complete information. Thus, the study sample 

cons isted of 327 (152 ma les, 175 females) parti cipants as demonstrated in Table I below. The 

pa rt icipants ' age ranged from 14 to 25 with a mean of ~. 59 and a standard deviatio n of 1.47. 

Table 1 
Partic ipants by schoo l, grade and sex 

School 
Sex 

Grade Total 
Female Male 

9 64 56 120 
DBGSS 

10 53 4 1 94 

9 44 35 79 
BGSS 

10 14 20 34 

Tota l 175 152 327 

3.3. Data Collection Instruments 

Relevant data were coll ected from students through questiOIm aire and from 

documents. Documents were used to co ll ect students ' academ ic perfo rmance. The 

quest ionnaire was used to co ll ect data regard ing students' background info rmation, 

experi ence o f teacher support, self-system processes and academic engagement . The 
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background part dea ls with students' age, sex, grade level, section, roll number and schoo l. 

The other parts were foc used on the following vari ables. 

3.3.1. Teacher Context 

Students' experience of teacher support was assessed using RAPS-S (Research 

Assessments Package for Schools-Student Version). The RAPS-S teacher support sca le used 

to measure secondary schoo l students' experience of teacher support, as employed and 

I·eported by Kl em and Connell (2004). It compri sed a total of 14 items that tap the ex tent to 

wh ich the student fee ls that teachers 1) are involved with them (5 items), 2) prov ided 

auto nomy support (4 items), and 3) provided structure (5 items). Thus, three scores were 

deri ved to serve as an index of the three d imensions of teachers support, that is, teachers ' 

autonomy support and teachers' provision of structure, and teachers' invo lvemen t. 

3.3.2. Students Self-System Processes 

3.3.2.1. Perceived Autonomy 

The items that will be used to measure students reasons for engaging in academic 

wo rk consists of four subscales reflecting different fO l1l1S of regulation differing in their 

relati ve autonom y. The subscales include external , interojected, identifi ed and in trinsic 

regulatory process arranged in a continuum from the least autonomous (most contro ll ed) to 

the most autonomous respective ly. These four subsca les from the academic moti vati on scale 

(AMS; Va ll erand, Blair, Briere & Pelletier, 1989, cited in Ratell e, Guay, Vallerand , Larose, 

& Senecal, 2007) were adapted in the present study to assess student 's reasons for pursuing 

their academ ic acti vities. The scale consisted o f 16 items in the four subscales (four items 

each). From the 16 items, two items were slightl y modified to make them appropriate 

(con textualize) to the present population. The scales have been found to be reliable and va lid 
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(Va ll erand et al. 1989; cited in Ratelle, et aI. , 2007), Ratelle et a!. (2007) have al so found 

these scales re li ab le, 

3.3.2.2. Perceived Competence 

Students perceived academic competence sca le is an index of students' perceptions 

about how successful they can be in school and the degree of control they have over their 

academ ic performance , [n the present study, nine items deve loped by Akey (2006) to assess 

secondary school students perceived academi c competence was adapted, This sca le was 

found to be reliable (A key, 2006), 

3.3.2.3. Perceived Relatedness 

Students' appra isals of their relationship with their current teachers rega rd ing teacher 

provision of care, affection and positive regard; and students' senses of closeness and mutual 

respect between them and their tcachers were assessed using 12 items, Nine of these items 

are similar to those developed to measure an individual's relationship with another person 

(SDT Measures, n,d,), In the present study, these items are restated in the manner they could 

indicate students feelings of relatedness to their teachers, The rest three items were 

developed by the present researcher based on the literature of the concept relatedness to 

increase the rei iabi I ity of the sca le, 

3.3.3. Academic Engagement 

The RAPS-S academic engagement sca le was adapted to measure the extent to which 

a student exerts e ffort on schoo l work, pays attention in class and beli eves that doing well in 

school is personal ly important. This scale, which consisted of fi ve items, required students to 
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indicate their responses how true is it for them on four of the fi ve items ranging from I (not at 

al l true) to 5 (very true), and how important is it for them on one of the five items ranging 

fro m I (not at al l important) to 5(very important). This sca le has been found to be reliable 

(Akey, 2006; Klem & Connell , 2004). 

3.3.4. Academic Performance 

The 2008/9 first semester average scores were co ll ected from students record to serve 

as an index of academic performance. Severa l researchers (e.g., Am are, 2001; Assaye, 2004; 

Black & Deci , 2000; Miserand ino, 1996; Patrick, Ryan & Kaplan, 2007) have al so used 

students' c lassroom achievement records to serve as an index of academic performance. 

3.4. Procedures 

3.4.1. Translation 

T he questionnaire was translated into Amharic by the present researcher and later 

three language ex perts who were beli eved to be competent were consu lted to improve the 

quality of the translat ion. Al l of them have been instructors (Assistant lecturer leve l) in 

different Universities of Ethiopia and at the time of the translation they were graduate 

st udents in language department (two of them in Engli sh department and the other in Amharic 

departm ent ). Hav ing these experi ences and education level , they contributed a lot in the 

improvement o f the trans lation. The Am hari c version of the questionnaire was administered 

to col lect the data. The translation was made primarily to avoid language barrier in 

understandi ng and giving responses to the items. 
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3.4.2. Scoring 

A II the instruments In the questionnaire, except that ask for students' background 

in fo rmati on had a 5-point Likert type scale. Students responded to each item on thi s 5-po int 

sca le ranging from I (not at all truelimportant) to 5 (very truelimportant). StlIdents' scores on 

each sca le were obtained by averaging the items that make up that sca le. However, before 

averaging, the scores on negatively stated items were reversed. The (R) after an item (see 

append ix A) indicates that the items score is the reverse of the parti cipants' response on that 

item. T hu s, a hi gher average score indicate more o f the scale described. For example, a hi gher 

score o n perceived competence means the student fe lt academically more competent. 

Obtaining a score on students' perceived autonomy is different fro m the other scales. 

Fi rst, each student wo uld get a score on each subscale by averaging responses to each of the 

items that make up that subsca le. Then, Relative Autonomy Index (RAT) score was deri ved 

by app lying d i fferent weighting to the four subscales: -2 for External regul ati on, - I for 

Interojected regulati on, + I for Identified regu lation, and +2 for Intrinsic regulat ion (see 

d'Ai ll y, 2003 for a similar methodology). Thus, RAI will be computed as follo ws: 

RA 1= (2 x Intrinsic) + (Identified) - (Introjected) - (2x Exlerna/) 

Larger posi ti ve scores ind icate more autonomous regulatory style; and larger negative 

scores indi cate more controlled (less autonomous) regulatory styl e. Phrased di fferentl y a 

higher sco re on RA J means a student felt more autonomous to acco mpli sh hi s/her academic 

tasks and vice versa. 

3.4.3. Pilot Study 

Be fore the actual adm in istration, the questionnaire was pilot tested in 50 (23 males 

and 27 females) representative sample of participants of DBGSS. Out o f these 50 samples 

J 
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two of them (both were males) fa il ed to provide complete data. As a resul t, the pilot study 

samples were 48 students . Of these students 26 were Grade 9 (11 males , 15 females), and the 

remaining 22 students were Grade 10 (10 males, 12 fema les). 

The reliability of each instrument was computed Using SPSS version 12.0. The 

analys is indicated that two items from perceived relatedness scale were had low item total 

co rrelation and thus were deleted. The reli ability coefficients (after exc luding the two items) 

of the instruments are presented in Table 2. 

Ta ble 2 
Reliabili ty coeffic ients of the instruments of the questionnaire (N=48) 

Scale Cronbach 's Number of 
Alpha Items 

Teacher Autonomy Support .73 4 
Teacher Structure .72 5 
Teacher In vo lvement .76 5 
Perceived A utonomy - 16 

• Tntrinsic R egulation .80 4 

• Td cnti [j ed Regulation .74 4 

• lntrojected Regulation .73 4 

• Ex ternal Regulation .7 1 4 

Percei ved Competence .79 9 
Perce ived Relatedness .82 10 
Academ ic E ngagement .76 5 

The va lid ity of the instruments is claimed on several grounds. First, the instruments 

were consistent with the conceptual definition of the construct in the literature. Second, most 

of the instruments were used in different cultures and reported to be valid and re li ab le. Third , 

one psychology instructor (Assistant Professor) of Add is Ababa Uni versity has judged the 

instrum ents in terms of rel evance and clarity, and approved them. Finally, the instruments 

were re li ab le as demonstrated in Table 2. Thus, the instruments were considered to be va li d. 
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3.4.4. Data Collection 

Al l measures in the questionnaire were combined 111 to a single instruI11 ent for the 

purpose of administratio n. For administration purpose we used the AuditoriuI11 of DBGSS 

and free classrooms in BGSS. In both school s the principals' cooperation was high. The unit 

leaders and teachers in general were cooperative. The participants were asked to participate 

vo luntarily, and indeed all showed great interest to participate in the stud y. Following their 

will ingness to participate, the questionnaires were group administered to the students in a 

face-to-face manner with the assistance of three instructors. All were instructors in Debre 

Berhan Uni versit y, one of them was a lecturer and the other two were assistant lecturers. We 

provided standard oral instructions to all participants (i.e. , in add ition to the written 

instructions in the questiollnaire). We instructed them to work independently and supervi sed 

them to avoid di scussion. In addition, we encouraged the participants to answer all of the 

questions and instructed that there was no " right" or "wrong" answer. We also reminded 

them that their responses were confidential. The ad mini stration lasted 35 minutes on average. 

3.5. Method of Data Analysis 

The present study employed descripti ve statistics, bivariate correlati on, regression 

analys is and path analyses techniques uSll1 g SPSS version 12.0. Descripti ve statistics was 

used to prov ide an overa ll picture of the scales. The bivariate correlation was used to see the 

general pattern of relationships of the stud y variab les. Regression analys is was used to 

determine the impact of the independent variable on the dependent variab le. 

Thi s stud y also emp loyed path ana lysis modeling technique. Path ana lysis is an 

ex tension of regress ion analysis, a statistica l technique used to produce a quanti tat ive 

est imate of how much the independent variab le influences the dependent variabl e. Each 
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variab le in a path analysis model is considered as dependent variable in a regression anal ysis 

when antecedent variables are treated as independent variables. A variab le that se rves as a 

dependent variable in one pati of the model may serve as atl independent variable in another 

part of the model. 

Path analys is models spec ify hypothes ized associations or directiona l relationships 

among a set of sequentiall y ordered variables. The model is usuall y depicted by one-way 

arrows, wh ich indicate the hypothesized direction of causation. In the present study, path 

ana lys is was used to test the causal model depicted in fi gure 2. 

The test ing o f the indirect effect for statistical significance was computed manuall y 

(see Appendix C for detail). 



CHAPTER FOUR 

RESULTS AND DISCUSSION 
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Th is pari of the stud y deals with presentation and analyses of data. The data were 

co ll ected fro m two general secondary school students of Debre Berhan town. These schools 

were Debre Berhan general secondary school and Basso general secondary school; of these 

schools 327 ( 152 males and 175 females) students provided complete data. The analyses were 

made based on these questiOimaires as well as the documents referred. 

This chapter has two major parts. The first part presents the results o f the stud y. These 

results are presented in the following sequence. Fi rst, Means, Standard deviations and 

biva riate corre lations among the stud y variables are displayed. Second, the bivariate 

co rre lations among autonomous and contro ll ed moti vationa l ori entations, academic 

engagement and academic performance are presented. Th is is because the Relat ive Autonomy 

Index (RA I) obscures any possible independent effects of students' motivation orientations 

(i .e. , Auto nomous and controlled regulations) on academic engagement and perfo rmance. 

Thus, their e ffects are examined by employing multiple regression analysis. Finall y, the 

testing of the proposed path model is presented. 

The second part of the chapter di scusses the findings of the stud y In li gh t with 

prev ious findings andlor theoretical concepts of the constructs. 



4.1. Results 

4.1.1. Descriptive Statistics and Bivariate Correlations Among the 

Study Variables 

A. Means and Standard Deviations of the Study Variables 
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Tabl e 3 presented the means and standard dev iati ons. Descriptive va lues presented 

here are in tended 10 prov ide an overall picture of the scales employed in the stud y. As can be 

seen, in general students tended to positively endorse the scales. For example, the average 

scores fo r teacher support scales, that is, teacher autonomy support, teacher provision o f 

structure, and teacher involvement were 3.93, 4.06, and 3.96, respecti vely, wh ich are above 

the scale midpoint o f 3.0. Students also felt connected wi th their teachers (M=3.84), 

academica ll y competent (M=3.99), as well as engaged in their academi c activities (M=4. 16). 

All these scores are above the scale midpoint (3.0) . The mean score of perceived auto nomy 

(.32) was also above the midpoint of the scale (0.0) . 

Table 3 
Descripti ve Statisti cs of the Study Variables (N=327) 

Variables M SID 
Teacher Autonomy Support 3.93 0.68 
Teacher Structure 4.06 0.66 
Teacher Involvement 3.96 0.6 1 
Percei ved Autonomy (RAI) 0.32 1.86 
Perce i ved Competence 3,99 0.60 
Perce ived Relatedness 3.84 0. 58 
Academic Engagement 4.1 6 0.66 
Academic Performance 60.96 10.0 I 
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B. Examining the Relationships Among the Study Variables 

In ord er to understand relati onships among the vari ables, it is impOl1ant to examine 

the nature and degree of relationship among the variab les and to test the stati stica l 

signifi cance of the relationship . As shown in Tab le 4, there were pos iti ve and signifi cant 

correlat ions among the maj ority of the study variabl es. However, the results fro m the present 

stud y indicated that teacher involvement did not show significant relationship with students' 

perceived autonomy (r = .08, ns). 

Table 4 
Bivari ate Corre lat ions Among the Study Vari ables (N =327) 

Va ri ab les 2 3 4 5 6 7 8 

I Teacher Autonomy Support 
-

2 Teacher Structu re .443** 

3 T eacher In vol vement .288** .430** 

4 Perce ived Autonomy (RAI) .1 70** .150** .080 

5 Percei ved Competence .243** .393** .296** .220** 

6 Percei ved Rela tedness .326** .41 2** .458** .190** .463** 

7 Academic Engagement .158** .276** .284*' .215 ** .545** .41 8** 

8 Academic Perfo rmance .150** .200** .157** .3 56** .388** .35 1 ** .498* * 

*,:' P < .0 I , 2-tailed 

4.1.2. Direct and Mediational Relationships of the Study Variables 

4.1.2.1 . Direct Relationships 

Thi s pa rt examines the direct relationships o f ( 1) teacher support variab les to students' self­

system processes, (2) st udents self-system processes to students ' academic engagement, and 

(3) students academic engagement to academi c performance. 



A. Associations between Teacher Context Variables and Students' 

Self-System Processes 
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To test the direct effects of teacher context variabl es on students' self-system 

processes multiple regression analysis was employed. Results shown in Table 5 revealed that 

teacher autonomy support was a significant pred ictor of perce ived autonomy, ~ = .129, t 

= 2.114, P<.05. However, teacher structure (~= .093, t = 1.529, ns) was not a significant 

predictor of perceived autonomy. Using stepwise regression anal ysis (see Tabl e 6), the effect 

for teacher autonomy support was significant in the first step (~ = .170, t = 3.109, P<.O I) and 

explained 2.9% of the variance in students percei ved autonomy (LJ.R2 
= .029, F (I, 325) = 

9.664, P< OI). However, the addition of the effect of teacher structure in the regression 

mode l (LJ.R2 
= .007, F (I, 324) = 2.339, ns) did not significantly add to the amount of 

exp lained variance. 

Table 5 
Direct Relations between Teacher Support Variab les and Students' Self-System Processes 

Predictor Variables 

Teacher Auto no my Support 
Teacher Stru cture 

Teacher Autonomy Support 
Teacher Structure 
Teacher Invo lvement 

Teacher Autonomy Support 
Teacher Structure 
Teachel· Invo lvement 

Dependent Variables 

t R2 dfl,df2 

Perceived Autonomy 

.129 

.093 
2.1 14* 
1.529 

Perceived Competence 

.068 1.197 

.299 4.976** 

.147 2.619** 

Perceived Relatedness 

.139 2.614** 

.209 3.725** 

.328 6.231 ** 

.036 . 2,324 

.178 3,323 

.282 3,323 

* P < .05, ** P < .01 

F 

6.021 ** 

23.267** 

42.196** 
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For perceived competence, teacher structure W= .299, t = 4.976, P<.O I) and teacher 

invo lvement W = .147, t = 2.6 19, P<.OI) were significant predictors (see Table 5). However, 

1eacher autonomy support (~= .068, t= 1.1 97, ns) was not a significant predictor. Using 

stepwi se regress ion analys is, as can be seen from Table 6, the effect of teacher structure was 

significant in the first step, ~ =.393, t =7.702, P<.Ol, R2 = .154, F (I , 325) = 59.3 16, P<.OI. 

Tab le 6 
Results of Stepwise Regress ion Showing the Incrementa l Contribution of Teacher Support 
Va ri ab les in Ex pla ining the Variance in Students' Perceived Autonomy, Perceived 
Competence, and Percei ved Relatedness 

Dependent Variables 
Model Independent 

~ t R' df! , df2 F .1.R' I .1.F d f! 
Variables 

Perceived Autonomy 

I Teacher Autonomy support .170 3. 109** .029 1,325 9.664*' - - -

2 Teac her AUlOllomy support .129 2.1 14 ' 

Teac her Structure .093 1.529 .036 2, 324 6.021 " .007 2. 339 1 , 

,J,,,, 
Perceived Competence 

1 Teacher Sf~eture .393 7.702** .154 1,325 59.316** - - -

2 Teacher strUClllre .326 5.828*' 

Teacher involvement .156 2.78 1** .174 2, 324 34. 138*' .020 7.73 1 ** 1 
, 

Teacher structure .299 4.976** -, 
Teacher illVol vcmcl1I .147 2.6 19** .178 3,323 23.267*' .004 1.433 1 

Teacher autonomy support .068 1.197 

Perceived Relatedness 

I Teacher involve ment .458 9.285*' .210 1,325 86.2 16'* - - -

2 Teacher involvement .344 6.534** 

Teacher stlllcture .264 5.004** .266 2, 324 58.819" .057 25.044*' 1 

3 Teac her involvement .328 6.23 1 ** 

Teacher structure .209 3.725*' .282 3,323 42.196*' .0 15 6.832** 1 

TC(l cher au tonomy support .139 2.614 '* 

*P<.05, **P<.Ol 

I 
I 

df2 

- I 
I 

I 
I 

324 I 
J 
I 

i 
- I 

1 
I 
I 

324 1 
I 

I 
I 

323 I 
I 
I 
I 

-

I 
324 i 

j 

323 I 
I 
I 
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It ex pl ained 15.4 % of the variance in students ' perceived competence. The addition of 

teacher involvement in the regression equation in the second step significantl y inc reased the 

amount of variance exp lained, L'.R2 = .020, F (I , 324) = 7.731 , P<.OI. However, the addition 

of teacher auto nom y support in the third step did not sign ificantly add to the amo unt of 

variance exp lai ned, L'. R2 = .004, F (I, 323) = 1.433, ns. 

As displayed in Table 5, for perceived relatedness all the three teacher context 

variables- teacher autonomy suppoli (P = .139, t = 2.6 14, P<.O I), teacher structure W = .209, 

t= 325, P<.O I) , and teac her invo lvement (P = .328, 6.231, P< .O I) were signifi cant pred ictors. 

Us ing stepwise regression analyses (see Table 6), the effect of teacher involvement in the first 

step was signifi cant, p = .458, t = 9.285, P<. OI , R2 = .210, F ( I , 325) = 86.216, P<.O I . In 

step 2, th e addition of teacher structure in the mode l sign ificantly increased the amount of 

variance explai ned. L'. R2 = .057, F (1 , 324) = 25.044, P<.O I. The add itio n of teacher autonomy 

support in the third step did also significantly increased the amount of variance exp lai ned, 

L'. R2 = .015 , F ( I , 323) = 6.832, P<.O I. Thus, the three teacher support variab les in 

com bi nati on ex p lained 28.2% of the variance in students' perceived relatedness. 

In sum, among the three components of teacher context variables only teacher 

autonomy support was a significant predictor of perceived autonomy. For perceived 

competence, teacher structure and teacher involvement were signifi cant predictors. However, 

teacher autono my support was not significantly related to perceived competence. For 

perceived re latedness, all the three components of teacher support vari ab les were signifi cant 

predictors. Flll'thermore, the three components of teacher support vari ab les - teacher 

autonomy support, teacher structure, and teacher invo lvement were sign i ficantl y related to the 

corresponding dimensions of students ' perceived autonomy, perceived competence, and 

perce ived re latedness, respectively. 



B. Relationship of Students' Self-System Processes to Academic 

Engagement 

58 

As shown in Table 7, Perceived Competence (~ = .433, t = 8.383, P<.O I) and 

perceived relatedness (~ = .202, t = 3.939, P<.Ol) were significant predictors of academic 

engagement. However, perceived autonomy (~ = .081, t = 1.729, ns) was not significantly 

related to academic engagement. 

Table 7 
The influence of Students' perceived Autonomy on Academic Engagement 

Dependent Var'iable: Academic Engagement 
Predictor Variables 

~ t R2 df] ,df2 F 

Perceived Autonomy .081 1.729 

Perceived Competence .433 8.383** .338 3,323 54.935** 

Perceived Relatedness .202 3.939** 

':":'P<.O I 

To examine the incremental contribution of the variables in explaining the variance in 

academic engagement stepwise regression analyses were employed. As can be seen in Tabl e 

8, the effect of perceived competence was significant in the first step, ~= .545, t = 11.708, P< 

.01 , R2 = . 297, F (I, 325) = 137.066. The addition of perceived relatedness in the regress ion 

model significantl y increased the amount of variance explained, L'.R2 = .035, F (1 , 324) = 

17.010, P< .001. However, the addition of perceived autonomy in the regress ion model in the 

third step did not significantly add to the amount of variance explained, L'.R2 = .006, F (1 , 

323) = 2.989, ns. Thus , perceived competence and perceived relatedness in combination 

explai ned 33.2% of the variance in students' academic engagement. 

.'-



Table 8 
Stepwise Regression Showing the Incremental Contribution of Students' Sel f-System 
Processes in Exp laining the Variance in Academ ic Engagement 

I 

2 

3 

Dependent Variable: Academic Engagement 

Model 
~ t R2 df) , df2 F ,lR1 ,l(i' 

Percei ved competence .545 11.708** .297 1, 325 137.066** - -

I'ercei ved competence .447 8.720** 

Perceived relatedness .211 4.124** .332 2, 324 80.414** .035 17.0 10** 

I'ercei ved competence .433 8.383** 

I'ercei ved rela tedness .202 3.939** .338 3, 323 54.935** .006 2.989 

Perceived autonomy .08 1 1.729 

** 1' <.0 1 

C. Relationship between Students' Academic Engagement and 

Academic Performance 
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dft 

-

1 

I 

To test the effect of academic engagement on academic performance, the outcome 

variable was regressed on academ ic engagement. As shown in Table 9 academic engagement 

was a s igni [ican! predictor of academic performance, ~ = .498, t = 10.340, I' < .0 I. It 

ex plained 24.5% (R2= .245, F (I, 325) = 106.907, P < .01) of the vari ance in students 

academic performance. 

Tab le 9 
The Innuence of Academic Engagement on Academic Performance 

Dependent Variab le: Academic Perfo r mance 

Predictor Variab le ~ ! R2 dfl ,df2 F 

Academ ic Engagement .498 10.340** .245 1,325 106.907** 

** 1'<.01 

df2 

-

324 

323 
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D. Relationships Among Motivational Orientations, Academic 

Engagement and Academic Performance 
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The mean scores of Autonomous regu lation (4.08) and Controlled regulat ion (3.94) as 

can be seen in Table 10 are above the scale midpoint of 3.0. The mean scores of academ ic 

engagement and academic performance are also above the midpoints of the corresponding 

scales, as shown previously under section 4.1.1. (A). 

The correlations among the motivational orientations, academic engagement, and 

academic performance as di splayed in Table 10 are positive and signifi cant, except for the 

relat ionsh ip between controlled regulation and academic achievement, which is negati ve and 

nonsigni ficant. 

Table 10 
Descript ive Stat istics and Bivariate Correlations Amo ng Motivational Orientati ons, 
Academ ic Engagement and Academic Performance (N = 327) 

Variab les M SD 2 3 

Autonomo us Regulation 4.08 .6 1 

2 Controll ed Regul ation 3.94 .63 .599** 

3 Academic Engagement 4.16 .66 .414** .2 10** 

4 Academic Perfo rmance 60.96 10.01 .309** -.038 .498** 

** P < .0 I , 2-tail ed 

4 

Mu ltip le regression ana lysis was performed to explore the independent effect of 

autonomous and contro ll ed motivation orientations on academic engagement and academic 

performan ce. Each outcome was regressed on the two motivationa l pred ictors . The resu lts are 

presen ted in Table II. As can be seen from the Table autonomous moti vati on pos iti ve ly 

predicted both academic engagement (~= .450, t = 7.13 1 , P < .0 I), and academic pe rfo rm ance 

(~= .5 17, t = 8.192, P < .0 I). An almost opposite pattern of findings emerged for controll ed 
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regu lation: It negatively predicted academic performance (~ = - .348, t = - 5.514, P < .0 1), yet 

was not sign i fican tl y related to academic engagement W= -.060, t = - .944, ns). 

Table II 
Students' Mot ivat iona l Orientations as Predictors of Academic Engagement and Academ ic 
Perfo rmance 

Dependent Variables 

Academic Engagement Academic Performa nce 
Predictor Va riables 

~ t R2 F(2, 324) ~ t R- F(2, 324) 

Autonomous Regul at ion .450 7.13 1** .5 17 8. 192** 
.1 73 33 .842** 

Controlled Regulation -060 -.944 
.174 34.082** 

-.348 -5.514* * 

** P <.01 

4.1.2.2. Mediational Relationships 

A varia ble in a path anal ysis model is cons idered as dependent variab le in a regression 

analysi s when an tecedent vari ables are treated as independent vari abl es. The va riabl e that 

serves as a dependent variable in one part of the model may serve as an independent variab le 

in another part 0 f the model. Th is interven ing vari able is the mediator. 

To test mediational relatio nships between the study variables, regression analysis was 

conducted on the bases of the method outlined by Baron and Kenn y (1986). Acco rding to 

Baron and Kenn y ev idence of mediation is based on three conditions: ( I) the independent 

variables must be sign ificantl y related to the dependent variable, (2) the independent 

va ri abl es must bc signifi cantl y related to the mediators, and (3) the mediators must be 

sign ificantly related to the dependent variab les. If these conditions are met, one can conc lude 
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that the independent vari ab le has an indi rect effect on the dependent variable through the 

mediator variable. 

A. Is the Influence of Teacher Context on Students' Academic 

Engagement Explained by its Effects on Students' Self -System 

Processes? 

Percei ved competence mediated the relations between teacher structure and academic 

engagement. First, teacher structure was positively related to academic engagement, ~= .181, 

t = 2.884, P <.01. Second, teacher structure was positively related to perceived competence, 

~=.299 , t = 4.976, P<.OI. Third, perceived competence was positively related to academic 

engagement , ~=.433 , t = 8.383, P < .01. Thus, the three conditions of mediation are sat isfied. 

Perce ived competence did also mediate the relations between teacher involvement and 

academic engagement. Because (1) the relation between teacher invo lvement and academic 

engagement was s ignificant, ~=.200, t = 3.419, P < .01 , (2) the relation between teacher 

in vo lvement and perceived competence was significant, ~= .147, t = 2.6 19, P<. 01 and (3) the 

relation between perceived competence and academic engagement was sign ificant as shown 

previously. Thus, all the three condition of mediation were met. 

When perce ived competence was tested as a mediator between teacher autonomy 

support and academic engagement, there was no sign ificant relationship between teacher 

autonomy support and academic engagement (~=.020, t= .339, ns), and there was also no 

significant relationship between teacher autonomy support and perceived competence 

W= 068, t = 1.197. ns). However, the relationsh ip between percei ved competence and 

academic engagement was significant, as shown previously. Thus, the first and the second 
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cond iti ons of Ill ediation were not mete, and one can conclude that perceived competence did 

not med iate the re lation between teacher auto nomy support and academic engagelllent. 

When perceived related ness was tested as a mediator between teacher invo lvement 

and acadellli c engagelllent, a significant positi ve relationship was obta ined between teacher 

invo lvelllent and academic engagement (~= .200, t = 3.419, P < .0 1), between teacher 

involvement and perceived relatedness (~= .328, t = 6.231, P < .0 1), and between perceived 

relatedness and academic engagement (~=.202 , t = 3.939, P < .0 I). Thus, a ll the three 

cond itions of Ill ediat ion are satisfi ed, and we can conclude that perceived relatedness 

Ill ed iated the relat ion between teacher invo lvelllent and academic engagement. 

Perceived relatedness did also mediate the relations between teacher structure and 

academ ic engagelllent. Since there were sign ificant positive relationship between teacher 

structure and acadelllic engagement (~= .181 , t = 2.884, P <. 01), between teacher structure 

and perceived relatedness (~= .209, t = 3.725 , P < .01), and between perceived relatedness 

and academic engagement, as shown above, it satisfies the three cond itions of mediati on. 

When perce ived rel atedness was tested as a med iator between teacher autonolllY 

support and acadelllic engagement, there was a nonsignificant relationship between teacher 

autonomy suppo rt and academic engagement, as shown previously. Thus, at least one of the 

conditions o f Ill ediation was not met, and we can conclude that percei ved relatedness did not 

Ill ediate the relati ons between teacher autonomy support and academic engagelllent. 

When perceived autonolllY was tested as a mediator between teacher support vari ab les 

and acadelllic engagelllent, there was a nonsignificant relationsh ip between perceived 

autonolllY and academic engagelllent (~= .08 1, t = 1.729, ns). Thus, at least one of the 

conditions of Ill ediation was not met. Therefore, we can conclude that perce ived autonomy 
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did not mediate any of the relations between teacher support variables and academic 

engagement. 

In summary, perceived competence mediated the relation between teacher structure 

and academic engagement. In addition, perceived competence mediated the relation between 

teacher invol vement and academic engagement. Thus, the relation between teachers' 

provision of structure and students' academic engagement can be explained by increments in 

students' perception of their own competence. Increasing teachers' involvement was also 

associated with improvements in perceived competence which in turn associated with better 

academic engagement. However, perceived competence did not mediate relations between 

teacher autonomy support and academic engagement. 

Percei ved relatedness mediated the relation between teacher invo lvement and 

academic engagement. [n addition, perceived relatedness mediated the relation between 

teacher structure and academic engagement. Thus, the relation between teachers ' involvement 

in students' lea rning and academic engagement can be explained by improvements in 

students' percei ved relatedness. Moreover, teachers' provision of structure was associated 

with improved sense of relatedness, which was associated with better academic engagement. 

Nevertheless, perceived relatedness did not mediate the relation between teacher autonom y 

support and academ ic engagement. 

Perceived autonomy did not mediate any relation between teacher support variables and 

academic engagement. Thus, one can conclude that teacher support variables do not have any 

indirect effect on academic engagement through perceived autonomy. 
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B. Is the Influence of Students' Self-system Processes on Academic 

Performance Explained by its Effect on Academic Engagement? 

Acadel11ic engagel11 ent mediated the relation between perceived cO l11petence and 

acadel11i c perforl11ance. First, perceived cOl11petence is signi fica ntl y related to acadel11ic 

perforl11ance, ~=.242 , t = 4.422, P < .01. Second, perceived cOl11petence was signi fi cantl y 

re lated to acadel11ic engagel11ent, ~= .433, t = 8.383, P < .01. Third , acadel11i c engagel11 ent 

was s ignifi cantl y related to acadel11 ic perforl11ance, ~=.498, t = 10.340, P <. 0 1. Thus, al l the 

three conditions o fl11edi ation were satisfied. 

Acadel11i c engagement did also mediate the relation between percei ved relatedness and 

acadel11ic perfOl"lllance. Because there is a signi ficant positive relation between perceived 

re latedness and acadel11ic performance W= .1 88, t = 3.457, P < .01), between perceived 

relatedness and academic engagement W= .202, t = 3.939, P< .01) and between academ ic 

engagement and academic perfonllance, as shown previously in thi s section. 

Howeve r academ ic engagement did not l11ediate the relation between perceived 

autonol11Y and acadel11 ic perfonllance. This is because perceived autonomy and academic 

engagement had nonsignificant relationships, ~ = .081 , t = 1.729, ns . Thus, the second 

condition of mediation was not met. 

In sum, acadel11ic engagel11ent l11 ediated the relation between perceived competence 

and academic performance. In addition , academic engagement mediated the relation between 

perceived re latedness and academic perfollllance. Thus, the relation between students ' 

perception of" their own competence and academic performance can be ex plained by 

improvements in students' academic engagement. Moreover, the relation between perceived 

relatedness and academic perfOl"lllanCe can be explained by improvements in students' 
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academic engagement. Neve11heless, academic engagement did not mediate the re lati on 

between perceived auto nomy and academic performance. Hence, we can conc lude that 

perce ived autonomy does not have an indirect effect on academic performan ce through 

academ ic engagement. 

Tab le 12 
The Indi rect Effects of Teacher Context Vari ab les on Students Academic Engagement 
(N = 327) 

Variable ~ 

Teacher Structure . 172* 

Teacher Invo lvement .130* 

. p < .05 

Results presented in Table 12 revealed that the indirect effects on academic 

engagement of both teachers' provision of structure and teachers' invo lvement in students' 

Jea m ing are significa nt. Moreover, the resu lts indicated that the indirect e ffect of teachers' 

provision of structure was stronger than teachers' in volvement 

Table 13 
The Indirect Effects of Students Self - System Processes on Students Academic 
Performance (N = 327) 

Variable ~ 

Perceived Competence .21 6* 

Perceived Relatedness .10 1 * 

" P < .05 
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As shown in Table 13, the indirect effects on academic performance of perceived 

competence and perce ived relatedness are sign i ficant. In addition, the results indi cate that the 

i nd irect effect 0 f perce ived competence was stronger. 

Figure 3 below indicated that, except for the effect of perceived autonomy on 

academic engagement (p=.08 1, t = 1.729, ns), all the other effects were positive and 

signi fica n!. Furthermore, the path revealed that perceived competence was the strongest 

pred ictor of academic engagement fo llowed by perceived relatedness. When the relative 

strengths of the effects of teacher support variab les on the self - system processes were 

compared , thc effect of teacher involvement on perceived relatedness was the strongest, 

fo llowed by the effect of teacher structure on perce ived competence. 

Figure 3 

The Outp ut Path Diagram Representing the Relationships between Teacher Support 
Variables, Students Self- System Processes, Academic Engagement, and Academic 
Perlormance 

Teacher Co ntext------_~ Self-Systems ---.~ Action --_~ O utput 

Teacher 
Autonomy 
Support 

Teac her 
Structure 

* 

.14** 

.30** 

.2 1 * 

,-------, .15 , .. 
Teacher 
Invo lvemell( .33** 

Perce ived 
Autonomy 

Perceived 
Competence 

Perceived 
Relatedness 

.08 

.43** 

.20** 

Academic 
Engagement 

Note. Standa rdi zed beta we ights are shown on each path; *P<.05, ** P<.O I . 

.50* * Academic 
Performance 



4.2. Discussions of Findings 

4.2.1 . Relations between Teacher Context, Students Self-System Processes 

and Academic Engagement 
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In the present study, the tlu'ee facets of teacher contexts, that is, teacher auto nomy 

support, teacher structure, and teacher invo lvement, that were expected to have significance 

for the development of students self-system processes were examined. These variables were 

ana lyzed through a serious of mUltiple regression analyses. The analyses indicated that the 

three dimensions of teacher context were differentially associated with the different 

components of students ' self-system processes. They are discussed below. 

4.2.1.1. Teacher Autonomy Support and Students Self-system Processes 

Teacher autonomy support, as demonstrated in Table 5, positively predicted students' 

perceived autonom y. Thi s result is compatibl e with the consistent importance of teachers 

autonomy support for the development of students' perceived autonomy noted in the 

literature . For ex ample, Levesque and colleagues (2004) found that teachers' autonomy 

support was positi vely associated with greater perceived autonomy. In a si milar vein , 

Chirkove and Ryan (200 I) in their cross-cultural stud y found that teacher autonom y support 

pred icted students' autonomolls motivation. The important reason could be when teachers 

encourage studen ts' intentional behavior which involves respecting students va lues, interests, 

and choices, students may feel heard and understood, and experience freedom to behave in 

accordance with their interests. Congruent with this, Reeve and l ang (2006) suggested that 

when teachers provide students intentionally locused and vo litional intentions to satisfy 

students ' in terest s. preferences, va lues and the like autonomy is enhanced because the student 

fee ls to act in accordance w ith hi s/her choice. 
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As demonstrated in Table 5, teacher autonomy support also predicted students' 

perce ived relatedness. This finding is in line with some researchers' conceptualizati on of the 

positive relatio n betwee n teacher autonomy support and students perception of relatedness. 

For examp le, Reeve and Jang (2006) conceptuali zed teacher autonom y support as an 

interpersonal behavior in which a teacher provides to satisfy a student 's psychologica l needs 

for autonomy, relatedness and the like. Thus, it might be suggested that teachers respect for 

students' interes ts, preferences and va lues (i. e., teachers autonomy support) co ul d also 

communicate to the student a sense of relatedness. 

4.2.1.2. Teac her Structure, students Self-System Processes and academic 

~ngagement 

The second dimension of teacher context, teacher's prov ision of structure, predicted 

stu dents ' percei ved competence as demonstrated in Table 5. Teachers' provision of structure 

had also a signi fi can t indirect effect on students' academ ic engagement through both 

perceived competence and perceived relatedness. Thi s findin g is consistent with prev ious 

resea rch findings. For example, Akey (2006) fou nd that teacher support and hi gh, clear, and 

cons istent expectati ons of conduct contributed to students' beli ef that they cou ld be 

successful. In a related study, Stomes et al. (2008) fo und that teacher structure, which they 

termed as regulat ion, was significantly and positive ly related to a mastery learning clim ate. 

Fu rther more, Klem and Connell (2004) found that students who perceive their teachers as 

creati ng a caring, we ll structured learning environment in which the expectations are hi gh, 

c lear, and fair are more li kely to engage in school. 

A poss ible reason could be, in classrooms where there are clear rul es and consistent 

consequences, and when there are clearly stated learn ing outcomes students are mot ivated to 

demonstrate competence to achieve the obj ectives. Related with th is, Green , Miller, Crowson, 
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Duke & Akey (2004) found that students' perceptions of class structures are detrimental to 

their lea rnin g. C learly stated learning objecti ves al so help students know what is ex pected o f 

them (Sprinthal et a I. , 1994) and consequentl y stri ve to achieve the obj ecti ves. In contrast, 

when there are no clear rul es, when students did not know what teachers ex pect of them to 

behave and did not know the expected learning outcomes, they may experi ence a fee ling of 

stress and frustrati on. With thi s regard , Stornes et al. (2008) indicated that in the absence of 

c lea r rul es and behavioral norms students would develop negati ve feelings such as concern , 

fear and fru stration which undermine the development of academic competence. In a similar 

ve in , Culli ngford (2004) stated that lack of c lear leallling outcomes lead to the danger of 

hav ing goal s so impreci se that nothing happens. 

In the present study, teacher structure also positively and significantl y predicted 

students' perceived relatedness (see Table 5). Thi s finding is consistent with Burden's (2003) 

rev iew, whi ch stated that student' s feelings o f acceptance and safety depends on teachers' 

provis ion of structure. Similarl y, Schul z (200 I) indicated that students fee l secure and safe 

when there are rul es wi th fa ir and consistent enforcements. The poss ible j usti fi cation could 

be, when there are clearl y communicated expectations, when there is posi tive social 

interaction, students are li kel y to experi ence a sense of corU1ectedness. One can not normall y 

ex pect students to experience a sense of relatedness out ofa chaotic learning environment. 

Thi s study, together with previous find ings, lead to the conc lusion that in learning 

environments where there are no clear rules and no consistent consequences and where there 

are no clea r learning outcomes the development o f students' sense of academic competence 

and fee ling o f connectedness to teachers cou ld be undel111ined. 
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4.2.1 .3. Teacher Involvement, Self - System processes, and academic 

Engagement 

The results of the present study, as demonstrated in Table 5, showed that teacher 

invo lvement positi vely predicted students' perceived relatedness . In thi s stud y, the mediating 

role of perce ived relatedness between teacher invo lvement and academic engagel11 ent was 

al so tested. The stud y also revealed that perceived relatedness mediated the relationships 

between teachers' invo lvement in student learning and students' devotion and responsibility 

for their lea rning. These ev idences seem to suggest that those students who perceive that their 

teachers like thel11 and care for their learning experience a sense of connectedness to their 

teachers, and in tu rn engage in learning activities . Thi s finding is consistent with several 

studies (e.g., Furrer & Skinner, 2003; Marchand & Skinner, 2007; Roeser et aI. , 1996; 

Stornes et aI. , 2008; Tucker et aI. , 2002). 

Roeser et al. ( 1996) found that those students who had more positive teacher 

re lationships experi enced more positive affect when in school. In a sil11ilar vein , Furrer and 

Sk inner (2003) reported that students who felt appreciated by teachers reported that 

in vo lvel11 ent in academic activities was interesting. Students are likely to deve lop a sense of 

relatedness when their teachers are involved (Marchand & Skinner, 2007 ; Stornes et aI., 

2008). 

Student who fe lt secure with their teachers and who felt they are liked by their 

teachers tended to engage in academic activities (Tucker et aI. , 2002). Furrer and Skinner 

(2003) also reported that emotional engagement, although predicted by relatedness to the 

three socia l partne rs ( i. e., parents, teachers, and peers), depended heavil y on relatedness to 

teachers. Thi s el11oti ona l suppoli is important because emotionally di sturbed students can not 

do we ll in school (Deci & Ryan, 2000; Jacobson et aI. , 1994). 
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Moreover, the fi ndings of this research revealed that teachers' invo lvement pos iti vely 

and sign ificantl y predicted students' perceived competence (see Table 5). Thi s result is 

consistent with prev ious research findings which reported the positive relatio n between 

teacher invo lvement and perceived competence. For example, Langhoul t (2004) reported that 

studen ts' positive re lationships to their teachers increased a sense of competence and 

effecti veness. Invariab ly, Roeser et al. (1996) revealed that students who experienced a 

fee ling of school belonging fe lt more academically competent. 

In general , the findings of thi s study, taken together with previous findings , lead to the 

conc lusion that teachers' involvement plays an important ro le in students' perceived 

re latedness, sense o f competence, and academic engagement. Perhaps teachers ' relational 

support is more critica l to Ethiopian Students. This is because children from economica ll y 

d isadvantaged famili es (i.e., man y Ethiopian students fac ing this cha ll enge) are more subj ect 

to fears and are unable to communicate their care giving needs, and the problem increases as 

the student moves fro m elementary to secondary school (see discussions in O 'Con11or & 

McCartney, 2006; and Vandewiel, 1981). Therefore, teachers of the country, especially those 

teaching in secondary schools may lessen the problem by demonstrating thei r relatedness to 

the students. Allocati ng suffi cient time to know students needs and providing feedback may 

help to achi eve th is end. 



4.2.2. Relationships of Students Self-System Processes, 

Academic Engagement and Academic Performance 

4.2.2. 1. Perceived Autonomy, Academic Engagement and Academic 

Performance 
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This study provided ev idence that students' feeling of relative autonom y is pos iti ve ly 

corre lated with both academic engagement and academic performance (see Table 4). 

Nevertheless, when perceived autonomy was entered into the regression model a long with 

perceived competence and perceived relatedness as a predictor of academic engagement it is 

reduced and became nonsignificant; while it remains a significant pred ictor of academ ic 

performance. Hence, one can conclude that perceived autonomy as a component of a self-

system process did not have a significant direct impact on how hard a student works in 

school. 

However, the absence of a li near relati on, does not necessaril y suggest that perceived 

autonom y is without importance. When the measure of perceived autonom y (RA I) was 

broken down in to its two primary subcomponents, that is, autonomous (i.e., intr insic and 

identifi ed regul ation) and controlled (i. e., external and introjected regulation) regulat ion 

ori entat ions; mult ip le regression analysis indicated that both composite scales of motivation 

have a unique and differenti al effect on both academic engagement and academic 

performance. Specifically, autonomous regulation positive ly predicted both academic 

engagement and academic performance. Conversely, students who perfOnll their school tasks 

because of external or internal ob li gation (controlled regulation) showed lower academic 

performance. 

Students who study school subjects for intrinsic and identifi ed reasons are more 

likel y to fu ll y engage in learn ing, and more ful ly understand the learning material and ach ieve 
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better results. When school activities are interesting to students or when students accept the 

acti viti es as their own, they exert more energy and perform better. This finding is consistent 

with the wo rks of Miserand ino (1996), which revealed that students who perceived they 

engage in schoo l activities for autonomous reasons reported more invo lvement and 

persistence, and received higher grades than students who perceive themselves as more 

contro ll ed . Reeve and lang (2006) also found that students' perceived autonomy was 

pos iti ve ly re lated with academic engagement and performance. Autonomously regulated 

ind ividuals feel they are doing a task because they have chosen to do so vo luntaril y, thus , 

these learners are li kely to feel interested in the ir learning, show devotion to the learning 

acti vities and perform better. In line with thi s, Vansteenkiste et al. (2005) found that 

autonomous motivation was associated with a more efficient organizati on of one's study 

time, better able to remain concentrated when studying, to feel less anxious in the face of 

chall enge, and better test scores . 

However, the present study is not in agreement with the findings o f d 'A illy (2003) 

who reported that Ch inese children who have high scores on the relative autonomy sca le tend 

to do s lightly less in schoo l. He attributed the results to the collectivist culture of china as 

opposed to the Western children. Nevertheless, recent research by Vansteenkiste et al. (2005), 

on the Chinese students found results that are opposite to d ' Ailly. They concluded that 

perceived autonom y has a facilitating role to academic engagement and academic 

performance fo r the Chinese children as those in Westel11. 

The present study also indicated that those students who perf 01111 their school tasks for 

contro lled reasons showed lower academic performance, but was unrelated to academic 

engagement. This fi nding is conceivab le that students may engage in activ ities which they did 

not like or accept as their own, hence, they may complete the work wi thout exerting much 
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mental energ y. As a result, they w ill perform poorly in schoo l. A stud ent who did hi s/her 

ass ignment because he/she wo uld get in troubl e if he/she does no t do, often fee l anxious, 

angry, and bo red in schoo l, and less concentrated in academ ic acti vities wh ich underm ines 

schoo l performance. There are several studi es that reached at s im ilar conclusions. For 

exam ple , Va nsteenkiste et a l. (2005) captured the fo llowing: 

.. .feeling pressured and controlled to study disrupts students ' ability to concenlrate 

while studying, stems an efficient organization of one's study tillie, provokes a 

negative attilude toward school, and enhances feelings of stress and IJeI/ormance 

allxielv. Of note, controlled motivation is also associated with more passive-avoidant 

study behavior and with an increased risk of dropping out from the stuc(y course. (p. 

4 79). 

Stu dents who experi ence feelings of press ure and contro l are assoc iated with an 

increased ri sk o f perfonn ing poorly on school subjects (see Reeve & Jang, 2006; 

M iserandino , 1996; Vansteenkiste et aI. , 2005). 

The p resent stud y, together w ith previous wo rks, suggests that students who perform 

schoo l act iv it ies for autonomous reasons (i.e., intrins ic and identified regu lation ori entations) 

are mo re li kel y to engage in academic activities and consequently perform better in school 

subj ects than those st udents who perform for controll ed reasons (externa l and introj ected 

motivation ori entations). Furthermore, learner autono my is an education al goal in th e sense 

that it empowers th e learne r 's c ritical thinking, creati vity, responsibi lity for thei r acti o ns and 

ultimate ly makes them productive c itizens in terms of economic, soc ial and politi cal aspects. 

To thi s end , he lpi ng lea rners to identify the why of learning (i.e. , enco uraging identified 

regu latio n), and making the process of lea rn ing interesting (i.e., encouragi ng intrin sic 

regulation) are critical. Thus, if our educational inst ituti ons want to produce c iti zens who are 
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creati ve, crit ica l, responsible and capabl e of eva luating a si tuation, and find soluti ons to their 

problems and soc iety at large autonomous learning shou ld be encouraged. 

4.2.2.2. Perceived Competence, Academic Engagement and 

Academic Performance 

This research found strong evidence that students' perce ived competence is important 

to thei r academi c engagement (see Table 7). This stud y also revealed that students' academi c 

engagement med iated the relationship between perceived competence and academic 

performance. These findings, thus, support the premise that students' perceived competence 

enhances their academic engagement and in this way fac ilitate academic performance. This 

finding is cons istent w ith considerable research on the positi ve effect of students perceived 

com petence on academic engagement and academic perfo rmance (e.g., E lliott et aI. , 2005; 

Roeser et aI. , 1996; Sk inner et aI. , 1990; Wentzel, 1989; Yalew, 2003) . Moreover, the direct 

effect o f perceived academ ic competence on academic engagement, as demonstrated in Table 

7, was the strongest of the self-system vari ables. 

When students feel they are competent, they are more likely to engage in academic 

act iviti es and perfo rm better in academic subj ects. Congruent with thi s find ing, Yalew 

(2003) revea led that students who perceive themselves as adequate to chall enge the academic 

tasks are more like ly to exert effort, persi st on task and perform better in schoo l. 

In contrast, students who believe that they are less competent often show 

disengagement in school act ivities. There are several findings wh ich emphasized the problem 

of perceived competence on academic engagement and academic performance. For exampl e, 

Ski nner et al. (1990) and Miserandino (1996) reported that students who perceive their abi li ty 

with uncertainty show disengagement in academic tasks which undellllines academic success . 
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4.2.2 .3. Pet'ceived Relatedness, Academic Engagement and Academic 

Performance 

Multi ple regress ion analysis revea led that students' sense of related ness posi ti vely 

predi ct academ ic engagement (see Table 7). Consistent with the contentions that students' 

feelings of conn ectedness or attachment to teachers represent a key self,system process, 

st udents' who reported a higher sense of relatedness also showed greater engagement in 

academic acti vities. Cons istent with the proposed causal effects, students' relatedness 

pos iti vely and s igni ficantl y predicted students' academ ic engagement. Thi s res ul t is JI1 

agreement with prev ious research showing the positive link between students feeli ng of 

re latedness, and their school engagement and success (e.g., Babcock, 2003 ; Daniels & Perry, 

2003; Furrer & Skinner, 2003). 

Another key goa l of thi s study was to explore a poss ible mechanism through which 

fee lings of relatedness make a difference in students' actual academic perfo rmance. The 

pattern of mediational findings suggests that students' academic engagement is one likely 

path way. Perce ived relatedness may have an energetic flJ11ction , awakening enthusiasm, 

in terest, an cl willingness to participate in school acti vities. It seems that students with secure 

relationships, who maintain responsive interacti ons wi th their teachers functi on we ll in 

schoo l. Stu dents perceived relatedness allow them to achieve a sense of academic 

competence, as we ll as actual school performance, by providing them with a secure emotional 

fou ndat ion (Roeser et aI. , 1996; Wong et aI. , 2002). 

Several studies (e.g., Hughes & Kwok, 2007; Larose et aI. , 2005) concluded that 

perceived relatedness is essential for school success. Hughes and Kwock found that students' 

sense of connectedness to their teachers pos iti vely influenced school engagement ancl in turn 

their academic achievement. In a similar ve in , Assaye (2004) revealed that perception of 
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positive teacher- student relationship is positively related to academic achievement. Students' 

fee ling of be longing, acceptance, and interpersonal support is associated with their self­

efficacy, success expectations, positive affect, engagement and academic performance (Furrer 

& Ski nner, 2003). Students' who feel cared and li ked by their teacher in turn like their 

teac her, and often st ri ve to meet the teacher 's standards. 

In contrast, students who perceive that their teachers do not know them , or di sli ke 

them exert less e ffort to their learning. If students do not trust that their teachers know them 

enough to provide appropriate support, they begin to di sengage from learn in g acti vities 

(Dan ie ls & Perry, 2003), and perform poorl y in school (Furrer & Skinner, 2003). These 

students often ex peri ence boredom, unhappiness and anger while learning (Furrer & Skinner, 

2003) , which impairs their physical and psychologica l investment in learn ing and 

conseq uentl y reduce performance. 

Together with previous research, thi s finding suggests that building student-teacher 

connectedness is an important factor in promoting students academic engagement and 

academic performa nce. 

4.2.3. Academic Engagement to Academic Performance 

The present study, as can be seen from Table 9, showed that academic engagement is 

a signi fica nt pred ictor of students' academic performance. This finding is consistent with 

previous research (e.g., Adane & Dawit, 2000; Buhs et aI., 2006; Elliot et aI. , 1999) reporting 

the im portance of academic engagement to academic performance. For example, Elliot et al. 

(1999) reported that persistence and effort were significant predictors of exam performance. 

Students' academic engagement which invo lves behaviors such as do ing c lasswork, 

homework, and other ass igned wo rks is a criti ca l element in students' academic performance. 
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Wi th thi s regard, Connell (1990) claimed that student engagement is not only a robust 

pred ictor of academic achievement, but it is also the on ly variable that direct ly effects 

academic achi evement. All the other vari ables (e.g., teacher behaviors, student se lf-system 

processes) act through engagement. These vari ab les indirect ly influence academic 

performance by either enhancing or undermining student engagement in school activiti es. 
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CHAPTER FIVE 

SUMMARY, CONCLUSION AND RECOMMENDATIONS 

5.1. Summary 

The purpose of this study was to examine relationships among teacher context, students­

se l f system processes, academic engagement and academic performance. As a result , the 

following resea rch questions were formulated: 

I . Is there a significant relationship between students' self-system variables, that is, 

perceived autonomy, perceived competence and perceived relatedness, and academic 

engagement? 

2 . Is there a signifi cant relationship between teacher context variables (i.e., teacher 

autonomy support, teacher structure & teacher involvement) and students' self-system 

processes? 

3. Is there a significant relationship between students' academic engagement and their 

academ ic performance? 

4. Do studen ts' self-system processes mediate relationships between teacher con text and 

academi c engagement? 

5. Does academ ic engagement mediate the relationship between students' se lf-system 

processes and academic performance? 

In order to examine the relationships among the study variables, a causa l model adapted 

from Connell (1990) depicting relationships among teacher context, students' se lf-systems, 

academic engagement and academic performance was used. 

The stud y was conducted in genera l secondary schools at Debre Berhan town. Three 

hundred fi fl y students ( 162 males & 188 femal es) were selected using strati fi ed random 



81 

sampling technique. Unfortunately, missing data make the final study sample to be 327 (152 

males and 175 females). 

The data were collected through both questiOimaire and ana lyses o f students' 

academic records. To asses teacher autonomy support, teacher structure and teacher 

in vo lvement RA PS-S (Research Assessment Package for Schools-Student vers ion) was 

adapted. Students' perceived autonom y was measured by adapting four subscales of the 

academic motivat ion sca le (AMS) developed by Vallerand et al. (1998, cited in Ratt el et aI. , 

2007) . Perceived competence was assessed by adapti ng an instrument deve loped by Akey 

(2006). To measure perceived relatedness nine items were adapted from SDT measures (n.d.) 

and three additiona l items were developed by the present author. Students' academic 

engagement was measured by adapting RAPS-S (mentioned above). Students' first semester 

average marks were used as a meas ure of academic performance. 

T he instruments in the questionnaire, except those that demanded participants 

background variab les, had 5-scales ranging from I (not at al l true) to 5 (very true).The 

questionnaire was translated in to Amharic to make understanding and gIVIng responses 

easier. 

T he questionnaire was pilot tested in a sample of 50 respondents, of these 48 provided 

complete data. The instruments were improved based on the reliability analysis and feedback 

rece ived from the pa rti c ipants. 

The data were ana lyzed employing descri ptive analyses, one sample I-lest, bivariate 

corre lations, regression ana lyses and path ana lyses. 

The one sample I-lest revealed that students tended to positively endorse the scales. 

The mean scores for teacher autonomy support (M=3.93), teacher structure (M=4.06), teacher 

in vo lvement (3.96) , perceived competence (3.99), perce ived relatedness (M=3.84), academic 
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engagement (M =4.16) are significantly above the midpoints o f the sca les (3.0). The mean 

score of perceived autonom y (.32) is also signifi cant ly above the mid point of the scale (0.0). 

To see the general pattern of relationships among the stud y vari ab les , bi variate 

corre lati ons were used. The bivariate correlation revealed that the re lationships among all the 

stud y va ri ab les , except for the rel ationship between teacher invo lvement and perceived 

auto nomy (1·=.08, ns), are positive and signifi cant. 

To examine the relationship of 1) the components of teacher contex t to students' self­

system processes, 2) students self-systems to academic engagement, and 3) academ ic 

engagement 10 academic performance, multiple regression analyses were employed. The 

resu lt s revea led that the components of teacher context, that is, teacher autonom y support (~ 

= .129), teacher structure (~ = .299), and teacher involvement (~ =.328) are sign i fi cant 

predi ctors of perceived autonomy, perceived competence and perceived related ness, 

respect ive ly. Moreover, teacher autonom y support m = .139) and teacher structure W = .209) 

are signifi cantl y re lated to perceived relatedness; and teacher invo lvement (~ = .147) is 

s igni fica ntly related to perceived competence. 

When academic engagement was regressed on the three self-system va riables, the 

result s revea led that perceived competence (.433) and perceived relatedness (.202) 

s ignifi cantl y pred icted academic engagement ; and the association was stronge r 10 perce ived 

competence. The two vari ab les together exp lained 33 .2% of the variance in students' 

academi c engagement. Perceived autonom y as a self- system process was not signifi cantl y 

relatcd to academic engagement. However, when the measure of perceived autonomy (RAJ) 

is broken down in to its two primary subcomponents, that is, autonomous regulation and 

contro ll ed regulati on have a differential effect on academic engagement and academic 
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perfo rlll ance. A utonomo us regulation is pos iti vely and signifi cantly related to both academic 

engagement and academ ic performance. However, controll ed regulation is unrelated to 

acadellli c engagelll ent but had signifi cant negati ve relations to acadelllic perforlllance. 

Thi s stud y al so showed that academic engagement CP = .498) is a signi li cant predi ctor 

o f acadellli c performance; 24.5% of the variance in academic performance is accounted for 

by academic engagelllent . 

To tes t the indi rect effects of I) the cOlllPonents of teacher contex t on academic 

engagement via the self-systelll processes, and 2) to the se lf-system processes on academic 

performance via academic engagement path analyses were employed. The mediational 

analyses revea led that among the three self-system processes percei ved competence and 

perce ived related ness mediated the re lati onship between teacher context and academic 

engagelll ent. Speci licall y, perceived competence medi ated the relationships between teacher 

structure and academi c engagement as well as between teacher involvelllent and academic 

engagement . Perce ived relatedness, on the other hand , lll ediated the relationships between all 

the three components of teacher context and academic engagement. Nevertheless, perce ived 

autonom y did not l11ediate any of the relations between teacher contex t vari ables and 

aeadem ic engagement. 

The indirect effects of teacher structure CP = .172, P<.05) and teacher invo lvel11 ent 

(P =. 130, P<.05) on academic engagement were signifi cant. 

When we see the mediational role of acadel11ic engagement of the relati onships 

between the se l F-systems and academic performance, it mediated the relati ons between 

perce ived cOl11petence and academic performance as well as between perceived relatedness 

and acadel11i c per form ance. Nevertheless, academic engagement did not medi ate the 

relationshi p between perceived autonomy and academic performance. The indirect e ffects o f 
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bo th perceived competence W =.216, P<.OS) and perceived relatedness (~ = .10 1, P<.OS) 

\"'ere significant. 

In general , the se lf system process model used in thi s stud y found ev idence that it can 

be applied to the Eth iopian context to encourage students to engage in academic acti viti es and 

there by to im prove their academic performance. 

5.2. Conclusions 

Based on the fi nd ings of thi s stud y, the foll owing conc lusions are drawn: 

I. The three facets of teacher context generall y enhance the development of students' 

self-system processes. Specificall y, teacher autonomy support facilitates students' 

perce ived au tonom y and perceived relatedness; teacher structure faci li tates perceived 

competence and perceived relatedness; and teacher invo lvement fac il itates perce ived 

relatedness and percei ved competence. Hence, it is evident that the three components 

of teacher context operating together in fac ilitating the self-system processes. 

Moreover, both teachers' provision of structure and their involvement in students 

lea rning have a positive and s ignificant ind irect effect on students' academic 

engagement through both perceived competence and perceived relatedness. 

2. Students' perce ived competence and perceived re latedness to teachers are signifi cant 

predicators o f academic engagement. The re lat ionship of academic engagement is 

stronge r to perceived competence than perceived relatedness . Perceived competence 

and perce ived relatedness have also a significant indirect effect on academic 

perfo rmance via academic engagement. Thus, it appears that perceived competence 

and perce ived relatedness are funct ioning si multaneous ly in promoting both students 

academic engagement and academ ic performance. 
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3. Students ' percei ved autonomy was not significantly related to academic engagement. 

However, when the measure of perceived autonomy (RAI) was broken down in to its 

two primary subcomponents, that is, autonomous regulation and controlled regul ation 

ori enta tions have a unique and differential effect on both academic engagement and 

academ ic performance. Specifically, autonomous regulation is positi vely related to 

both academic engagement and academic performance. Conversely, controlled 

regulation is not significantly related to academic engagement, but is negati ve ly 

re lated to academic performance. Hence, it is clear that autonomous regulation 

en hanced students' academic engagement and performance than contro li ed regulation. 

4. Studen ts' academic engagement significantly and positively predicted academi c 

perform ance. 

5.3. Recommendations 

Based on the results of thi s stud y, the following recommendations are forwarded: 

• Teachers support is crucial for the deve lopment of students' sel f- system processes and 

in tum to students ' academic engagement of general secondary school students. 

Speci f1call y, teacher structure and teacher involvement were important to promote 

students sense of competence and feelings of student-teacher relatedness wh ich in turn 

ha ve an important impact on academic engagement. Thus, teachers should focus on 

fac i I i tati ng students ' perceived competence and feelings of connectedness. Teachers 

may enhance students' sense of competence by providing clear beha vioral rules, 

optimally challenging expectations, and by consistent administration of the 

consequences. Teachers may al so facilitate students feeling of relatedness through 
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provid ing of sufficient amount of feedback, and spending sufficient amount of time 

with a st udent talking about a personal problem and helping to so lve academic 

probl ems . These teacher behavio rs communicate to the student that he/she is 

important enough and help him/her to experience a sense of security whi ch is found to 

be crucial to academic engagement. 

Students ' perce ived competence is important to augment academic engagement and 

academ ic performance. Students shou ld beli eve that they have the ability to learn and 

per fo rmance can be improved by increasing effoti. Thus, teachers, counselors, and 

school leaders should create an envirolUllent that encourages the deve lopment of 

student perceived competence. 

• Students ' autonomous regulation is important to enhance students' academic 

engagement and academic perf011l1anCe; where as, students controlled regulation has a 

negat ive impact on academic performance. To this end , teachers should communicate 

the learn ing objectives to students and rel ate how it is important to them and the 

society at large (i.e., encourage identified regulation) and try to make learning more 

interesting (i.e., encourage intrinsic regulation), and minimize the use of pressuring 

events. Curricu lum developers and tex tbook writers should al so incorporate learnin g 

experiences that are potentially interesting to the learner. 

• Students' academic engagement is criti cal to boost students' academic performance. 

Thus, teachers, parents, school leaders, counselors, and other concerned authorities 

should find ways to encourage student engagement. 

• Uni ve rsiti es and Colleges should equip teachers, specially general secondary school 

teachers, wi th the know ledge and sk ills which enable them to nurture their students in 

term s of support for learners sense of competence, feelings of attachment and the 
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development of autonomous regulation that are seen important in improving students 

school engagement and performance. Nonetheless, the present researcher did not 

claim that the encouragement of the self-system processes as a replacement of 

teachers subject matter knowledge, but should be viewed as integral components to 

facilitate learning. 

Suggestions for Future Research 

I" The present research only investigated the relationship of teacher context to students ' 

se lf-systems and academic engagement and performance, future research should 

include the impacts of parents and peers which may have an important influence on 

the se l f- systems and academic engagement and performance. 

I" Although thi s study employed a structural equation modeling, it is nevertheless 

inappropriate to make strong causal inferences. Hence, future research should make 

use of experimental designs in order to make possible causal relationships. 

I" The data used in thi s study is mainl y based on self-repol1 measures. Future research 

should add observational data and teacher reports that could increase the validity. 

I" The present study was confined to two General Secondary school s of Debre Berhan 

to wn. The ex amination of the study variables in more diverse samples is an important 

next step. 

I" In the present stud y, the relationship between the composite scale of perceived 

autonomy (RAI) and academic engagement was inconsistent. Thus, to veri fy the 

inconsistency future research is required. 
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Objective: - The objective of this questi onnaire is to collect data about genera l secondary 

school students ' reasons for going to schoo l, perceptions of academic competence, 

levels of academ ic engagement, and feel ings and ex periences with their teachers 

support behaviors. The results of thi s study will have a significant contribution to the 

improvement of instruction . Therefore, your genuine responses for the given items are 

valuabl e to this end . 

Note: 

.:. The information that yo u provide will be kept highly confidential. 

.:. Answer a ll items - there is no ri ght or wrong answer. You on ly rate how the sta tement 

is true to you . 

• :. I f there is an y ambiguity in the instructions or in the items, it is necessary to ask . 

• :. Give your responses according to the given instructions. 

Thank. you for your cooperation! 

Part I: Provide appropriate information to the following items that require your personal 

data on the space provided. 

I. Name of the school ---------------------------
2. Grade leve l ________________________________ _ 
3. Section ____________________________________ __ 

4. Roll No. 
5. Sex ____________________________________ _ 
6. Age ____________________________________ _ 



No . 

I 

2 

, 
J 

4 
5 
6 
7 
8 

9 
10 

II 
12 
13 
14 
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Part II : General Direction 

The items that are presented in the fol lowing subsequent tables have five alternatives. These 
are: 

I = Not at all true 
2= Not true 
3 = SOllie what true 
4= Tme 
5 = Ver)1 true 
Read each item and respond how tru e it is to you. 

2.1. Measures of Teacher Context 

Instruction: T he Items below are related to yo ur experi ence with your teachers in the 

c lassroom . Put a tick mark ( v') with respect to each statement about how you fel t about yo ur 

encounters wi th yo ur current teachers. Use the given catego ri es in fro nt of each itel1l to 

respond. 

My teachers have plenty of time for me. 
My teachers do not explain why we have to lea rn certai n 
things in schoo l. (R) 
My teachers are fa ir wi th me. 
My teachers care about how I do in schoo l. 
My teac hers thin k what I say is important. 
The rules in my classroom are c lear. 
My teachers do not seem to have enough time for me.(R) 
M y teachers interrupt me when I have something to say. 
(R) 
My teachers' expectations for me are way off base. (R) 
My teachers like the other stu dents in my class better 
than me. (R) 
My teachers try to contro l every thing I do. (R) 
My teachers are not fai r w ith me.(R) 
My teachers li ke to be wi th me. 
My teachers do not make clear what they ex pect 
orme. (R) 

Note: 
Teacher Autonomy Support = 2, 5, 8, 11 
Teacher St ructure = 3, 6,9, 12, 14 
Teacher ln vo lvement= 1,4,7,10, 13 
R= scoring on the item is reversed 

(1) Not (2) 3)Sol11e (4) 
at all Not what True 
tr ue true true 

(5) 
Very 
true 



No . 

I 

2 

3 

4 

5 
6 

7 

S 

9 
10 

II 

12 
13 
14 

15 

16 

2.2. Perceived Autonomy Scale 

Instruction: The following items are related to the reasons why you go to school. Pl ease 
respond to each item by using a tick mark ('I') under the given categori es in front of each 
item. 

Why do you go to school? 

Because I need at least to complete a high school 
education. 
Because I experience pleasure and satisfaction while 
learning new th ings. 
Because J think that a high school education will help me 
better prepare for the career [ have chosen. 
To prove to my sel f that I am capable of compl eting my 
high school education. 
In order to obtain a more prestigious iob later on. 
For the pleasure I experience when T di scover new things 
never seen before . 
Because eventuall y it will enab le me to enter the job 
market in a fi eld that T like. 
Because of the fact that when T succeed in school T feel 
important. 
Because [ wan t to have " the good life" later on. 
For the pleasure that I experience in broadening my 
knowled"e about subjects which appeal to me. 
Because thi s wi II help me make a better choice regarding 
my career ori entation. 
To show my se l f that I am an intelli gent person. 
In order to have a better salary later on. 
Because my studies al low me to continue to learn about 
many thi ngs that interest me. 
Because I beli eve that my high school education wi ll 
improve mv con1JJetence as a worker. 
Because I want to show my self that I can succeed in my 
studi es. 

Note: 

In trinsic Regulation= 2, 6, 10, 14 
Identi fl ed Regulation=3, 7, 11 , 15 
Introj ected Regulation= 4, 8,12,16 
Ex ternal Regulation= 1, 5,9, 13 

(J)Not (2) 3)Sol11c (4) 
at all Not what True 
true true true 
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(5) 
Very 
true 



2.3. Perceived Competence Scale 

Instructiou: Read the following statements careful ly and indicate how it is true to yo u by 

usi ng a tick ma rk ( ./ ) under the given categories. 

No. (I) (2) 3)Soll1e (4) 
Not Not what Tru e 
at a ll true truc 
true 

I I can't do we ll in school.(R) 
2 I can do we ll in school ifI want to . 
3 I don ' t know what it takes to get good grades in 

schoo l. (R) 
4 I am not very smart in school.(R) 
5 j can't wo rk very hard in school.(R) 
6 Trying hard is the best way for me to do well in 

school. 
7 I don ' t know how to keep myself from getting bad 

grades. (R) 

8 I am prett y smart in schoo l. 
9 I am unlucky in school.(R) 

Note: R= scoring on the item is reversed 
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(5) 
Vcry 
true 



No. 

I 
2 
, 
~ 

4 
5 
(, 

7 
8 

9 
10 

2.4. Perceived Relatedness Scale 

In struction : The items below are re lated to your re lat ionship with yo ur teachers. Put a tick 
mark ( y' ) with respect to each statement about how it is true for yo u. Use the given 
categori es in fron t of each item to respond. 

(I)Not (2) 3)Sol11e (4) 
at all Not wlwt Tru e 
true true true 

I fe ll rea ll y di stant to my teachers.(R) 
My teachers never notice me .(R) 
I wo uld li ke a chance to interact w ith m y teachers. 
I rea ll y doubt that I could ever like myt eachers.(R) 
I can ask m y teac hers for help. 
I fee l c lose to my teachers. 
I don't feel like I could rea ll y tru st m y teachers.(R) 
It is li ke ly that if I in terac ted with my teachers we could 
understand each other. 
My teachers and I care about each other. 
My teachers are not interested in w hat I do.(R) 

Note : R= scoring on the item is reversed 
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(5) 
Ver y 
true 

2.5. Academic Engagement Scale 

No. 

1 
2 

3 
4 

5 

Instruction: Respond to the following items in terms of how true/important is it to you with 
respect to your academ ic engagement. Put a t ick mark ( y' ) under the given categories in 
fro nt of each item. 

(1) Not at (2) 3)Some (4) (5) 
.111 tru e Not true what true Tru e Very 

tru c 

I wo rk very hard on my school work. 

I do n ' t try very hard on my school 
wo rk. (R ) 
I pay attention in c lass. 

I o ften come to c lass unprepared. (R) 
Not at all Not Some Important Very 

illlportalll' importallt what importam 
important 

How impo rtant is to yo u to do the best 
in school? 

Note: R= sco rin g on the item is reversed 
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1 
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~ 
3 
4 
5 
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8 
9 
10 

11 

12 

13 
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Perceived Autonomy Scale 
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1 2 3 4 
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Perceived Competence Scale 
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