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Abstract 

The purpose of the current study is to explore sex differences in language arts 

achievement, and achievement-related beliefs. Students (N = 21 5) were sampled from 

grades four and seven (1 14 male, 101 female). Girls and boys were compared on their 

language arts report card grades, Foundation Shlls Assessment (FSA) scores, self- 

efficacy judgments, attributions, and expectancy-value responses. Results revealed that 

girls achieved higher language arts grades and higher FSA writing subtest scores. No sex 

differences were found for FSA reading comprehension subtest scores. Girls reported 

higher perceptions of self-efficacy, and subjective task-values. Boys showed differences 

in their attributional thmking in comparison to previous research. Implications and 

suggestions for future research are discussed. 
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Sex Differences in Perceived Self-Efficacy, Attribution Style, Expectancy-Value, 

and Academic Achievement in Language Arts 

CHAPTER 1 

Introduction 

Sex differences in achievement have been addressed in many research studies 

(Lightbody, Siann, Stocks, & Walsh, 1996; Siegle & Ries, 1998; Wolters, Yu, & Pintrich, 

1996). These studies have found discrepancies between male and female performances in 

the subject of language arts; specifically, girls exceed males in language arts achievement 

(Bandura, 1997; Colangelo, Assouline, Cole, Cutrona, & Maxey, 1996; Colangelo & Kerr, 

1990; Pajares & Valiante, 2001 ; Randhawa, 199 1). Three common achievement-related 

factors have been identified as playing a major role in these sex differences in 

achievement, within the field of motivation. Self-efficacy, attribution style, and 

expectancy-value have been linked to levels of academic achievement (Bandura, 

1986,1997; DeBacker & Nelson, 1999; Eccles, Wigfield, Harold, & Blumenfeld, 1993; 

Marsh, 1984; Multon, Brown, & Lent, 1991; Schunk & Gunn, 1986; Shell, Colvin, & 

Bruning, 1995; Siegle & Reis, 1998; Stipek, 1993; Sullins, Hernandez, Fuller, & Tashiro, 

1995; Weiner, 1979, 1985, 1994; Wigfield & Eccles, 2000; Williams, 1994). More 

specifically, high levels of self-efficacy, and appropriate attribution styles and expectancy- 

value are related to satisfactory achievement in language arts (Bandura, 1986,1997; Stipek, 

1993; Wigfield & Eccles, 2000). 

In some achievement areas, such as mathematics and science, girls tend to have 

more ineffective and debilitating efficacy, attribution, and expectancy-value levels than 

boys (DeBacker & Nelson, 1999; Eccles, Wigfield, Harold, & Blumenfeld, 1993; Schunk, 
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2000; Shell, Colvin, & Bruning, 1995; Siegle & Reis, 1998; Stipek, 1993; Sullins, 

Hernandez, Fuller, & Tashiro, 1995; Weiner, 1985; Wigfield & Eccles, 2000; Williams, 

1994; Wolters & Pintrich, 1998). Within the specific area of language arts, however, this 

generality does not apply. In this particular subject area, girls report having higher and 

more productive levels of self-efficacy, attribution styles, and expectancy-value than boys 

(Eccles, Wigfield, Harold, & Blumenfeld, 1993; Li & Adamson, 1995; Lightbody, Siann, 

Stocks, & Walsh, 1996; Marsh, 1984; Pajares & Valiante, 2001 ; Rogers, Galloway, 

Armstrong, & Leo, 1998; Ryckman & Peckham, 1987; Wigfield & Guthrie, 1997; 

Williams, 1994). As a point of interest, the reverse of this is found in mathematics, where 

boys tend to have higher and more productive levels of self-efficacy, attribution styles, and 

expectancy-values than girls (Bandura, 1997; DeBacker & Nelson, 1999; Eccles, 1989; 

Randhawa & Gupta, 2000; Rogers, Galloway, Armstrong, & Leo, 1998; Sullins, 

Hernandez, Fuller, & Tashiro, 1995). 

Some research, however, has indicated that the gap between the sexes appears to be 

narrowing in language arts, with boys beginning to "catch up" to girls in achievement 

(Lightbody, Siann, Stocks, & Walsh, 1996; MacCann, 1995; Marsh & Yeung, 1998; Siegle 

& Reis, 1998; Stumpf & Stanley, 1996). If this increase in achievement were in fact 

occurring, then one would also expect to find heightened reports of self-efficacy, 

attributions, and expectancy-value. As such, the current research study examined if 

purported achievement gains are in fact being made by boys in language arts. If so, have 

these gains been met with corresponding gains in self-efficacy, as well as appropriate 

changes in attribution styles and expectancy-value. 
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The findings of this research have profound implications for students. Identification 

of low self-efficacy and inappropriate, negative attributions styles and expectancy-value in 

language arts can have implications for students' beliefs about their self-worth, self- 

regulatory strategies, and performance-goal approaches (Pajares & Valiante, 2001; 

Wigfield, Eccles, MacIver, Reurnan, & Midgley, 1991). In turn, students may limit their 

pursuit of study and career choices that require high literacy. As well, these factors may 

have an impact on their self-efficacy levels in related areas, as reading and writing are 

components of most academic areas. 
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CHAPTER 2 

Literature Review 

This chapter provides a detailed review of the literature related to the current study. 

First, sex differences in language arts achievement will be discussed. This will be followed 

by an exploration of research studies identifying the relationships found between academic 

achievement and the achievement-related beliefs of self-efficacy, attributions, and 

expectancy-value. The research literature discussing sex differences in achievement beliefs 

will be noted for each. Finally, the research questions for the study will be presented. 

Sex Diffences in Language Arts 

Sex differences in academic subject areas have been described by a variety of 

research studies and theoretical discussions (Colangelo, Assouline, Cole, Cutrona, & 

Maxey, 1996; DeBacker and Nelson, 1999; Eccles, Wigfield, Harold, & Blurnenfeld, 1993; 

Li & Adarnson, 1995; Lightbody, Siann, Stocks, & Walsh, 1996; Marsh & Yeung, 1998; 

Pajares & Valiante, 2001 ; Randhawa, 199 1 ; Rogers, Galloway, Armstrong, & Leo, 1998; 

Siegle & Reis, 1998; Sullins, Hernandez, Fuller, & Tashiro, 1995; Wigfield & Eccles, 

2000; Wolters, Yu, & Pintrich, 1996). Empirical evidence supports the notion that sex 

differences exist in achievement. These differences have affected achievement outcomes in 

various subject areas. Many of these subjects have been addressed in the research; 

however, mathematics and language arts appear to be the predominantly explored subject 

areas (Lightbody, Siann, Stocks, & Walsh, 1996; Siegle & Reis, 1998). 

Achievement dzferences. Traditionally, the research literature suggests that boys 

have rated their math abilities higher than girls do, while girls tend to rate their language 

arts abilities higher than boys do (Siegle & Reis, 1998). Sex stereotypes, gender 
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orientation, and beliefs surrounding sex-role appropriateness have been observed in 

language arts, with subsequent implications for both males and females (Bandura, 1997; 

Eccles, 1989; Pajares & Valiante, 2001; Wigfield, Eccles, MacIver, Reuman, & Midgley, 

1991). Pajares and Valiante (2001) explained that "writing is viewed by most students, 

particularly younger students, as being primarily within a female domain" (p. 377). 

Wigfield, Eccles, MacIver, Reuman, & Midgley (1 991) explained that the existence of sex- 

role beliefs surrounding a specific activity or subject areas, such as language arts, can 

result in some adolescents having negative beliefs about these areas, and subsequently 

becoming less involved. These beliefs have implications for a student's self-efficacy, self- 

worth, self-regulatory strategies, and performance-goal approaches (Pajares & Valiante, 

2001; Wigfield, et al., 1991). 

Randhawa (1 991) conducted an exploration of sex differences in academic 

achievement. "A single-stage stratified design was used to sample classes .from each school 

jurisdiction in Saskatchewan" (Randhawa, 1991, p. 244). Ten percent of the classes from 

1978-1 979 and 1985-1986 were used. Canadian Test of Basic Skills (CTBS) was the main 

dependent measure. The results demonstrated that there was a female achievement 

advantage observed in grade-seven classes in 1978. This advantage was reduced by 1985, 

in both the vocabulary and mathematics subjects areas. By grade ten, the girls were only 

outperforming the males in the area of language arts, and the boys were achieving higher 

marks in mathematics. The authors noted that perceived classroom behaviours and varying 

cognitive structures were controlled for and eliminated as confounding variables. 

Colangelo and Kerr (1 990) also identified sex differences in the specific subject 

areas of language arts and mathematics. The American College Testing Assessment 
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Program (ACT) was used as an assessment instrument. Of the 729,606 students who were 

involved in the assessment, only those subjects who achieved a perfect score on at least 

one subtest of the ACT were included for analysis (N=5,615). The results indicated that 

generally boys were more likely to achieve perfect scores, girls outscored boys in English, 

and boys outscored girls in mathematics and science. 

Research from Colangelo, Assouline, Cole, Cutrona, and Maxey (1996) 

additionally reported a similar study a few years later. A sample of 374,527 high-school 

students was selected. Participants were administered the PLAN, a test developed by 

American College Testing (ACT). This instrument measured the students' English, 

mathematics, reading, and science reasoning. The sample size was then reduced to 4,75 1, 

as only those students who received a "perfect score" on at one least subscale of the PLAN 

were included. The results implied the same pattern commonly found in previous studies 

of sex differences (Colangelo & Kerr, 1990; Randhawa, 199 1). That is, higher incidences 

of perfect scores in mathematics were found for boys than for girls. In addition, there were 

higher incidences of perfect scores in English for girls than for boys. Previous studies may 

differ in some specifics of these findings, as the study by Colangelo & Kerr (1 990) found 

additional sex differences in the area of sciences. In regards to the areas of English and 

mathematics, however, the identified differences in the Colangelo et al. (1996) study were 

consistent with previous studies. 

Lightbody, Siann, Stocks, and Walsh (1996) continued research in the area of sex 

differences in an academic environment. The study included 1,068 secondary school 

pupils. Participants completed questionnaires regarding what they liked about school, how 

much they enjoyed certain subjects, attributions of academic success, and factors of career 
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guidance. Group interviews were then carried out with a smaller sample of one male group 

and one female group of students, followed by individual interviews with ten sets of 

parents. 

The authors of the study reported students' preferences of particular subject areas 

by age, sex, and attributions. These data indicated that girls preferred the subject areas of 

English, languages, home economics, drama, and music. Boys preferred the subjects of 

science, industrial arts, and physical education. Although the authors noted that the sex 

difference gap appeared to be lessening, Lightbody et al. emphasized the importance of 

further examination in this area, and hture academic patterns. 

It is important to note the studies that have found the achievement gap between 

boys and girls closing in language arts. Specifically, research studies have begun to find a 

pattern of boys "catching up" with girls in language arts achievement (Feingold, 1988; 

MacCann 1 995; Stumpf & Stanley, 1 996). 

Feingold (1 988) conducted a study examining for sex differences in achievement. 

Feingold examined norms and test scores for two standardized measures, the Differential 

Aptitude Tests (DAT) and the Preliminary Scholastic Aptitude Tests (PSAT). The DAT 

included sections of: Verbal Reasoning, Spelling, Language, Clerical Speed and Accuracy, 

Space Relations, Numerical Ability, Mechanical Reasoning, and Abstract Reasoning. The 

PSAT included a Verbal scale and a quantitative, Mathematical scale. Data were examined 

beginning from when the DAT and the PSAT were first normed, 1947 and 1960 

respectively. For the DAT, samples of students' scores were then chosen from the years 

1947,1962, 1972, and 1980, with grades 8 through 12. For the PSAT, samples of students' 
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scores were then chosen fiom the years: 1 960, 1966, 1 974, and 1980, with a sample of 

what Feingold terms as "high school juniors and seniors". 

Results indicated that sex differences were found during the first years the DAT 

and the PSAT were normed, 1947 and 1960. Specifically: 

girls then scored higher on three DAT tests: Spelling, Language, and Clerical 

Speed and Accuracy, and (for high school juniors) on the PSAT-Verbal. Boys then 

scored higher on the Mechanical Reasoning, Space Relations, Verbal Reasoning, 

Abstract Reasoning and Numerical Ability tests of the DAT, and on PSAT- 

Mathematics. (Feingold, 1988, p. 101) 

Upon examining the data fiom 1980, the male students "had completely closed the gap on 

PSAT-Verbal and cut in half the differences in Clerical Speed and Accuracy" (Feingold, 

1988, p. 101). Feingold noted the importance of the sex gap narrowing, however explained 

that it is important to observe the consistent pattern of existing sex differences in 

achievement fiom 1960 to 1983. As such, Feingold emphasized the essential need for 

future research of academic patterns of commonalties and differences between males and 

females. 

MacCann (1 995) also commented on the trends found in sex differences and 

achievement. He reported that there appears to be a steady increase in performance by girls 

in mathematics, and boys in English. As a result, the traditional achievement patterns of 

males and females in each of these areas appears to be reversing, with the sex gap 

beginning to narrow. 

Shunpf and Stanley (1996) additionally addressed the area of achievement, and 

examined sex differences amongst several different subject areas. The authors examined 
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the results of students completing the College Board's Advanced Placement (AP) program 

and Achievement examinations. Four separate years of test administrations were explored, 

including periods of time from 1984-1 985 to 1991 - 1992 for the AP exams, and fiom 1982- 

1983 to 199 1-1 992 for the Achievement exams. As a result, the authors noted that there 

were only "moderate gender-related differences in the scores for a number of subjects" 

(Stumpf & Stanley, 1996, p. 361). In regards to the subject areas of mathematics and 

language arts, Stumpf and Stanley reported that male students only had moderately higher 

mathematics-related scores than females. In the language arts area, females were only 

slightly ahead of males. Upon examining a variety of subject areas, an overall conclusion 

was noted that, " when the scores on all AP and Achievement tests in a given year were 

considered, gender-related differences cancelled out each other to some extent" (Stumpf & 

Stanley, 1996, p. 361). Stumpf and Stanley explained, however, that while a lack of 

significant differences were found, M h e r  research needs to continue in this area in order 

to make a definitive conclusion. 

In summary, research has demonstrated sex differences in language arts 

achievement. Additional findings have begun to note a narrowing in the achievement gap 

between the sexes. This narrowing implies boys are beginning to "catch up" to girls in 

language arts achievement; however, it is repeatedly noted that further research needs to be 

conducted in this area. The next section will explore the relationship between a student's 

self-efficacy and his or her academic achievement. 

SeIf-Eflcacy and academic achievement. Self-efficacy is a component of one's 

experiential world (Bandura, 1997). It is the fundamental basis of individuals' personal 

beliefs regarding their ability to be successful at particular tasks. Bandura (1 997) defines 
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this concept as a "judgement of personal capability" (p. 1 1). Self-efficacy is applicable 

with task-specific judgements, and has a large influence on individuals' choices of the 

activities selected, effort expended, tasks accomplished, and persistence (Bandura, 1997). 

Bandura (1 997) defines self-efficacy as a vital component of social cognitive 

theory. Self-efficacy has three dimensions: level, generality, and strength (Bandura, 1997). 

Level is described as "the range of perceived capability for a given person is measured 

against levels of task demands that represent varying degrees of challenge or impediment 

to successful performance" (Bandura, 1997, p.42). It is then reasoned that the fewer the 

difficulties or challenges on a task, the higher an individual's self-efficacy. Generality 

refers to whether individuals are judging their own capabilities on a specific task or across 

a variety of similar activities. Bandura (1 997) explains that this dimension can vary 

regarding aspects such as "the modalities in which capabilities are expressed (behavioral, 

cognitive, affective), qualitative features of situations, and the characteristics of the persons 

toward whom the behavior is directed" (p. 43). Lastly, Bandura (1997) described strength 

as " a certain threshold of self-assurance is needed to attempt a course of action" (p. 43). 

Specifically, Bandura clarifies that the more strength in an individual's self-efficacy, the 

more perseverance and increased chances of success on the particular activity. Self- 

efficacy measures purport to focus on these three performance capabilities, as opposed to 

personal qualities such as psychological or physical capabilities (Bandura, 1997). 

Almost three decades of research in the area of self-efficacy have determined a 

relationship between a student's performance and his or her achievement (Bandura, 1997; 

Multon, Brown, & Lent, 1991 ; Williams, 1994). High achievers are noted as having a 

higher self-efficacy than low achievers (Bandura, 1997; Shell, Colvin, & Bruning, 1995; 
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Williams, 1994). Bandura (1 997) proposed that this higher self-efficacy is associated 

directly with improvements in a student's behavioural and cognitive skills. This 

association, however, is the topic of an age-old debate. Many researchers have differed in 

opinion as to whether mastery causes an increase in self-efficacy, if an increase in self- 

efficacy creates more confidence and leads to mastery, or if a reciprocal relationship exists 

between self-efficacy and performance. In light of this debate, the focus of research can 

still look beyond this contention, and agree that self-efficacy levels are related to an 

individual's achievement level and perception. Future research will continue to explore the 

chronological order of "mastery and self-efficacy"; however, regardless of where self- 

efficacy falls in the timeline with mastery, the fact remains that it is a hndamental 

component of understanding achievement. 

Perceptions of self-efficacy have been found to be dependent upon how 

performance and outcomes on tasks are cognitively appraised (Wigfield & Eccles, 2000). 

Efficacy expectations can be predictive of an individual's future performance (Wigfield & 

Eccles, 2000). Self-efficacy has been found to be related to the types of academic strategies 

used by a student and, in turn, affect achievement performance (Wolters & Pintrich, 1998). 

A student who feels capable of understanding and learning in a classroom, hence being 

more efficacious, is more likely to apply beneficial self-regulatory and learning strategies 

that will maximize achievement (Wolters & Pintrich, 1998). 

Multon, Brown, and Lent (1 991) reported a meta-analysis examining the 

relationship between self-efficacy beliefs and academic performance. A search of literature 

published between 1977 and 1988 was conducted via Psychological Abstracts, Educational 

Resources Information Center (ERIC), and Dissertation Abstracts databases. The term 
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"self-efficacy" was used as a qualifying term. Upon analysis, 39 studies were included 

with a total of 4,998 subjects averaging in age of 16.6 years. A large majority of the 

sample was attending either college or elementary school. Results of the meta-analysis 

revealed a statistically significant positive relationship between self-efficacy and academic 

performance. The authors additionally reported "that the relation of self-efficacy to 

performance varied by students' achievement status, with stronger relations found among 

low-achieving students (.56) than among those making normative academic progress (.33)" 

(Multon, Brown, & Lent, 1991, p. 35). Multon et al. expressed that these findings 

emphasized the importance of self-efficacy and its impact on students. 

An additional study by Williams (1 994) included 13 1 students, examining for 

discrepancies in efficacy-expectations/performance across four subject domains. The 

participants completed American College Testing (ACT) assessments in English, 

mathematics, science, and reading. Prior to completing each specific subject's subtest, the 

participants were asked to rate their self-efficacy expectation of their performance in that 

area. The results indicated that there was a positive correlation between the students' 

performance in a specific subject area, and their efficacy expectation. The findings 

supported the literature that the higher the achievement level that is reported, the higher the 

self-efficacy also reported. 

A self-efficacy conception regarding achievement holds many implications for an 

individual (Siegle & Reis, 1998). Bandura (1997) has stated that students' levels of self- 

efficacy can determine which activities, or subject areas, they will choose to focus their 

efforts on. Specifically, self-efficacy has been found to influence "what activities 

individuals selected, how much effort they put forth, how persistent they were in the face 
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of difficulties, and the difficulty of the goals they set" (Siegle & Reis, 1998, p. 45). These 

findings shed light upon the importance of self-efficacy in academic environments. The 

next section will extend this discussion into the sex differences identified in self-efficacy. 

Sex differences in self-efJ;cacy. It has become increasingly clear that self-efficacy 

levels play a role in either empowering or inhibiting a child in learning (Bandura, 1997; 

Multon, et al., 1991 ; Randhawa & Gupta, 2000; Williams, 1994). Researchers have also 

noted sex differences in self-efficacy (Bandura, 1997; Eccles, 1989; Randhawa & Gupta, 

2000; Wigfield, Eccles, Mac Iver, Reurnan, & Midgley, 1991 ; Williams, 1994). 

Specifically, girls generally judge themselves as being less efficacious than boys and as a 

result, explore and refine their learning strategies in specific subject areas (Bandura, 1997). 

Girls express a lower sense of efficacy for areas involving quantitative skills; however, 

they are not surpassed by boys in quantitative areas that involve "stereotypically feminine 

tasks", such as the mathematics involved in recipes (Bandura, 1997). 

Eccles (1989) reported a two-year longitudinal study involving a sample of 500 

students, ranging fiom fifih to twelfth grade, as well as their parents and mathematics 

teachers. The study addressed stereotypical values expressed in the home, and the resulting 

impact on children's self-efficacy levels. Eccles found that the parents generally applied 

stereotypical ideals to their children, relevant to their culture. For the purpose of Eccles' 

study, only North American culture was examined. 

The varieties of stereotypes discovered by Eccles included girls being considered 

less talented than boys in the subject area of mathematics, despite reports of equal grades. 

The more stereotyping of this kind that occurred, the more females seemed to 

underestimate their ability in mathematics and, in turn, overestimated the difficulty of the 
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subject. Eccles noted that, consequently, girls tended to be less efficacious in the area of 

mathematical activities than boys. Eccles noted that when the participants were young, 

there were no differences in ability between the sexes. As girls aged, however, cultural 

stereotypes became enforced and the girls lowered their self-efficacy levels in 

mathematics, as well as their opinion regarding the usefulness of quantitative skills in 

relation to their sex. According to Eccles, this pattern accounts for some of the sex 

differences we view in self-efficacy levels today. 

Wigfield, Eccles, Mac Iver, Reuman, and Midgley (1991) also addressed the area 

of sex differences with their research of the transition of self-perceptions as adolescents 

entered junior high. Wigfield et al. developed a 7-year design as part of a Michigan 

Adolescence Study. The authors' 1991 results addressed the first two years of this study. 

A sample of 1,850 students was used, as the students were beginning the sixth grade. A 

four-wave design was applied to assess the students at varying points throughout the years. 

More specifically, two waves of data were gathered during grade 6 (pre-transition), and 

two waves of data were gathered during grade 7 (following the transition). Data collection 

included administration of questionnaires to the students, and ability ratings fiom their 

teachers. The students completed questionnaires twice per school year, fall and spring, 

involving "items assessing a broad range of students' beliefs, attitudes, and values 

regarding mathematics, English, sports, and social activities as well as many other 

constructs" (Wigfield et al., 1991, p. 554). 

Wigfield et al. (1 991) reported sex differences in self-concepts of ability, as "boys 

had higher self-concepts of ability for sports and math than did girls, and girls had higher 

self-concepts of ability for English" (p. 563). The researchers observed a similarity in 
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enjoyment of mathematics between both males and females, however drew concerning 

attention to the indication that females still maintained less positive views of their ability in 

the mathematics area. 

Wigfield et al. discussed their results in a framework of transitioning from 

adolescence to a junior high level. Specifically, the authors addressed the struggles of 

transitioning involving such aspects as changing school environments, academic guidelines 

becoming more stringent, and shifting peer dynamics. This transitioning was found to 

explain a variety of their findings, such as a decline of self-concept with an increase in 

grade. At the root of their explanations, Wigfield et al. addressed the sex stereotyping 

existent in specific academic areas, and the negative implications this has on students 

today. 

As previously mentioned, Williams (1 994) also examined the area of self-efficacy 

and sex differences. Williams investigated differences in efficacy expectations and 

performance. A sample of 13 1 high-school students' self-efficacy beliefs was examined 

across four subject domains. The results indicated a positive relationship between self- 

efficacy levels and performance. In specific regard to sex differences in self-efficacy, 

however, Williams reported that results indicated the gap between males and females is 

decreasing. She stated that the results did not indicate a strong difference between sexes in 

self-efficacy beliefs. This lessening discrepancy was explained by the author as educators 

reframing their approaches in the classroom, resulting in equal and non-stereotyping 

efficacious beliefs. Williams' study, however, only included 43 males, as compared to 88 

females. A poor representation of males may have possibly skewed the results. The author 
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does not account for this in her discussion. Therefore, while these results are informative, 

they need to be interpreted with caution. 

Randhawa and Gupta (2000) also examined sex differences. They reported a study 

involving cross-national sex differences in self-efficacy, attitude, and mathematics 

achievement. Five hundred and seventy-five high-school students were selected, including 

292 males and 283 females. Students were administered three instruments addressing self- 

efficacy, attitude, and achievement in mathematics. Significant sex effects were found, 

with differences in favour of males for most variables. Higher self-efficacy levels for males 

indicated a sex imbalance in efficacious beliefs for mathematics. The authors concluded 

that they hoped an identification of these differences would begin to ameliorate sex 

differences in mathematics. 

In summary, a review of the research indicates a pattern of girls having a higher 

sense of self-efficacy in language arts than boys, while boys tend to have higher self- 

efficacy levels in mathematics. Self-efficacy has been found to have a relationship with 

achievement levels. Of specific interest is that along with higher language arts self-efficacy 

levels, girls also have higher achievement levels in the subject. The next section will 

explore the role of attributions in achievement. 

Attributions and academic achievement. Attribution styles have an influence on an 

individual's motivation, emotions, and expectations (Schunk & Zimmerman, 1 994; 

Weiner, 1979, 1985, 1994). Attributions are a fundamental component of one's ability 

evaluation (Weiner, 1979, 1985, 1994). Attribution style in an academic setting is 

described as being the beliefs concerning the cause of either success and failure on 

academic tasks (Shell, Colvin, & Bruning, 1 995; Schunk, 2000; Schunk & Zimmerman, 
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1994; Weiner, 1979,1985,1994). According to Weiner, attributions can be grouped into 

three dimensions: internallexternal, stablelunstable, and controllableluncontrollable 

(Schunk & Zimrnerman, 1994; Weiner, 1994). For example, effort is most commonly 

viewed as being internal, unstable, and controllable; while ability, on the other hand, is 

viewed as also being internal, stable, and uncontrollable. 

Schunk and Zimmerman (1994) explained that the stability component has a 

large influence on an individual's expectancy of success. Students may experience more 

pride upon succeeding when the outcome can be attributed to an internal cause, as opposed 

to an external cause. Individuals' perception that they have little, or no, control over an 

outcome can negatively affect their motivation, expectations, and emotions. 

A variety research has found an association between attribution styles and 

achievement (Bandura, 1986; Marsh, 1984; Schunk, 2000; Shell, Bruning, & Colvin, 1995; 

Stipek, 1993; Weiner, 1985). Shell, Bruning, and Colvin (1 995) summarized the existing 

research by stating when high and low achievers are compared, high achievers attribute 

their success more often to internal factors, than external factors. 

From an attribution perspective, students will variously connect their academic 

successes or failures to ability, effort, task difficulty, or luck (Schunk & Gum, 1986). 

More specifically, a student that perceives failure due to a lack in ability is likely to 

experience performance decrements (Weiner, 1994). If failure is connected to a lack of 

effort, however, performance increments will likely occur (Weiner, 1994). An attribution 

of success to stable causes, such as high ability or low task difficulty, can result in a higher 

expectation for firture success (Schunk & Gum, 1986). 
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Marsh (1984) examined the relationships among attributions, self-concept, and 

achievement. The sample was composed of 559 fifth-grade students, from seven private 

Catholic schools in the Sydney, Australia area. Participants were administered the Sydney 

Attribution Scale, the Self-Description Questionnaire, and an achievement measure 

relating to both reading and mathematics. Marsh (1984) purported to measure "(a) 

dimensions of self-attributions, (b) multiple dimensions of self-concept, (c) multiple self- 

concepts as inferred by peers and by teachers, and (d) academic achievement skills in 

reading and math" (p. 1295). 

The results indicated a relationship between achievement and attributions. 

Specifically, Marsh (1984) found that "students who attribute their academic success to 

their own ability and to their own effort tend to have better academic success" (p. 1305). 

On the other hand, "students who attribute their academic failures to their lack of ability 

and, to a lesser extent, to their lack of effort then to have poorer academic skills and lower 

academic self-concepts" (Marsh, 1984, p. 1305). Overall, Marsh's research confirmed 

previous research in this area. 

In summary, research has indicated a relationship between attributions and 

academic achievement. Specifically, internal attributions for success and external 

attributions for failure have been connected with higher levels of achievement. The next 

section will review the research findings regarding sex differences in attributions. 

Sex dzferences in attributions. The past two decades have seen an increased 

understanding of sex differences in attribution styles. Patterns of attribution styles have 

been examined, with a more "learned helplessness" rather than "mastery orientation" 

occurring for girls than boys (Rogers, Galloway, Armstrong, & Leo, 1998; Ryckman & 
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Peckham, 1987; Siegle & Reis, 1998; Stipek & Gralinki, 1991). "Learned helplessness" 

patterns of attributions are described as "an ascription of success to unstable factors such as 

effort andlor luck and failure to stable factors such as ability or task difficulty" (Ryckman 

& Peckham, 1987, p. 120). 

Achievement differences found between males and females have been accounted 

for by differing reactions to success and failure (Rogers, Galloway, Armstrong, & Leo, 

1998; Ryckman & Peckham, 1987; Siegle & Reis, 1998; Stipek & Gralinki, 1991). 

Generally, boys tend to attribute their success to ability, and their failure to a lack of effort 

(Stipek & Gralinski, 1991). Girls, on the other hand, are more likely to attribute failure to 

internal causes of ability, and success to external causes. In turn, girls feel more shame 

with failure, and less pride with success (Stipek & Gralinki, 1991). An anticipation of 

failure combined with an increase in attributing success to external causes reduces the 

credit that girls take for themselves, resulting in "learned helplessness". This "learned 

helplessness" attribution has been indicated as a common theme upon researching sex 

differences in achievement (Rogers, Galloway, Armstrong, & Leo, 1998; Siegle & Reis, 

1998; Stipek & Gralinki, 1991). 

Ryckman and Peckham (1 987) examined these sex differences in attributions for 

success and failure situations. A sample of 325 students (165 girls and 160 boys) was 

chosen randomly, including grades 4 to 12. Sample sizes from each grade-level included 

Grades 4 to 6 (46%), Grades 7 and 8 (27%), and Grades 9 to 12 (27%). Students were 

administered the Survey of Achievement Responsibility (SOAR), a scale that assesses 

students' attributions for success and failure in the subject areas of mathematics, science 

and language arts. 
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The results indicated that "generally, girls tend to choose more effort attributions 

than do boys, whereas boys tend to choose more ability and luck attributions than do girls" 

(Ryckman & Peckham, 1 987, p. 123). For success attributions, no major differences were 

found. In regards to failure attributions, however, girls were more likely to view a lack of 

effort as a reason for failure in language arts, and ability as a reason for failure in 

mathematics. Overall, the authors concluded that "girls are likely to report a more learned- 

helplessness pattern" (Ryckman & Peckham, 1987, p. 124) than boys. For this particular 

study, however, the authors noted that "learned helplessness" attributions were content- 

specific to mathematics, and did not generalize to language arts. 

Stipek and Gralinski (1991) also reported a study of attributions and sex 

differences, with a comparison of third grade students (n = 194) to junior high-school 

students (n = 279). The category of "junior-high students" included students between the 

ages of 13- and 14-years old. As a side note, the authors reasoned their inclusion of third 

graders for comparison with the "junior-high students", as the third grade being the earliest 

grade for which attributions can be reliably measured. The authors hypothesized that sex 

differences were expected to be weaker for the third graders, due to this group having less 

experience with mathematics, and achievement-related contexts and feedback. 

Both groups completed questionnaires that measured their achievement-related 

beliefs. These instruments were administered before and after a regularly scheduled 

mathematics exam. The results indicated that the girls expected to do less well, rated their 

general ability lower, and were more likely to attribute their failures to low ability. Boys 

were reported to attribute their successes more often to high ability and their failures to 
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luck. Additionally, girls reported less pride in their successes and were less likely to 

believe that future success could be achieved by effort. 

Relationships were also found amongst attributions and the following factors: the 

belief that success can be achieved by effort, a desire to avoid mathematics tasks, and 

future performance expectations in this area. Stipek and Gralinksi noted that these 

relationships have implications for future career choices and interests for students. In terms 

of sex differences, noticeable patterns were found to be emerging already in the third grade 

students. The authors noted that, at this age, negative beliefs do not have as large of an 

impact on behaviour as they do for the older children. It suggests however, that due to 

these attributions beginning this young, interventions need to be designed and 

implemented during the early elementary school years. 

In another study, Li and Adamson (1 995) examined sex differences and 

motivational patterns. The authors limited participants to include only gifted students in 

order to control for levels of intelligence. All of the subjects (N= 169) were chosen 

inclusively, as per being identified as "intellectually brighugifled student" (Li & Adamson, 

1995, p. 288). Grades 10 through 12 students were included, with 94 girls and 75 boys. 

The students were given measures of perceived ability, learning style preference, causal 

attributions, and subjective task value. All of the scales were referenced to the subject areas 

of mathematics, science, and English. Additional measures of intrinsic motivation, 

attribution for responsibility of positive and negative outcomes, and self-concept were also 

administered. The results indicated that girls, more so than boys, attributed both success 

and failure to effort and strategy use in all three subjects. The girls also tended to report a 
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higher amount of interest and confidence in the English subject area. No significant sex 

differences were found for motivation. 

The results suggested that girls believed in hard work and self-reliance to achieve 

academic success. Boys were more reliant upon their ability to lead to successful 

achievement. These results displayed significant differences in attributions between the 

sexes. 

Finally, Rogers, Galloway, Armstrong, and Leo (1 998) conducted a study of sex 

differences of school-based performance and motivation. A sample of 1 18 1 secondary- 

school students was selected fi-om grades 7,9 and 11. The authors did not offer specific 

sample size per sex. Students were administered the Craske Measure, a motivation 

orientation scale for mathematics and English. The scale results offered separate scores for 

task orientation, work avoidance, and ego orientation. The resulting data identified that 

girls were more likely to "appear in the high task/low ego and the low taswlow ego groups, 

while boys were more likely to appear in the low tasklhigh ego group" (Rogers et al, 1998, 

p. 199). Data demonstrated the differences in confidence levels in varying tasks, as well as 

the resulting attributions applied. Overall, girls were more likely to expect failure and to 

attribute their success to luck, therefore resulting in low ego identification. Boys had a 

greater identification with attributing success to ability, hence their high ego 

categorisation. These sex differences were noted by the authors as having an impact on 

both the students' current and future attitudes, as well as the students' approaches in an 

academic setting. 

In summary, the research has indicated clear sex differences in attributions. 

Specifically, girls tend to attribute their academic failures to internal causes such as ability, 
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and their academic successes to external causes. Boys, on the other hand, tend to attribute 

their academic failures to a lack of effort, and their academic successes to ability. In the 

next section of this paper, the literature regarding expectancy-value and achievement is 

discussed. 

Expectancy- Value and academic achievement. An additional approach to 

understanding the intricacies regarding motivation in achievement is the expectancy-value 

theory. This theory has been traced back to earlier work by Atkinson, having a basic 

assumption "that motivation is governed by an individual's expectancy of obtaining a 

specified goal, and the value the individual places on the goal" (Sullins, Hernandez, Fuller, 

& Tashiro, 1995, p. 105). This perspective has been reported to include many of the same 

vital components as self-efficacy and attribution theories (Wigfield & Eccles, 2000). 

Specifically, the expectancy-value theory is based upon a motivation theory that explores 

individuals' choices of tasks in achievement, persistence on these tasks, as well as resulting 

performance (Wigfield & Eccles, 2000). Many studies have been done in this area, with a 

variety of theorists offering their interpretations and models. Wigfield and Eccles have 

been leading researchers in this area and they have specifically applied this theory in their 

research on sex differences in academic achievement. As such, Wigfield and Eccles' 

(2000) expectancy-value theory will be focused upon in this chapter. 

Wigfield and Eccles (2000) explained, "that individuals' choices, persistence, and 

performance can be explained by their beliefs about how well they will do on the activity 

and the extent to which they value the activity" (p. 69). The more valuable individuals feel 

a task is, as well as the more competent they feel in attempting that task, the higher the 

achievement levels. The authors proposed the application of a model that addresses 
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expectancy-value's role in achievement motivation (see Figure 1). This model was 

originally developed by Eccles, Adler, Futterrnan, Goff, Kaczala, Meece, and Midgley 

(1983) (as cited in Wigfield and Eccles, 2000). Within this model, direct relationships are 

indicated amongst expectancy-value, and achievement choices, performance, persistence, 

and effort. Wigfield and Eccles (2000) explained that "expectancies and values are 

assumed to be influenced by task-specific beliefs such as ability beliefs, the perceived 

difficulty of different tasks, and individuals' goals, self-schema, and affective memories" 

(p. 69). While the model encapsulates many aspects, such as cultural milieu, and socialized 

beliefs and behaviours, Wigfield and Eccles (2000) also included achievement values; 

specifically, children's goals, general self-schemata, expectations of success, achievement- 

related choices, and subjective task values. 
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Figure 1. The Expectancy-Value Model of Achievement Motivation 
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Many day-to-day events that are found in classrooms exemplify the importance of 

expectancy-value theory. Children, who hold value in a task and their related skills, can 

determine such things as future pursuit of related activities, and motivation to persevere. 

As such, the importance of expectancy-value can be found in its relationship to 

achievement behaviour (Wigfield & Eccles, 2000). 

Meece, Wigfield and Eccles (1 990) explored the influence of math ability 

perceptions, math achievement, value perceptions, and performance expectations on 

reported math anxiety levels. This study was part of a larger 2-year longitudinal research 

endeavour of students between the fifth and twelfth grade. For the purpose of this 

particular study, the authors' analysis was focused on a sample of junior-high-school 

students, with the intention of controlling for development differences. As such seventh-, 

eighth-, and ninth-grade students (N = 250), were included. The researchers collected data 

during the spring of two different school years, labelled by the researchers as Year 1 and 

Year 2. Data collection involved administration of the Student Attitude Questionnaire, 

including a measure of math anxiety. Achievement data were then collected via school 

records for final report card grades in mathematics, for each of Year 1 and Year 2. 

The results indicated several variables influencing math anxiety. In regard to value 

and expectancy perceptions, the authors found a significant relationship between students' 

performance expectancies and achievement. More specifically, Meece et al. (1990) 

reported that "although previous performance has direct effects on subsequent grades, it 

also had indirect effects mediated through students' ability perceptions, performance 

expectancies, and importance-ratings" (p. 68). Additionally, "performance expectancies 

predict subsequent math grades, whereas the perceived importance of mathematics predicts 
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course enrolment intentions" (Meece et al., 1990, p.68). In summary, the authors noted that 

higher performance expectancies were linked directly to higher grades. 

Wigfield and Guthrie (1 997) also conducted a study examining students' 

motivation in reading. A sample of 105 fourth- and fifth-grade students were included (47 

girls and 58 boys). The students were administered two instruments, including The 

Motivation for Reading Questionnaire (MRQ) and The Reading Activity Inventory (MI).  

Participants were assessed for their reading motivation, as well as the breadth and 

frequency of their reading. Lastly, the participants were asked to offer their Out of School 

Reading Amount (OSRA), specifically noting the number of hours each child read while 

outside of school, during the school years of 199 1 - 1992, and 1992-1 993. The OSRA 

included a diary, as well as a questionnaire. 

The results indicated that participants' motivation levels predicted the amount and 

breadth of reading they completed. The authors specifically noted that the variable of 

intrinsic motivation predicted the breadth and amount of reading for the participants, more 

so than extrinsic motivation. Sex differences were also noted; specifically, girls were 

assessed to have more positive motivation for reading than boys. Wigfield and Guthrie 

highlighted this aspect and emphasized that previous research has indicated academic 

achievement and performance as vital predictors of hture academic success. As such, 

children with low motivation in an academic area, particularly as found with boys in 

language arts and reading, should be viewed with great importance and gravity. 

In summary, the research has identified an important relationship between 

individuals expectancy-values and their academic achievement levels. The more value and 

competency individuals identify regarding an academic task, the higher the resulting 
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achievement reported. The next section will explore the additionally valuable relationship 

found regarding sex differences in expectancy-value. 

Sex differences in expectancy-value. Sex differences have been found for 

expectancy-value. Specifically, sex has been identified as an important component of 

Wigfield and Eccles' (2000) expectancy-value model. While sex is recognized as having a 

role in the perceptions that a child may have regarding their achievement, researchers have 

been interested in how sex is impacting these motivation and achievement perceptions. As 

such, researchers have begun to compare males and females in achievement-related 

situations. They have examined the many variables encapsulated in Wigfield and Eccles' 

(2000) model, and the type of impact these variables are having on students (DeBacker and 

Nelson, 1999; Sullins, Hernandez, Fuller, & Tashiro, 1995). 

Eccles, Wigfield, Harold, and Blumenfeld (1 993) examined "whether the mean 

level of children's beliefs differ over the elementary school years and across the two sexes" 

(Eccles et al., 1993, p. 831). The research was a 4-year longitudinal study, involving 865 

elementary school children, from grades one, two, and four. The sample included 294 first- 

graders, 320 second-graders, and 261 fourth-graders. The data reported refers to the second 

year of data collection. The participants were administered questionnaires pertaining to 

their beliefs regarding academic subjects, sports, music, and other constructs. The subjects' 

responses were then analysed with a 2 (sex) X 3 (grade) analysis of variance. The results 

were presented by the authors in two separate categories-competence perceptions and 

subjective task-values. Sex differences were found in each. 

In terms of competence perceptions, sex differences were found with boys having 

higher competence perceptions in sports, followed by reading and math, then tumbling and 
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music. Girls, on the other hand, reported to have their highest competence perceptions in 

reading and two specific sports activities. These areas were then followed by math, general 

sports, and music. 

Sex differences in subjective task-value were also noted in the areas of reading, 

sport, and music. Girls valued reading more than boys, followed by sports, music, and, 

lastly, math. Boys tended to value sports more than girls did, followed by math and 

reading, and, lastly, music. Among these sex differences the authors noted a common 

pattern indicating "for girls math is the least valued activity, whereas boys rate it near the 

top of their value hierarchy" (Eccles et al., 1993, p. 842). 

Sullins, Hernandez, Fuller, and Tashiro (1 995) additionally examined the 

expectancy-value theory and sex differences. The authors specifically addressed the role 

expectancy-value plays in predicting which students will major in a science discipline. The 

authors included a sample of 18 1 undergraduates fiom Northern Arizona University. The 

sample involved 99 students who were enrolled in a "non-major biology course", and 82 

students who were enrolled in a "course for biology majors". The participants were 

administered two questionnaires, including Eccles's Student Attitudes Questionnaire, and 

an Expectancy-Value Questionnaire. The results confirmed that when biology majors and 

nonmajors were compared, significant differences are found regarding expectancy-value 

factors. The results indicated "gender differences in the relationships between these factors 

and academic choices regarding future coursework as well as major" (Sullins et al., 1995, 

p. 1 10). Specifically, the authors found that males were influenced by their perception of 

how interesting and useful the biology coursework was to them. The female students, 

however, were found to place more importance on their declared major, as well as future 
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coursework intentions. The researchers were also interested in whether a student's 

declaration of their major has predictive value of his or her actual behaviour. The authors 

analysed data collected fiom their pilot study, and noted similarities between future 

intentions, and a student's current behaviour, such as their declared major. Sullins et al. 

summarized that these findings implied that the expectancy-value model has predictive 

validity. 

DeBacker and Nelson (1 999) also examined the expectancy-value model, and the 

relationship among motivation variables. A sample of 157 high-school students was used, 

fiom grades 9 and 10. All of the students were enrolled in varying sections of the same 

biology course offered at the same school. The authors noted that the students were taught 

by one of two biology teachers at the school, one male and one female. The participants 

were administered four instruments relating to a variety of variables, such as learning and 

performance goals, instrumentality, perceptions of ability difficulty, intrinsic value, and 

gender self-schemata. Due to the large number of items included in the questionnaires, the 

survey data were collected on two separate occasions, one week apart. 

In regards to sex, DeBacker and Nelson reported a pattern of zero-order 

correlations in relation to sex differences. Upon interpreting their results, the authors stated 

that these correlations "leave the impression of females being somewhat more influenced 

by extrinsic motivators (i.e., pleasing the teacher and performance goals) than the males 

were, judging from the higher correlations between these variables and other motivations 

and outcome measures" (DeBacker & Nelson, 1999, p. 88). For the female students, the 

importance of science, along with perceived instrumentality and ability, were more 

strongly related to the females' prediction of their outcome measures and stereotyped 
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views of science than for the boys. For the boys, on the other hand, "higher learning goals 

and valuing were related to higher achievement to a moderate degree" (DeBacker & 

Nelson, 1999, p. 89). DeBacker and Nelson (1 999) suggested, in regards to the resulting 

sex differences, "fbture research is needed to examine why there appears to be a closer link 

between learning goals, valuing and achievement for young men than for young women" 

(p. 89). 

In summary, research literature has been presented that suggests sex differences in 

students' expectancy-value. Specifically, boys tend to hold more value and expected 

competency in areas such as mathematics, whereas girls tend to hold more value and 

competency in areas such as language arts. These findings may assist in explaining the 

traditional pattern of higher language arts achievement for girls, than for boys. 

Research Questions 

The purpose of the current study sought to provide recent Canadian data, 

addressing sex differences in language arts. More specifically, to determine if there are 

differences in male and female students' (a) Foundation Skills Assessment (FSA) reading 

comprehension and writing subtest scores, (b) language arts report card grades, (c) self- 

efficacy in language arts, (d) attributions for success and failure in language arts, and (e) 

expectancy-value regarding language arts. In accordance with previous research, it is 

expected that sex differences will be found, favouring girls for all of the variables. More 

specifically, girls are expected to achieve and report higher (a) FSA reading 

comprehension and writing subtest scores, (b) language arts report card grades, (c) self- 

efficacy in language arts, (d) attributions for success and failure in language arts, and (e) 

expectancy-value regarding language arts. 
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CHAPTER 3 

Method 

In this chapter, the details regarding the methods employed in the study are 

described. Specifically, the participants, instruments, and procedures for data collection are 

detailed. 

Participants 

Of approximately 330 grade-four and grade-seven students that attended the 

recruitment sessions, 233 (71 %) students returned consent forms confirming their 

participation. Due to extraneous circumstances (illnesses, appointments, etc), 18 of those 

students were absent on the day of data collection in their school. As such, 21 5 students 

participated in the study: 1 1 1 fourth-graders (59 males, 52 females) and 104 seventh- 

graders (55 males, 49 females). The mean age of fourth-grade participants was 9.97 years 

(SD = 0.50, range 8 to 10 years), and the mean age of seventh-grade participants was 12.9 

years (SD = 0.32, range 12 to 13). Students were drawn from five Catholic schools in three 

different suburban communities on Vancouver Island, British Columbia, Canada. The 

specified sample was composed predominantly of middle-class, Caucasian, students. 

Instruments 

Attribution scale. The attribution scale is a modified version of Stipek's (1 993) 

Measure of Attribution for Performance on Academic Tasks. The modified version of the 

instrument was adapted from Lloyd (2002) (see Appendix F). The attribution scale 

purports to measure "students' beliefs about the causes of outcomes" (Stipek, 1993, p. 

128). There are two sections included in this scale. The first section refers to what 

attributions students make when they are successful in language arts. Students were asked: 
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"When I do well in language arts it is usually because:". Six statements regarding reasons 

for doing well were then listed, and students were requested to rate each statement on a 

scale of one to five, ranging from: "This is not why I did well" to "This is the most 

important reason why I did well". The second section then asked students to rate their 

attributions when they did poorly in language arts. As before, six statements regarding 

reasons for doing poorly were then listed below, with the same 5-point scale that was 

presented in the first section of the scale 

As noted by Lloyd (2002), the attributions involved in this particular scale relate to 

Weiner's attribution theory. The first 3 items of both scales measure internal attributions, 

involving effort, strategy, and ability, respectively. The final 3 items of both scales, are 

measuring for external attributions, including teacher assistance, general assistance, and 

task difficulty. 

Administration of the scale specifically involved asking the participants to review 

the attributes in front of them, and to determine which attribute was the most important 

reason for why they would do well in language arts. The participants were then asked to 

determine the most important reason why they would do poorly in language arts. Each 

student chose the most important reason by assigning the identified attribute with a "5". 

The scale was then scored by noting the dominant attribute that the participant chose, and 

coding this attribute with a "1" for statistical analysis. All remaining attributes not chosen 

by the participants as "the most important reason", were assigned a "0". These 

dichotomous data then represented the attributes participants found most important for 

their language arts success and failure. 
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Sew-EfJicacy scale. The self-efficacy scale was based on the work of Shell, 

Colvin, and Bruning (1 995) (see Appendix F). Shell et al. (1995) noted that their scale had 

been found to be suitable for grades four and seven. The authors explained that the 

"coefficient alpha reliability estimates for the self-efficacy scales were .72 for the reading 

task subtest, .62 for the reading skill subtest, .69 for the writing task subtest, and .76 for the 

writing skill subtest" (Shell et al., 1995, p. 388). 

This scale was modified to measure the level of student self-efficacy for the areas 

of reading and writing. Modifications to the self-efficacy scale were made in consultation 

with Duane Shell. Shell recommended an increase in length, fiom the 4-item subtests he 

and his colleagues had applied. For this reason, a 7- item subtest was created for each 

subject area. The additional items were included in consultation with participating teachers 

and were based upon language arts curriculum used within the classrooms. Specific items 

from past FSA's were not included. Instead, participating teachers offered general 

language arts tasks as items, that would be relevant to both in-class activities and FSA 

items. The resulting self-efficacy scale involved two main areas of reading and writing, 

each with two subtests addressing tasks and skills. 

The four subtests were administered to the participants, with each subtest on a 

separate sheet of paper to avoid confusion. At the top of each page, students were 

instructed to rate how confidant they were that they could correctly complete each task or 

skill listed. The subtests offered seven tasks for the students to rate, each with the same 5- 

point rating scale. The rating scale assigned values ranging fiom "I'm sure I can't" (I), to 

"I'm sure I can" (5). Each subtest was out of 35 marks, with a total possible score for the 

entire self-efficacy scale of 140 marks. 
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The writing task subtest asked participants to rate their confidence on seven tasks: 

(a) write down the rules for a game you like, (b) write a letter to a friend, (c) write a 2-page 

report for a class, (d) write a 1 -page summary of a book you read, (e) write a story about 

what you did on summer vacation, ( f )  write a poem about your feelings, and (g) write an 

interesting paragraph about a hobby. The writing skill subtest then asked the participants to 

rate their confidence on the following seven tasks: (a) correctly punctuate a sentence, (b) 

use correct parts of speech in your writing, (c) use correct plurals in your writing, (d) get 

your point and ideas across in a story, (e) use correct prefixes in your writing, (f) get your 

point and ideas across in a poem, and (g) use correct suffixes in your writing. 

The two reading subtests then followed. The reading task subtest asked the students 

to rate their confidence regarding the following seven tasks: (a) read a letter fi-om a friend, 

(b) read one of your textbooks, (c) read the daily newspaper, (d) read a book fi-om the 

library, (e) read a magazine, ( f )  read directions fi-om a worksheet, and (g) read directions 

from a computer game. The reading skill subtest then included: (a) know all the words on a 

page in one of your school books, (b) know the meaning of plurals, (c) know the meaning 

of prefixes, (d) know the meaning of suffixes, (e) identify parts of speech, (f) understand 

the main idea of a story, and (g) understand the main idea of a poem. 

Expectancy-Value scale. The expectancy-value scale included for this study was a 

modified version of the Expectancy-Value instrument used by Eccles, Wigfield, Harold, 

and Blumenfeld (1993), and Wigfield and Eccles (2000) (see Appendix F). These authors 

have applied this scale in a variety of subject areas, including mathematics, reading, sports, 

and instrumental music. Modifications were made in the present study in order to focus 

solely on the subject of language arts. The scale addresses how students' beliefs about 
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language arts relate to their motivation and expectations in the area. Eccles et al. (1 993) 

explained that there are two main foci in this scale, including competence beliefs and 

subjective task-values. 

The area of competence beliefs includes "items tapping children's perceptions of 

how good they are at each activity, their expectancies for success in each activity, how 

hard they think each activity is for them, and their sense of efficacy about learning new 

things in each domain" (Eccles et al., 1993, p. 833). The first two sections, entitled "My 

Beliefs" (3 items), and "My Expectations" (2 items), addressed competence beliefs. The 

second area of subjective task-values includes "items assess children's subjective task 

values tapped the children's ratings of how interestinghn each activity is, how important 

being good at the activity is to the child, and how usefbl the child thinks the activity is" 

(Eccles et al., 1993, p. 833). The last section, entitled "Interest Items" (4 items), addressed 

subjective task-values. 

Each item of the scale offers a 5-point scale. The participants were asked to read a 

statement, and then rate that statement using a 5-point scale. Eccles et al. (1993) stated that 

their expectancy-value scale has high internal consistency reliabilities at each grade-level 

of first-, second-, and fourth-grade, as well as in each domain. Reliability results for the 

area of language arts were indicated by the authors as .82 for competence beliefs, and .65 

for subjective task-values. 

Foundation Skills Assessment (FSA). The Foundation Skills Assessment (FSA) is 

an instrument used to assess reading comprehension, writing, and numeracy skills. This 

annually administered test is given to fourth-, seventh-, and tenth-grade students by the 
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British Columbia Ministry of Education. Each spring, the FSA is administered in both 

public and funded independent schools throughout the province. 

The Ministry of Education describes the main purposes of the FSA as assisting the 

school districts and the individual schools in assessing the level of skill in reading 

comprehension, writing, and numeracy, and in identifling areas in need of improvement. 

An additional purpose is to provide another source of information for teachers, students, 

and parentslguardians regarding student performance. 

The FSA purports to measure "critical skills that are embedded in the provincial 

curricula" (Ministry of Education, 2003). Each test is developed fiom the assigned learning 

outcomes specified by the provincial curricula (Ministry of Education, 2003). It is 

designed to be a "snapshot" of students' performances, cumulative knowledge 

(Kindergarten to current grade), and level of skills in relation to other students across 

school districts, as well as the province. The results the FSA "offers should complement, 

not replace, other information about schools and individual students collected in the school 

or classroom" (Ministry of Education, 2003). 

The development of the assessment instrument involves: translation to other 

languages (i.e. French), social equity reviews, classroom teacher and reading specialist 

reviews, development of marking keys, technical reviews, and pilot testing (Ministry of 

Education, 2003). There are no overall reliability coefficients offered for the FSA as this 

standardized assessment tool is not a single test, but rather a program of three tests. Each 

subject area of reading comprehension, writing, and numeracy are considered to be 

different constructs. Specific reliability results are available, however, for each separate 

subject area. The internal consistency coefficients for the 2002 FSA's were obtained for 
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both the FSA reading comprehension and writing sections. The results were reported for 

each grade of 4 and 7, followed by the results for sex differences in each of those grades. 

More specifically, the results for the FSA reading comprehension scale included 0.86 for 

grade-fours, with specific results of 0.86 for both males and females, and 0.86 for grade- 

sevens, with similar results of 0.86 for both males and females. In regards to the FSA 

writing scale, the internal consistency coefficients included 0.5 1 for the grade-fours, with 

specific results of 0.48 for males and 0.53 for females, and 0.68 for grade-sevens, with 

results of 0.65 for males and 0.69 for females. 

The reading comprehension and writing sections involve four parts. Part 1 and Part 

2 involve the reading comprehension section, including both multiple choice and written 

response items. Students are given 45 minutes to complete each of Part 1 and Part 2. In 

general, reading comprehension includes three main areas: identimng and interpreting key 

concepts and main ideas; locating, interpreting, and organizing details; and critical 

analysis. 

The "writing results are then based on two samples of student work: one extended 

writing task and one shorter, focused task" (Ministry of Education website, 2003). For the 

focused writing sample, grade-four students are given 35 minutes to complete this section, 

and the grade-sevens are given 30 minutes. For the extended writing sample, the grade- 

four students are given 55 minutes to complete this section, and the grade-seven students 

are given 60 minutes. 

Participants' individual reading comprehension and writing FSA scores served as 

an achievement measure for this study. All scores were analyzed as percentages to ease 
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interpretation. The reading comprehension subtests were out of 54 marks, and the writing 

subtests were out of 12 marks. 

Language arts report card grades. Report card grades for each participant were 

also collected. These grades were provided by the teachers or school staff members. The 

grades were collected fiom students' spring report cards. These particular grades were 

collected in order to attain an assessment of the students' language arts achievement 

performance at a similar point in time to when the FSA was written. 

The learning outcomes in language arts were defined for each of the students in 

each report card summary. Five main categories were identified, and include: reading 

outcomes (including examples of what the student has read that term), writing outcomes, 

speaking outcomes, listening and viewing, and interacting with others. All five categories 

contribute equally to the overall letter grade assigned. The percentage range for the grades 

were: A+ (96-loo%), A (86-95%), B+ (80-85%), B (75-79%), C+ (70-74%), C (60-69%), 

and P (50-59%). These ranges were established as a guide by the Island Catholic school 

board and all teachers were to apply the same grading and evaluation criteria to assign 

grades. The report card grades were provided in letter-grade format. For the purpose of 

analysis, each letter grade was assigned a numerical value in the following manner: A+ (6), 

A (5), B+ (4)' B (3), C+ (2), and C (1). No P grades were reported for any of the 

participants. 

Data Collection 

Participating students in the study were treated in accordance with the CPA's code 

of ethical conduct (Canadian Psychological Association, 2000). In line with standard 

procedures, all consent procedures and methods were approved by the University of 
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Victoria's Human Research Ethics Committee (see Appendix A). Approval was then 

obtained from the superintendent of Island Catholic Schools (see Appendix B). Additional 

consent was obtained from the Ministry of Education in order to receive the students' 

individual FSA scores (see Appendix C). 

Five Catholic schools were visited. A meeting was conducted with each school's 

principal and fourth-grade and seventh-grade teachers in order to review the specifics of 

the study, consent forms, and administration procedures. All available fourth-grade and 

seventh-grade classrooms in each school agreed to participate. Overall, this involved a 

sample of 14 classrooms, with 7 classes for each grade. Upon the completion of these 

meetings with administration, a small informatiodrecruitment session was delivered to the 

students in order to outline the purpose of the study and its main components (see 

Appendix D). Students were then provided with a consent letter, for both the students as 

well as their parentslguardians (see Appendix E). Students were asked that the consent 

information be taken home, reviewed, and signed. The consent letters were to be returned 

to the main office of their school within one week of the presentation. 

Upon a week passing from providing this information, the students were sent home 

with an additional reminder letter. The letter thanked the parents and children who had 

returned their consent forms, as well as reminded the remaining individuals who had not 

done so to return their forms in the next three days. This reminder allowed for a small 

amount of extra time to collect remaining consent forms from possible participants. 

Upon receiving consent from both the participants and their parentslguardians, self- 

efficacy, attribution style, and expectancy-value scales were administered during an in- 

class time period with each school (see Appendix F). The administration of these scales 
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took place during May of 2002. Demographic information was also collected at this time, 

via a classroom demographic sheet completed by each teacher (See Appendix G). The 

items for each scale were read aloud to participants, and all of the students were monitored 

carefully as they completed every item. Teachers for each class were present in the room; 

however, they were not permitted to walk amongst the students and review answers as the 

students completed the scales. This caution was taken in order to maintain students 

answering the scales in an honest and open manner. Upon completing this aspect of the 

data collection, each student was given a Participant Debriefing Form (See Appendix H) in 

order to debrief his or her participation in the study. 

The participants' teachers, or school staff members then provided language arts 

report card grades for each participating student. The language arts grades were the same 

results that appeared on the students' spring 2002 report cards. One of the five schools was 

unable to offer this information, however, as they had a policy to provide their students 

with qualitative summaries, rather than quantitative. As such, no report card grade data 

were available for 49 of the participants from this school. 

The data received on the attribution style, self-efficacy, and expectancy-value 

scales, along with the teacher-given report card grades for language arts, were then 

organized into a database. Upon receiving the participants' FSA data from the Ministry of 

Education, the students' scores for both the reading comprehension and writing subtests 

were matched with each students' previously entered data. The students' names were then 

replaced with an identification number, in order to ensure anonymity and confidentiality of 

their data. 
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CHAPTER 4 

Results 

This chapter is divided into two major sections. The first section includes the 

preliminary analysis of the study. More specifically, various data anomalies are discussed, 

and Cronbach's alphas are reported for the scales used in the research. Additionally, means 

and standard deviations for the achievement variables (FSA scores and report card grades), 

and the motivation variables (success and failure attributions, self-efficacy, and 

expectancy-value) are also presented. Finally, the correlations between achievement and 

motivation variables are detailed. The second section of this chapter includes the results of 

the main analyses, that is, 2 (sex) X 2 (grade-level) analyses of variances (ANOVA'S), and 

chi-squares. 

Preliminary Analyses 

Data anomalies. Some values were missing for the achievement variables. The 

FSA data received .from the Ministry of Education, for participants' FSA reading 

comprehension and writing scores only included a total N of 2 10 out of the 2 1 5 

participants. Five subjects were unable to be tracked by the Ministry. 

The second area of missing data was for the language arts report card grades. One 

participating school included in the study maintained a policy of not reporting specific 

grades to students, and rather offered qualitative evaluations. As a result, no report card 

grades were available for these specific students. This included one grade-four classroom 

(n = 20) and one grade-seven classroom (n = 19). As such, these participants were not 

available for inclusion of data analysis involving the language arts report card grades. 
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Reliabilities. Cronbach's internal consistency coefficients were calculated for the 

motivation variables of self-efficacy and expectancy-value. For the self-efficacy scale, 

reliability was calculated for the each of the subtests, as well as the overall scale. For the 

specific subtests, the results included coefficients of 0.77 for reading tasks, 0.83 for 

reading skills, 0.56 for writing tasks, and 0.75 for writing skills. The Cronbach internal 

consistency coefficient for the overall self-efficacy scales was 0.90. 

Internal consistency coefficients were calculated for each subtest of the expectancy- 

value scale, as well as the overall scale. Cronbach's alphas were .SO for competence beliefs 

(including both the Beliefs and Expectations sections), and 0.73 for subjective task values 

(including the Interest section). For the overall scale, the Cronbach internal consistency 

coefficient result was 0.80. 

Means and standard deviations. Tables 1 and 2 report the means and standard 

deviations for both the achievement variables (language arts report card grades, FSA 

reading comprehension and FSA writing scores) and the motivation variables (success and 

failure attributions, self-efficacy, and expectancy-value) for all participants, respectively. 
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Table 1 

Means and Standard Deviations for Achievement Variables for Participants 

Variable M SD N 

Report card grades 5.54 2.21 176 

FSA - reading comprehension 70.82 17.22 210 

FSA - writing 52.69 9.47 210 

Note 1. The report card grade data refer to the number assigned to each letter grade, 

ranging fi-om the lowest grade assigned, 1 (C), to the highest, 6 (A+). 

Note 2. The FSA data for both reading comprehension and writing are percentage scores, 

based on students' raw scores. 
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Table 2 

Means and Standard Deviations for Motivational Variables for Participants 

Variable M SD N 

Attributions for Success 

Ability 

Effort 

Strategy 

Teacher's help 

Help from others 

Task difficulty 

Attributions for Failure 

Ability 

Effort 

Strategy 

Teacher's help 

Help from others 

Task difficulty 



Self-Efficacy 

Reading tasks 

Reading skills 

Writing tasks 

Writing skills 

Total 

Expectancy-Value 

Competence beliefs 

Subjective task-values 
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Note I. Attributions were coded with a "1" if chosen by the participant, and a "0" if not. 

As such, the higher the mean, the larger the proportion of the entire sample who selected it 

as the dominant attribution. 

Note 2. Both the self-efficacy and expectancy-value scores were scaled out of 100, in 

order to ease comparison with other variables. 
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CorrelativeJindings. Table 3 displays the intercorrelations among report card 

grades, FSA reading comprehension scores, FSA writing scores, self-efficacy, expectancy- 

values, and attributions for the entire sample. Reliabilities are reported for the scales in 

bold type on the diagonal of the matrix. It is important to note that some correlations may 

be weakened due to low instrument reliabilities. 

An examination of the correlations among students' sex, language arts report card 

grades, FSA scores, self-efficacy, and expectancy-value revealed a variety of relationships. 

In regard to the achievement variables, a significant negative relationship was found for 

sex and report card grades (r = -.237 , p  <.01), as well as sex and FSA writing scores (r = 

-.233, p < .01). No significant relationship was found for students' sex and their FSA 

reading comprehension scores. With the girls and boys being coded as 0 and 1, 

respectively, these significant findings indicate that females are achieving higher report 

card grades and FSA writing scores, than males. 

Next, the correlations between the report card grades and FSA scores were 

examined. Positive significant relationships were revealed between students' report card 

grades and FSA reading comprehension scores (r = .537,p <.01), as well as students' 

report card grades and FSA writing scores (r  = .398, p c .01). 

Positive significant relationships were also found for report card grades and total 

self-efficacy (r =. 365,p < .01), and FSA reading comprehension and total self-efficacy (r 

= .329, p < .01). No significant relationship was found between FSA writing and total self- 

efficacy. 

Positive significant relationships were then found for report card grades and 

expectancy-value for competence beliefs (r = .368, p <.01), FSA reading comprehension 



Sex Differences 48 

and expectancy-value for competence beliefs (r = .421, p < .01), and FSA writing and 

expectancy-value for competence beliefs (r = .226, p < .01). These findings indicate that 

higher expectancy-values for competence beliefs are associated with higher achievement 

levels. No other relationships were found for expectancy-value subjective task-value with 

achievement variables. 

In regard to the relationships among sex and the motivation variables, analyses 

revealed no significant relationships. Upon examination of the self-efficacy subtests no 

significant results were found. 

For the expectancy-value variables, a negative relationship was found between 

students' sex and their expectancy-value for competence beliefs (r = -. 184, p < .01), but 

not between students' sex and their reports of subjective task-values. This finding indicates 

that the girls were reporting higher expectancy-values for competence beliefs in language 

arts, however, sex did not seem to have a relationship with students' reports of the 

subjective task-value of language arts. 
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Main Analyses 

Several 2 (sex) X 2 (grade-level) analyses of variances (ANOVA's) were computed 

for both achievement variables (report card grades and FSA scores) and motivation 

variables (self-efficacy and expectancy-value). As an exploratory study, analyses were 

conducted in order to determine if there were significant differences for sex and grade- 

level. Analyses of the attributions for language arts success and failure were then 

conducted, regarding significant sex andfor grade-level differences. In order to analyze the 

dichotomous data sets of the attributions for success and failure variables, chi-squares were 

used. 

Achievement variables. The first 2 (sex) X 2 (grade-level) ANOVA addressed 

whether there was a significant difference for mean report card grades. Analysis revealed a 

significant difference for sex (F 1,176 = 10 .63 ,~  < .01) with girls achieving higher report 

card grades (M = 3.79, SD = 1.32) than boys (M = 3.12, SD = 1.42). No significant 

differences were found for grade-level. 

The report card grades were then analyzed by percentage frequencies of each report 

card grade assigned, from A+ to C (see Table 4). The data were first analyzed by sex, and 

then by grade-level. Results indicated girls achieving higher grades than boys. More 

specifically, girls achieved 45.9% A's and 34.1 % B's, whereas boys achieved 25.3% A's 

and 33 .O% B's. Examination for grade-level differences revealed more grade-sevens 

achieving A's (45.9%) than grade-fours (25.3%), and more grade-fours achieved B's 

(3 9.6%) than grade-sevens (27.1 %). 
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Table 4 

Frequencies (%) of Report Card Grades, by Sex and Grade-Level 

Frequency (%) 

Report Card Grade Males Females Gr. 4 Gr. 7 

A+ (6) 1.1 1.2 1.1 1.2 

Note I. Numbers in parentheses refer to the number assigned to each letter-grade for 

statistical analysis. 

A 2 (sex) X 2 (grade-level) ANOVA was computed for each of the FSA reading 

comprehension scores and writing scores. For the FSA reading comprehension scores, 

statistically significant differences were found for grade-level (F  1,210 = 5 . 3 7 , ~  < .05), with 

grade-four students achieving higher scores (M = 73.67, SD = 17.19), than grade-seven 

students (M = 67.78, SD = 16.80). No statistical significance was found for sex 

differences. 

For the FSA writing scores, a significant main effect was found for both sex ( F  1,210 

= 11.85, p < .01), and grade-level ( F  1,210 = 7.64, p < .01). Girls were found to achieve 

higher scores (M = 55.05, SD = 8.89), than boys (M = 50.64, SD = 9.53), and grade-fours 
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performed at a lower level (M = 51.43, SD = 8.12) than grade-sevens (M =54.03, SD = 

10.61). No significant interactions were found between sex and grade-level. Table 4 

includes the means and standard deviations for female and male participants. 

Table 5 

Means and Standard Deviations for Achievement Variables for Males and Females 

Male Female 

Variable M SD n M SD n 

Report card grades 3.12 1.42 9 1 3.79 1.32 85 

FSA reading comprehension 69.59 16.90 112 72.24 17.55 98 

FSA writing 50.64 9.53 112 55.05 8.88 98 

Note I. The report card grade data refer to the number assigned to each letter grade, 

ranging from the lowest grade assigned, 1 (C), to the highest, 6 (A+). 

Note 2. The FSA data for both reading comprehension and writing are percentage scores, 

based on students' raw scores. 

Motivation variables. In order to examine M e r  sex and grade-level differences, 

additional 2 (sex) X 2 (grade-level) ANOVA's were computed on the self-efficacy and 

expectancy-value variables. The self-efficacy data were examined first by subtest scores, 

and then by total scores. Sex differences were found for self-efficacy reading skills ( F  1,215 

= 4 . 4 8 , ~  c .05), self-efficacy writing skills ( F  1,215 = 7.96, p c .01), and self-efficacy 

writing tasks (F  1.215 = 6 . 9 6 , ~  c -01). In each case, females reported higher self-efficacy 

results than males. No significant effects were found for grade-level and, interestingly, 
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self-efficacy reading tasks subtest did not indicate any significant difference for either sex 

or grade-level. Finally, the overall self-efficacy scores were examined. Significant sex 

differences (F 1,215 = 6.61, p < .01), with girls reporting higher self-efficacy beliefs (M = 

85.3 1, SD = 9.00) than boys (M = 81.84, SD = 15.16) were present. 

The expectancy-value scale was analyzed by 2 (sex) X 2 (grade-level) ANOVA's. 

Upon examining the competency beliefs subtest, significant sex (F 1,215 = 7 . 9 6 , ~  < -01) 

and grade-level (F 1.215 = 4.28, p < .05) differences were found, with girls (M = 75.64, SD 

= 13.28) reporting higher, more positive expectant beliefs than boys (M = 70.88, SD = 

12.32). Additionally, grade-fours (M =74.92, SD = 1 1.80) reported higher competency 

beliefs than grade-sevens (M = 71.20, SD = 13.92). No significant interactions were found 

between sex and grade-level. 

Analysis of the subjective task-value subtest revealed significant main effects for 

grade-level (F 1,215 = 25.16, p < .01), with grade-fours (M = 76.65, SD = 14.15) reporting 

higher value-related beliefs than grade-sevens (M = 66.40, SD = 16.1 5). No significant sex 

differences were found. 

The attribution scale was then examined, exploring the results each participant 

indicated as his or her attributions for both success and failure in language arts. The data 

collected with this scale were coded in a dichotomous manner. More specifically, the data 

were coded as a "1" if the student identified the attribute as the most important for either 

success or failure, and a "0" for the remainder. A series of chi-square analyses were then 

performed to assess the effects of sex and grade-level on each attribution students made for 

both success and failure. Yates correction for 2 X 2 tables was applied for each analysis. 
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The first chi-square analysis of attributions for success yielded a statistically 

significant effect of sex for the strategy attribution [X12 (N= 215) = 4.87, r = .16, p < .05]. 

More males (19.3%) chose strategy as an attribution for language arts success, than 

females (7.9%). Alternatively, a statistically significant sex effect was also found for the 

teacher's help attribution [X12 (N= 215) = 3.78, r = -0 .14 ,~  < .05], with more females 

(42.6%) choosing this attribute, than males (28.9%). No statistically significant sex effects 

were found for the remaining attributions for success, including ability, effort, and task 

difficulty. Additionally, no statistically significant grade-level differences were found for 

any of the attributions for success. 

The second analysis involved the participants' attributions for language arts failure. 

A statistically significant effect of sex was found with the ability attribution [%l2 (N= 21 5) 

= 12.95, r = 0.26, p = .00]. More males (51 3%) indicated that they attribute their failures 

in language arts to lack of ability, than females (26.7%) do. 

The remaining attributions for language arts failure indicated an equal likelihood to 

be chosen by either boys or girls, with no statistically significant sex differences found. 

Additionally, no statistically significant differences were found for grade-level. Refer to 

Table 5 for a summary of means and standard deviations for male and female participants. 
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Table 6 

Means and Standard Deviations for Males '( n =114) and Females ' (n =101) 

Motivational Variables 

Male Female 

Variable M SD n M SD n 

Attributions for Success 

Ability 

Effort 

Strategy 

Teacher's help 

Help fi-om others 

Task Difficulty 

Attributions for Failure 

Ability 

Effort 

Strategy 

Teacher's Help 

Help fi-om others 

Task Difficulty 
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Self-Efficacy 

Reading Tasks 91.46 10.66 114 

Reading Skills 80.31 15.71 114 

Writing Tasks 78.66 11.06 114 

Writing Skills 77.31 13.17 114 

Total 81.84 10.83 114 

Expectancy-Value 

Competence beliefs 70.88 12.32 1 14 

Subjective task values 70.20 16.45 1 14 

Students were also asked to list any attributions, for either success or failure, that 

were important to them but may not have been listed on the measure. Upon examining the 

scales, the patterns of responses the students offered as additional attributions were noted. 

See Tables 6 and 7 for frequency tables regarding general themes of attributions for 

success and failure listed by the participants. For attributions for success in language arts, 

both the grade-fours and grade-sevens, offered additional attributions of enjoyment of 

language arts, reading at home, low level of environmental distractions (e.g. noise-level 

and well-rested), and reviewed work before being submitted. Additional attributions for 

failure, offered by both the grade-fours and sevens, included dislike of language arts, do 

not read at home, distracted by the environment (e.g. noise level and fatigue), and 

distracted by personal problems (e.g. family problems). 
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Table 7 

Frequencies of Secondary Attributions for Success 

Frequency 

Attributions Gr.4 Males Gr. 4 Females Gr.7 Males Gr.7 Females 

Enjoyment of reading 1 

Enjoyment of writing 1 

Enjoyment of language arts 2 

Read at home 2 

Low level of distractions 1 

Reviewed work 1 

Table 8 

Frequencies of Secondary Attributions for Failure 

Frequency 

Attributions Gr.4 Males Gr. 4 Females Gr.7 Males Gr.7 Females 

Do not enjoy reading 2 2 

Do not enjoy writing 3 1 

Do not enjoy language arts 2 1 

Do not read at home 4 2 

Distractions 2 2 

Personal problems 1 2 2 3 
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To summarize the results of the current study, significant sex differences in 

achievement were found, with girls achieving higher scores for both language arts report 

cards grades and FSA writing scores. No significant sex differences were found for the 

FSA reading scores. 

In regard to the motivation variables, girls reported significantly higher self- 

efficacy levels for reading skills, writing skills, writing tasks, and overall self-efficacy in 

language arts. Additionally, analysis of the expectancy-value results yielded significant sex 

differences for competency beliefs, with girls reporting higher expectancy of competence 

than boys. Analysis of the subjective task-values subtest yielded no significant sex 

differences. 

Attributions for success and failure in language arts were also examined. In regards 

to success attributions, statistically significant sex differences were found for the strategy 

attribution, with more males choosing this attribution than females. Alternatively, a 

statistically higher number of females chose the teacher's help attribution, than males did. 

The remaining contrasts for attributions for success revealed no significant sex differences. 

Examinations of the attributions for failure in language arts revealed significant sex 

differences for the ability attribute, with more males choosing this attribution as important, 

than females did. No significant sex differences were found for the remaining attributes. 
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CHAPTER 5 

Discussion 

Research has indicated that girls tend to exhibit higher language arts achievement 

levels, than boys (Bandura, 1997; Colangelo et al., 1996; Colangelo & Kerr, 1990; Pajares 

& Valiante, 2001; Randhawa, 1991). In line with this finding, studies have also shown that 

girls have higher self-efficacy levels, and more appropriate attribution styles and 

expectancy-values in language arts (Eccles et al., 1993; Li & Adamson, 1995; Lightbody et 

al., 1996; Marsh, 1984; Pajares & Valiante, 2001; Rogers et al., 1998; Ryckrnan & 

Peckham, 1987; Wigfield et al., 1 99 1 ; Wigfield & Guthrie, 1997; Williams, 1 994). Some 

research, however, has reported a closing of this academic gap, with boys "catching up" 

with girls in their language arts achievement levels (Lightbody, Siann, Stocks, & Walsh, 

1996; MacCann, 1995; Marsh & Yeung, 1998; Siegle & Reis, 1998; Stumpf & Stanley, 

1996). 

The current study sought to provide recent Canadian data, exploring whether a gap 

in achievement between girls and boys exists and, if so, whether there are improvements 

for boys' self-efficacy levels, attribution styles, and expectancy-values. As such, grade- 

four and grade-seven students were surveyed regarding their self-efficacy levels, 

attribution styles, and expectancy-values in language arts. Achievement levels were also 

examined using both language arts report card grades and the reading comprehension and 

writing scores from a standardized, provincial, achievement test, the Foundation Skills 

Assessment (FSA). 

In this chapter, the results of the study are summarized, followed by an 

interpretation and discussion based upon previous research in this field. The discussion 
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will address the achievement variable findings, followed by the motivation variable 

findings of the self-efficacy levels, attribution styles, and expectancy-values. Limitations 

and implications of the current study close the chapter. 

Achievement in Language Arts 

Language arts report card grades. Report card grades indicated significant sex 

differences, with girls achieving higher language arts grades than boys. These results were 

in line with some previous research stating that girls exhibit a pattern of higher 

achievement than boys in language arts. These findings, however, are contradictory with 

some literature identifj+lg boys "catching up" with girls in achievement (Lightbody, 

Siann, Stocks, & Walsh, 1996; MacCann, 1995; Marsh & Yeung, 1998; Siegle & Reis, 

1998; Stumpf & Stanley, 1996). Upon examination, by sex, of the specific report card 

grades given, results indicated that girls were reported to have a higher frequency of A's 

(46%), followed by B's (34%). Boys were reported to have with a higher frequency of B's 

(33%), than A's (25%). 

A possible explanation for these achievement results not being consistent with 

previous findings of boys "catching up" is the subjective nature of teacher-given grades. 

One of the dynamics noted in the research of language arts is the existence of traditional 

sex stereotypes, and beliefs surrounding role appropriateness (Bandura, 1997; Eccles, 

1989; Pajares & Valiante, 2001;Wigfield, et al., 1991). Some studies have shown that 

language arts is viewed as a female domain (Pajares & Valiante, 2001). It is possible that 

these beliefs may be held by some teachers, reflected in the awarding of grades to students. 

Additionally, analysis of historical data may have allowed for a clearer picture of 

the achievement results, as it is possible that the achievement "gap" between the sexes is 
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closing, in comparison to previous years. Previous years' report card grades were not 

accessible; therefore, an examination of achievement increases was not possible in this 

manner. In summary, however, the results of the current study grades indicated no clear 

findings that boys have "caught up" with girls in achievement, although they may well be 

"catching up". 

Foundation Skills Assessment (FSA). Analysis of the FSA reading comprehension 

scores indicated no statistically significant sex differences. These results are in line with 

the research indicating that boys have "caught up" with girls in language arts achievement 

(Lightbody et al., 1996; MacCann, 1995; Marsh & Yeung, 1998; Siegle & Reis, 1998; 

Stumpf & Stanley, 1996). 

An interesting discrepancy was noted between the FSA reading comprehension 

scores and the reported language arts report card grades. Both variables attempt to measure 

the same skills in language arts, and both are purportedly based upon the language arts 

curriculum set out by the Ministry of Education. The fact that differences exist between the 

two variables is perhaps indicative of a standardized measure versus a subjective measure. 

In the end, although the measures resulted in differing outcomes, they are both valuable 

pieces of information. From a student's perspective, he or she receives both the language 

arts report card grades and the FSA scores. Ultimately, they are both interpreted as 

evaluations of one's skill level. As such, both measures, although differing in results, are 

vital contributors to a student's confidence levels and personal perspectives of their own 

capabilities. Interpretations of either a "good mark' (success) or a "bad mark" (failure) 

have implications related to a student's self-regulatory strategies and performance-goal 

approaches (Bandura, 1997). Attributions for either success or failure, self-efficacy, and 
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expectancy-value are all related to how the achievement is perceived. As such, perceptions 

(i.e. interpretation of the value of one's grade) have an important impact on a student. 

Analysis of the FSA writing scores indicated statistically significant higher scores 

for females, than males. As noted previously, differences have been found in students' 

perceptions of writing being noted as a more feminine domain (Pajares & Valiante, 2001). 

Negative beliefs regarding certain tasks have been found to have implications related to a 

student's self-efficacy, self-regulatory strategies, performance-goal approaches, and self- 

worth (Pajares & Valiante, 2001; Wigfield, et al., 1991). Perhaps females are feeling more 

at ease in increasing their achievement levels in the area of writing. Further research 

should examine the reasons and implications behind these sex differences. Additionally, it 

is important to note the low reliability of the FSA writing scores and interpret these 

specific results with caution. 

Motivation Variables 

Self-Eficacy in language arts. Previous research has noted sex differences in self- 

efficacy levels (Bandura, 1997; Eccles, 1989; Randhawa & Gupta, 2000; Wigfield et al., 

199 1 ; Williams, 1 994). Academically, girls generally report lower levels of self-efficacy 

than boys. In language arts, however, girls have been found to have higher levels of self- 

efficacy, as well as higher levels of achievement, than boys do (e.g. Wigfield et al., 1991). 

With previous research then indicating an increase in males' achievement levels in 

language arts over the past decade, one would then expect an increase in males' 

achievement levels and commensurate increases in their self-efficacy levels. 

Significant sex differences were found for the self-efficacy scale, with girls 

reporting higher self-efficacy levels than boys. Analysis found higher scores for girls 
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regarding both the total self-efficacy scores and the individual subtests, with the exception 

of self-efficacy reading tasks subtest. No significant effects were found for grade-level. 

The writing tasks subtest was noted as having a low reliability coefficient (0.56). As such, 

caution was used in interpretation of this dependent variable. Overall, the self-efficacy 

results were found to be in line with previous research, indicating higher perceptions of 

language arts self-efficacy levels for girls than boys. 

A possible explanation regarding the lack of sex differences found for reading tasks 

may be that the tasks listed were too generic and did not offer activities that could tease out 

individual differences in students' confidence levels. The options of tasks offered may 

have been too general, activities that students participate in daily and generally feel 

confident in attempting. Future researchers should include input from students, as well as 

teachers, when choosing which reading tasks to include in this subtest. Students' feedback 

could offer insight into developing a more extensive array of specific reading tasks against 

which students might judge their confidence levels. 

Attributions for success in language arts. Previous research indicates that when 

males and females are compared in language arts, girls tend to have more positive 

motivational dynamics than boys. Specifically, girls tend to have higher self-efficacy 

levels. They have been found to attribute their successes to internal causes, such as ability, 

and their failures to external causes, such as teachers and bad luck. Additionally, they have 

been found to hold higher competence beliefs and subjective task-values (Eccles et al., 

1993; Li & Adamson, 1995; Lightbody et al., 1996; Marsh, 1984; Pajares & Valiante, 

2001; Rogers et al., 1998; Ryckman & Peckham, 1987; Wigfield et al., 1991; Wigfield & 

Guthrie, 1997; Williams, 1994). Motivation variables have then been associated with 
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higher achievement levels for girls in language arts. The current research asked students to 

rate the most important reasons that they attribute their success and failure to in language 

arts. The attributions included: ability, effort, teacher's help, help f?om others, and luck. 

The results of the students' attributions for success did not replicate previous 

research conducted in this area. Instead, this researcher found that there were no significant 

differences for sex regarding ability or effort, with boys and girls being equally likely to 

choose either for success. Significant sex differences were found for the strategy 

attribution, however, with more boys choosing this attribution for language arts success 

than girls. This result is opposite to what was expected, with boys choosing more 

appropriate attributions for their success in language arts, when compared to girls. This 

finding is an interesting result, perhaps indicating a shiR in cognition for males, to more 

appropriate attributions for success. As noted earlier, without an examination of historical 

data, it is not possible to determine whether boys have achieved an increase in academic 

levels fiom previous years. These results may indicate an improvement in achievement, 

even if boys' achievement levels are not yet as high as girls' are. 

Significant sex differences were also found with girls choosing teacher's help more 

often as an explanation for language arts success than boys. This result is not in line with 

previous research of girls being more likely to choose internal attributes for their language 

arts success. Instead, this current study indicated that some girls were choosing an external 

attribute for their language arts success. This result is interesting, as high levels of 

achievement and external attributes for success are not traditionally related. Future 

research in this area should examine this relationship. 
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No m h e r  significant sex differences were found for the remaining success 

attributions of help fkom others, or task difficulty. Additionally, no statistically significant 

effects were found for grade-level for any of the attributions for success examined. 

Attributions for failure in language arts. Students were asked to rate the most 

important attribute for language arts failure. Previous research has reported that girls tend 

to attribute their failures to external causes. Boys, on the other hand, tend to attribute their 

failures to internal causes. Previous research has indicated that internal attributions for 

failure can lead to lower levels of achievement (Schunk, 2000; Shell, Bruning, & Colvin, 

1995). 

Significant sex differences were found for the lack of ability attribution, with more 

males choosing this attribution than females. This finding indicates that males are choosing 

an internal attribution for failure in language arts more often than females. A large effect 

was found with more males (5 1.8%) attributing their language arts failures to a lack of 

ability, than females (26.7%) did. As noted, internal attribution styles have a relationship 

with lower achievement in language arts. The sex differences favoring females in report 

card grade achievement results, as reported earlier, may support the validity of this 

relationship found. No other significant sex differences were found. Additionally, no 

significant differences were found for grade-level. 

Expectancy- Value in language arts. Wigfield and Eccles (2000) have shown that 

associations of value and personal competence with an academic task has been found to 

have a relationship with higher achievement levels. Previous research on expectancy-value 

in language arts has found that females hold higher competence beliefs and subjective-task 

value in language arts than males (DeBacker and Nelson, 1999; Eccles et al, 1993; Sullins 
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et al., 1995). In the current study, participants' competence beliefs and subjective task- 

values regarding language arts were examined. 

Analysis of students' competence beliefs indicated both significant sex and grade- 

level differences. More specifically, girls reported higher, more positive competence 

beliefs than boys. This finding is in line with previous research. In regards to students' 

subjective task-value reports, a significant main effect was found for grade-level; however, 

no significant differences were found for sex. A lack of observed sex differences is not in 

line with previous research. This finding implies an increase in value that males are 

associating with language arts. As explained earlier, increases in subjective task-value have 

been shown to have a relationship with high achievement levels. As such, this result is in 

line with previous research, possibly suggesting that boys are "catching up" with girls in 

language arts achievement. Although the current study did not find that boys had "caught 

up" with girls in achievement, this subjective task-value finding may be an indication that 

boys may be increasing the value they associate with language arts, and perhaps with time, 

this value may be reflected in achievement levels increasing. Future research should 

continue to follow this relationship between subjective task-value and achievement levels. 

Future Research 

The current study has begun to shed light on the existing sex differences in 

language arts, as well as raise further questions regarding the interesting findings and 

contradictions the current results have with previous findings. Further research in this area 

is essential. Future researchers who may be interested in replicating the current study 

should consider various limitations. 
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First, the data used for exploration of sex differences in achievement were limited 

to current evaluations of students' achievement levels. To address fully whether boys may 

be "catching up" with girls in language arts, the students' previous year's achievement 

evaluations should have been included. This would allow for a better understanding of 

students' recent achievement levels. The data fi-om the current study may not demonstrate 

fully that boys have similar achievement levels as girls; however, it is important to 

consider that the boys may have improved in their language arts achievement levels. 

Evaluation of historical achievement levels would lend insight into this consideration. 

Future researchers should consider the use of historical data in their investigation of 

achievement level changes or, alternatively, the use of a longitudinal research design. 

A second limitation is in regards to the different academic levels of each 

participant. The teachers involved in the study noted that a few of the participating students 

were on a "modified learning program", in order to address a variety of learning 

difficulties. These particular students were not identified in the current study, due to 

confidentiality guidelines of the participating schools. As such, these students' data were 

included with the entire sample size. This inclusion is statistically concerning, as the 

students on a "modified learning program" would not be of equal comparison with the 

achievement levels of those students who have not been identified as having learning 

difficulties. Future researchers should identify these participants in order to conduct fair 

comparisons. 

Third, the current study only included grade-four and grade-seven students; 

however, the FSA's are also administered to grade-ten students. Future researchers should 

include grade-ten students, as the standardized achievement data from the FSA's would be 
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available for comparison. As noted in previous research, sex differences in achievement 

and achievement-related beliefs have implications for students' future career choices, 

performance-goal approaches, and evaluations of overall self worth (Pajares & Valiante, 

2001; Wigfield, et al., 1991). As tenth-grade students are approaching graduation fiom 

secondary school, it would be interesting to evaluate the students' achievement levels and 

achievement-related beliefs as they approach post-secondary school and career choices. 

Additionally interesting, would be to examine the developmental differences in 

achievement levels and achievement-related beliefs, fiom fourth-grade to tenth-grade. 

A fourth limitation of the current study is in regards to the attribution scale. The 

students were asked to choose fiom six attributes as their "most important" reason for 

doing well in language arts, as well as for doing poorly. The students then had an 

opportunity to list any attributes that were important to them, not offered in the scale. This 

extra section was offered to the students, as their dominant attribute may not have been 

presented as an option. As such, it is important to consider that the attributes the students 

indicated as their "most important" attribute for either success or failure, may not have 

been the "most important" attribute they would have chosen. The list offered to students 

was limiting, with only six attributes for each section of success and failure. While it was 

helpful to have the students list any missing attributes, future research could develop a 

scale that taps into the wide range of attributes students may have, or a scale that allows for 

the students to list their own attributes. 

Implications and Conclusions 

Overall, the findings of the current study have shed some light on a vital 

component of students' education. First, an examination of the achievement results 
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suggested contradictory findings between the report card grades and the FSA scores. It 

appears that, as indicated by their report card grades, boys may not have "caught up" with 

girls' language arts achievement levels. Girls and boys seemed to achieve similar scores, 

however, for the standardized achievement scores on the FSA. This discrepancy between 

the achievement information may be occurring due to a variety of reasons. As noted 

earlier, the report card grades are a subjective assessment of achievement, when compared 

to the FSA. While both contribute valuable information, it is important to note their 

fundamental differences in evaluation, perhaps leading to different results. The report card 

grades may be tapping into the societal expectations of sex differences, fkom both the 

students' and teachers' perspectives. Additionally, increases in boys' achievement levels 

on the FSA reading comprehension scores may indicate an ongoing improvement for 

boys', in the direction of one day "catching up" with girls. 

Secondly, it appears that there have may be gains for boys in terms of their 

attributions for success. More specifically, it seems that boys reported choosing healthier 

attributions, such as ability and effort, more often than noted in previous research. 

Examination for attributions for failure, however, found that boys were indicating more 

self-derogating attributions than girls. This finding may be indicative of factors, such as 

learned helplessness, that continue to hold boys back in attaining similar language arts 

achievement levels as girls. 

Lastly, results of the self-efficacy and expectancy-value findings confirmed that 

boys rate their ability less positively than girls. It is interesting, however, that boys also 

reported holding equal subjective task-value for language arts as girls. This particular 

finding is not in line with previous research, and may indicate an increase in perceived 
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language arts significance for boys. This may eventually lead to an increase in achievement 

level for boys. 

Overall, it is concerning that there are some distinct sex differences still found in 

the language arts area. It is important to identifjr the specifics of students' beliefs regarding 

their ability and resulting achievement levels, as well as exploring how these beliefs 

originally developed. Parents, educators and researchers need to continue to examine this 

area, and begin to make positive changes that foster achievement-related beliefs that are 

commensurate with achievement levels. Future research also needs to examine whether 

these sex differences in language arts continue to exist. Recent statistics, noted by the 

Canadian Council of Education Ministers, explained that not only do sex differences 

continue to exist in reading, but interestingly their research has indicated boys falling even 

further behind in reading achievement than girls (Canadian Broadcasting Corporation, 

2003). 

There are concerning implications for the continuing of sex differences in language 

arts. As noted earlier, there are implications for students' self-efficacy, self-worth, self- 

regulatory strategies, and performance-goal approaches (Pajares & Valiante, 2001; 

Wigfield, et al., 1991). These beliefs can then have an impact on future career choices. As 

emphasized by Wigfield et al. (1 991)' if these sex discrepancies continue into high-school, 

and onto college, students may see problematic impacts on their academic pursuits. More 

specifically, students may limit their pursuit of study and career, and avoid areas requiring 

high literacy. This limitation could impact their self-efficacy levels in many areas, as 

reading and writing can be found in a large variety of academic subjects. These 

implications can be found in current national statistics. As an example, the Canadian 
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Council of Education Ministers reported that men make up 44% of enrolled university 

students, and 40% of university graduates (Canadian Broadcasting Corporation, 2003). 

These statistics for men and women were 50-50, only ten years ago (Canadian 

Broadcasting Corporation, 2003). 

Sex differences have also been found when examining the completion of university 

program, in specific fields of study. Statistics Canada (2003) reported university programs 

completed by sex. Their most recent statistics reported, fiom 1998, indicated that more 

females than males completed programs in the fields of social sciences, education, 

humanities, health professions and occupations, agriculture and biological sciences, fine 

and applied arts, and arts and sciences. Only two programs were indicated to have more 

male graduates, engineering and applied sciences, and mathematics and physical sciences. 

In light of this current study's results, it is interesting and equally concerning, to 

note the existing sex differences as well as the implications for academic environments. 

The results speak to the dire need for further research in this area, as well as the hope for 

awareness and positive change. 
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Appendix D 

Recruitment Presentation to the Students 

Hello everyone! 

Thank you so much for having me here today. My name is Stephanie Versteege and I'm a student at the 
University of Victoria. Right now I am working on my Master's degree in Educational Psychology. I 
wanted to come here and talk to you today, and let you know about a research study that I'm doing. I am 
going to explain all of the details of it, but first I want all of you to know that participation in this study 
is voluntary. You do not have to participate if you don't want to. 

The study I am going to conduct has to do with students' thoughts and feelings about the subject of 
language arts. If you decide to participate, I am going to compare your thoughts and feelings about 
language arts, with your actual report card grade in the subject. 

If you decide to go ahead and participate in this study, I'll be asking you to fill out three questionnaires. 
These questionnaires will ask you about your thoughts and feelings toward language arts. I will then 
compare this information with both your report card grades in language arts-the ones you had on your 
Spring report cards, with the scores you received in the Foundation Skills Assessment test. Do you 
remember the big test that you are all writing this month? Well, with your permission and your parents' 
permission, I would be looking at the scores you get on your Reading Comprehension and Writing 
section. All of the information that I gather will remain confidential. No one will be allowed to see the 
information except for my supervisor and, of course, myself. The information will only be used for my 
school project, and please remember that your names will be kept strictly private. 

I have a package to hand out today. Please take it home to your parents or guardians, and read through 
them. To be able to participate, I have to have your signature, as well as your guardian's signature. 
There is a sheet in the package that provides you with a form for those signatures. This form needs to be 
returned to [the school's name] main office by next week, [date]. 

Does anyone have questions? 
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Appendix E 

Consent Forms-ParentdGuardians and Students 

[Date] 
Dear ParentIGuardian, 

My name is Stephanie Versteege, and I am a graduate student within the Educational Psychology 
department at the University of Victoria. I am conducting a study on "My Feelings About Language Arts", and 
your child is being invited to participate. 

The purpose of this research study is to examine the relationship between a student's achievement in 
language arts, and his or her thoughts and feelings about the subject. It is important to do research within this area 
because we can then investigate how a student's own perceptions and feelings influence his or her achievement in 
this subject area. This may have implications for future understanding of how children are learning in the 
classroom, and how their self-perceptions are changing with this learning. Your child has been asked to 
participate within this study, because this research will be conducted in your child's school district, with students 
from grades 4 and 7. 

In regards to what this study will involve, the students will receive three, short, questionnaires. These 
questionnaires will address three areas, including: students' perceived reasons for their language arts performance, 
students' perceived level of competence or skills in language arts, and the value and expectations they hold in 
regards to language arts. These questionnaires will be given during the students' class time; however, it will take 
each student only 20 minutes to complete their participation. All of the students will be completing the 
questionnaires at the same time. Your child's responses regarding the questionnaires, will then be compared to his 
or her language arts report card grade (received in Spring, 2002), as well as the language arts component of the 
student's Foundation Skills Assessment (FSA) score. The FSA is a test that the Ministry of Education requires 
grades 4,7, and 10 students write in April or May of 2002. 

Your child's participation within this study must be completely voluntary. If your child offers consent to 
participate, he or she may withdraw from the study at any time, without need for explanation. Withdrawal fkom 
the study may be completed by informing the researcher (by the student simply raising his or her hand) at the time 
the instruments are being completed, or upon completion of the study via the e-mail address or phone number 
provided. If your child does withdraw, his or her data will only be included with the permission of the child, as 
well as yourself, the parentlguardian. 

If your child does participate, that participation will not result in a reward. In other words, participation 
will not reflect positively on the student' grades, evaluations, or any other aspect of their school work. For the 
students who do not participate there will be no punishment, nor will their lack of participation reflect negatively 
on the service or grades they receive. The students who are not participating will be given an activity of the 
language arts area. This activity will not be regarded as a punishment for non-participation. Additionally, a 
teacher or administrator will be present while the questionnaires are being completed. 

To assure that your child remains consenting throughout the study, I will remind the students of the terms 
of their participation at various times throughout the study. I will explain to the students that their participation is 
voluntary, and that they are free to withdraw at any time. In addition, I would like to reassure you that there are no 
known or anticipated risks for your child, by participating in this research. The potential benefit of students' 
participation may include an increase in understanding of the relationship between their academic achievement in 
language arts, and their self-perceptions. 
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The results of this study will be kept confidential, and will only be seen by my research supervisor, and 
myself. The data collected from the administered questionnaires, the students' reports card grades, and their FSA 
scores will be kept in a locked filing cabinet. Once the study is complete, the information will be destroyed via 
shredding paper records and deleting computer files. 

Anonymity will initially be compromised by virtue of the fact that the questionnaires will be completed 
during class time. Members of the class will know who participates and who does not. Once the instruments are 
completed, anonymity will then be attained by assigning participants a subject number, once I have matched their 
questionnaires to their report card grades and FSA scores. From this point on, your child will only be identified by 
an assigned number. 

A research study is part of a requirement for the Master's of Arts degree program, and this particular 
study will be supervised by Dr. John Walsh, Associate Professor at the University of Victoria. Should you have 
any questions or concerns, regarding this study, you may contact him at (250) 721-7791, or myself (via e-mail) at: 
steph-v-@hotmail.com. 

I am hoping to use the results of my study in my thesis paper. This paper is a public document; however, 
all of the information will be presented in an anonymous fashion, with none of students, nor the specific school 
district, being identified. Should you have any additional concerns, please feel free to contact myself or my 
supervisor via the information provided above. If you have any ethical concerns regarding this study, please feel 
free to contact the Associate Vice President of Research at the University of Victoria, at (250) 721-7968. 

Your signature on the last page of this booklet, indicates to me that you have had the opportunity to 
have any of your questions answered, and that you understand the above description and conditions of your 
child's participation within this study. Please have your child return this booklet to his or her language arts 
teacher by [Date]. Please return this form, regardless of your consent (or not) to have your child participate. 

Dear Students, 

My name is Stephanie Versteege, and I am a graduate student with University of Victoria. I am doing a 
study on "My Feelings About Language Arts", and you are being invited to participate. 

With this study I want to look at the relationship between how well a student does in language arts, and 
his or her thoughts and feelings about the subject. It is important to do research within this area because we can 
then look at how a student's own thoughts and feelings influence his or her achievement in this subject area. This 
study is important because it can help us understand how students are learning in the classroom, and how their 
thoughts are feelings are changing with this learning. You have been asked to help me with this study, because 
this research will be conducted in your school district, with students fiom grades 4 and 7. 

If you choose to join this study, you will receive three, short, questionnaires to fill out. These 
questionnaires will look at three areas, including: what you think the reasons are for your language arts 
performance, what you think your skill level is in language arts, and what you expect fiom your achievement in 
language arts. These questionnaires will be given during your language arts class time; but, it will take each 
student only 20 minutes. Your answers on the questionnaires will then be compared to your language arts report 
card grade (received in Spring, 2002) and the scores you receive on the language arts section of the Foundation 
Skills Assessment (FSA). The FSA is a test that the Ministry of Education asks you to write in April ,2002. 

Your participation in this study must be completely voluntary. If you participate, you can stop your 
participation fiom the study at any time, without need for explanation. If you decide to stop, you can do this by 
letting me know at any time-- fiom the beginning, while the questionnaires are being filled out (by raising your 
hand), to the time that everyone is done. If we have already done the study, and you decide that you do not want 
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to participate, you can let me know by e-mailing myself or calling my supervisor. That contact information is 
listed below. If you do withdraw, your information will only be used if you and your parentlguardian agree to it. 
For the students who do not participate, there will be no punishment. This means that not participating will not 
reflect in the service or grades you receive. 

If you do participate, that participation will not result in a reward. In other words, if you decide to help me 
you will not receive higher grades or evaluation. The students who do not join the study will be given an activity 
of the language arts subject area. This activity will not be a punishment for not participating. This means that this 
activity will not mean lower grades. Also, a teacher or administrator will be present while the questionnaires are 
being completed. I want to remind you that if you decide to join this study, you are able to withdraw at any time. I 
will remind you of this again while you are filling out the questionnaires. I also want you to know that no harm or 
danger will come to you if you decide to help me. 

The information that I get fiom this study will be kept confidential. That means that all of the 
information will be kept private. The information will only be seen by my supervisor and myself. The information 
that I collect from the questionnaires, the students' reports card grades, and the FSA scores will be kept in a 
locked filing cabinet. When the study is done, I will destroy the information. I will do this by shredding the paper 
information and deleting computer files. 

When the students are filling out the questionnaires, the class will know who did or did not fill out a 
questionnaire. Once I have matched up your questionnaires with your report card grade and FSA scores, I will 
assign all of your information a number. This number will replace your name. That means your name will no 
longer be on any of the information. This will protect your anonymity. That means that your name will be kept 
private. 

I am doing this study so that I can finish my Master's of Arts degree program. Dr. John Walsh, is my 
supervisor and he works at the University of Victoria. If you have any questions or concerns about this study, you 
can talk with him (250) 721 -7791. You can also ask me any questions, and you can reach me by e-mail at: 
steph-v.@hotmail.com. You may also contact the Associate Vice President of Research at the University of 
Victoria, at (250) 721 -7968 to make sure that my study was approved by the university, or to make any 
comments. 

I hope to use the results of this study in my thesis paper. This paper is public, but as I just explained, your 
name and your school's district will not be included anywhere on the paper or presentation about this study. 

Your signature on the last page of this booklet, indicates to me that you have had the opportunity to 
have any of your questions answered, and that you understand the above description and conditions of your 
participation within this study. Please return this booklet to your language arts teacher by [Date]. Please 
return this form, regardless of your consent (or not) to have your child participate. 

Students and ParentsIGuardians: 

Your signature below informs me that you understand the study "My Feelings About Language Arts", 
that you understand the conditions of your participation in the study, and that you have had the opportunity to 
have your questions answered by myself, Stephanie Versteege. 
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Parentslguardians please complete the first part of the consent section, entitled "Parents/Guardians". 
Students please complete the second part of the consent section, entitled "Students". Once this is completed, 
please return this form to your language arts teacher, by 
[Date]. Please note that I would like these forms returned, even if it is to indicate that the student does not wish to 
participate. 

Thank you, 
Stephanie Versteege 

PARENTIGUARDIAN CONSENT 

I do / do not (please circle option) give permission for my child (student's full 
name) to participate in the "My Feelings About Language Arts" study as described in the previous form. 

Parent'sIGuardian's Name (please print) 

Parent's/Guardian's Signature 

Date 

Name of School Grade 

STUDENT CONSENT 

I do I do not (please circle option) agree to participate in the "My Feelings About Language Arts" study, as 
described in the previous form. 

Student's Name (please print) 

Student's Signature 

Date 

Name of School Grade 
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First and Middle Name(s): 

Last Name: 

Birth Date: 

Gender (please circle one): 

School: 

Teacher's Name: 

Today's Date: 

Grade: 

Appendix F 

Scales 

Student Information Sheet 
Demographic Information 

Year Month 

Male Female 
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Attribution Scale- Language Arts 
(Modifiedfiom Stipek, 1993 & Lloyd, 2002) 

Please read the question at the top of the page. Each statement on the left-hand side o f f e  reasons you 
may give for doing well in Language Arts. Read each reason and choose which number or rating of how 
true the statement is for you. The ratings vary from "This is not why I did well" (I) to "This is kind of 
why I did well" (3) to "This the most important reason why I did well" (5). 

Please choose only one rating for each reason. 

1) I do yeJ in language arts, it is usually because: 
This is 

This is the most 
This is kind of important 
not why why I did reason why 
I did well. well. I did well. 

Reason: (Please circle one.. .\ 

Row A I studied hard. 

Row B I studied the right 
things. 

Row C I am smart. 

Row D The teacher explained 
things well. 

Row E Someone helped me. 

Row F The work was easy. 
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Please read the question at the top of the page. Each statement on the left-hand side oflers reasons you 
may give for doingpoorly in Language Arts. Read each reason and choose which number or rating of 
how true the statement is for you. The ratings varyfiom "This is not why I did well" (I)  to "172is is kind 
of why I did well" (3) to "This the most important reason why I did well" (5). 

2) When I do poorly in language arts, it is usually because: 

Reason: 

Row A I didn't study hard enough 

Row B I studied the wrong 
things. 

Row C I don't think I am smart. 

Row D The teacher explained 
things poorly. 

Row E No one helped me. 

Row F The work was hard. 

This is 
This is the most 

This is kind of important 
not why why I did reason 

I did poorly. poorly. why I did 
poorly. 

(Please circle one.. .) 

1 2 3 4 5 
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Language Arts Self-Eficacy Scale 
(Shell, Colvin, & Bruning, 1995) 

This instrument examines how you feel about your skills in Language Arts. There are four pages 
involved. Each page has four or Jive task for you to read over. Read each one carefully, and then rate 
how conJident you are that you could do each task or skill. The ratings are on a 5-point scale. Please 
pick only one rating for each task, and avoid choosing any "in between" ratings. 

How I Peel About Writing Tasks 

How confident are you that you could.. . 
Ratings 

I'm sure Don't think Maybe Pretty sure I'm sure 
I can't I can I can I can I can 

Write down the rules 
for a game you like. 

Write a letter to a fkiend. 

Write a 2-page report 
for a class. 

Write a 1 -page summary of 
a book you read. 

Write a story about 
what you did on summer 
vacation. 

Write a poem about your 
feelings. 

Write an interesting 
paragraph about a hobby. 
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Page 2 of SeIf-Eflcacy Instrument 

How I Peel About Mv Writiw Skills 

How confident are you that you could.. . 
Ratings 

Correctly punctuate a 
sentence. 

Use correct parts of speech 
in your writing. 

Use correct plurals in your 
writing. 

Get your point and ideas 
across in a story. 

Use correct prefixes in your 
writing. 

3et your point and ideas 
icross in a poem. 

Jse correct suffixes in your 
Ivriting. 

I'm sure Don't think Maybe Pretty sure I'm sure 
I can't I can I can I can I can 
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Page 3 of Self-Eficacy Instrument 

How I Feel About Reading Tasks 

How confident are you that you could.. . 
Ratings 

I'm sure Don't think Maybe Pretty sure I'm sure 
I can't I can I can I can I can 

Read a letter fiom a friend. 

Read one of your textbooks. 

Read the daily newspaper. 

Read a book from the 
library. 

Read a magazine. 

Read directions for a 
worksheet. 

Read directions for a 
zomputer game. 
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Page 4 of SeIf-Eficacy Instrument 

How I Feel About Mv Reading Skills 

How confident are you that you could.. . 
Ratings 

I'm sure Don't think Maybe Pretty sure I'm sure 
I can't I can I can I can I can 

Know all the words on a 
page in one of your school 
books. 

Know the meaning of 
plurals. 

Know the meaning of 
prefixes. 

Know the meaning of 
suffixes. 

Identify parts of speech. 

Understand the main idea 
of a story. 

Understand the main idea of 
a poem. 
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Expectancy- Value Scale - Language Arts 
(ModiJiedJi.om Wideld & Eccles, 2000) 

"How I Feel About Language Arts" 

MV Beliefs @age one of expectancy-value theory scale) 

1) How good are you in language arts? 

1 2 

Not at all good Good 

5 

Very Good 

2) If you were to list all the students in your class from the worst to the best in language 
arts, where would you put yourself? 

1 2 3 4 5 

One of the worst Average One of the best 

3) Some kids are better on one subject than in another. For example, you might be better 
in reading than in math. Compared to one of your other school subjects, how good are 
you in language arts? 

A lot worse in 
language arts 
than in any 
other subject. 

The same in 
language arts 
than in any 
other subject. 

A lot better in 
language arts 
than in any 

other subject. 
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MV Exoectations @age two of expectancy-value theory scale) 

1) How well do you expect to do in language arts this year? 

1 2 3 4 5 

Not at all well Average Very well 

2) How good would you be at learning something new in language arts? 

1 2 3 4 5 

Not at all good Average Very Well 
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Interest Items @age three of expectancy-value theory scale) 

1) Some things that you learn in school help you do things better outside of class, that is, 
they are useful. For example, learning about plants might help you grow a garden. In 
general, how useful is what you learn in language arts? 

1 2 3 4 5 

Not at all useful Somewhat useful Very useful 

2) For me, being good in language arts is.. . . 

1 2 3 4 5 

Not all important Somewhat important Very important 

3) Compared to most of your others activities, how important is it for you to be good at 
language arts? 

1 2 3 4 

Not all important Somewhat important 

4) In general, I find working on language arts assignments 

1 2 3 4 

Very boring Somewhat interesting 

Very important 

5 

Very interesting (fun) 
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Appendix G 

Demographic Information from Teachers 

Classroom Information Sheet 
Demographic Information 

Gender of Teacher: Male 1 Female 

Classroom Size (# of students): 

Ratio of Male to Female Students: 

Teacher's Years of Service: 

Trained as a Language Arts Teacher? Yes / No 
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Appendix H 

Participant DebrieJing Form 

Dear Research Participant: 

Thank you for agreeing to participate in this research project. The information you 
provided in the questionnaires will help further research and examination of the 
relationship between students' achievement in language arts, and their thoughts and 
feelings about the subject. 

In this study, you were asked to fill out three, short questionnaires that asked you about 
your feelings and thoughts about language arts. You then gave me permission to gather 
your report card grade in language arts. With this information, I am hoping to have a 
better understanding of how students' thoughts and beliefs about their performance in 
language arts can impact their achievement in this subject area. 

I want to remind you once again that the information you provided for me is anonymous 
and confidential. In other words, your name will not appear on any of the questionnaires 
that you were asked to complete. A code number will be used to replace your name. 
Also, the information you provided will not be examined individually, instead it will be 
looked at as a group and a general conclusion will be made. 

Sometimes being asked about your thoughts and feelings about achievement can bring up 
questions or feelings that you may wish to discuss with someone. If you wish to speak 
with someone about these issues, you might consider talking with a fiiend or family 
member, or talking to one of the teachers or counsellors at your school. 

If you have any fbrther questions regarding the research study please feel free to ask them 
at this time. If you have question that come up in the future, you can contact myself, 
Stephanie Versteege, via e-mail at steph-v-@hotmail.com, or my supervisor (at the 
University of Victoria), John Walsh at (250) 72 1-779 1. 

Once again, thank you for your time and effort! 

Stephanie Versteege 


