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For many years, educators and psychologists have

attempted to define the strength of the relationship

between self-concept and school performance., A productive

approach may be to investigate academic self--efficacy.

In the present study, data were collected for students

at an alternative high school on the Measure of Academic

Self-Efficacy (MASE), Intellectual Achievement Responsibility

Questionnaire (IAR), number of weeks spent in the program,

and. various descriptive and behavioral measures. Correlations

were computed to attempt to demonstrate that participation

in an alternative program analogous to participant modeling

is associated with increases in academic self-efficacy and

internal attributions for educational events, and that these

gains are associated with improved academic outcomes.
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RELATIONSHIP BETWEEN SELF-EFFICACY AND

ACADEMIC BEHAVIOR AMONG STUDENTS AT

AN ALTERNATIVE HIGH SCHOOL

Educators and psychologists have long accepted the fact

that a relationship exists between self-concept and school

performance. For example, in 1956, Walsh demonstrated that

high ability, low-achieving boys have "negative self-regard"

when compared to high ability, high-achievers. Research in

this area, however, has been frequently inconclusive, often

owing to the ambiguity of the term "self concept." Tradition-

ally, it has been operationalized in terms of global

"positiveness of self-descriptive behavior (Gose, Wooden, &

Muller, 1980, p. 280) ." Attempts to demonstrate the relation-

ship between self-concept and school performance using this

global construct have been marginally successful, demonstrating

correlations between the two variables ranging from moderate

to low to none at all (Rubin, Dorle, & Sandidge, 1977). In

their 1980 article, Gose, Wooden, and Muller determined that

self-concept failed to add significantly to predictions of

school achievement that could be made from IQ alone.

A more specific construct appeared to be needed in

order to clarify this relationship. Research began to

emphasize the relationship between self-esteem and school

performance with self-esteem operationalized as "expressed
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self-valuation of self-described characteristics (Mintz &

Muller, 1977, p. 54) ." Results from studies, which primarily

used the Coopersmith Self-Esteem Inventory (Coopersmith,

1959), again demonstrated moderate relationships between

self-esteem and school performance. Rubin, Dorle, and

Sandidge (1977) determined that the relationship between

self esteem and school performance could be most effectively

explained as reflecting a common set of prior causes includ-

ing background, ability, and earlier scholastic successes.

In addition to construct ambiguity, a difficulty with earlier

research was the tendency to view the relationship between

these two variables as predictive, in which self-esteem is

conceptualized as predicting school performance (Gose, Wooden,

& Muller, 1980). Perhaps a more productive way of viewing

this relationship would be as interactive, in which self-

esteem and school performance exert reciprocal influence.

As self-esteem increases, school performance improves.

Improved school performance, then, would lead to increases

in self-esteem.

A theoretical framework which would encompass this

concept is Albert Bandura's self-efficacy theory (Bandura,

1977). An outgrowth of social learning theory, self-efficacy

can be seen as an even more specific component of self-concept,

representing one's sense of mastery in a given situation. In

his 1977 article, Bandura differentiated between efficacy

expectations, "the conviction that one can successfully
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execute the behavior required to produce the outcomes," and

outcome expectations, "a person's estimate that a given

behavior will lead to certain outcomes (p. 193) ." The

importance of this distinction, according to Bandura, is

that "an individual can believe that a particular course of

action will produce certain outcomes, but if they entertain

serious doubts about whether they can perform the necessary

activities, such information does not influence their

behavior (p. 194) ." Chanowitz and Langer (1980) additionally

assert that "when several people go through the same motions

of bringing about an outcome, the fact that they had the same

outcomes to show for that activity should not be taken to

indicate that they experienced the same degree of control

(p. 108)." Bandura's studies with snake phobics demonstrated

that perceived self-efficacy, while not a sole determinant,

does affect the initiation and persistence of coping behavior

in subjectively threatening situations (1977). That is, the

more strongly an individual "believes in" his ability to per-

form the necessary behaviors, the more likely he is to persist

in his efforts to execute them.

Efficacy expectations differ on several dimensions.

They can differ in magnitude, ranging from expectations of

being able to complete only simple tasks in a series to

expectations that one can perform even extremely difficult

tasks. Another dimension on which efficacy expectations

vary is generality. Some treatment modalities result in
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situation-specific changes in efficacy expectations, while

others result in a sense of efficacy which extends beyond

the specific situation. The third dimension on which effi-

cacy expectations differ is strength. Weak expectations

are easily extinguished while strong expectations are main-

tained even in the face of disconfirming events (Bandura,

1977).

Bandura (1977) cites several sources of efficacy ex-

pectations: emotional arousal, verbal persuasion, vicari-

ous experience, and performance accomplishments. Emotional

arousal of the anxious, tense, viscerally agitated type

tends to debilitate performance, Therefore, by decreasing

emotional arousal in the face of anxiety-provoking stimuli,

the probability of performance and concurrently improved

self-efficacy is increased. The weakness of emotional

arousal as a change agent in behavior is that, while extin-

guishing an anxious response may facilitate an individual's

approach to an aversive situation, it does not provide the

actual coping skills necessary to perform successfully.

Verbal persuasion, used on its own as a means of influencing

behavior, has similarly weak effects. As Bandura states,

"In the face of distressing threats and a long history of

failure in coping with them, whatever mastery expectations

are induced by suggestion can be readily extinguished by

disconfirming experiences (1977, p. 195) ," Another source



5

of efficacy expectations is vicarious experience. While

this source also produces relatively weak changes in self-

efficacy, owing to its reliance on the individual's capacity

for making inferences from social comparisons, vicarious

experience (as in modeling) can demonstrate to the individ-

ual new approaches to coping in the aversive situation and

the desirable outcomes that can result from sustained effort.

The most powerful source of efficacy expectations is

performance accomplishments, as in the treatment strategy of

participant modeling. This strategy, which provides the

individual with increased skills for coping in an aversive

situation as well as with practice in using these skills

to bring about desired outcomes, has been demonstrated to

result in greater changes in efficacy expectations both in

terms of magnitude and generality, greater actual behavior

changes, and greater resistance to extinction than the other

sources of efficacy expectations (Bandura, 1977).

The relationship between efficacy expectations, behavior,

consequences, and outcome expectations appears to be recipro-

cal. As one's sense of mastery in a given situation in-

creases, so does the likelihood that one will initiate and

persist in coping behavior. This increases the probability

that the behavior will be successfully completed, bringing

about the desired outcomes. These outcomes, and one's

expectation that they will follow the behavior in question,
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can then serve to strengthen the efficacy expectations

as well as to reinforce coping efforts.

There may be an even more specific component of

efficacy expectations which relates to one's beliefs

regarding the causality of his performance. A review of

the relevant literature regarding attributions and school

performance provides wide documentation that competent,

highly efficacious individuals, seem to make internal,

controllable attributions such as insufficient effort for

their failures, and attributions of stable, internal causes

such as ability for their successes (Weiner, 1979; Abramson,

Garber, & Seligman, 1980; Forsyth & McMillan, 1981;

Covington & Omelich, 1981; Butkowski & Willows, 1980).

In describing the attributional processes that accompany

school failure, Chanowitz and Langer (1981) stress the

prominence of external attributions for failure, including

"accidents" or teacher unfairness. However, according to

Covington and Omelich (1981), "cognitive and affective

deterioration is accelerated in repeated failures by the

increasing unavailability of externalized explanations for

failure, a situation that further forces students to ac-

knowledge inability (p. 806)." These same students, then,

tend to see causal agents for successful performance as

something "extrinsic to the episode that fortuitously in-

truded upon task performance (p. 111) ." This description

of attributional processes rounds out the picture of the

- -
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low-achieving student as one who not only doubts that he

is capable of performing the required tasks, but further

attributes any success that he does achieve to external

agents such as luck, having been given an unusually easy

task, or a teacher having taken pity on him.

The applications of these findings to the school

setting is clear; a student who doubts his ability to read

and retain material, meet attendance expectations, pass

examinations, participate in classroom discussions, or

exert control over academic outcomes is less likely to

initiate or persist in his performance of those tasks,

thereby decreasing the probability of positive outcomes

resulting from his efforts and, additionally, lowering

the level of his achievement. As his achievement level

diminishes, so, too, will his sense of self-efficacy in

the school setting.

Research in the specific area of academic self-

efficacy is sparse to date. Foremost in this area is the

work of Dale Schunk, whose research has centered on self-

efficacy changes in relationship to elementary school

children's arithmetic achievement (Schunk, 1980, 1981;

Bandura & Schunk, 1981). Schunk (1981) reported that

perceived efficacy was an accurate predictor of arithmetic

performance regardless of the level of task difficulty or

the mode of arithmetic training (cognitive modeling, with

an adult verbally modeling solution strategies to division
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problems, or didactic, involving children independently

studying explanatory pages in their workbooks). Additionally,

he reported that combining an attribution of personal effort

as responsible for successful problem-solving with the

cognitive modeling training mode produced the highest degree

of agreement between efficacy judgment and subsequent

performance (Schunk, 1981). This finding appears to support

the contention that self-efficacy and internal attributions

for successful outcomes are closely linked,

In collaboration with Bandura, Schunk studied the

effects of proximal and distal goal-setting on children's

skill acquisition and efficacy expectations for arithmetic

tasks (Bandura & Schunk, 1981). They reported that children

who set attainable subgoals progressed quickly in self-

directed learning, achieved substantial mastery of math

operations, and displayed an increased sense of self-efficacy

and interest in tasks which initially did not interest them,

While the link between increased self-efficacy and improved

task performance is becoming well-documented, Bandura and

Schunk note that, "It may require mastery experience over

a period of time before the self-efficacy derived from

progressive successes creates strong interest in activities

that were disvalued or even disliked (1981, p. 597) *" In

addition to demonstrating that attainable subgoals enhance

perceived self-efficacy, this study would seem to indicate

a need for further studies which consider treatment in an

}.'f4:C%? QA4,- AqWsw 1114 Ilia 104114 -7r-
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applied educational setting over a lengthier period than

is the case in most analogue studies,

A hindrance to academic self-efficacy research of

any kind has been the lack of a valid, reliable assessment

instrument to measure this construct. While there is

clinical utility in Bandura's (1977) initial suggestions

that self-efficacy and its changes be assessed by asking

two questions, "Do you think you can perform the behavior

in question?" and "On a scale from 0% to 100%, how sure are

you that you can perform this behavior?", there are research

limitations of specificity and limited variance in this

strategy. To address these limitations, Bernadette Lalonde

developed the Measure of Academic Self-Efficacy (MASE).

A 1978 dissertation project as yet unpublished, the MASE

represents the only instrument to date designed to measure

the variable of academic self-efficacy, Lalonde (1980)

reports that her validation studies indicate that highly

efficacious high school students "are more willing to try

new activities and subjects, are less test anxious and

socially anxious, and are more willing to persist longer

in the face of disconfirming experience such as failure

(p. 121) ." Lalonde (1980) suggests that the two most pro-

mising areas for future research with the MASE are appli-

cations in assessing participant modeling strategies of

counseling the underachieving student and the investigation

of the MASE with high school drop-outs.

- - -- --- -- -- --



A school program which seeks to improve student perfor-

mance could then be expected to also improve efficacy

expectations. Such a program would provide students with

performance accomplishments which lead to the acquisition

of skills necessary to perform the behaviors required to

bring about successful outcomes such as increased knowledge,

improved school attendance, acceptable grades, and ultimate

completion of secondary school.

The finding that school drop-outs and underachievers

rate low on measures of self-concept is well documented

(Walsh, 1956; Strathe & Hash, 1979; Berry, 1974; Kowalski

& Cansemi, 1974). Many school districts throughout the

country have developed what are termed "alternative schools"

to address the needs of students who, while intellectually

capable, are not successful in the traditional school setting

and are at risk for dropping out or are returning drop-outs.

There is no consistent agreement at present among districts

as to the characteristics of the alternative school student,

his educational needs, nor the most effective educational

interventions in the alternative school setting. Programs

range from those with high external structure and a rather

punitive approach to student deviancies to those which

emphasize skill acquisition, performance-based, individualized

instruction, and a humanistic view of student development.
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Documentation of different programs has begun to provide a

basis for evaluating the effects of program variables on

desired educational outcomes.

The Granite Alternative School in Salt Lake City, Utah,

describes itself as "creating a climate where success is

obtainable by all students (Whipple, 1977, p. 3) , " While

not reporting measurable outcomes, a program evaluation

conducted at this site concluded that a reciprocal relation-

ship exists between school attitudes and behavior and that,

by changing student behaviors in the school setting, low

achieving students developed more positive attitudes toward

school.

Strathe and Hash (1979) reported that significant

positive changes in global self-esteem occurred in junior high

school students involved in a basic-skills-oriented alternative

school which provided competency criterion programmed learning.

Significant changes in global self-esteem did not occur,

however, in high school students involved in the same program.

While neither group showed significant changes on the School-

Academic Self-Esteem Scale, a trend toward positive changes

was noted at the end of one semesters' involvement in the

alternative school for both groups. In 1978, JoAnn Mazzarella

reported that involvement in programs which provided individ-

ualized instruction, teacher-student negotiated contracts,

and an open-concept classroom structure tended to significantly

increase self-concept as measured by the Coopersmith,
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Edward Bennett (1975) evaluated Program C.O.D.

(Curtailment of Dropouts). The focus of this program is

to reduce future school dropouts by intervention geared

toward improving student self-esteem, Bennett noted that

the typical student involved in this program was "anxious

to drop out just to free himself of the place where he has

obviously failed (p,5)," In studying the factors which

lead students to drop out, Bennett noted that, ". . the

message keeps coming through that still more must be done

by the school to dispel the deep-rooted feelings of defeat,

despair, and the expectation of failure. This is the true

problem . . . (p. 20)." in studying the attributional

changes that take place in alternative school students,

Bar-Tal concluded in 1978 that "it would be desirable to

change students' attributions in the direction of emphasiz-

ing ability and effort as causes for success and lack of

effort as the cause of failure (p. 269)."

These studies, which seem to identify a consistent,

yet somewhat elusive, "self-motivational" factor, also point

the way for continued research in which performance of the

underachieving or non-achieving student is conceived of in

terms of self-efficacy theory. There is an alternative

high school within the Dallas metropolitan area which, as a

drop-out intervention, provides a performance-based, individ-

ualized educational approach analogous to participant model-

ing and which would seem to lend itself well to research on
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the relationship between academic self-efficacy and aca-

demic performance.

This alternative high school within a suburban inde-

pendent school district, serves 132 students who are

either returning drop-outs or potential drop-outs. These

students exhibit histories of school problems including

reading disorders, special education involvement for learn-

ing disabilities or emotional disturbances, failure to earn

high school credits, truancy, drug abuse, and disciplin-

ary problems including vandalism, agressive acting-out, and

"disrespectful" behavior (failure to follow school rules).

At the alternative school, each student works at his own

pace, using the teacher as a resource for instruction and

clarification, until he is able to complete twenty-two

study plans and pass a final examination at the completion

criterion of 80% correct. Therefore, students at this

school earn a grade of A or B in all courses. For many

students, being able to work at their own pace at an indi-

vidualized course represents their first experience with

earning grades above D's and F's.

It is felt that the performance accomplishments

engendered by participation in this program may change

student's efficacy expectations in the school setting as

well as their attributions for academic success. They

begin to see themselves as able to perform the behaviors

required to earn A's and B's in school and, ultimately,

------
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to graduate from high school. Thus, the alternative program

is structured so that students who have previously experienced

little or no academic success as measured by grades earned

and number of credits completed, are able to acquire and

practice the skills required to cope in the school situation

and to experience the positive outcomes associated with

persevering in their coping efforts at school.

Hypotheses. This study proposed to demonstrate first

that a relationship exists between changes in academic self-

efficacy in students with a history of school failure and

the length of time the student participates in the performance-

based educational program at the alternative school, It is

hypothesized that, additionally, students will show a gain

in internal attributions for academic success which is

related to both academic self-efficacy and length of time

spent in the program.

The study also attempted to demonstrate that increases

in academic self-efficacy are associated with improved

behavioral outcomes reflecting persistence in the school

setting. As students are not permitted to complete a course

until they have reached the 80% criterion, G.P.A. would not

be a valid indicator of improved outcomes, Therefore, as

students can attend and complete as many lessons in as many

classes per day as time permits, the average number of

lessons completed per day was used as the primary measure of

performance. It was felt that an efficacious student would



15

show greater persistence in a previously subjectively

threatening situation, and that this persistence would be

expressed as completing a greater number of lessons per

day than is expected. Data will further be analyzed to

determine the interactions of other variables including

sex, age, and number of high school credits earned prior

to entering the program, in predicting academic self-efficacy.

Method

Subj ects

The subjects were 102 students drawn from the approx-

imately 130 students included on the Spring, 1983, enrollment

list for the alternative school, The number of students who

participated varied at each administration, as students enter

and leave the program at various times, At the first admin-

istration, 74 students completed the scales, A total of 68

students participated in the second administration and 58

students took part in the third administration. There were

39 cases in which a student was present for all three

administrations.

Subjects ranged in age from 14 to 21 years with a mean

age of 16.8. They were enrolled in grades nine through twelve.

Based on entry criteria for the program, subjects had dropped

out of school for at least one year prior to program application,

or, if transferring directly from the traditional high school,

had been failing more than half their courses. Individual

intellectual assessments proviously performed for other purposes,

as well as scores in student records, indicate variance in
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intellectual functioning among subjects ranging from border-

line to superior, with the majority of students being of

average intellectual functioning. Based on prior achievement

testing, there was a similar scatter in levels of academic

skills. .There was a fairly even distribution of subjects by

sex, with 53% being male and 47% being female.

Subjects participated voluntarily. They were instructed

before their first administration that participation in the

study would in no way affect their continuation in the program,

nor would data collected in the study be used to make

educational decisions involving individual students,

Instruments

Measure of Academic Self-Efficacy (MASE), The MASE,

designed by Lalonde (1980), is a measure of students' feelings

of personal mastery and ability to perform and persevere in

the school setting, A 64-item questionnaire to which students

respond by means of a five-point Likert scale, the MASE has

high indices of homogeneity (.95) and test-retest reliability

(.85). Distribution of the MASE approximates a normal curve,

as reported by Lalonde (1980). The MASE correlates positively

with teacher ratings of student self-efficacy, educational

aspirations, and grade point averages of students. The

instrument controls for effects of pseudo-random responding,

social desirability, and acquiescence as response sets.

Additional control has been established for verbal ability

and global mental ability effects.
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Intellectual Achievement Responsibility Questionnaire (IAR).

The IAR is a measure of locus of control as related to both

positive-outcome and negative-outcome events in the academic

setting. IAR scores are significantly related to report-card

grades and are not significantly correlated with measures of

mental ability for high school students (Crandall, Katkovsky, &

Crandall, 1965). Test-retest reliability ranges from .47 to

.69 for high school students (Crandall, Katkovsky, & Crandall,

1965). Additional studies using this measure indicate that

it has acceptable levels of reliability and of divergent and

convergent validity.

Additional Measures. Additional data collected from

school records includes age and sex of students, number of

credits earned by individual students prior to program entry

as a measure of previous success in school, and the average

number of lessons completed per day by individual students as

a measure of scholastic performance, Data was also examined

according to group to determine if differences existed

between the morning group of students and the afternoon group,

Procedure

The MASE and IAR were administered in an unused classroom

in the school. Subjects were given the standard instructions

which accompany the questionnaires, with the addition of the

statement, "If you come across a word you don't know, feel free

to ask me for help." The word for which students most frequently

requested help was "extracurricular." This was defined for
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students as "activities outside of the classroom." Subjects

frequently commented that the questionnaires, and particularly

the MASE, were repetitious. In response to subject inquiries

regarding the purpose of the study, the examiner told them

that she wanted to know what they thought about different

aspects of school. Subjects were informed that, at the conclu-

sion of the data collection phase, the examiner would be

available to discuss each subject's individual scores with him

or her, if the subject requested it. In fact, only three

subjects pursued this offer and their results were interpreted

to them in general terms such as, "According to the question-

naires, you seem to feel pretty confident about yourself in

school." The one subject who requested further assessment was

referred to the school counselor.

Throughout the study, students simply continued to

participate in the alternative school program. In other words,

the treatment component of the study was the students'

continued exposure to the performance-based, individualized,

interactional model of education presented by this school,

Program Description. The alternative school is located

in an independent school district which serves two suburbs in

the North Dallas Area. The two suburbs have few minority

group members. Enrollment in the alternative school reflects

the community composition with one Black Student, eight

students who list their ethnic group as Mexican-American, and

approximately one hundred and twenty Anglo Students, Economically,



19

the district is widely mixed. The district encompasses rural

areas which are in transitions involving the development of

middle-income housing tracts and shopping areas. The neighbor-

hood immediately surrounding the alternative school, in the

southern end of the district, is of generally lower socioeconomic

level, including small, older homes, light industry, and small,

independent businesses. The northeastern part of the district

includes the currently most desirable commercial and residential

real estate in the Dallas Area. Homes in this area include

many in the $500,000 price range, with both residential and

commercial development proceeding at a rate that defies belief

in our country's current economic recession.

During its seven years of operation, the school's

average daily attendance has increased from 50% to 87%, a

figure commensurate with the district's two traditional high

schools. The average annual number of credits earned by

individual students has increased from approximately 1.5 to

4.0, compared with the 6.0 credits earned each year by most

students in the traditional schools.

Students frequently report to parents, staff, and peers

that they enjoy attending this school, citing feelings of

"belonging" and of being treated at this school as a valuable

individual. Students also frequently report an increased

sense of competency concerning their school work and hopeful-

ness regarding their eventual graduation. There is virtually

no vandalism nor incidents of agressive acting out at this
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school and incidents involving "disrespectful" behavior

toward teachers are rare. Staff has additionally observed

that, after several months' involvement in the program, there

is a tendency for students to begin showing signs of increased

positive feelings about themselves, While no official dress

code exists, and indeed students begin the school year in

some rather imaginative outfits, student choices in the

direction of stylish haircuts, neater clothing, and more

careful grooming are frequently observed, This begins to lend

observational support to the hypothesis that participants in

the program may have positive increases in global self-concept.

The structure of the program minimized "petty" regula-

tions and stresses academic success, Students are, for example,

permitted to smoke and to have soft drinks in class and, as

previously mentioned, there is no school dress code. The

emphasis of the program is on academic performance as measured

by earning course credits,

One aspect of the program frequently cited as a strength

by students, parents, and staff is its interactional nature.

That is, students have a greater opportunity to participate in

one-to-one verbal interactions with teachers and administrators.

These exchanges involve many aspects of the students' lives,

both directly and indirectly associated with school, In a

word, students express a perception of the staff and adminis-

tration of the school as accessible, It is common to observe

students whose previous interactions with school administrators

4 ow#.Vf. ................ MWI - I I I
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were limited to being sent to the principal due to some misdeed

now seeking out the school principal to discuss their school

progress, personal goals, any problems that may arise, and

their academic successes.

The interactional approach can be seen in the problem-

solving process that occurs with the student, his faculty

advisor, counselor, or school principal when the student is

not meeting expectancies for school attendance or class

performance. This problem-solving is not punitive in nature,

but is presented to the students in terms of, "You're having

a problem meeting your school goals, What is the source of

the problem? How are you currently handling it? What are

some other options available to you? What can the school do

to help you meet your goals?" The purpose of this approach

to student deviancies is to facilitate the student's greater

recognition of himself as the source of behavior change and

as the party responsible for school success.

Students are enrolled in either a morning session

(8:30-11:30) or an afternoon session (12:30-3:30) . Most

students work at a part-time job during the part of the day

they are not required to be at school. Staff has noted that

there appear to be distinct differences in the "personalities"

of the morning and afternoon groups. The morning students

are generally older, less easily persuaded to participate in

activities not directly related to earning course credit

such as attending sessions with guest speakers, and, in very
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general terms, appear to have experienced more severe learning

difficulties than have the afternoon students, Classes are

individualized and do not meet at specific times (exceptions

to this being the physical education, vocational co-op, and

music classes). Instead, students are enrolled in four classes

apiece, which they attend in the order they choose. Students

may choose to complete more than one day's assignment in a

class and are given credit for having completed extra lessons.

Upon entering a classroom, the student obtains his

folder from the teacher. In the folder is a study plan which

details the student's assigned work for the week, divided

into daily assignments. Daily work and class attendance are

monitored by means of a sign-out slip which each teacher

initials when the student has completed a previously specified

amount of work in that class, If the student has completed

extra assignments, the teacher indicates the number of addi-

tional lessons completed on this sign-out slip. In order to

complete a study plan, which is designed to reflect approxi-

mately five day's work, a student must make a grade of at

least 80% on all the work involved. Alternative modes of

instruction, including remedial reading, peer tutoring,

filmstrips, cassette recordings of textbooks, and oral testing

are used on an individual basis with students who demonstrate

a deficiency in specific academic skills or a learning

disability which interferes with their ability to use partic-

ular modes of information processing.
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Students work at their own paces, using the teacher as

a resource for instruction and clarification, until able to

complete twenty-two study plans (a semester's work) and

pass a final examination at the completion criterion of

80% correct. When the student thus completes a credit, he

or she obtains a slip which must be signed by the teacher,

principal and counselor and reflects official credit comple-

tion. At this school, receiving credit for finishing a

course is not only a process of receiving a letter grade on

a report card, but involves contact with at least three

members of the school staff, all of whom are sincere in

praising the student for his or her accomplishment.

Results

The first phase of analysis was designed to determine

the strength of the relationship between time spent in the

alternative program and measures of self-efficacy. Following

suggestions in the literature that students who experience

increased school success in a performance-based educational

intervention may show greater change toward internality in

their attributions for successful performance in particular,

the TAR scores were treated as two separate scores: TART

represented the total number of items endorsed in the

internal direction, regardless of outcome valence, and IARP

represented the total number of positive-outcome items

endorsed in the internal direction. All 198 administrations
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were included in this phase. That is, if a subject was

present for all three administrations, each set of his

scores and the corresponding number of weeks was included

as a single case. If a subject was present for two adminis-

trations, two separate sets of scores and corresponding

number of weeks were included in the data. Pearson product-

moment correlations were computed for instrument scores and

number of weeks in the program, yielding the matrix in

Table 1. Means and standard deviations for administrations

one, two, and three were computed and can be found in Table 4.

Raw correlations for each administration were also computed

and can be found in Table 5.

Table 1

Correlation Summary Matrix With Levels
of Significance for MASE Scores,
IAR Scores, and Weeks in Program

MASE IARP IART WEEKS

MASE 1.00 .,,, ... l,,,

IARP .32 1.00 .... ,,,,

(p < .001)

IART .26 .81 1,00 ,...
(p < .001) (p < .001)

WEEKS .07 .31 .31 1,00
(p = .18) (p .001) (p 4 .001)
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The hypothesis that a relationship exists between academic

self-efficacy and time spent in the program was not supported.

Significant relationships were observed, however, between

IAR scores and time spent in the program. IAR scores were

also significantly related to MASE scores. While both IARP

and IART were significantly associated with MASE scores,

there was a stronger relationship between internal attribu-

tions for positive events and corresponding measures of

academic self-efficacy than between academic self-efficacy

and internal attributions for events without consideration of

outcome valence. Thus, it appears that time spent in the

program is associated with the making of internal attributions

for academic events, whether positive or negative, and that

the internal attributional style, particularly for positive

school outcomes, is positively related to a sense of self-

efficacy. The high correlation between IARP and IART scores

can be best explained by the definition of IARP scores as a

subset of IART scores. Additional correlations computed at

this stage included MASE scores with age (r = .14, p, ,.05),

IARP scores with age (r = .19, p .Ol), and MASE scores with

group membership (morning or afternoon) (r = .12, p , ,05),

In the second phase of analysis, only those 37 cases

in which data existed for all three administrations were

included. Cross-lagged correlations were computed to examine

"predictive" relationships between MASE scores, IAR scores,

and academic outcomes as measured by the average number of
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lessons completed per day for the month preceding each

administration, The correlations and levels of significance

obtained are summarized in Table 2.

A slight, but significant negative relationship was

observed between MASE scores obtained in Month 1 and the

average number of lessons completed in both the previous

and following months. The relationship between first-month

MASE scores and lesson completion in the third month was also

small and negative, but did not reach significance (p = .06).

No significant relationship existed between MASE scores in

the second month and lessons completed in the first, second,

or third months, nor were significant correlations obtained

for third-month MASE scores and number of lessons completed

in the first, second, or third months, Interestingly, TARP

scores in the first month were more highly correlated with

MASE scores obtained in the second and third months, than

with those obtained in the first month. IARP scores obtained

in the second month again showed a stronger relationship to

MASE scores obtained in the third month than to those

obtained in the second month. Number of lessons completed

was unrelated to IAR scores, both concurrently and predictively.

Finally, data were subjected to a step-wise multiple

regression analysis to determine which variables were the

best predictors of academic self-efficacy, With MASE scores

being the dependent variable, the following predictor variables

were included in the analysis: TARP scores, sex of subjects,

a qm jum , lm
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number of high school credits earned prior to entering the

program, group membership (morning or afternoon), and number

of weeks in the program. One hundred and ninety-six cases

were included in this phase of analysis. Results indicated

that only one variable, TARP scores, contributed significantly

to a prediction of MASE scores, In a bivariate regression

analysis, in which MASE scores were regressed on IARP scores,

the following statistics were obtained:

Table 3

Bivariate Regression of MASE on IARP

TARP Beta = .46 t = 7.16 p L .001
2 Constant = 2.78 SE = ,16

R = .46
Analysis of Variance

R = .21

DF Sum of Squares Mean Square
SE = .52 Regression l 13,84 13.84

Residual 195 52.68 .27

The results presented in Table 3 indicate that twenty-

one percent of the variation in MASE scores can be explained

by linear regression on IARP scores, Sex, previous credits

earned, group membership, and number of weeks in the program

did not contribute significantly to the prediction of

academic self-efficacy that could be made from the knowledge

of scores on measures of internal attributions for positive

academic outcomes alone.

.. .
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Discussion

In this alternative school, it appears that it is not

particularly important how old the students are, what sex

they may be, how much academic success they have achieved

prior to entering the school, nor how long they have been

in the program, if one wishes to predict levels of academic

self-efficacy. What is important in such predictions is

the level of responsibility assumed by the student for

bringing about desirable educational results. As long as

students view good grades, mastery of material, and eventual

completion of school as random occurences over which they

have no control, they will probably not view themselves as

capable of acting on the school environment to bring about

success. More specifically, it may be that the process of

shifting toward greater internality is synonymous with the

process of distinguishing aspects of the school environment

which are subject to individual control from those which are

not. As Chanowitz and Langer state, "Non-learners are people

who are no longer engaged in the activity of making distinctions;

learners are people who are (1980, p. 109) ." This statement

is supported by their findings that individuals who feel help-

less in a given situation, as may be supposed of students

with a history of school failure, tend to perform the tasks

presented by that situation in a "mindless" fashion; they do

not waste intellectual energy by allocating attention to a

situation they are powerless to control, As Chanowitz and
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Langer further point out, this "mindlessness" interferes with

the ability to recognize cues which signal possible deviations

in task characteristics and performance and obscures the

significance of such deviations by allowing for "accidental"

attributions for outcomes, In other words, one must be able

to identify the points in task performance at which individual

control makes a difference before one is likely to produce

a successful performance which results in an increased sense

of efficacy. Results from the current study appear to support

the relationship between attributional processes and states

of self-efficacy.

While, in this study, academic self-efficacy was not

found to be significantly related to length of time spent

in the alternative school program, it was significantly

related to the making of internal attributions for educational

outcomes, especially those which are positive in nature

(doing well on an exam, passing to the next grade, graduating

from school, etc.). This shift in attributional processing

was not only related to increased academic self-efficacy, but

also to length of time spent in the program. The longer

students participate in the alternative high school program,

the more likely they appear to view themselves as causal

agents in creating academic outcomes. The more internal

students become in attributions, particularly those for

positive outcomes, the more likely they are to experience a

sense of mastery over the school situation. Therefore,
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while academic self-efficacy and length of time spent in the

alternative school are not directly related, they seem to be

indirectly related through their mutual relationship to

measures of locus of control.

For many students, participation in this alternative

program represents a first opportunity to exercise choice in

several areas of school life including the time of day they

will attend school, the number of classes they will complete,

the amount of work they will complete on each assignment, and

the order in which they will tackle their various classes.

At the traditional school, for reasons understandable in terms

of numbers of students alone, most decisions regarding the

structure of the school day are administratively dictated. It

is difficult for a large system, geared to fifty-minute class

periods, to accomodate a single student who may, for a variety

of reasons, function best when his work is segmented in

twenty-minute units. For students involved in the current

study, the longer they participated in the alternative program,

the more likely they were to identify those parts of the

program and their own school performance over which they could

exert individual control and choice.

A recognition of self as responsible for school outcomes

appears to precede the development of feelings of efficacy.

For students at this alternative school, the sense of internal

control over situations did not necessarily indicate simul-

taneous feelings of mastery over school tasks. In fact,
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internal attributions were more highly correlated with self-

efficacy in succeeding months than they were in the concurrent

month. That is, students' tendency to view school success as

something they themselves cause to happen, rather than some-

thing which "happens to" them, seemed to have a delayed

positive influence on their sense of school mastery. One

can speculate that, as Chanowitz and Langer (1980) suggest,

an increasingly internal locus of control has the effect of

increasing the saliency of those cues which signal aspects

of the environment subject to individual control, The more

able a student is to attend and respond to these cues, the

more likely he or she is to perform well and experience

mastery feelings.

The slight but significant correlations between age

and both MASE and IAR scores may indicate that there is a

contributing maturational factor which influences the devel-

opment of internality and academic self-efficacy. Maturation

alone did not, however, appear to be sufficient to account

for the increases noted in internality over time.

The fact that the measure of academic performance

which was used in this study showed either a slight negative

correlation or none at all to academic self-efficacy and

measures of internality may best be explained in terms of

Chanowitz and Langer's (1980) statement that the attributional

component cannot be ignored when assessing performance. Given

that students at the alternative school are allowed to complete
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as many "daily" lessons per day as they are capable of

completing, and that the average number of lessons completed

per day by students varied from 0 to 8.6, it was felt that

this measure represented persistence in the school setting.

It may be, however, that completing more daily lessons than

is required can reflect a number of underlying constructs

other than feelings of mastery, including anxiety that one

is falling behind in the course and needs to work excessively

in order to catch up. It may also be that highly efficacious

students feel satisfied that completion of a single daily

assignment is sufficient to bring about the desired outcome,

timely completion of the course. Another explanation might

be that more internal students recognize more points in their

assignments where effort, for example, would "pay off" and

spend more time on each assignment, thereby completing fewer

assignments per day.

An additional factor which may have influenced the

results in this study is the heterogeneity of the students

themselves. School failure in this population is due to a

variety of causes including emotional disturbance, learning

disabilities, disciplinary and attendance problems. It

would be interesting in future studies to examine results

for students from these different subgroups.

To summarize, the current study indicates that the

development of a sense of internal control over school

performance is of more importance to the development of
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academic self-efficacy in students involved in this alternative

school than is the length of time spent in the program. Time

spent in the program is, however, necessary for students to

have sufficient experience with the program to develop that

recognition of internal control. A suggestion for further

research in this area is that it address a better definition

of "academic outcome," such as timely course completion or

performance on standardized tests of mastery in content

areas. It would also be desirable to extend the cross-lagged

design to include a greater number of administrations over

a longer period of time and to incorporate the number of weeks

the student was in the program at each administration. This

approach would not only serve to clarify the observed relation-

ships between internality, self-efficacy, and educational

outcomes, but might permit the isolation of critical periods

for the development of these attitudes. Further research

might also examine results in terms of cause of previous

school failure to see if one subgroup of students benefits

more from the program than other subgroups,
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Appendix B

Table 5

Means and Standard Deviations For Raw Data

Administration 1, N = 74:
Weeks in Program
MASE
IARP
TART

Administration 2, N = 68:
Weeks in Program
MAS E
IARP
TART

Administration 3, N = 58:
Weeks in Program
MAS E
TARP
IART

All Cases Considered, N = 198
Weeks in Program
MAS E
IARP
TART

Mean
28,8
4,0

12,6
24.3

31,3
3.9

13.2
25.8

30,4
3,8

13,5
26,3

Standard Deviation
18.4

.5
3,1
5,9

19.1
.6

3.1
5,1

18,2
.6

3.0
5.0

30,4
3,9

13,2
25.4

18.2
,6

3,3
5,3
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