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Research has shown that UK university students’ confidence in engaging with their academic studies 
can be usefully measured using the Academic Behavioural Confidence (ABC) scale. The scale is best 
considered as a 17-item scale measuring confidence towards grades, studying, verbalising and 
attendance. A substantial collaborative study with research partners in Spain created the need for the 
ABC scale to be translated into Castellan Spanish, providing an opportunity to carry out a cross-cultural 
validation of the scale. A total of 2,056 Spanish psychology students from the universities of Almería 
and Granada in south-eastern Spain completed an appropriately translated version of the ABC scale. 
Exploratory and confirmatory factor analysis showed that the four-subscale structure derived from 
equivalent UK students was still the best description of the data, although the fit of the four-factor 
model to the Spanish data was not quite as good as it had been with an equivalent UK sample. Possible 
explanations for the poorer fit are discussed. A further opportunity arose to validate the Spanish 
version of the ABC scale against the Revised Two-Factor Study Process Questionnaire. The findings 
showed that the ABC subscales of Grades, Studying and Verbalising significantly correlated with a deep 
approach to learning, as predicted, although it is noted that the correlation coefficients, whilst 
significant (p < .01), were again not as high as seen with the UK student data. It is nevertheless argued 
that the ABC scale in both its Spanish and English versions is a useful way of understanding students’ 
orientation to their university study, and can be used in research, as a diagnostic tool or to aid tutors in 
creating more effective learning opportunities for their students. 

Introduction 

Sander, Stevenson, King, and Coates (2000) suggested that understanding the confidence that 
students have towards their studies could be important for making sense of students’ expectations 
of teaching, learning and assessment. It was from this that the Academic Behavioural Confidence 
(ABC) scale was developed and tentatively positioned against the established constructs of self-
concept and self-efficacy (see Sander, 2009; Sander & Sanders, 2003, 2006, 2009). 

The scale itself is a psychometric means of assessing the confidence that United Kingdom 
(UK) undergraduate university students on largely lecture-based courses have in their own 
anticipated study behaviours in relation to their degree programme. As such, the ABC scale was 
developed, using survey techniques, to try to understand students within the large student groups 
that many university lecturers have to teach (Cassidy & Eachus, 2000). In line with that, it has been 
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argued that knowing students’ ABC scores can play an important part in enabling teachers to better 
understand their students, with the goal of optimising their teaching (for example, De la Fuente & 
Justicia, 2007; Sander, 2004). 

Earlier work has shown that the ABC scale (UK version) meaningfully discriminates between 
students on different courses. Students on courses with higher entry requirements such as 
Medicine, Speech and Language Therapy and Nutrition have higher confidence in one or more of 
the Grades, Studying and Attendance subscales (Sander & Sanders, 2009). 

Further studies using the ABC scale show that male students studying in the UK are more 
confident than female students on the subscales Grades, Verbalising and Studying, in line with 
previous research (see Hartley, Betts, & Murray, 2007; Sanders, Sander, & Mercer, 2009). The 
difference in verbalising confidence between male and female students, particularly in tutorial 
settings, is supported by a substantial literature (Read, Archer, & Leathwood, 2003; Somners & 
Lawrence, 1992; Sternglanz & Lyberger-Ficek, 1997). 

Thirdly, data summarised by Sander (2009) shows that dyslexic students in UK higher 
education have lower academic confidence on the Grades, Verbalising and Studying subscales but 
neither female students nor dyslexic students showed significantly lower academic confidence on 
the Attendance subscale. This could be interpreted as evidence for these students having equivalent 
commitment to or diligence about their studies. 

Finally, UK data shows that ABC scores drop during a course of study (Sander, 2009), again in 
line with other research findings (Beyer, 1998/1999; Papinczak, Young, Groves, & Haynes, 2008; 
Zusho, Pintrich, & Coppola, 2003). 

Taken together, these four substantial findings suggest that the ABC scale could be very 
useful in identifying individual students or groups of students at risk and/or being used as part of a 
battery of measures to better understand students in the higher educational environment. 

If there are similar findings in Spanish students, the usefulness of the ABC scale can be 
extended into that culture. A substantial collaborative study on the teaching and learning process 
with Spanish students created the need for the ABC scale to be translated into Castellan Spanish 
and with it the opportunity for the scale to be tested for validity in a different academic culture. In 
earlier research using exploratory and confirmatory factor analysis with a large sample of UK 
students it has been shown that the ABC scale is best understood as consisting of four subscales: 
Grades, Verbalising, Studying and Attendance (Sander, 2009; Sander & Sanders, 2009; also see 
Table 1 and Appendix A). 

The first aim of this study was to seek to explore the appropriateness of the four-subscale 
conception of the Spanish translation of the ABC scale with data from psychology students in 
southern Spain. There are substantial cultural differences between Spain and the UK. Important in 
this respect is the evidence that suggests that Spain is more collectivist than the UK (Goodwin & 
Hernandez Plata, 2000; Gouveia & Ros, 2000; Tafarodi & Walters, 1999), which is significant as 
efficacy beliefs may differ by position on the individualism–collectivism dimension (Goodwin & 
Hernandez Plata, 2000; Klassen, 2004; VonDras, 2005). Therefore, given that the construct 
academic behavioural confidence has been aligned with self-efficacy (Sander & Sanders, 2006; 
Sander, 2009), Spanish university students may well respond differently to the ABC scale than the 
UK university students on which the scale has been developed. However, and in contrast, there is 
evidence that there is good cross-cultural generalisability of the concept of the academic self 
(Brunner, Keller, Hornung, Reichert, & Martin, 2009). Empirical research is required to establish 
whether the ABC scale, as used with Spanish samples, has an equivalent factor structure to that 
found in UK students. Without that check, using the ABC scale in the Spanish university sector 
would be an imposed etic (Smith, Bond, & Kagitcibasi, 2006) or at least the naïve transference of a 
construct and/or a measure across cultures. 

Checking the factor structure of the ABC scale in the Spanish sample was done following Lau 
and Lee (2008), who used reliability analysis and exploratory and confirmatory factor analysis on 
two samples, in their cross-cultural validation of the Goal Orientation Questionnaire. The ABC 
scale structure would be supported if a suitably translated Spanish version yields data from a 
Spanish sample with a similar underlying factor structure. 

The scale’s validity can be further explored by considering it against existing scales. The 
second aim of this study, therefore, was to compare ABC scores with scores on the Revised Two-
Factor Study Process Questionnaire (R-SPQ-2F, Biggs, Kember, & Leung, 2001; Justicia, Pichardo, 



A Validation of the Academic Behavioural Confidence Scale 

13 

Cano, Berbén, & De la Fuente, 2008), which measures students’ deep and surface approaches to 
learning. 

The rationale for this aspect of the validation lies against one of the seminal findings from 
research into undergraduate students’ approaches to their learning, namely that in any one 
situation, students can be considered as taking either a deep or a surface approach to their studies. 
The basic distinction between these two approaches to learning is that with a deep approach, 
students are aiming towards understanding the material with which they are working, whereas 
with a surface approach to learning, students are aiming to reproduce material in a test or exam 
rather than actually understand it. Theoretically, students who are concerned to understand 
themes and issues – a deep approach to learning – could be expected to be more confident in their 
academic behaviours, whereas those who try to remember and recall – a surface approach – might 
be rendered unconfident if a question, task or situation required behaviour different from that 
learnt (Biggs, 1999; Ramsden, 1992). Research has supported the positive relationship between a 
deep approach to learning and academic confidence by finding a significant association between 
measures of general self-efficacy or self-confidence and a deep approach to learning, but finding no 
relationship or a negative relationship with a surface approach to learning (Cassidy & Eachus, 2000; 
Fenollar, Román, & Cuestas, 2007; Moneta, Spada, & Rost, 2007; Papinczak, Young, Groves, & 
Haynes, 2008; Rozendaal, Minnaert, & Boekaerts, 2003). 

Given the evidence cited above, it was therefore predicted that the ABC scale would be 
positively related to a deep approach to learning and not positively related to a surface approach. 

Method 

Design and Materials 

The study utilised a survey methodology, using two measures: the Revised Two-Factor Study 
Process Questionnaire (R-SPQ-2F, Biggs et al., 2001; Justicia et al., 2008) and the Academic 
Behavioural Confidence scale (Sander & Sanders, 2009; see Appendix A). 

The ABC scale that was used in this research was the 24-statement scale and all analyses were 
at the subscale level, computed as shown in Table 1. Research with a large UK sample (Sander & 
Sanders, 2009) has shown the internal reliability of the four subscales to be at least adequate, with 
Cronbach’s alpha values of .78 for Grades, .78 for Verbalising, .72 for Studying and .74 for 
Attendance. A critical consideration of the validity of the ABC scale can be found in Sander (2009). 

The R-SPQ-F is a scale containing 20 statements, 10 of which relate to a deep approach to 
learning and 10 to a surface approach. Biggs et al. (2001) and Justicia et al. (2008) discuss the 
psychometric properties of the scale in detail, but Biggs et al. (2001) report alpha values of .73 for 
the deep scale and .64 for the surface scale. 

The scales were translated into Spanish by a professional translator in the field of educational 
psychology in Almería. Three professors in the area of psychology and education worked with the 
translator, to ensure that the scales had been appropriately translated. This process included back 
translation.[1] 

Only the ABC scale was administered to Spanish students in 2003-04, with a 73% full 
completion rate. In the following two academic years, both the ABC and the R-SPQ-2F scales were 
administered. For 2004-05, the completion rate for the ABC and the R-SPQ-2F was 70% and 63% 
respectively. In the final year of the study, it was 68% and 67% respectively. 

Participants 

A total of 2,056 participants, all of whom were Spanish students on psychology courses in either 
their first or final year of study, from the universities of Almería or Granada, took part in this study, 
in the academic years 2003-04, 2004-05 and 2005-06. The University of Almería is an independent 
university with around 15,000 students, founded in 1993 and initially part of the University of 
Granada. The University of Granada is a traditional university, founded in 1531, with around 
60,000 students in total.[2] 
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Table 1. The ABC scale subscales. 
 

Grades  Verbalising  Studying  Attendance  
(2) Produce your best work 
under examination conditions 

(3) Respond to questions 
asked by a lecturer in front 
of a full lecture theatre 

(1) Study effectively on 
your own in 
independent/private 
study 

(6) Attend most taught 
sessions 

(7) Attain good grades in your 
work  

(5) Give a presentation to 
a small group of fellow 
students 

(4) Manage your 
workload to meet 
coursework deadlines 

(18 ) Be on time for 
lectures 

(15) Produce coursework at the 
required standard 

(8) Engage in profitable 
academic debate with 
your peers 

(21) Plan appropriate 
revision schedules 

(24) Attend tutorials 

(16) Write in an appropriate 
academic style 

(10) Ask lecturers 
questions about the 
material they are teaching, 
during a lecture 

(22) Remain adequately 
motivated throughout 

 

(20) Pass assessments at the first 
attempt 

   

(23) Produce your best work in 
coursework assignments 

   

 
Note. The numbers refer to the statement number from the original 24-statement scale shown in Appendix A. 
 
Relevant numbers of participants who took part in the study are shown in Table 2, along with their 
gender and age. Not all participants gave all the demographic details requested. 
 
 
Table 2. Participant details. 
 

 Number of participants Age Gender Level of study 
 Total ABC R-

SPQ-
2F 

Both 
ABC & 

R-
SPQ-

2F 

M SD Min Max Male Female 1st-
year 

Final 
year 

Granada   886   670   422 268 22.49 4.4 17 51 177 
(20%) 

706 
(80%) 

626 260 

Almería 1170   798   415 285 21.79 4.3 17 49 221 
(18.9%) 

861 
(81.1%) 

451 719 

Total  1468 837 553         

Procedure 

After gaining the appropriate permissions to conduct the study, groups of Spanish psychology 
students taught by 11 different teachers or professors were asked if they would complete a battery 
of psychometric measures during class time. This battery of tests included the measures of interest 
here (ABC and R-SPQ-2F). Those who agreed to participate were given a booklet containing the 
various measures to complete. No course credits were given for completing the scales.[3] 

Method of Analysis 

Following Sander and Sanders (2009) and Lau and Lee (2008), the data were considered through 
both exploratory and confirmatory factor analysis. Initially, the data set was randomly split in 
SPSS. One half was used for exploratory factor analysis (EFA; principal components analysis with 
varimax rotation) and the other half of the data set and the full data set were then tested for fit, to 
the models arising from EFA and the existing four-factor model, by confirmatory factor analysis 
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(CFA) using AMOS version 17 (Arbuckle, 2006). The results from CFA were considered using the 
absolute fit statistics comparative fit index (CFI), Tucker-Lewis coefficient (TLI), root mean square 
error of approximation (RMSEA) and chi-square. The expected cross-validation index (ECVI), as a 
comparative fit index, was used to facilitate the comparison of the models. To interpret the output 
statistics, CFI and TLI values close to 1 indicate a very good fit, RMSEA values less than .05 indicate 
a good fit and values as high as .08 represent reasonable errors of approximation in the population 
(Byrne, 2001), and the lower the ECVI value the better the model (Mackenzie, Knox, Gekoski, & 
Macauley, 2004). 

Subsequently in SPSS 17.0.0 (2008), the data were analysed with appropriate parametric 
statistical tests.[4] For the ABC scale, all analyses were at the subscale level, with the mean value on 
the five-point (1 to 5) scale being reported. The deep and surface learning scores reported are the 
scale totals, again from a five-point scale. 

Results 

Aim 1: To validate the factor structure of the ABC scale using a sample of students from Spain 

Exploratory factor analysis (see Table 3) identified a possible four-factor structure by visual 
inspection of the scree plot. 
 
Table 3. Exploratory factor analysis rotated component matrix. 
 

Factor 
(Sander & Sanders, 2009) 

ABC Item Verbalising Grades Factor X Attendance Factor Y Factor 
Z 

Verbalising   3 .80    .15 .12 

Verbalising 10 .74  .14  .35  

Verbalising   8 .72 .13 .19 -.11 .10  

Verbalising   5 .70 .21     

 12 .42 .19 .20 .27 .23 -.11 

Grades 23 .17 .72 .20   .24 

Grades 20 .16 .70 .11  -.13 .24 

Grades   7 .14 .68  .14 .17  

Grades 16  .60   .42  

Grades 15  .39 .31 .30 .22  

 14   .76 .11 -.10  

 13  .14 .64 .15 .19  

Studying 22 .25 .32 .55 .15 -.13 .18 

 19   .53 .18 .21 .21 

Studying 21  .33 .37 .26 .18  

Attendance 18   .17 .76   

Attendance   6   .16 .76 -.17  

Studying   4  .21 .13 .55 .16  

   9 .38    .68  

 17 .25 .18 .33  .54  

        

Studying   1 -.10  .12  .13 .78 

Grades   2 .17 .29    .70 

 
Three factors emerged corresponding with the already identified factor structure labelled Grades, 
Verbalising and Attendance derived from UK data (Sander & Sanders, 2009). The fourth factor, 
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derived from EFA with the current Spanish data set, could not be readily labelled and had minimal 
correspondence with the previously identified Studying factor. Additionally, a six-factor model was 
suggested as a possibility from the EFA as shown in the scree plot. As such, EFA was not obviously 
supporting the same factor structure as previously identified, but suggesting two other models that 
could be tested with confirmatory factor analysis. 

Confirmatory factor analysis was carried out to test the fit of the data to the following five 
models: 
1. the original four-factor model (Grades, Studying, Verbalising and Attendance); 
2. unidimensional model A with the full set of 24 statements; 
3. unidimensional model B with just the 17 statements that comprise the four-factor solution 

(Grades, Studying, Verbalising and Attendance); 
4. the four-factor model identified from the EFA with this Spanish data set; and 
5. the six-factor model identified from the EFA with this Spanish data set. 
 
 
Table 4. Confirmatory factor analysis fit statistics for the four-factor ABC model. 
 

Sample Model CFI TLI RMSEA Chi-
square 

df p ECVI 

Sander & Sanders 
(2009) 

Four factors: Grades, 
Verbalising, Studying & 
Attendance 
 

.92 .89 .065 276 113 < .001 .893 

Four factors: Grades, 
Verbalising, Studying & 
Attendance 
Full data set (N = 1468) 
 

.90 .86 .05 594   98 < .001 .34 Psychology students 
from the universities 
of Almería & 
Granada. 
 
Validation of the four-
factor model: Grades, 
Verbalising, Studying 
& Attendance  
 

Four factors: Grades, 
Verbalising, Studying & 
Attendance 
Confirmatory factor 
analysis on half of 
randomly split data set  
(n = 730) 
 

.90 .86 .05 350   98 < .001 .46 

EFA 4 main factors (n = 
730) 

.89 .86 .05 394 113 < .001 .51 

EFA 6 factors (n = 730) .89 .85 .047 506 155 < .001 .65 
Unidimensional – 17 
statements from 4 factors: 
Grades, Verbalising, 
Studying & Attendance 
Full data set (N = 1468) 

.60 .47 .10 2135 104 < .001 1.09 

Psychology students 
from the universities 
of Almería and 
Granada. 
Models from EFA 

Unidimensional – 24 
statements  
Full data set (N = 1468) 

.60 .52 .08 3262.02 230 < .001 1.66 

 
Table 4 shows an acceptable model fit for the existing Grades, Studying, Verbalising and 
Attendance model, and a very poor fit for the two unidimensional models. The alternative four- 
and six-factor models were no better, arguably worse and certainly less parsimonious. Therefore, 
when addressing the first aim of this research, the ABC scale (Spanish data) was correlated with 
Grades, Studying, Verbalising and Attendance scores. 

Both the standardised regression weights from the testing of the four-factor model shown in 
Figure 1 and the rotated component matrix (see Table 4) suggest a degree of unreliability in the 
Studying factor in this analysis, which is also demonstrated in the Cronbach’s alpha values for the 
four subscales with these data from Spanish students (Grades .74; Verbalising .78; Studying .48 and 
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Attendance .55). It must be remembered that, in these data, statement 24 is missing, which loads 
onto the Attendance subscale, which will reduce the alpha value here. The lack of strong 
confirmation of the Studying factor will be addressed in the discussion. 
 
 

 
Figure 1. Standardised outputs from confirmatory factor analysis for the ABC scale with the Spanish sample. 
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Aim 2: To validate the ABC scale against the R-SPQ-2F scale with Spanish psychology students 

Correlations between the ABC subscales and the R-SPQ-2F scales are shown in Table 5. The ABC 
subscales Grades, Studying and Verbalising correlated positively and significantly with a deep 
approach to learning. 
 
Table 5. Correlation coefficients for R-SPQ-2F and ABC subscales. 
 

 ABC subscale 

R-SPQ-2F Grades Studying Verbalising Attendance 

Deep .12** .17** .22** ns 
Surface ns -.19** ns ns 

 

Note. **p < .01, one-tailed. 

Discussion 

This study aimed to validate the Academic Behavioural Confidence scale with a large sample of 
Spanish psychology students, and to test the prediction that ABC scores from the Spanish students’ 
data set would positively correlate with a deep approach to learning. 

For the study’s first aim, acceptable CFA fit statistics and criterion validity against the R-SPQ-
2F scale suggests that the scale consisting of the four subscales, Grades, Studying, Verbalising and 
Attendance, is an appropriate psychometric tool for use in the Spanish university system on 
substantially lecture-based courses. 

In meeting the second aim, significant positive correlations were found between deep 
approach to learning and the ABC subscales Grades, Studying and Verbalising. The non-significant 
correlation of the Attendance subscale with a deep approach to learning is in line with other 
evidence, discussed in Sander (2009), that shows that this subscale works differently from the other 
subscales. The confidence levels for Attendance in relation to the other subscales have been higher. 
For example, from the data in Sander and Sanders (2009), overall confidence means (SD in brackets) 
were: Attendance, 4.4 (0.5); Verbalising, 3.2 (0.8); Studying, 3.8 (0.6); and Grades, 3.7 (0.6), 
revealing an Attendance confidence of at least half an interval higher on the five-point Likert scale 
used. Also, Attendance measures have a marked negative skew. The skew values, and with skew 
converted to a z score in brackets, for the ABC subscales produced from the data from the Sander 
and Sanders (2009) study are: Attendance -1.4 (16.7); Verbalising -0.3 (3.2); Studying -0.3 (3.6); and 
Grades -0.5 (6.2). Due to the large sample size (n = 862), large z values would be expected and thus 
significance testing is precluded (Field, 2005) but the magnitude of the z value for skewness of 
Attendance against the other three measures can be noted, with the Attendance skew around three 
times the size of the skew for the other subscales. Another anomaly with Attendance confidence is 
that, whilst the UK university sector seems to be experiencing a problem of low student attendance 
(Cleary-Holdforth, 2007), very high Attendance confidence is found, although being confident that 
you could attend is not the same as actually attending. This is something that warrants further 
investigation. 

As a critical comment, it should be noted that whilst the correlation coefficients between the 
three ABC subscales and a deep approach to learning are significant at the .01 level, there was a 
large sample size (n = 553) for these analyses, and the correlation coefficients themselves are small, 
and smaller than those obtained from the sample of UK psychology students (n = 93) collected at 
the same time as the Spanish data on which this article is based (see note 2). The UK correlation 
coefficients for the relationship between ABC subscales and deep approach to learning as measured 
by the R-SPQ-2F, are, for comparison, Grades r = .35, Studying r = .44 and Verbalising r = .33. 

Given the sound psychometric analysis of the Spanish version of the R-SPQ-2F scale (Justicia 
et al., 2008), the lower correlation coefficients between ABC subscales and a deep approach to 
learning are unlikely to be the result of the Spanish translation of the R-SPQ-2F. Rather, De la 
Fuente, Pichardo, Justicia, and Berbén (2008) have shown that, in comparable situations, there are 
differences in approaches to learning of Spanish and UK students which may well be affecting the 
magnitude of the correlation coefficients. 
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In relation to the first aim of the study, the fit statistics for any of the models of the ABC scale 
were not perfect, but they were acceptable against the criteria presented in the Method and in line 
with the previous validation of the ABC scale with a UK university student sample (Sander & 
Sanders, 2009). 

Careful inspection of the statistical outputs shows that the following statements had lower 
factor loadings with the Spanish students (see Figure 1, and Sander & Sanders, 2009): ‘Study 
effectively on your own in independent/private study’ (ABC 1, Studying subscale), ‘Produce 
coursework at the required standard’ (ABC 15, Grades subscale) and ‘Write in an appropriate 
academic style’ (ABC 16, Grades subscale). Consideration of the Cronbach’s alpha coefficient for 
the internal reliability of the subscales shows poor alphas for Studying and Attendance. If ABC 1 is 
removed from the Studying subscale, the alpha for Studying does increase (.51), but not to an 
acceptable level, which suggests that the statement ‘Study effectively on your own in 
independent/private study’ (ABC 1) is not working well with the Spanish sample. Against this, the 
Studying subscale as a whole does have the best correlation with the deep approach to learning 
scores. The Studying subscale scores also correlated well with the Grades subscale scores (r = .52), 
as expected. 

One possible explanation for the discrepancy between the Spanish and UK data in relation to 
the ABC scale might lie at a cultural level, as it could be expected that, in a more collectivist society 
like Spain, students are less effective working alone than as part of a group and thus have lower 
individual academic confidence (Earley, 1993; Hwang, Francesco, & Kessler, 2003; Moss, Kubacki, 
Hersh, & Gunn, 2007; VonDras, 2005). Differences in approach to study held by university students 
in different European countries, and the confidence, self-concepts and self-efficacies they have from 
and towards their studies warrant further investigation. 

The findings presented here show that the ABC scale, whilst not perfect, nor fitting the 
Spanish data as well as it fitted the UK data, could still be usefully used with appropriate Spanish 
students with meaningful results. As such, using the scale in a Spanish university context would not 
be an imposed etic, but would be something that has been appropriately tested and validated for 
Spanish students. However, the exact nature of differences between the two study samples is 
something that needs to be ascertained by researchers working cross-culturally in education. 

At a methodological level, the ABC scale might not be working as well with the Spanish 
students as it did with the UK students, due to the way the scale itself was actually translated into 
Spanish. Whilst the translation was carried out by trained and qualified people and back translated, 
the students’ comprehension of the statements was not checked. More research is required to 
assess the appropriateness of the Spanish translation of the ABC scale for Spanish university 
students. 

In attempting to understand factor solution differences in the two samples, it may be that 
cultural differences in collectivism may play a small part in explaining why the four-factor UK-
based ABC model does not fit as well with the Spanish sample. Further research is required to 
consider the academic behavioural confidence of Spanish students, not least to see if their 
individual studying confidence is lower, as might be predicted from the discussion earlier about 
confidence and efficacy differences between individualistic and collectivist cultures (Gouveia & 
Ros, 2000; Klassen, 2004; Tafarodi & Walters, 1999; VonDras, 2005). 

Conclusion 

The ABC scale validated on UK data has been shown to have stood up fairly well to a test of its 
cross-cultural validity when translated into Spanish and administered to over two thousand Spanish 
psychology students. The four-factor structure derived from UK student data was supported as the 
best fit for the Spanish sample and predictions relating to associations between academic 
confidence and deep learning styles were supported. Further work on testing the four-factor 
structure with Spanish students will now concentrate on the translation of the scale items and the 
possible significant impact that the cultural difference of collectivism between Spanish and UK 
students may have on academic confidence scores. 
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Notes 

[1] Due to an administrative error, the Spanish version of the ABC scale went out to participants without 
statement 24 (Attend tutorials – see Appendix A). Re-analysis of the Sander and Sanders (2009) data 
without statement 24 little compromises the model fit, suggesting that whilst the omission of 
statement 24 was regrettable, the data were still usable. 

[2] This sample was the substantial segment of a larger sample that included psychology students from 
the University of Wales Institute in Cardiff (UWIC). These Welsh students are obviously not 
included in the validation presented here but reference is made to this UK sample segment in the 
discussion, for comparison. 

[3] Although incentivised participant pools in psychology fail to address the issue of science being the 
‘psychology of sophomore students’ (McNemar, 1946), they do at the very least address the 
historically reported issue of volunteer participation effects (Rosnow & Rosenthal, 1974). 
Incentivisation, particularly in terms of ‘course credit’ for psychology undergraduate students, is not 
without criticism. The practice of rewarding students with course credit for participating in research 
projects has been deemed unethical, coercive (Lindsay & Holden, 1987) and with questionable 
educational benefit (Coren, 1987). Therefore, participants in the current study were asked to 
complete the scales without incentivisation but with a full debrief following participation, which has 
been reported as being of more educational value than participation per se (Coren, 1987). 

[4] The Attendance subscale data were consistently negatively skewed, with skew and kurtosis z scores 
for Granada of -5.60 and 1.56, and for Almería of -8.26 and 6.78. Significant z scores would be 
expected given the large number of participants (Field, 2005), but as all tests of difference gave the 
same results, whether a parametric or non-parametric test was used, the violation of normality, 
consistent across the universities, did not impact on the results.  

References 

Arbuckle, J. L. (2006). Amos (Version 7.0) [Computer Program]. Chicago: SPSS. 
Berbén, A. (2008). Proceso de enseñanza y aprendizaje en educación superior. Unpublished doctoral thesis, 

University of Granada, Spain. 
Beyer, S. (1998/1999). Gender differences in causal attributions by college students of performance on course 

examinations. Current Psychology, 17, 346-358. http://dx.doi.org/10.1007/s12144-998-1016-5 
Biggs, J. (1999). Teaching for quality learning at university. Buckingham: Society for Research into Higher 

Education and Open University Press. 
Biggs, J., Kember, D., & Leung, D. (2001). The revised two-factor Study Process Questionnaire: R-SPQ-2F-

2F. British Journal of Educational Psychology, 71, 133-149. http://dx.doi.org/10.1348/000709901158433 
Bong, M., & Clark, R. E. (1999). Comparison between self-concept and self-efficacy in academic motivation 

research. Educational Psychologist, 34(3), 139-153. http://dx.doi.org/10.1207/s15326985ep3403_1 
Bong, M., & Skaalvik, E. M. (2003). Academic self-concept and self-efficacy: How different are they really? 

Educational Psychology Review, 15, 1-40. http://dx.doi.org/10.1023/A:1021302408382 
Brunner, M., Keller, U., Hornung, C., Reichert, M., & Martin, R. (2009). The cross-cultural generalizability of 

a new structural model of academic self-concepts. Learning and Individual Differences, 19, 387-403. 
Byrne, B. (2001). Structural equation modeling in AMOS: Basic concepts, applications, and programming. Mahwah, 

NJ: Lawrence Erlbaum. 



A Validation of the Academic Behavioural Confidence Scale 

21 

Cassidy, S., & Eachus, P. (2000). Learning style, academic belief systems, self-report student proficiency and 
academic achievement in higher education. Educational Psychology, 20(3), 307-322. 
http://dx.doi.org/10.1080/713663740 

Cleary-Holdforth, J. (2007). Student non-attendance in higher education. A phenomenon of student apathy or 
poor pedagogy? Level3, 5. Retrieved January 29th, 2009, from http://level3.dit.ie/html/issue5_list.html 

Coren, S. (1987). The psychology student subject pool: Student responses and attitudes. Canadian 
Psychology/Psychologie Canadienne, 28(4), 360-363. 

De la Fuente, J., & Justicia, F. (2007). The DEDEPRO model for regulating teaching and learning: Recent 
advances. Electronic Journal of Research in Educational Psychology, 5(3), 535-564. 

De la Fuente, J., Pichardo, M. C., Justicia. F., & Berbén, A. (2008). Enfoques de aprendizaje, autorregulación y 
rendimiento en tres universidades europeas. Psicothema, 20(4), 705-711. 

Earley, P. C. (1993). East meets west meets mideast: Further explorations of collectivistic and individualistic 
work groups. Academy of Management Journal, 36(2), 319-348. http://dx.doi.org/10.2307/256525 

Fenollar, P., Román, S., & Cuestas, P. J. (2007). University students’ academic performance: An integrative 
conceptual framework and empirical analysis. British Journal of Educational Psychology, 77(4), 873-892. 
http://dx.doi.org/10.1348/000709907X189118 

Ferla, J., Valcke, M., & Cai, Y. (2009). Academic self-efficacy and academic self-concept: Reconsidering 
structural relationships. Learning and Individual Differences, 19, 499-505. 
http://dx.doi.org/10.1016/j.lindif.2009.05.004 

Field, A. (2005). Discovering statistics using SPSS (2nd ed.). London: Sage. 
Goodwin, R., & Hernandez Plata, P. (2000). Perceived and received social support in two cultures: 

Collectivism and support among British and Spanish students. Journal of Social and Personal Relationships, 
17(2), 282-291. http://dx.doi.org/10.1177/0265407500172007 

Gouveia, V. V., & Ros, M. (2000). Hofstede and Schwartz’s models for classifying individualism at the 
cultural level: Their relation to macro-social and macro-economic variables. Psicothema, 12, 25-33. 

Hartley, J., Betts, L., & Murray, M. (2007). Gender and assessment: Differences, similarities and implications. 
Psychology Teaching Review, 13(1), 34-47. 

Hwang, A., Francesco, A. M., & Kessler, E. (2003). The relationship between individualism-collectivism, face 
and feedback and learning processes in Hong Kong, Singapore and the United States. Journal of Cross 
Cultural Psychology, 34(1), 72-91. http://dx.doi.org/10.1177/0022022102239156 

Justicia, F., Pichardo, M. C., Cano, F., Berbén, A. B. G., & De la Fuente, J. (2008). The Revised Two-Factor 
Study Process Questionnaire (R-SPQ-2F): Exploratory and confirmatory factor analysis item level. 
European Journal of Psychology of Education, 23(3), 355-372. http://dx.doi.org/10.1007/BF03173004 

Klassen, R. M. (2004). A cross-cultural investigation of the efficacy beliefs of South Asian immigrant and 
Anglo non-immigrant early adolescents. Journal of Educational Psychology, 96, 731-742. 
http://dx.doi.org/10.1037/0022-0663.96.4.731 

Lau, K. L., & Lee, J. C. (2008). Validation of a Chinese achievement goal orientation questionnaire. British 
Journal of Educational Psychology, 78, 331-353. http://dx.doi.org/10.1111/j.2044-8279.2008.tb00486.x 

Lindsay, R. C. I., & Holden, R. R. (1987). The introductory psychology subject pool in Canadian universities. 
Canadian Psychology/Psychologie Canadienne, 28(2), 45-52. 

Mackenzie, C. S., Knox, V. J., Gekoski, W. L., & Macauley, H. L. (2004). An adaptation and extension of the 
Attitudes Towards Seeking Professional Psychological Help Scale. Journal of Applied Social Psychology, 
34(11), 2410-2435. http://dx.doi.org/10.1111/j.1559-1816.2004.tb01984.x 

McNemar, Q. (1946). Opinion-attitude methodology. Psychological Bulletin, 43, 289-374. 
http://dx.doi.org/10.1037/h0060985 

Moneta, G. B., Spada, M. M., & Rost, F. M. (2007). Approaches to studying when preparing for final exams as 
a function of coping strategies. Personality and Individual Differences, 43, 191-202. 
http://dx.doi.org/10.1016/j.paid.2006.12.002 

Moss, G., Kubacki, K., Hersh, M., & Gunn, R. (2007). Knowledge management in higher education: A 
comparison of individualistic and collectivist cultures. European Journal of Education, 42(3), 377-394. 
http://dx.doi.org/10.1111/j.1465-3435.2007.00314.x 

Papinczak, T., Young, L., Groves, M., & Haynes, M. (2008). Effects of a metacognitive intervention on 
students’ approaches to learning and self-efficacy in a first year medical course. Advances in Health Sciences 
Education, 13(2), 213-232. http://dx.doi.org/10.1007/s10459-006-9036-0 

Ramsden, P. (1992). Learning to teach in higher education. London: Routledge. 
http://dx.doi.org/10.4324/9780203413937 



Paul Sander et al. 

22 

Read, B., Archer, L., & Leathwood, C. (2003). Challenging cultures? Student conceptions of ‘belonging’ and 
‘isolation’ at a post-1992 university. Studies in Higher Education, 28, 261-277. 
http://dx.doi.org/10.1080/03075070309290 

Rosnow, R., & Rosenthal, R. (1974). Taming of the volunteer problem: On coping with artifacts by benign 
neglect. Journal of Personality and Social Psychology, 30, 188-190. http://dx.doi.org/10.1037/h0036535 

Rozendaal, J. S., Minnaert, A., & Boekaerts, M. (2003). Motivation and self-regulated learning in secondary 
vocational education: Information-processing type and gender differences, Learning and Individual 
Differences, 13(4), 273-289. 

Sander, P. (2004). Increasing student numbers: Diminishing tutor insight? Psychology Learning and Teaching, 
4(1), 15-21. http://dx.doi.org/10.2304/plat.2004.4.1.15 

Sander, P. (2009). Current developments in measuring academic behavioural confidence. Psychology Teaching 
Review, 15(1), 32-44. 

Sander P., & Sanders, L. (2003). Measuring confidence in academic study: A summary report. Electronic 
Journal of Research in Educational Psychology and Psychopedagogy, 1(1), 1-17. 

Sander, P., & Sanders, L. (2006). Understanding academic confidence. Psychology Teaching Review, 12(1), 29-39. 
Sander, P., & Sanders, L. (2009). Measuring academic behavioural confidence: The ABC Scale revisited. 

Studies in Higher Education, 7(1), 19-35. http://dx.doi.org/10.1080/03075070802457058 
Sander, P., Stevenson, K., King, M., & Coates, D. (2000). University students’ expectations of teaching. 

Studies in Higher Education, 25(3), 309-323. http://dx.doi.org/10.1080/03075070050193433 
Sanders, L., Sander, P., & Mercer, J. (2009). Rogue males: Perceptions and performance of male psychology 

students. Psychology Teaching Review, 15(1), 3-17. 
Smith, P. B., Bond, M. H., & Kagitcibasi, C. (2006). Understanding social psychology across cultures: Living and 

working in a changing world. London: Sage. 
Somners, E., & Lawrence, S. (1992). Women’s ways of talking in teacher-directed and student-directed peer 

response groups. Linguistics and Education, 4, 1-36. http://dx.doi.org/10.1016/0898-5898(92)90018-R 
SPSS for Windows, Rel. 17.0.0. (2005). Chicago: SPSS. 
Sternglanz, S. H., & Lyberger-Ficek, S. (1977). Sex differences in student–teacher interactions in the college 

classroom. Sex Roles, 3(4), 345-352. http://dx.doi.org/10.1007/BF00289557 
Tafarodi, R. W., & Walters, P. (1999). Individualism-collectivism, life events, and self-esteem: A test of two 

trade-offs. European Journal of Social Psychology, 29, 797-814.  
http://dx.doi.org/10.1002/(SICI)1099-0992(199908/09)29:5/6%3C797::AID-EJSP961%3E3.0.CO;2-S 

VonDras, D. D. (2005). Influence of individualism-collectivism on learning barriers and self-efficacy of performance 
ratings in an introductory life-span development course. Paper presented at the Annual Meeting of the 
American Psychological Society. Retrieved January 6, 2010, from 
http://www.uwsa.edu/opid/abstracts/wtf04-05_VonDras.pdf 

Zusho, A., Pintrich, P. R., & Coppola, B. (2003). Skill and will: The role of motivation and cognition in the 
learning of college chemistry. International Journal of Science Education, 25(9), 1081-1094. 
http://dx.doi.org/10.1080/0950069032000052207 

APPENDIX A 

 Academic Behavioural Confidence Scale Escala De Confianza En La Conducta Académica 
 How confident are you that you will be able to: Esta escala se compone de varios enunciados 

sobre la confianza que posees en tu conducta 
académica durante esta asignatura. Elige la 
opción más correcta de cada enunciado según el 
grado de seguridad para actuar como se indica. 

 Not at 
all 

   Very Nada 
1 

Poco 
2 

Regular 
3 

Bastante 
4 

Mucho 
5 

1 Study effectively on your own in independent/private 
study 

Estudiar solo/a de forma eficaz 

2 Produce your best work under examination conditions Obtener tu mejor rendimiento en los exámenes 
3 Respond to questions asked by a lecturer in front of a full 

lecture theatre 
Responder a las preguntas del profesor/a en un 
aula llena de gente 

4 Manage your workload to meet coursework deadlines Administrar tu tiempo para cumplir las fechas 
límite en la entrega de los trabajos de clase 



A Validation of the Academic Behavioural Confidence Scale 

23 

5 Give a presentation to a small group of fellow students Realizar una exposición ante un grupo pequeño 
de compañeros 

6 Attend most taught sessions Asistir a la mayoría de las clases 
7 Attain good grades in your work Lograr buenas notas en tus trabajos 
8 Engage in profitable academic debate with your peers Tomar parte en debates académicos provechosos 

con tus compañeros 
9 Ask lecturers questions about the material they are 

teaching, in a one-to-one setting 
Hacer preguntas al profesor/a, en situaciones de 
tú a tú, acerca de la materia impartida  

10 Ask lecturers questions about the material they are 
teaching, during a lecture 

Hacer preguntas al profesor/a, durante una clase, 
acerca de la materia impartida 

11 Understand the material outlined and discussed with you 
by lecturers 

Entender la materia explicada por el profesor/a 

12 Follow the themes and debates in lectures Seguir los temas y debates de las clases 
13 Prepare thoroughly for tutorials Prepararse a fondo y asistir a las tutorías 
14 Read the recommended background material Leer el material complementario recomendado 
15 Produce coursework at the required standard Realizar el trabajo de clase de la manera requerida 
16 Write in an appropriate academic style Redactar con un estilo académico apropiado 
17 Ask for help if you don’t understand Pedir ayuda si no entiendes algo 
18 Be on time for lectures Llegar puntual a las clases 
19 Make the most of the opportunity of studying for a degree 

at university 
Aprovechar las oportunidades que se presentan 
para estudiar una carrera en la Universidad 

20 Pass assessments at the first attempt Aprobar las evaluaciones a la primera 
21 Plan appropriate revision schedules Programar la revisión de horarios 

apropiadamente 
22 Remain adequately motivated throughout Mantener una motivación adecuada hasta el final 
23 Produce your best work in coursework assignments Obtener buenos resultados en las tareas 
24 Attend tutorials Asistir a las tutorías (clases prácticas) 
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