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ABSTRACT
 The study investigated the effects of study and self-reward skills counselling on study behaviour of students in Ghanaian public universities. It was designed to achieve two major objectives. Firstly, it was to determine the effects of study and self-reward skills counselling on study behaviour and its five dimensions namely time management, concentration, consultation, note taking, and reading and library use. Secondly, the research was intended to ascertain the difference in the study behaviour of participants in the experimental groups on the basis of gender and age. Based on these objectives, four research questions and four null hypotheses were formulated. The quasi-experimental, pre-test, post-test control group design guided the study. The population of the study comprised all first year undergraduate students in Ghanaian public universities. The sample was made up of 60 participants who were assigned to three groups: study skills counselling, self-reward skills counselling and control group. Each group had 20 participants (10 males and 10 females). Simple random sampling was used in selecting students with study behaviour problems for the research.  A study behaviour inventory was used to measure the study behaviour of students. The four hypotheses were tested at 0.05 level of significance. Data were analysed using one-way and two-way analyses of covariance (ANCOVA). Two hypotheses related to the effect of study and self-reward skills counselling on study behaviour and its dimensions were rejected. A post hoc test revealed that study and self-reward skills counselling had significant effects on study behaviour when compared to the control group. Other post hoc tests showed that study skills counselling significantly improved participants’ behaviours in all the five dimensions of study behaviour while self-reward skills counselling had significant effects on only three dimensions, namely time management, concentration and note taking when compared to the control group.  Two other hypotheses related to the influence of gender and age on study behaviour were retained. Based on the findings, it was recommended that study and self-reward skills counselling be utilised in modifying poor study behaviour at the university level. It was also recommended that study skills counselling be considered as an effective strategy for improving the five dimensions of study behaviour. It is expected that when these measures are introduced, the academic achievement of students would increase through improvement in study behaviour.
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OPERATIONAL DEFINITION OF TERMS

For the purpose of this study, the following terms are defined. 

Study Behaviour: This refers to study practices of students with respect to time management, concentration, consultation, reading, library use and note taking. 
Study Behaviour problems: These refer to a student’s inability to manage study time effectively, control distractions during study, consult others, read and use the library effectively and take good notes as indicated by high scores on the Study Behaviour Inventory.
Study Skills Counselling: This is a counselling procedure which exposes students to effective study strategies in order to facilitate the development of good study behaviour without any form of reward. 

Self-reward skills counselling: This is a counselling technique which exposes students to verbal and current rewards and study practices (application of skills) that would warrant self-administration of rewards with the view to improving study behaviour. 

CHAPTER ONE
INTRODUCTION

1.1
Background to the Study

Universities are important social institutions for transforming society. There is hardly any country in the world without a university. Ghana has six public universities, namely University of Ghana, Kwame Nkrumah University of Science and Technology, University of Cape Coast, University for Development Studies, University of Education, Winneba and University of Mines and Technology. The core mandate of these universities is to train human resources such as teachers, medical doctors, engineers and administrators for national development. Stated differently, it is through the university that the most important skilled workers are developed and utilised for social and economic development. Students also derive personal benefits from university education since it equips them with important knowledge, skills, values, attitudes and behaviours which enable them to gain employment after school and to adjust well to society. Unfortunately, not all students who enrol are able to complete their programmes. In every academic year a number of students, especially undergraduate students are withdrawn due to poor academic performance. In other words, some undergraduate students are asked to withdraw every year from public universities for failing to achieve the minimum grade point average required for continued enrolment, even though they have the potential capacity for academic success. The withdrawal of students from universities is a great loss to families and the nation as a whole. It is an unacceptable and unnecessary waste of individual, family and national talent and resources. There is the need for this situation to be reversed. This would be made possible when the factors responsible for poor academic performance are identified and controlled.
Several factors are responsible for poor academic performance in Ghanaian public universities. Some of the major factors are inadequate motivation for lecturers, inadequate lecture rooms and lack of well-resourced library facilities. But these factors are gradually being addressed by the universities and the Government of Ghana. For instance, through internally generated funds, the universities have started constructing large lecture theatres in order to reduce congestion in lecture rooms. Also, libraries are being resourced with modern books and internet facilities so as to enhance teaching and learning. On the other hand, the Government of Ghana has introduced a new salary structure in order to motivate lecturers and other public staff to work effectively. The new salary structure is known as Single Spine Salary Structure and was implemented in 2010. This measure has reduced drastically strike actions by the University Teachers Association of Ghana. Other important explanations for academic failure in Ghana are poor study behaviour, low motivation for learning, financial difficulties and emotional problems. Of all the factors stated as being related to poor academic performance, study behaviour has been generally recognised as the most important factor. Thus, the better the study behaviour, the higher the academic achievement and vice versa. Poor study behaviour can be modified through counselling. 

However, there is no counselling intervention programme in public universities in Ghana to enable students acquire good study behaviour. For example, the University of Cape Coast and University of Education, Winneba have not designed any programme that is aimed at improving the study behaviour of undergraduate students. It is very important for students to be assisted through counselling to improve their study behaviour with the view to increasing academic performance. The effect of counselling on study behaviour may be related to students’ personal characteristics, namely gender and age and, therefore, needs to be investigated. It is against this background that the researcher deems it necessary to research into the effects of study and self-reward skills counselling on study behaviour of students in public universities in Ghana.

1.2
Statement of the Problem
  
In recent times in Ghana, many university students have been withdrawn due to poor academic performance. The 2010 statistics on student withdrawal cases obtained from the University of Cape Coast (UCC) and University of Education, Winneba (UEW) indicated that most of them were first year students. Between 2007/2008 and 2009/2010 academic years, 205, 65, and 50 students in 100, 200, and 300 levels respectively were withdrawn due to poor academic achievement (UCC Admission Office, 2010). Thus, a total of 320 students were withdrawn during the three years. Within the same period, 272 students of the University of Education, Winneba were also withdrawn for the same reason. The number comprised 168, 67 and 37 students in 100, 200 and 300 levels respectively (UEW Admission Office, 2010). The problem of poor academic performance is a matter of great concern to students, parents, counsellors, lecturers and administrators in Ghana. Poor study behaviour is the most critical factor contributing to poor academic performance.
Although a study behaviour clinic exists in the University of Cape Coast, there is no specific counselling intervention programme for fresh undergraduate students in the university to facilitate their learning. Similarly, the University of Education, Winneba, has not designed any programme that is aimed at improving the study behaviour of first year undergraduate students. The lack of counselling interventions on study behaviour has contributed to poor learning outcomes and withdrawal of some students from public universities in Ghana. It is necessary for students, particularly first year undergraduate students, to be assisted to improve their academic performance by modifying their study behaviour through counselling. Therefore, this research will investigate the effects of study and self-reward skills counselling on the study behaviour of university students in Ghana. 

1.3
Objectives of the Study  
The objectives of the study were to: 

1. find out the effects of study and self-reward skills counselling on the study behaviour of students.
2. determine the effects of study and self-reward skills counselling on each of the five dimensions of study behaviour (that is, time management, concentration consultation, note taking, reading and library use).

3. ascertain the influence of gender on the study behaviour of participants in study and self-reward skills counselling.
4. find out the influence of age on the study behaviour of participants in study and self-reward skills counselling.
1.4 
Research Questions 

The research questions that guided the study are shown below.
1. What effects do study and self-reward skills counselling have on the study behaviour of students?
2. What effects do study and self-reward skills counselling have on each of the five dimensions of study behaviour?
3. What difference exists in the study behaviour of participants in study and self-reward skills counselling on the basis of gender?

4. What difference exists in the study behaviour of participants in study and self-reward skills counselling on the basis of age?

1.5 
Hypotheses 

The following null hypotheses were tested statistically. 

1. There is no significant effect of study and self-reward skills counselling on the study behaviour of students.
2. There is no significant effect of study and self-reward skills counselling on each of the dimensions of study behaviour (that is, time management, concentration, consultation, note taking, reading and library use).
3. There is no significant difference in the study behaviour of participants in the experimental groups on the basis of gender.

4. There is no significant difference in the study behaviour of participants in the experimental groups on the basis of age. 

1.6 
Basic Assumptions 
The study was conducted based on the following assumptions: 
1.
Study behaviour is related to academic achievement. Therefore, the use of good study behaviour would be related positively to improved academic performance.

2.
Students can learn to modify their study behaviour.
3.
Counselling can be used to increase academic achievement through improvement in study behaviour.
4.
Counselling is a viable approach for modifying the study behaviour of students.

1.7
Significance of the Study

It is expected that the study would be useful to counsellors, lecturers, researchers, curriculum experts or planners and students. The study would be of enormous benefit to counsellors because it might provide them with relevant information on effective study practices or skills which can be utilised for both individual and group counselling on study behaviour. For instance, the treatment package can be a resource for assisting students to improve their study behaviour.


In addition, the study could enable lecturers to gain insight into learning strategies when they read about the results of the study and the treatment package and this may make it possible for them to provide guidance to students on study behaviour.


Furthermore, the study could enrich the available literature on the variables being studied. This would enable future researchers to have reference material for research similar to this study. In other words, the findings of this study may serve as related literature to future researchers investigating issues concerning study behaviour. 


Moreover, the study would be of importance to curriculum experts. The results of the study could help them to understand the role of study skills in the development of good study behaviour. This could lead to the inclusion of study skills in the curricular of schools.


Finally, students may derive some benefits from the study. The study would provide them with information on how to study effectively. By reading this information, students would become more knowledgeable about study practices that constitute good study behaviour and would, therefore, be motivated to apply them when studying.

1.8
Scope and Delimitation of the Study


The study covered public universities in Ghana only. The study further focused on first year (level 100) students. First year students were used for the study because it has been found that they face enormous challenges with respect to academic work. It has, therefore, been suggested by experts (for example, Taconis & Holleman as cited in Oolberkkink-Marchand, 2006; Nouhi, Shakoori & Nakhei, 2008) that any effort at improving the study behaviour of students at the university level should target first year undergraduate students. Moreover, new data from public universities in Ghana showed that a majority of students that are withdrawn due to poor academic performance are first year undergraduate students. 


Study skills counselling covered time management, concentration, consultation, reading, library use and note taking. These were considered the most important learning strategies that first year students would need to learn in order to achieve academic success. Skills such as writing assignments and examination strategies are equally relevant but were excluded due to the fact that it is very difficult, if not impossible for a single study to be able to cover all aspects of study behaviour. Similarly, self-reward skills counselling covered these skills. This strategy also exposed students to verbal and current rewards. Other rewards like potential and imaginal rewards were not utilised because two rewards were deemed adequate for improving study behaviour. 
CHAPTER TWO
REVIEW OF RELATED LITERATURE

2.1
Introduction

This chapter reviews the conceptual, theoretical and empirical literature related to the study. The breakdown of the chapter is as follows:   

i. Concept  of study skills 

ii. Concept of study skills counselling/instruction 

iii.  Concept of self-reward/ self-reinforcement
iv. Instrument for measuring study behaviour

v. Theories of learning
vi. Review of related studies

2.2
Conceptual Framework

2.2.1
Concept of Study Skills


A number of definitions have been given to the concept of study skills by different writers. Some of these are stated below.


According to Kerka (2007), study skills are learning strategies that help students organise, process, and use information effectively. She also cited the following definitions of study skills:
· Study skills are processes of meta-cognition, which is self-awareness of one’s thinking and learning.  Learners who are able to step back and monitor their thinking and learning are able to use strategies for finding out or figuring out what they need to do.

· Study skills are learning strategies that facilitate the processing of information.  Study skills help us organise and process information. They also help us remember what we have learned. They work best when we are conscious of our learning processes. This awareness of our own thinking and learning is known as meta-cognition.

Kerka (2007) further cited some purposes of study skills, including the following:

· Study skills are important not just for academic learning, but also for everyday life. They can help individuals to be organised and successful life-long learners and manage their jobs, households and finances.

· Study skills can be especially critical for students with learning disabilities, who may have difficulty staying focused and become discouraged by lack of success.

· When students attribute failure to internal factors, such as lack of ability, or external factors, such as bad luck, their self-confidence suffer, and they see effort as futile.  Mastering the skills for studying and learning increases their self-efficacy and empowers them to change their approach and different strategies if one fails.

Gettinger and Seibert (2002) added that study skills are viewed as academic enablers; they function as critical tools for learning. Devine (as cited in Gettinger & Seibert, 2002) opined that study skills encompass a range of coordinated cognitive skills and procedures that enhance the effectiveness and efficiency of students’ learning. Citing Hoover and Patton, Gettinger and Seibert (2002) indicated that study skills include the competencies associated with acquiring, recording, organising, synthesising, remembering, and using information. The types of study skills identified in the literature can be categorised into broad and specific study skills as described below.
Types of Study Skills

Broad Categories of Study Skills


Various writers have provided different views, regarding the components of study skills.  For instance, Gettinger and Seibert (2002) identified four broad clusters of study skills that students need to acquire to facilitate their academic success. The four clusters are:

(a) repetition or rehearsal-based study strategies;
(b) procedural or organisational-based study strategies;
(c) cognitive-based study skills/ strategies, and

(d) meta-cognitive-based study skills/ strategies.
Repetition or Rehearsal-based Study Strategies


The most basic study strategies involve repetition, re-reading or rehearsal of information. Rehearsal strategies are most useful when storing small bits of information for the short-term or when the content being studied is used frequently. Rehearsal strategies are easy to learn and use and, therefore, are among the first study skills taught to young children. In early grades, teachers may rely on repetition strategies for helping children acquire basic reading and mathematics skills.  For instance, flashcard sets are frequently used to help children learn spelling, vocabulary, sight words and mathematics facts (Decker et al as cited in Gettinger & Siebert, 2002).
Procedural or Organisational-based study Strategies


Procedural study skills encompass the behaviours that allow students to maximise the benefits of their study time. Several competencies underlie the development of procedural study skills, including time management, material organisation and development of schedules for consistent study routines (Gettinger & Nicaise as cited in Gettinger & Seibert, 2002).  Organisational routines and schedules for studying are most effective when they are personalised by having students construct their own plans for monthly, weekly and daily study, Archambeault ( as cited in Gettinger & Seibert, 2002).
Cognitive-Based Study Skills


The goal of cognitive-based study strategies is to guide students to engage in appropriate thinking about information they are required to learn. According to the information processing theory, the greater knowledge students have about content the more likely they are to think about, understand, and remember it (Schunk as cited in Gettinger & Seibert, 2002).  Studying is enhanced when new material is meaningful to learners, and integrated with their existing knowledge. Besides, information that is stored as a network of connected facts and concepts, called schemata, is more easily learned and retained. Other evidence based cognitive study strategies that assist students in activating and making connections with prior knowledge are question generation and summarising.
Meta-cognitive-based Study Skills


The extent to which students apply study skills when the need arises depends largely on their meta-cognitive capacities (i.e. the ability to assess the need for studying and to plan, implement, and monitor and evaluate their study approaches).Whereas cognitive-based study strategies relate to how learners process information, meta-cognitive strategies relate to how students select, monitor, and use strategies in their repertoire. Being meta-cognitive is essential for effective studying.  Mega-cognitive ability enables learners to adjust their studying according to varying task demands. Students with well-developed meta-cognitive skills know how to study effectively; they understand which strategies to deploy, monitor their studying, and allocate time wisely. They are familiar with the cognitive strategies that help them study and regulate their use of such strategies (Winne & Hadwon as cited in Gettinger & Seibert, 2002).


Kerka (2007) also cited types of study skills as indicated below:

Preparing to Learn


Preparing and planning for learning encompass both physical (environmental), tools, and mental (attitudes, goals, priorities), aspects. Skills that help students prepare to learn include the following:

· Organising one’s work by using agenda books, homework planners and notebooks.

· Managing time by developing schedules, prioritising tasks, and using checklists.

· Arranging the physical environment, including finding a place that is free of distractions and choosing a time of the day that works best for the individual.

Acquiring, Processing, and Retaining Information


Effective learners systematically obtain, organise and retain information. The strategies for students to explore and discover which work best for them include the following:

· Effective reading is critical to acquiring information. The SQ3R (Survey, Question, Read, Recite, Review) method, for example, is a systematic approach that helps students discover and retain the important ideas in texts.

· Effective listening in class is equally important.
· Taking good notes enables review and retention of materials covered in class.

· Outlining and summarising help learners see relationship between concepts.

· Memory aids such as mnemonics can assist learners.

Applying Learning


Students demonstrate and apply what they have learned in doing assignments, oral presentations and tests. Successful test-taking requires both content knowledge (understanding of the material being covered) and procedural knowledge (how to take tests).

Monitoring, Evaluating and Reinforcement


A key meta-cognitive process is self-monitoring. While using study strategies, students should periodically ask themselves: What am I trying to accomplish?  How well am I using this strategy?  and What else could I do to accomplish this task?

Monitoring and evaluating strategies include MARKER AND MURDER.
MARKER stands for:

M
=
Make a list of goals, set the order, set the date
A
=
Arrange a plan for each goal and predict your success

R
=
Run your plan for each goal and adjust it if necessary

K
=
Keep records of your progress

E
=
Evaluate your progress towards each goal

R
=
Reward yourself when you reach a goal and set a new goal.

MURDER means:

Mood: set a positive mood for you to study in. Select the appropriate time, environment and attitude.

Understand: Mark any information you do not understand in a particular unit; keep a focus on one unit or a manageable group of exercises.

Recall:  After studying the unit, stop and put what you have learned into your own words.

Digest: Go back to what you did not understand and reconsider the information. Contact external expert sources (e.g., other books or lecturers) if you still cannot understand it.

Expand: In this step, ask three kinds of questions concerning the studied materials:

a. If I could speak to the author, what questions would I ask or what criticism would I offer?

b. How could I apply this material to what I am interested in?

c. How could I make this information interesting and understandable to other students?

Review: Go over the materials you have covered. Review what strategies helped you understand and/or retain information in the past and apply these to your current studies.
Specific Study Skills

Kagu (2001) cited a number of important study skills including the following:
· Planning and organising time for study

· Concentrating during hours of study

· Note taking and
· Use of library

Similar study skills have been identified by other researchers. They described the necessary skills as reading, writing, and finding and organising information (Reynold & Werner as cited in Hazard & Nadeau, 2006).  Others stated time management, note taking and test taking as the necessary skills for college achievement (Anderson & Anderson as cited in Hazard and Nadeau, 2006).
Other writers have described some study skills as self-regulated learning strategies. According to Zimmerman (1990), self-regulated learning strategies refer to actions and processes directed at acquisition of information or skills that involve agency, purpose, and instrumentality perceptions by learners.  Research has revealed that self-regulated students report the use of a number of self-regulated strategies which had a positive effect on their academic achievement (Weinstern & Meyer; Zimmerman & Martinez-Pons, as cited in Zimmerman, 1998).  Included among these strategies were goal setting and planning, self-evaluation, seeking information, self-monitoring,  environmental structuring, creating self-consequences (self-reward or punishment) seeking social assistance, task strategies, time management, imagery and reviewing notes, tests or textbooks. These strategies are briefly described below:

1. Self-evaluation:  This refers to setting standards and using them for self-judgment. For instance, checking work before handing it to the teacher.

2. Goal setting and planning: This involves specifying intended actions or outcomes. For example, making lists to accomplish during studying.

3. Seeking information: This refers to securing further task information from non-social sources, such as the library, in order to obtain as much information as possible concerning a topic.

4. Self-monitoring: This strategy involves observing and tracking one’s own performance and outcomes, often recording them. An example is keeping records of completed assignments.

5. Time management: This strategy refers to estimating and budgeting use of time. It includes scheduling daily studying and homework time.

6. Environmental structuring: This involves selecting or creating effective settings for learning. Studying in a secluded place is an example.

7. Seeking social help/assistance. This is defined as choosing specific models, such as peers, teachers or counsellors to assist one to learn. 

8. Self-consequences:  These entail making personal rewards or punishments contingent on accomplishment. For example, making the watching of television or telephoning contingent on homework completion.

9. Task strategies: This means to analyse tasks and identify specific, advantageous methods for studying. Examples are creating mnemonics to remember facts and making an outline before writing a paper.

10. Imagery: This refers to creating or recalling vivid images to assist learning. For example, imagining the consequences of failing to study, such as the reactions of friends, classmates and family members.

11. Self-instruction: This implies overt or sub-vocal verbalisation to guide performance. Rehearsing steps in solving a mathematics problem is an example.

12. Reviewing records:  This refers to re-reading notes, tests or textbooks to prepare for class or further testing.

The purpose of each strategy is to improve students’ self-regulation of their (a) personal functioning; (b) academic behavioural performance, (c) learning environment. Task strategies and goal setting focus on optimising personal regulation. Strategies such as self-evaluation and self-consequences are designed to enhance behavioural functioning, while the strategies of environmental structuring, seeking information, reviewing, and seeking assistance are intended to optimise the students’ immediate learning environment (Zimmerman, 1989).

Chen (2002) cited similar self-regulated strategies.  They included the following:

· Meta-cognitive strategies:  These include planning, monitoring and regulating activities.  Planning involves setting educational goals and outcomes as well as task analysis. Self-regulated learners set specific learning or performance outcomes, and then monitor the effectiveness of their learning methods or strategies and respond to their evaluation. Self-monitoring is essential in enhancing learning.  It helps students focus their attention on and discriminate between effective and ineffective performance and reveals inadequate learning strategies.  It also improves time management.

· Physical and social environment management:  Regulating one’s physical and social environment includes study environment management and help seeking.  Management of study area requires locating a place that is quiet and relatively free of visual and auditory distractions so that one can concentrate. Seeking assistance from others is a valuable self-regulating, proactive learning strategy that can provide the foundation for autonomous achievement.

· Time management: Another aspect of students’ learning involves their use of time. Time management involves scheduling, planning and managing one’s study time. Research has revealed that time planning and management training helped students to better self-regulate their use of study time and, in turn, improved students’ grade point average.

· Effort regulation: This refers to the ability to deal with failure and building resiliency to setbacks.  It is also defined as the tendency to maintain focus and effort towards goals despite distractions.  In the academic situation, effort regulation can be used to build learning skills gradually and to help students handle many distractions in and outside of schools. Research has shown that effort regulation is a strong predictor of academic success.

Kobayashi and Lockee (2008) also cited self-regulated learning strategies including the following:

· Motivational strategies:  These help students enhance and sustain their motivation to engage in academic tasks. Examples are self-consequating, interest enhancement and self-talk.  Self-consequating refers to promising oneself an extrinsic reward as a consequence of completing academic task. A study revealed that high school students who used a self-consequating strategy were more likely to receive high school diplomas and pursue their degrees in higher education. With respect to interest enhancement, students manipulate materials to make them more interesting or challenging. For example, students may change a task to a game format or use a different strategy to solve problems. Research has demonstrated that college students use this type of strategy to increase their interest. Self-talk, on the other hand, refers to verbal self-encouragement. To motivate themselves, students emphasise a reason for completing a task such as receiving a good grade. College students tend to use self-talk strategies frequently when they are studying for a test or working on difficult or boring tasks. Research has discovered that students who use self-talk strategy are more likely to use cognitive and meta-cognitive strategies.

· Cognitive strategies: These include learning strategies to enhance memory such as rehearsal, imagery, elaboration and transformation or organisation of materials. Rehearsals help students sustain information in their working memory.  For example, students may repeatedly write down new vocabulary words in their notebooks to remember their spelling.  Imagery refers to mental pictures that students form to enhance their memory. For example, to remember a group of vocabulary words, students may create a fictional story that represents the meaning of each vocabulary word. Students who use elaboration strategies relate a new concept to an old concept they learned previously. Transforming and organising strategies include summarising, outlining, or rearranging materials to make learning easier. Effective note taking is also an organising strategy; while listening to a lesson, students identify and write down key ideas.

· Meta-cognitive strategies: These include planning, monitoring and regulating. The most important planning strategies are task analysis and goal setting. These activities help students plan their cognitive strategy use and organise information, and also activate prior knowledge related to the task.

· Resource management strategies: These include control of study environment, time management and help seeking. Self-regulated learners can manage their study environment effectively and choose a less distracting place to complete assignments. A student’s management of time also influences academic achievement. High achieving students usually have effective time management skills. They know how much is needed to complete a task, so they allocate more time for difficult tasks and less time for relatively easier ones. Students trained to use effective time-management skills tend to continue to use such skills and maintain high grades even after the intervention. 


Help seeking refers to students’ behaviour to obtain social help from others when they encounter academic difficulties. Research has shown that high achieving students use help-seeking skills more frequently than low achieving students and they are likely to go to adults to obtain academic support.

The specific study skills that are relevant to the current study are outlined and described below:

· Time management skills

· Concentration strategies

· Consultation/help seeking strategies

· Note taking methods

· Reading strategies and
· Library use skills.
Time Management Skills


According to Egbochuku (2008), time management is setting and following a schedule of study in order to organise and prioritise your studies in the context of competing activities of work, family and so on. Researchers have found that effective time management practices may have a significant influence on university achievement. Researchers have further reported that close to 70 percent of university students desire to manage their time effectively (Britton & Tesser as cited in Hazard & Nadeau, 2006). 


Sarwar, Bashir, Khan and Khan (2009) also stated that time management skills are essential for successful students. They cited the following to buttress their view.

· A key to academic survival and success in the classroom is efficient use of time outside the classroom.

· Time management is a skill that few people master, but it is the one that most people need.

· Developing time management skills is a journey that needs practice and guidance.

Hazard and Nadeau (2006) provided some suggestions relating to effective time management. These are stated and described as indicated below:

· Be sure to plan and organise

· Plan for a suitable place to study

· Learn to avoid procrastination

Be sure to plan and organise


Essentially, planning means to set academic goals that the individual intends to meet. The best way to do this is to make schedules.  A three-tier time management system for university students have been suggested as follows: Create the semester schedule, the weekly schedule and the daily schedule.
Creating a semester schedule


A semester schedule is a form of calendar that shows the 15-weeks time span of the semester. Using this calendar, record due dates for papers, projects, and presentations, and enter midterm and final examination information next to the appropriate dates and times.  The next thing the student is supposed to do is to establish deadlines for finishing each one, and enter the dates on his or her calendar. The key is to be specific as possible and generous with his one’s time allotments.

Creating a Weekly Schedule


This involves writing in fixed commitments, such as classes, laboratory, and other important activity. The student is then required to list times for life support which include eating, sleeping, grooming and transportation. Next, the individual should tentatively block out large spaces of time for studying. Within those times, he or she should schedule his or her highest priority subjects, when he or she usually feels most alert. This time of the day will vary according to the individual; some people are more alert at night, whereas others do their best work early in the day. Finally, the individual should schedule time for recreation.
Creating a Daily Schedule, or “to-do list”

The goals set in the semester and weekly schedules are achieved through a daily schedule or a “to-do” list.  Therefore, the student needs to create a daily schedule to enable him or her manage time effectively. The list should be prioritised. The individual should focus on completing his or her priorities first, crossing off tasks as soon as they are completed.
Plan for a Suitable Place to Study


It is better for students to study in a place that is quiet. The study place should also have adequate light and a comfortable temperature for optimum productivity.

Learn to Avoid Procrastination


Procrastination means putting off completing tasks, despite the fact that one has designated them as top priority. To avoid procrastinating, on a research paper, for example, the student should:

(a) start immediately by spending some time thinking about the assignment and writing down some ideas;
(b) talking with his or her instructor about the topic;
(c) spend some time looking for sources of information in the library;
These activities help students get started and break up the tasks into smaller more management pieces.


In the process of doing the assignment or writing the paper, the individual needs further help in order to be on track.  Lakein (as cited in Hazard & Nadeau, 2006) suggested the following:

· Getting more information, perhaps by talking with his or her lecturer or by reading more sources;
· Taking short breaks;
· Setting a deadline;
· Not letting fear or lack of confidence stop him or her;
· Learning to stress benefits and reward oneself for a period of good work;
· Being aware of when one is running away from one’s priority activity.
Kerka (2007) cited a number of time management tips, including the following:

· Determine your best time of the day to study and study then.

· Do it now. Fight procrastination. Explore procrastination patterns and break them.

· Set deadlines for yourself.
· Write out your short-term and long-term goals.
· Concentrate on one thing at a time.
· Use television time as a reward, after you have finished studying.

· Plan to take short breaks

· Divide a big assignment into small pieces that can be done one at a time.

· Have a central work list and make a daily “things to do” list.

· Be flexible – when you become bored with certain parts of studying, change topics.

· Learn to discipline yourself and feel good about it.

· Write down all assignments and due dates in your time management book.

· Plan in the morning or the night before the priorities for that day.

· Learn to say “No” to interruptions when you study. Separate study time from play time.

· Give yourself time off and special rewards when you have done important things.

The need for students to make and use personal timetables has been highlighted by some writers (e.g. Guez & Allen, 2000; Rowtree as cited in Sarwar et al, 2009; Ipaye, 2005).  For instance, Rowtree indicated that a good student must draw up a time-table for study. This time should ideally indicate the day, time and subjects to be studied. Such timetables are positively beneficial because they enable a learner to organise his or her study effectively.  This takes a load off the learner’s shoulders, enabling concentration on only one task at a time.  Ipaye (2005) also observed that the knowledge of learning How, What and Where to study itself is not enough.  One must also know clearly in his or her mind, when to study. This refers to scheduled time for one’s study.  It is absolutely necessary that the individual strictly adheres to his or her schedule since it forms a strong base for any effective study. The simplest method of making a schedule is to have a timetable. Ipaye (2005) listed some advantages gained from personal timetable, including the following.

· It helps one to distribute accumulated work load.
· It enables the student to make adequate preparations ahead of his or her class tests, assignments and examination.

Besides, Ipaye (2005) suggested a procedure to be followed when planning personal timetable. These are:

· Allow a considerable stretch of gap between two study periods in subjects that have similarities in order to minimise interference or inhibition.

· Uphold the essence of break by making it a habit to have about five minutes break within an hour’s study.

· Allocate adequate time for subjects that pose some difficulties to you.

· Ensure you incorporated time for sleep.

Similarly, Guez and Allen (2000) have provided some guidelines to enable students prepare and use personal study timetable. Some of these are stated below:

· Relate your personal timetable to the class timetable. If the class timetable indicates that the following day you will learn certain subjects in class, you should schedule your personal study timetable to study at least one of the subjects the day before.

· Schedule your difficult courses more frequently than any other. Do not neglect it in favour of an easier course or one you find more interesting.

· Allow enough time for recreation. When you feel you are not concentrating on study, you can go for a short break, or do work that involves writing rather than reading.

· Go over the daily work before you go to sleep. This revision will refresh your memory.

· Prepare the timetable so that you have enough time to sleep.

Concentration Strategies/Skills 


According to Kagu (2001), many students have difficulty in concentrating during hours of study. He cited some concentration strategies including the following:

· Starting each study session on time.

· Studying in a quiet place.

· Maintaining good sitting posture during long periods of active study.

· Making sure that there is sufficient ventilation and illumination.
· Taking short breaks from time to time.

Guez and Allen (2000) and Taylor and Buku (2006) identified the following as effective concentration skills.

· Making sure attention is focused on one subject at a time.
· Solving personal problems before getting at studies. This will remove worries that might affect learning.

· Setting definite goals and deadlines for reaching goals.

· Studying in a room or a place of minimal noise and distractions.

· Making sure the room is well-ventilated.
Ipaye (2005) also suggested similar strategies to facilitate concentration during hours of study. These include the following:

· Get the materials to study ready at hand before you start studying.  Examples are your books, pens and pencils.  The aim is to avoid distractions.

· Make sure you have a chair on which to sit and a table on which to place your study materials for reading and writing.

· Avoid lying down to read, you will soon fall asleep no matter how determined you could be.
· Maintain good health at all times.
Consultation/Help-Seeking Strategies

Consultation involves seeking help from peers and teachers in order to adequately understand some material or find answers to an assignment. For instance, Ohene (2008) stated that students can turn to others for assistance. One’s weak area may be another’s strong area. Therefore, there is the need to solicit help from others who are capable to assist you improve your strength and find new ways to deal with your weakness.

A number of steps can be followed by students when consulting with others. These are:

1.
Recognise that you need help.

2.
Decide to seek help.
3.
Choose the suitable resource for help.
4.
Ask clear and precise questions.
5.
Continue to ask questions until you fully understand the problem (DeGuzman, 2008).


Consultation is also called help-seeking. Aleven, McLaren, Roll and Koedinger (2006) defined help-seeking as the ability to solicit help when needed from a teacher, peer, textbook, manual or internet. They also cited a model of help-seeking which is similar to the one proposed by DeGuzman (2008). The model has the following steps.

1. Become aware of a need to look for help.

2. Decide to seek help.
3. Identify potential helper(s).
4. Use strategies to elicit help.
5. Evaluate help seeking episode.
Aleven et al. (2006) provided the following description of the help-seeking model. The student must first become aware that he or she needs help, for example, by assessing task difficulties, monitoring task progress or evaluating his or her own comprehension or skill.  In the second step, the student must consider all available information and decide whether to seek help. This decision may involve a range of factors besides self-assessment of progress or skill, such as threats to self-esteem, fear of embarrassment, and reluctance to be indebted to the helper. In the third step, the learner must find a suitable helper.  In most classrooms, the teacher or a fellow student could serve this role. Next, the student must decide how to request help, based on his or her knowledge and skills of discourse. Essentially, the request must match the task demands. Finally, the student reflects upon the help seeking event to decide if it was helpful and to determine whether further help is required.


The formation and use of study group to facilitate learning has been viewed as an aspect of students’ help-seeking behaviour (Taplin, Yum, Jegede, Fan & Chan, 1999). At the university level, students may make use of study groups to enhance their learning. Ideally, a study group should comprise a maximum of five people and a minimum of three (Ohene, 2008). Ipaye (2005) added that members of the group can come together regularly to study, discuss and carry out assignments and projects.

Hazard and Nadeau (2006) outlined advantages of study groups as follows:

· Simply discussing course materials with others, as opposed to memorising, is a great way to learn new concepts and practise applying new analytical methods.

· Study groups have the benefits of multiple students’ perspectives on classroom lectures, discussion, and text reading. Each member can have a more comprehensive set of notes through the efforts of the group.

Ipaye (2005) added more benefits of study groups. According to him:

· Group study enables you to know more intimately your course mates and interact more fully with them. 
· It affords you the opportunity to assess your colleagues, know their areas of strength and compare your ability with theirs. Thus, identifying those who are stronger than you are academically and who can help you answer difficult questions when you are faced with such.

For a study group to be as productive as possible, group members should consider setting some rules and procedures regarding the following:

1. Information about meeting length, frequency, and location (White et al. as cited in Hazard & Nadeau, 2006).

2. The group should agree on a structure for meetings (White et al as cited in Hazard & Nadeau, 2006). For instance, the group might decide that each meeting will be a review of the readings and lectures for the week. Everyone in the group, then, would have to complete the readings and review notes before each meeting, so that the meetings can focus on identifying and mastering key concepts. The group might also decide to collectively draw up a summary sheet for the course, listing main topics and important sub-topics.  Each of these topics and sub-topics would then be discussed so that everyone can have a thorough understanding of them (Hazard & Nadeau, 2006).

In addition, the group should appoint a permanent leader or a leader for each session (Race as cited in Johnson, 2009). Johnson (2009) listed the following as roles of the leader:
· From time to time the leader will summarise what has been said and sometimes talk about how various contributions are interrelated to the topic.

· He or she may offer additional information or insights about what has been said.

· He or she will try to make sure that every member of the group participates.

Note-taking Methods


Taking notes properly is an important part of learning because it helps the student to remember information presented in a class or read from a textbook (Taylor & Buku, 2006).  Ipaye (2005) posited that effective study behaviour begins with effective methods of taking notes during lectures. He presented suggestions for taking notes as follows:
· Take complete notes.

· Use abbreviations that make sense.

· Be legible enough to be able to read your notes later.

· Write down questions and request for further explanations and make comments.

· Rewrite or recopy your notes to facilitate understanding and to fill in gaps.

· Do not rely completely on your study materials, use additional sources.

Ipaye (2005) further described a method used in taking notes called the Cornell note taking system. The method has six steps. These are: Record, Reduce (or question), Recite, Reflect, Review, and Recapitulate.

· Record – simply write as many facts and ideas as possible, but do not be tempted to get down everything that is presented by the lecturer. After the lecture, fill in gaps or make incomplete sentences complete.

· Reduce or question – after reading through your notes, the next step is to reduce important facts and ideas to key words or phrases, or to formulate questions based on the facts and ideas.

· Recite – recitation facilitates retention of information. When reciting cover up your notes, while leaving the cue words and questions uncovered. Next, read each key word or question, then recite and state aloud, in your own words, the information.

· Reflect – reflection is pondering or thinking about the information you have learned. Reflecting is a step beyond note content. It reinforces deeper learning by relating of facts and ideas to other learning and knowledge.

· Review – in order to prevent forgetting, review and recite your notes frequently. A good guideline to follow is to review your notes nightly or several times during the week by reciting, not rereading. Brief review sessions planned throughout the semester, will aid more complete comprehension and retention than will cramming the day before a test.

· Recapitulate – recapitulation or summary of your notes goes at the bottom of the note page in the two-inch block column. Taking a few minutes after your have reduced, recited and reflected to summarise the facts and ideas in your notes will help you integrate your information. The summary should not be a word-for-word rewriting of your notes. The summary should be in your own words and reflect the main points you want to remember from your notes. 

Taylor and Buku (2006) added some methods. These include the following:

· Patterning notes: arranging notes in a way that it gives a pattern. That is, bringing together cluster of ideas, concepts, principles and key words on segments of the topic.

· Paraphrasing: taking the materials paragraph by paragraph and presenting them in your own words to bring out only the major ideas.

· Summarising: writing a brief or short version, in your own words, of whatever materials have been read or given.

They further offered the following suggestions on note taking.

· Listen attentively. This entails physical and mental alertness.

· Distinguish between major and minor points.

· Notes should be carefully titled and dated.

· Expand notes later with comments for a better understanding.

Kagu (2001) also gave some suggestions. These are:

· Notes can be made easier by using well-known abbreviations. 

· Listen carefully and record main points, examples, and new words.

· Start each topic on a new sheet.

· Review notes for corrections and understanding.

Egbochuku (2008) made similar suggestions regarding note-taking including the following.

· Raise questions if appropriate.

· Develop and use a standard method of note taking, including punctuation, abbreviations and margins.

· Take and keep notes in a large notebook. A large notebook allows you to adequately identify and use an outline form.

· Do not try to take down everything that the lecturer presents. Spend more time listening and attempt to take down main points.

· Get assignments and suggestions precisely. Ask questions if you are not sure.

Reading Strategies


Reading is one of the most difficult tasks which new students in any institution have to learn to deal with effectively. Reading done in a skilful manner could be very interesting and profitable (Ipaye, 2005).  Effective reading methods include the following:

(a) SQ3R method

(b) SQ5R method

(c) PQR3 (P, Q, triple R) and

(d) ROSEMARY! (L) method

The SQ3R Method


Ipaye (2005), Obadofin (1995), Okoli (2002) and Taylor and Buku (2006) have all identified the SQ3R method as an effective reading strategy. This method stands for Survey, Question, Read, Recite and Review.

· Survey:  This involves reading the aims and purposes of the book, title, headings and sub-headings, preface and table of contents.  Other aspects of the book that should be surveyed are first and last sentences of the text, introduction, and conclusion.

· Question:  This involves questioning oneself about the ideas one has read about. The student asks questions on what he or she has read.

· Read: As the word implies, read the study material in order to understand it and identify relevant points.

· Recite: This means repeat in one’s own words the information obtained either paragraph by paragraph or chapter by chapter.

· Review:  It means the student thoroughly goes over the previous steps.  The review may entail looking over notes to recall main points and also putting notes away and trying to recall the facts. The revision should be regular to forestall forgetting what has been learned.

The SQ5R Method


The SQ5R method is the longer version of the SQ3R strategy. Therefore, they are similar in some ways. Ipaye (2005) described the SQ5R method as follows:

· Survey: Read only the chapter title, sub-titles, italicised items and introductory or summary sections.

· Question: Go to the first major heading. Anticipate what will be in that section. Turn the titles into questions.  Then write each question down. Try to think them through tentatively arriving at answers depending on how familiar the material is to you.

· Read:  Read the chapter section by section for the purpose of answering the question.

· Record: In your own words and without looking at the text, write down the answers in very short phrases.

· Recite: Cover your answer and recite it from memory.

· Repeat: Repeat steps 2, 3, 4 and 5 for each section in the entire chapter.

· Review: Recite all the answers from memory. If you cannot recite all of the answers from memory, keep studying until you can.

The PQR3 (P, Q, triple R) method


This method is similar to the SQ5R method.  According to Ipaye (2005), the PQR3 method stands for:

· P = Preview what you are going to read, look for main ideas and subjects, form an impression about what you are going to read.

· Q = Question.  Form a question in your mind, in your own words about what you are about to read and learn.

· R3 = Read, Recite and Review.

· Read the assignment.
· Recite in your own words the key points you found in the study materials.

· Review the main points of all that you have read.

The ROSEMARY! (L) Method


Ipaye (2005) and Ochanya (2010) described another reading method called ROSEMARY! (L). This method is most suited to the study of large materials, difficult materials and preparation for difficult examinations.  It represents:

· R = Repetition:  That is, read the material over and over again, as many times as you can to make it completely familiar.

· O = Over-learning: The repetitive reading and re-reading would lead to over-learning of the material to the extent that if you have to forget any part, that part will be minimal.

· S = Summarisation: As you complete each unit or section, you summarise what you have studied. Ensure the summary captures the salient points.

· E = Enumeration: As a follow-up to the last step, enumerate the major points in a linear manner, the most important coming first. You can write them down so that you will not forget.

· M = Mnemonics: Devise mnemonics for important concepts, ideas, principles and formulae. This will facilitate immediate recall and utilisation of such ideas and concepts.

· A = Application: Apply the material learned so far to yourself, daily situations to given principles, events and situations by talking it out, saying it out and delivering a lecture or talk on it with practical examples.

· R = Revision: Revise all you have done up to this stage. A thorough revision will lead to the following exclamation.

· Y! = Yes, I know it now! Make use of the method to learn all the sections or units you have to study. By the time you can make the exclamation about those units, you can now use the (L).

· (L) = Linkage: you link the two units or sections together by repeating the steps on both.

Library Use Skills/Strategies


Libraries are invaluable source of books, journals, periodicals and articles for research and learning. Modern libraries also have internet facilities to enable users access materials electronically. The importance of libraries cannot be over-emphasised. Egbule (2009) suggested that students should cultivate the habit of reading in the library as much as possible because of the availability of reference books, in addition to its quietness and fewer distracting influences. Similarly, Ohene (2008) indicated that libraries provide students with up-to-date books, magazines, periodicals and other sources of materials on many subjects. The availability of these resources help students write  good  assignments.


Johnson (2009) outlined some strategies to assist students in making use of libraries. These are stated below:

· Study the plan of the library and leaflets that are available.

· Take advantage of any guided tours of the library offered by library staff.

· Ask the librarians for help when the need arises.

· Enter and walk around the library yourself and get an idea of where materials are located.

Hazard and Nadeau (2006) have also suggested a number of tips to enable students to find relevant information in libraries including the following:

· Obtain help from reference librarians if necessary.

· Search using the library’s computerised databases by typing keywords. If you find books and articles, use them to find others by using the references page at the end of a work.
Study skills are not synonymous with study behaviour. A clear distinction between the two concepts is indicated below. 
Difference between Study Skills and Study Behaviour

According to Crede and Kuncel (2008), study skills refer to the student’s knowledge of appropriate study strategies and methods and the ability to manage time and other resources to meet the demands of the academic tasks. Study behaviour, on the other hand, typically denotes the degree to which the student engages in regular acts of studying that are characterised by appropriate studying routines (e.g., reviews of materials, self-testing) occurring in an environment that is conducive to studying. Bliss and Muller (1987) also distinguished between the two terms.  According to them, study skills are the potentials for action while study behaviours are the observed actions, themselves.  A student may have all the skills required, that is, he or she may be able to take good notes in class (possession of a study skill) but simply sit in class doodling (the lack of a study behaviour).

2.2.2
Concept of Study Skills Counselling/Instruction 

According to Carew and Tukur; Fajonyomi, (as cited in Dawa, Adamu & Olayomi, 2005) study skills counselling involves providing systematic coordinated instructions and teaching how to gain greater access to learning materials and developing better study skills. Similarly, the Elementary and Middle Schools Technical Assistance Centre (as cited in Kerka (2007) posited that study skills counselling or instruction involves teaching students to utilise a process of thinking, usually in steps. It requires students to recognise, recall and execute the particular steps in the study skill or strategy. By mastering these skills, students are equipped with the tools to “learn how to learn”.


Gettinger and Seibert (2002) have indicated that effective study skills promote academic excellence. In view of this, efforts have focused on teaching study skills in experimental training studies. They cited the following importance of study skills instruction.

· Through study skills instruction, students become more efficient, thoughtful and independent learners.

· Even students who develop study skills on their own can learn to study more effectively and efficiently through explicit instruction.

· Generally, study skills instruction has been shown to improve academic performance and strategic knowledge.

· Research indicates that students require explicit instruction in study skills; individuals assigned randomly to control conditions tend not to acquire or use study strategies on their own without training.

They added that success in all academic content areas is often associated with good study skills. Whereas some students develop effective ways to study on their own, the majority of students will not become proficient at studying without systematic instruction and repeated practice.


In addition, educational researchers have found that in order for students to achieve in the classroom, they must use effective strategies for learning.  Thus, study skills training is offered to students in order to:

· help them acquire the ability to learn how to learn.

· enable them feel competent and confident about their ability to learn. This leads to better attitudes about academic work.

· prepare them for life-long learning not just academic learning. Specific skills such as organising, listening, and retaining information can be applied in a variety of settings such as when applying for a job.  It is, therefore, important for teachers and counsellors to make students aware of the various types of study skills and their benefits (Kerka, 2007). 
Five approaches to study skills counselling or instruction are described below.
Approaches to Study Skills Counselling 
(a) The approach proposed by Schumaker and Deshler.

(b) The approach by the Colorado State University

(c) The approach by Beckman and Anderson

(d) The developmental approach
(e) The cyclical self-regulatory approach
The Approach Proposed by Schumaker and Deshler


Schumaker and Deshler (as cited in Kerka, 2007) developed and validated an eight-step instructional sequence. These are indicated below.

1. Pre-test:  Measure students’ skills prior to training and get their commitment to learning a new strategy.

2. Describe the strategy: Explain the steps of the strategy where the strategy can be applied, and how the strategy will be beneficial to students.

3. Model: Demonstrate how to use the strategy by “thinking aloud” while applying the strategy to content material.

4. Verbal Practice: Students memorise the strategy steps and key usage requirements.

5. Controlled practice: Ensure student’s mastery of the strategy using simplified materials in controlled settings.

6. Grade – appropriate practice: Ensure student’s mastery of strategy in situations similar to those in the students’ general education classrooms.

7. Post-test: Measure students’ skills following training.

8. Generalisation: Help students apply strategies in general education and non-academic settings.

The Approach by the Colorado State University


Kerka (2007) cited another eight-step process for introducing students to learning strategies, which is similar in many ways to the eight-step process proposed by Schumaker and Deshler. The steps are:

1. introducing strategies and setting goals;
2. pre-skill development (helping students learn prerequisite skills);
3. discussion of strategy;
4. modelling the strategy;
5. providing scaffolding (support while learning, such as memory aids);
6. practise;
7. feedback; and
8. implementation.
The Approach by Beckman and Anderson


Beckman and Anderson (as cited in Kerka, 2007) offered a similar approach or model.  The steps involved are:

1. explain the strategy and its purpose: Why it is important, when and how to use it;
2. model its use, showing how to perform it and when it has best chance of success;
3. provide time for assisted practice;
4. promote self-monitoring so that students become aware of how a strategy is or not working for them.

The Developmental Approach

According to Gettinger and Seibert (2002), the developmental model for study skills instruction is consistent with the social cognitive theory of self-regulation and academic competence, which posits that academic competence develops from social sources (teachers, peers) and eventually shifts to internal sources (self). Within a social cognitive perspective, four phases map directly into four standard elements of effective study skills instruction. These four phases as cited by Gettinger and Seibert (2002) are described below.

Phase 1:  Modelling


During this first phase, students acquire study strategies through social modelling, task structuring and social praise. A model of effective strategy instruction begins with simplifying the strategy by breaking it down to basic steps, followed by explicit instruction and frequent modelling of the strategy used by the counsellor or teacher. Research underscores the importance of showing students, not just telling them, how to use a study strategy. Strategy explanations include a rationale for using the strategy, including when it can be used and why it is likely to be effective. This type of strategy presentation occurs through a process called cognitive modelling. In cognitive modelling, the counsellor demonstrates the use of a strategy while also “thinking aloud” to show the reasoning that accompanies its use. Cognitive modelling allows students to observe the strategy in action as well as the thinking that is involved in selecting and applying it.

Phase 2:  Imitation


For some learners, the observational level of training and development is sufficient for them to apply the strategy on their own. However, most students require actual performance of the strategy before it is fully incorporated into their study routine. Similar to learning to be academically competent, practice is necessary to develop competence in the use of study skills. Thus, the second stage of development, called imitative level, occurs when the learner applies the strategy in a way that approximates the model’s performance.  In terms of strategy training, this requires teachers to provide multiple and varied opportunities for students to practise strategies and to receive feedback and support in the form of scaffolding. Scaffolding involves providing help to students on an as-needed basis, such that the student continues to make progress in applying a strategy. As teacher guidance is gradually reduced over practice trials; students assume increasing responsibility for strategy use.  The transition from teacher-guidance to self-regulation is necessary to enable students to apply strategies in appropriate situations on their own and without external prompting. Whereas the sources of learning and reinforcement for the first two phases of strategy acquisition are primarily social, the locus gradually shifts to the individual student in the latter two phases – self-control and self-regulation.

Phase 3:  Self-control


In the third phase of development, known as self-control, learners use the strategy independently while performing transfer tasks; in theory, a student’s use of a strategy becomes internalised during this phase. During training, students are prompted to look for authentic situations to apply the strategies they have learned. The best context for continued application of the strategy is the student’s actual classroom instruction and curriculum. Hence, opportunities are provided for students to practise the use of study skills in daily assignments, while teachers continue to cue students’ awareness of opportunities that warrant the use of a particular strategy.

Phase 4:  Self-regulation


The fourth phase of development is called self-regulation. Self-regulation is evident when students are able to systematically adapt their learning strategies to different situations. At this level, the learner initiates the use of a study strategy on his or her own, makes adjustments in the strategy based on the specific learning situation. In training, the most apparent manifestation of this phase occurs through a gradual movement from teacher-guidance to self-dependence in determining a strategy’s utility and implementing it. Generalisation and maintenance may be severely limited during this final phase if students believe they must rigorously adhere to a narrow, scripted use of the strategy in all situations. In view of this, study skills instruction must make clear to learners that strategies can and should be used flexibly.  One particular strategy may not be appropriate for all students, and most often, strategies must be tailored to individual students.

The Cyclical Self-regulatory Approach

Schunk (as cited in Zimmerman, 1998) asserted that students can be taught in both naturalistic and experimental settings to regulate their study behaviour. Self-regulation of studying is cyclical in nature. This is because the mastery requires multiple efforts, and the results of each effort provide the basis for further development (Zimmerman, 1998). 

The cyclical model of self-regulating academic studying is shown in Figure 1.


Figure 1: Cyclical Self-regulatory Approach
Source:  Zimmerman (1998:83).
Step 1: Self-evaluation and Monitoring


This occurs when students determine the effectiveness of their current study methods. In other words, students identify strengths and weaknesses or deficiencies of their current approach to academic studying. One weakness may be that students do not test themselves before taking a class test.  Another weakness of students could be that they do not manage their study time well or do not select appropriate place of study to enable them to concentrate very well during study.

Step 2: Goal Setting and Strategic Planning


This stage is considered after the areas of student deficiencies are identified. This step involves setting a specific learning goal for oneself and selecting an appropriate strategy to attain it. Students who have well-developed self-regulatory skills can dissect new tasks into components and set goals more effectively than novices (Butler as cited in Zimmerman, 1998). The selection of an appropriate study strategy to attain the goal depends on students’ repertoire of existing strategies and on access to teachers or peers who can describe a new strategy, demonstrate it and explain its effectiveness.  For example, students who determine that their lecture notes are disorganised may set the goal of rewriting them after class using an outline strategy (Zimmerman, 1998).

Step 3:  Strategy Implementation and Monitoring


This occurs when students try to execute a study strategy in structured contexts and monitor their accuracy in implementing it. Students need to focus on performing all aspects of the strategy just like a skilled model would.  Novice learners often require social feedback and guidance as they attempt to carry out the strategy on their own (Zimmerman, 1998).

Step 4:  Strategic Outcome Monitoring


This occurs when students focus their attention on their studying outcomes in order to adapt their strategy to achieve optimal effectiveness. The quality of strategic outcome monitoring depends on one’s routinisation of the strategy, the specificity of one’s outcome goals, and one’s strategy attributions. Students who have not routinised the strategy will have trouble sustaining it while simultaneously focusing on strategy outcomes or making accurate process-outcome attributions (Zimmerman & Kitsantas as cited in Zimmerman, 1998). At the end of test preparation, students should rate their perceptions of self-efficacy for passing a short quiz on the assigned text materials. These ratings can be compared to the actual quiz results to assist the students to develop accurate self-evaluative standards. Through repeated practice, the student’s sense of self-efficacy for test preparation will increase in accuracy and level (Zimmerman, 1998).


The model is cyclical because self-monitoring on each learning trial provides information that can change subsequent goals, strategies, or performance efforts. For example, self-monitoring current strategic outcomes may indicate the initial goals are too ambitious or that a particular strategy is not paying off.  These results can also lead to setting more appropriate task goals or choosing a new strategy (Zimmerman, 1998).
2.2.3
Concept of Self-Reward/Self-Reinforcement


Bandura (1977) defined self-reinforcement as the process in which individuals enhance and maintain their own behaviour by rewarding themselves with rewards that they control whenever they attain self-prescribed standards. He added that by making self-reward conditional upon attaining a certain level of performance, individuals create self-inducements to persist in their efforts until their performances match self-prescribed standards. He further indicated that by making self-reward conditional upon performance attainments, individuals can reduce aversive behaviour, thereby creating a natural source of reinforcement for their efforts: they lose weight, they curtail or stop smoking, and they raise their college grades by improving their study behaviour.  Hackney and Cormier (1979) also opined that self-reward involves the presentation of rewards following the occurrence of a desired behaviour. According to them, self-reward is intended to strengthen behaviour and that clients can give themselves rewards after engaging in specified behaviour. Cormier and Nurius (2003), on the other hand, posited that self-reward involves planning by the client of appropriate rewards and of the conditions in which they will be used.  They also indicated that self-reward procedures are used to help clients regulate and strengthen their behaviour with the aid of self-procedure consequences as much as by external reinforcement.


Okoli (2002) described methods of increasing behaviours, including positive reinforcement. He defined positive reinforcement as the presentation of a reward (verbal, social or material reward) following the performance of a desirable act on the assumption that a pleasant consequence closely following behaviour increases the likelihood of its occurrence. He distinguished between two classes of positive reinforcers:

a. Those provided by others. The tangible reinforcers in this category include the use of sweets, food, money and privileges. The intangible or social reinforcers consist of smiles, pats on the back, compliments, and nods.

b. Those provided by oneself (within). The tangible reinforcers under this class comprise giving oneself a treat, engaging in leisure activity, or purchasing of a valuable object. The intangible reinforcers in this category include the use of self-praise and self-appreciation.


Self-reward as a self-change strategy has a number of elements. Some writers have identified three components, while others give four. According to Bandura (1976), self-reinforcement has four properties and these are described below.

· Control of reinforcers: This means that the client exercises full control over the reinforcers so that they are free to administer to themselves at any time and in whatever quantities.

· Conditional self-administration: This is self-prescription of a performance requirement. It involves self-denial of rewards until the appropriate or conditional behaviour has been achieved.

· Adoption of performance standards: Self-reinforcement requires adoption of performance standards for determining the occasions on which a given behaviour warrants self-reward. Performances that match or exceed the minimum criterion serve as discriminative cues for self-reward, whereas reinforcers are withheld for sub-standard performances. Bandura also noted that such standards can be acquired either through direct training (i.e. when a person is taught that certain performance levels are worthy of reinforcement while others are not) or through modelling influences (Bandura as cited in Jones, Nelson & Kazdin, 1977).

· Self-monitoring: Clients, who monitor their performance (behaviour), ascertain whether they have attained their goals and then reward themselves for goal attainment. Bandura further observed that clients who monitor their performances and goal attainments and reward themselves for goal achievement typically surpass their counterparts who also monitor their own performances and goal attainment but never engage in overt self-reinforcement. Also, the greater the value of the self-reward, the higher the level of performance.

Hackney and Cormier (1979), on the other hand, identified three factors involved in helping a client use a self-reward strategy: what to use as rewards, how to administer the rewards, and when to administer the rewards. In terms of what to use as rewards, the counsellor or therapist needs to help the client select appropriate rewards. The client should choose things that are truly reinforcing.


After selecting rewards, clients will need to work out ways to administer the rewards. They should know what has to be done in order to present themselves with a reward. The counsellor might encourage them to reward themselves for gradual progress towards the desired goal. Daily rewards for small steps are more effective than one delayed reward for a great improvement.


With regard to when to administer the rewards, clients need to present the rewards at certain times in order to maximise the self-reward strategy. The reward should come only after target behaviour has been performed in order to have the most impact.


Elaborating on the views expressed by Hackney and Cormier (1979), Cormier and Nurius (2003) described the components of self-reward as indicated below:

1. Selection of appropriate rewards

2. Delivery of self-rewards

3. Timing of self-rewards, and

4. Planning for self-change maintenance

Selection of Appropriate Rewards


In helping a client to use self-rewards effectively, some time and planning must be devoted to selecting rewards that are appropriate for the client and the desired target behaviour. The counsellor can assist the client in selecting appropriate self-rewards, but the client should have the major role in determining the specific contingencies. Rewards can take many different forms. Self-rewards have been categorised into five types. These are verbal/symbolic, material, imaginal, current and potential rewards. The rewards are described as follows:

· Verbal/symbolic reward:  This involves self-praise. For instance, thinking or telling oneself, “I did a good job.”

· Material reward: This is something tangible. It can be an event (such as a movie), a purchase or points that can be exchanged for something. 

· Imaginal reward: This is the covert visualisation of scene or situation that is pleasurable and produces good feelings. For instance, picturing yourself as a competent learner after putting into practice effective study skills.

· Current reward:  This is something pleasurable that happens routinely or occurs daily such as eating, reading a newspaper, accessing the mail, or talking to a friend.

· Potential reward: It refers to something that would be new and different if it happened, something that a person does infrequently or anticipates doing in the future. Examples of potential rewards include going on a vacation or buying a “luxury” item (something you love but rarely buy for yourself, not necessarily something expensive).

Cormier and Nurius (2003) provide some guidelines for selecting self-rewards, including the following:

· Individualise the reward to the client. Quite often, what one person finds rewarding is very different from the rewards selected by someone else.

· The rewards should be accessible and convenient to use after the behaviour is performed.

· Several rewards should be used interchangeably to prevent satiation (a reward can lose its reinforcing value because of repeated presentations).

· Different types of rewards should be selected (verbal-symbolic, material, imaginal, current, and potential).

· The rewards should be potent but not so valuable that an individual will not use them contingently.

· The reward should not be punishing to others.

· The rewards should be relevant to the client’s values and circumstances as well as appropriate to his or her culture, gender, age, socio-economic status, and other salient features (e.g. personality and personal philosophy).

Delivery of Self-rewards


According to Cormier and Nurius (2003), the counsellor should help the client to specify the conditions and methods of delivering self-rewards. In the first place, a client cannot deliver or administer a reward without some data.  Self-reward delivery is dependent on systematic data gathering; self-monitoring is an essential first step.


Secondly, the client should determine the precise conditions under which a reward will be delivered.  In other words, the client should know what and how much has to be done before administering a self-reward. Self-reward is usually more effective when clients reward themselves for small steps of progress. That is, performance of a sub-goal should be rewarded. Waiting to reward oneself for demonstration for the overall goal usually introduces too much of a delay between responses and rewards.

Timing of Self-reward


The helper also needs to instruct the client about the timing of self-reward - when a self-reward should be administered.  Cormier and Nurius (2003) have identified three ground rules for the timing of a reward. According to them, a self-reward should:

(a) be administered after performing the specified response, not before.

(b) be administered immediately after the response. Long delays may render the procedure ineffective.

(c) follow actual performance, not promises to perform.

Planning for Self-change Maintenance


Citing from literature, Cormier and Nurius (2003) observed that like any other self-change strategy, self-reward needs environmental support for long-term maintenance of change. Therefore, the last part of using self-reward involves helping the client find ways to plan for self-change maintenance. There are two major things to be done. First, the helper can give the client options of enlisting the help of others in a self-reward programme.  Other people can share in or dispense some of the reinforcement if the client is comfortable with the idea (Watson & Tharp as cited in Cormier & Nurius, 2003). Secondly, the client should plan to review with the helper the data collected during self-reward. The review sessions give the helper a chance to reinforce the client and to help him or her make any necessary revisions in the use of the strategy. Helper expectations and approval for the client progress may add to the overall effects of the self-reward strategy if the helper serves as a reinforcer to the client.
 The review of the conceptual framework is useful because it assisted the researcher to fully understand the concept of study and self-reward skills counselling. It also enabled him to design the treatment packages for the counselling intervention. The conceptual framework, therefore, contributed in laying a solid base for the current experimental study.
2.3   Instrument for Measuring Study Behaviour 

A number of self-reporting instruments have been developed for measuring or evaluating study behaviour, but the one that is widely used at the university level in Ghana is the Study Habit Survey (SHS) Form B   developed by Essuman (2006). It is used for diagnostic and research purposes in Ghana. It is an 80-item self-reporting inventory. It is made up of two sections (A and B). The first section elicits information regarding the bio-data of students, while section B is designed to measure the study behaviour of college and university students. It consists of 10 scales: Time Allotment, Concentration, Consultation, Correction, Note-taking, Procedures in Studying, Reading and Library Use, Written Work and Taking Examinations. Each scale consists of 8 items. However, the researcher intends to adapt only five of these scales for the research. These are Time Management, Concentration, Reading and Library Use, Consultation, and Note Taking.

All the items in the SHS are measured on a 5-point Likert Scale as shown below:


Very True

=
5


True


=
4


Somewhat True
=
3


Not True

=
2


Not at all True

=
1

The interpretation of the SHS scores is indicated below:


8
-
12

=
Very Good Study Habit


12+
-
20

=
Good Study Habit

20+
- 
28

=
Satisfactory (Fair) Study Habit

28+
- 
36

=
Poor Study Habit

36+
- 
40

=
Very Poor Study Habit

Thus, the greater the score the weaker the study habit and the smaller the score, the stronger the study habit. The greatest score for a scale is 40, while the smallest score is 8.

The SHS has been used to assess the study behaviour of university students in Ghana. For instance, Essuman, Ocansey, Forde, Awabil, Antiri, Nyarko-Sampson and Turkson (2010) surveyed the study habits of 879 UCC undergraduate students and found that some of the respondents had good study habits with respect to six scales of the SHS.  These are Assignment (19.0), Correction (19.0), Note Taking (17.1), Procedures in Studying (19.7), Written Work (16.8), and Taking Examination (19.2). It was also discovered that other respondents had satisfactory study habits for the remaining four scales, namely Allotment of Time (20.1), Concentration (20.6), Consultation (22.6) and Reading and Library Use (21.0). The results of a pilot study done in 2006 at the University of Education, Winneba are not different (Essuman et al., 2010).  Based on their findings, Essuman et al. (2010) recommended that respondents with satisfactory study habits should be offered counselling to enable them to improve their study habits or behaviour.   

The SHS (Form B) has been validated. The study habit scores of 300 UCC students were correlated with their Grade Point Averages using the Pearson’s Product Moment Correlation.  The correlation coefficient (r) obtained was r = 0.26 at P < 0.05, n = 300.  The value of r = 0.26 represents a concurrent validity coefficient which is greater than zero, at P < 0.05 since the P value = 0.00 (Edusei as cited in Essuman et al. 2010).


With regard to the reliability of the instrument, the coefficient alpha formula was used to calculate the reliability coefficient for the inventory. This gave a value of 0.88, P< 0.05, n = 300. The value is significantly greater than zero and indicates good internal consistency (Edusei as cited by Essuman et al. 2010).

2.4 
Theoretical Framework
Theories of Learning


Two theories of learning guided the study. They are operant conditioning theory and social cognitive theory.
Operant Conditioning Theory 
This theory was developed by Burrhus Frederic Skinner. In simple terms, operant conditioning is the control of behaviour using reinforcement and punishment. According to Sharf (2004), operant conditioning is the type of learning in which behaviour is altered by systematically changing consequences.  This type of learning is similar to Thorndike’s instrumental conditioning in that behaviour is controlled by its effects or consequences and the term “operant” refers to the fact that the animal acts or “operates” on its environment in order to produce some effect. In fact, behaviour of this type is labelled an operant behaviour or simply an operant. An operant is emitted; it is not automatically elicited by a stimulus as classically conditioned behaviour is. Nevertheless, it is under the control of the environmental events. The primary law relating to operant to environmental events is the law of reinforcement. It states that a behaviour followed by a positive consequence will be more likely to occur in the future (Hothersall, 1985).

Assumptions Underlying Operant Conditioning


According to Gredler (2001), six assumptions form the foundation of operant conditioning. They are as follows.

1. Learning is behavioural change.
2. Behavioural change (learning) is functionally related to change in the environment.

3. The lawful relationship between behaviour and the environment can be determined only if behavioural properties and environmental conditions are defined in physical terms and observed under carefully controlled conditions.
4. Data from the environmental study of behaviour are the only acceptable sources of information about the causes of the behaviour.

5. The behaviour of the individual organism is the appropriate data source.
6. The dynamics of an organism’s interaction with the environment is the same for all species.

Basic Procedures

Skinner identified two procedures that strengthen (increase the rate of) behaviour. He called these procedures reinforcement. There are two types of reinforcement – positive and negative. In positive reinforcement, a response is followed by the appearance of or an increase in the intensity of a stimulus. This stimulus is called a positive reinforcer. The positive reinforcer is ordinarily something the organism seeks out. The effect of a positive reinforcer is to strengthen the behaviour that precedes it. For example, if you put money into a vending machine and the machine then gives you candy, you are likely to put money into the machine in the future. The act of putting money into vending machines has been reinforced (Chance, 1994). Gazzaniga and Heatherton (2006) also indicated that reinforcement increases the probability of a behaviour being repeated by administration of a pleasurable stimulus. Positive reinforcement often is referred to as reward. Behaviours that are rewarded increase in frequency such as working hard because of praise or money. Positive reinforcement can be administered by others or by self. If it is administered by others it is called external reinforcement but when it is administered by self it is known as self-reinforcement or self-reward.

According to Chance (1994), in negative reinforcement, a response is followed by the removal of or a decrease in the intensity of a stimulus. This stimulus, called a negative reinforcer, is ordinarily something the organism tries to avoid or escape. For instance, if a dog is caught outdoors in a hailstorm, it can escape being pelted with hailstones by stepping under some sort of canopy. If it does so, it is likely to seek out a canopy the next time it begins to hail. Its behaviour has been reinforced. Similarly, Gazzaniga and Heatherton (2006) also posited that negative reinforcement increases behaviour through the removal of an aversive stimulus. For instance, a rat is negatively reinforced when required to press a lever to turn off an electric shock. It should be noted that negative reinforcement is not punishment. Reinforcement (positive or negative), increases behaviour, whereas punishment decreases the likelihood of a behaviour.

Social Cognitive Theory 

The social cognitive theory, formerly called social learning theory, was developed by Albert Bandura (Sharf, 2004). The theory states that learning takes place through observation or modelling and is internal (cognitive). It can occur in the absence of reinforcement. Learning may not lead to a change in behaviour. The major assumptions and key concepts are discussed below.

Assumptions of the theory


 Gredler (2001) has identified three major assumptions that underlie the social cognitive theory. In the first place, the learning process requires both the cognitive processing and decision making skills of the learner. Secondly, learning is a three way interlocking relationship between environment, personal factors and behaviour. Thirdly, learning results in the acquisition of verbal and visual codes of behaviour that may or may not later be performed.
Key concepts/constructs


 Bandura developed his theory in order to correct the behaviourists’ view that it is primarily the environment that influences behaviour.  The theory is founded on a number of constructs including triadic reciprocal determinism or causation, learning through observation, self-regulation and self-efficacy. The core construct of the social cognitive theory is the triadic reciprocal causation which states that personal, behavioural and environmental factors interact reciprocally to influence human behaviour. In other words, there is reciprocal causation (interaction) among the three factors (Santrock, 2005; Bandura, 1989; Zimmerman, 1989). This view is illustrated in the triadic model as shown in figure 2.

                                         




 








Figure 2:  Diagram Showing Triadic Reciprocal Causation 

Source: Engler (2003: 246)

In Bandura’s concept of reciprocal causation, although environmental stimuli influence our behaviour, individual personal factors such as cognitive and affective also influence how we behave. Furthermore, the outcomes of our behaviour change the environment. Although actions are regulated by their consequences, external stimuli affect behaviour through intervening cognitive processes. While they are behaving, people are also thinking about what they are doing. Their thoughts influence how their behaviour is affected by the environment. Cognitive processes determine which stimuli we will recognise, how we will perceive them and how we will act upon them. Cognitive processes also permit us to use symbols and to engage in the type of thinking that enables us to anticipate different courses of action and their consequences. Because we act reflectively rather than automatically, we are able to change our immediate environment. In so doing, we arrange reinforcement for ourselves and influence our behaviour (Engler, 2003).


A second construct of Bandura’s theory is learning through observation or modelling. Bandura is well-known for his emphasis on the process of learning through observation or by example. He points out that most human behaviour is learned by following a model rather than through the processes of classical and operant conditioning. Observational learning is governed by four interrelated processes: attentional processes, retention processes, motor reproduction processes and motivational processes (Bandura as cited in Engler, 2003; Phares, 1991). Phares (1991) has described the processes as shown below.

· Attentional processes: The first stage comprises attentional processes. We learn through observation only if we attend to the model’s behaviour, recognise its important aspects and differentiate among its distinctive features.

· Retention processes: Often we see a model only infrequently. Therefore, in order to reproduce the model’s behaviour, we must remember it. Our capacity to recall the critical elements of the model’s behaviour is crucial. Bandura proposes that our retentional processes (second stage) are facilitated in two principal ways. We form mental images that provide us with long-lasting and readily retrievable sources of information about the model.
· Motor Reproduction processes: In the third stage, the previously coded mental images and verbal cues are translated into motor reproduction – I do what those images and cues tell me that my model did previously. This may take time, effort and practice depending upon the level of complexity and skill involved.

· Motivational processes: Observational learning can occur in the absence of reinforcement. But this is not to say that motivational processes (fourth stage) are unimportant. The manner in which we attend to models is influenced by motivation. Whether we do what we have observed is also affected by motivation. In one sense, these motivational processes provide the spark that impels the cognitive-behavioural sequence. Without motivation, the process of attention, retention and reproduction will suffer. But in combination with motivation, they are powerful determinants of the acquisition and performance of complex social behaviours. Together with conditioning, they explain much of what becomes human social behaviour. Bandura’s theory considers a number of motivational processes (reinforcements) including the following:

· Extrinsic reinforcement. This type is external. Its relationship to the behaviour is arbitrary or socially arranged rather than the natural outcome of the behaviour. For example, receiving an ‘A’ on research paper is an extrinsic reinforcement. Extrinsic reinforcement is clearly effective in creating behavioural change and has an improvement role to play in early development. Many of the activities we need to learn are difficult and tedious to perform initially. They do not become rewarding until we have become proficient in them. If we did not receive positive encouragements in the early stages of learning such behaviours, we would quickly become discouraged and stop learning them (Engler, 2003).

· Intrinsic reinforcement: This is naturally related to the behaviour. Some behaviours produce a natural physiological effect. For example, relaxation exercises relieve muscle fatigue. In other instances it is not the behaviour itself or the feedback that is rewarding, but how we feel about it. Self-satisfaction can sustain the practice of behaviour (Engler, 2003).

· Vicarious reinforcement: Watching a model being reinforced for a given behaviour serves as reinforcement for the observer (Phares, 1991). According Sharf (2004), vicarious reinforcement refers to observing someone getting reinforced for performing an action and concluding that performing the same behaviour will bring about reinforcement.

· Self-reinforcement: This occurs when an individual sets standards for him or herself and reinforces himself or herself for meeting his or her expectations (Sharf, 2004). Bandura believes that most of our behaviour as adults is regulated by continuing process of self-reinforcement (Engler, 2003).

Another important concept in social cognitive theory is self-regulation. This means that people possess self-directive capabilities that enable them to exercise some control over their thoughts, feelings and actions. We develop self-regulatory capability through the rewards and punishment administered by significant others during childhood. Once the capability for self-direction is achieved, self-demands and self-sanctions serve as major guides, motivators and deterrents. In the absence of internal standards and self-sanctions, individuals would behave like weathervanes, constantly shifting direction to conform to whatever momentary influence happened to impinge upon them. Theories that seek to explain human behaviour as solely the product of external rewards and punishments present a truncated image of human nature because people have the capacity to observe their behaviour, judge it against their own standards and reinforce or punish themselves (Bandura, 1989; Bandura as cited in Slavin, 1991). 

A fourth construct of the social cognitive theory is self-efficacy. Self-efficacy is simply the belief that one can successfully execute a given behaviour. No belief is more central or pervasive in its effects on behaviour, emotions and motives (Bandura as cited in Phares, 1991). We all repeatedly decide on courses of action for ourselves based upon our estimate of our own self-efficacy. It is important that we gauge it correctly; otherwise, we would have embarked on a course likely to bring failure. But right or wrong, we act on the basis of an assessment of our capabilities. In addition, self-efficacy influences our thought patterns and emotions (Phares, 1991). 
             The theoretical framework provides a solid base for this study. Skinner’s concept of positive reinforcement was applied in the study.  For instance, participants in the self-reward skills counselling group gave themselves positive reinforcement after practising good study behaviour. Besides, good study behaviour is a means to an end. Students practise good study behaviour in order to obtain good grades. When they obtain good grades they are likely to practise good study behaviour in the future. Good grades then become positive reinforcers. Thus, the study is anchored in Skinner’s concept of positive reinforcement. Part of the study is also well-grounded in Bandura’s theory. Firstly, modelling was one of the strategies utilised in presenting good study practices to the participants.  Secondly, the learning that occurred was basically cognitive. Thirdly, the study skills counselling group did not receive any reinforcement when learning the skills. This is in line with Bandura’s theory that learning can occur without reinforcement. Finally, Bandura’s triadic model is relevant to the current study because it emphasises reciprocal influences of behaviour, environment and personal factors on learning. Learning a skill or new behaviour would involve the reciprocal interaction of these factors. The study is, therefore, supported by both operant conditioning theory and   social cognitive theory.
2.5
  Review of Related Studies

This section deals with the review of experimental studies done on study behaviour using study and self-reward skills counselling. Study skills counselling has been used in a number of experimental studies relating to study behaviour of students.  For instance, the studies of Pindar; Kagu; (as cited in Kagu, 2004) showed that the experimental subjects exposed to study skills counselling experienced significant improvement in their study behaviour unlike the control group.  Similarly, research findings of Brass (as cited in Kagu, 2004) indicated that study skills counselling improved significantly study behaviour of experimental groups than the control group. Yoloye (1992) also found that the technique improved considerably the study habits of students when their pre and post-counselling study habits were compared.


In addition, Yahaya (2005) conducted an experimental study and had similar results. In other words, the treatment groups had a higher improvement in their study habits than the control group.  His study further revealed a significant difference in the pre and post-treatment mean scores of the experimental groups, while there was no significant difference in the pre and post-mean scores of the control group.  In a related study, Olayinka (2008) obtained similar results.


In another study, Ghosh (1982) investigated the effect of the study skills counselling on the study habits, and achievement of teacher trainees and the results indicated that the treatment groups which received counselling registered significant gain in academic performance as well as in study habits as compared to the control group which obtained nil or insignificant gain. The results showed that the post-counselling study habits mean scores of the experimental groups were significantly higher than the control group. That is, there was significant difference between the experimental and control groups scores beyond 0.5 level of significance.


Self-reward has been applied in schools to modify study behaviour. For example, McReynolds and Church (as cited in Jones, Nelson & Kadzin, 1977) employed a “self contract” condition, where subjects predetermined their task and reinforcers to improve study behaviour. The results showed that treatment yielded a greater increase in study behaviour than did no treatment. Jackson and VanZoost (as cited by Jones et al., 1977) also carried out a study using reinforcement to improve the study behaviour of students. Applicants to a university counselling service were assigned to external reinforcement, self-reinforcement, no reinforcement or no treatment conditions. In the two reinforcement groups, refunds from the subjects’ deposits were administered for accurately completing the exercises. At the beginning of each session the experimenter placed before each self-reinforcement subject the maximum amount that could be earned during the session, and these subjects were allowed to determine the level of performance that merited reinforcement. After six weekly meetings, scores on a study habits questionnaire increased significantly for both reinforcement groups but not for the control groups. In a related study, Ziesat (as cited in Rimm & Masters, 1979), compared training in stimulus control, self-reward and a combination of the two. In terms of reported study time and attitudes towards studying, all experimental groups improved relative to the placebo control group.  
In contrast, Reilly (1983) investigated the effect of self-reward skills counselling on the study behaviour of college students and the findings showed that there was no significant difference between the experimental groups and the control group on the post-treatment scores of the study habit inventory at 0.5 level of confidence. Stated differently, the post-test mean scores on the study habits questionnaire for the experimental and the control group were not significant, even though the experimental group recorded a higher mean score on study behaviour.
In a study utilising a model which comprised SQ3R, examination strategies, self-monitoring, self-reward, and self-planning, Greiner and Karoly (as cited in Rimm & Masters, 1979) provided all treatment subjects with training in the SQ3R method; the subjects were then divided into five groups. Group 1 was merely given information about how to take examinations, Group 2 was given the same information, along with a strong expectancy that the programme would be effective; Group 3 was given the same information as Group 1, but was also taught to self-monitor (self-observe and self-record) study behaviour. Group 4 received the training given to Group 3, along with instruction in self-reward skills.  Group 5 subjects received the same training given to Group 4, but in addition were given instructions in self-planning strategies so that they could structure their study activities with respect to time, place, amount, consequences and so on. For example, they were told how to break down large tasks into smaller, more manageable ones, and they were instructed in how to avoid last-minute cramming and how to set up appropriate rewards. In terms of several direct measures of study behaviour, significant treatment effects were noted (completion of outlines and workbook, amount of study time). While Group 4 was clearly superior to the first three groups on these measures, Group 5 subjects, who had received self-planning instructions, performed significantly better than Group 4.  These differences are most apparent when one examines the amount of time studying (for Group 3 through 5, the only groups to monitor this behaviour). The Group 3 mean was approximately 50 minutes, Group 4, 90 minutes, while Group 5 reported studying 369 minutes. Further, on the study habit survey, Group 5 showed significantly greater improvement than the other groups.

In addition, a quasi-experimental study conducted by Kagu (2004) and Ohanaka and Ofuani (2010) using study skills counselling has shown that students who received counselling obtained higher mean score on study behaviour than their counterparts in the control group. In other words, the experimental group recorded greater improvement in study behaviour than the control group. Ohanaka and Ofuani (2010) also found that in the experimental groups, males experienced greater improvement in study behaviour than their female counterparts. In contrast, Kagu (2004) discovered that females improved more in study behaviour than their male counterparts at post-test. Kagu (2004); Ohanaka and Ofuani (2010) further found that there was no significant difference between male and female students in their study behaviour at post-test. Therefore, sex was no barrier to the reaction of students to the treatment. However, an earlier study carried out by Dweyer and Multer (as cited in Ohanaka & Ofuani, 2010) revealed that a difference exists between male and female participants in their study behaviour after treatment.

Evidence from survey research suggests that personality traits influence the study behaviour of individuals. For instance, Campbell and Hawley (1982) found that the    preferences of introverts and extroverts for study environments are quite different. According to them, introverts choose study environments where people are few and amount of stimulation is low. They usually do not have study groups. In addition, when they read in libraries, they prefer places that allow them to be alone. Campbell (1983) also discovered that extroverts, on the other hand, generally desire study places where socialising opportunities abound and the level of external stimulation is high. If extroverts do study at the library, they occupy study locations which maximise external stimulation.

Socialised personality behaviours also have influence on study behaviour. Aluja and Blanch (2004) found in a survey that students with better study behaviour also scored higher on personality traits of conformity and self-discipline. The personality factor that predicted study behaviour was self-discipline in males and conformity in females. Again, personality was found to have a more consistent impact on study behaviour than on academic achievement. Socialised traits explain academic achievement although the effect on study behaviour was much higher.  In a similar study, Kumar and Dixit (2011) revealed that students with higher academic achievement had better study behaviour and positive personality traits such as outgoing, emotional stability, and enthusiasm, while students who obtained low achievement scores had faulty study behaviour and lacked enthusiasm and emotional stability.
Research has revealed that age influences study behaviour. For instance, Andreou, Vlachos and Andreou (2006) did a survey on study behaviour and its relationship with variables such as age and gender among Greek university students. The results showed that age significantly influenced the study approaches of students.
 From the foregoing, it can be seen that experimental studies on study behaviour were carried out in Nigeria and the western world. Currently, there is no available experimental research on study behaviour in Ghana. There is, therefore, the need for an experimental research to be conducted in Ghana using study and self-reward skills counselling with the view to improving study behaviour.
2.6
 Summary


The chapter reviewed the conceptual, theoretical and empirical literature related to the research. With respect to the conceptual framework, the key topics reviewed are related to the concept of study skills and types of study skills. Both broad and specific categories of study skills were described. For example, the specific study skills relevant to this study include time management, concentration, help-seeking, note taking and reading strategies. Furthermore, the concept of study skills counselling and approaches to study skills counselling were discussed.  The approaches discussed include the one proposed by Schumaker and Deshler, the developmental approach and the cyclical self-regulatory approach. Besides, the instrument for measuring study behaviour developed by Essuman (2006) was described.  Finally, self-reward procedures were discussed namely the concept, purpose and components of self-reward. The operant conditioning theory and social cognitive theory served as the theoretical framework for this study. Skinner’s concept of positive reinforcement was reviewed. Four major constructs of the social cognitive theory were also reviewed which are the triadic reciprocal determinism or causation, observational learning, self-regulation and self-efficacy. The triadic reciprocal causation states that environmental, personal and behaviour factors interact to influence human behaviour. Thus, to modify poor study behaviour the three factors must interact.

The last part of the review focused on studies conducted on study behaviour utilising study and self-reward skills counselling. It was found that study and self-reward skills counselling significantly improved the study behaviour of participants in the experimental groups than the control group. Also, study behaviour and its relationship with variables such as gender and age were reviewed. The findings from this study would try to bridge the gaps in studies on study behaviour in Ghana.



CHAPTER THREE
METHODOLOGY

3.1
Introduction


This chapter covers the research design, control of extraneous variables, population, sample and sampling procedure. Other issues discussed are related to instrumentation and the procedure for data collection.  Finally, treatment procedure and the procedure for data analysis are described.

3.2
Research Design


The quasi-experimental, pre-test, post-test control group design guided the study. According to Kolo (2003), the quasi-experimental design involves the manipulation of one or more independent variables, but there is no random assignment of subjects to conditions.  In view of this, the researcher used intact groups. The design consists of three groups (two experimental groups and one control group). The first experimental group was exposed to study skills counselling, while the second group received self-reward skills counselling.  The third group was the control or the no-treatment group. The design is diagrammatically represented below.
Figure 3: Pre-test, Post-test Control Group Design
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Where:


O1, O3 and O5 refer to the observations before commencement of the experiment 
(i.e. pre-test).


O2, O4 and O6 refer to the observations after the experiment or treatment (i.e. post-
test).


X1 and X2 represent treatment.


It can be seen from figure 3 above that the design involves three groups. Two received treatment, while one served as control or no-treatment group. Again, there were observations for all the groups before (pre-test) and after the treatment (post -test).  

3.3
Control of Extraneous Variables


One major disadvantage of the quasi-experimental design is that it does not have control for all confounding or extraneous variables. The presence of such variables can make it extremely difficult to draw conclusions about cause-and-effect relationship.   To maximise internal validity, researchers need to control confounding variables so that these variables are ruled out as explanations for any effects observed (Leedy, 2005).  The current researcher ensured that internal validity threats or extraneous variables such as instrumentation, testing and experimental mortality were controlled to a large extent.
 With regard to instrumentation, there were no changes in the Study Behaviour Inventory. The same inventory was used to collect both the pre-test and post-test data. Stated differently, there was consistency in the form and use of the research instrument.  This ensured that changes in the measurement are attributable to the treatment and not to changes in instrumentation. To control threats relating to testing, the time between the pre-test and post-test was long enough to prevent the subjects from recalling the items.  That is, two weeks after the pre-test and one week after the treatment. The subjects may be able to remember the items in the survey instrument during the post-test period if the time interval between the pre-test and post-test is too short. This may lead to higher scores in the post-test. Finally, experimental mortality was controlled by ensuring additional 2 or 3 subjects were included in the sample for the study. Besides, subjects in the experimental groups were provided with refreshments during counselling sessions to motivate them to attend.

3.4
Population


The population of the study comprised all first year undergraduate students in public universities in Ghana. The total population was 20,700. About 60% of the students were males, while 40% were females. With regard to age, most of the students were between 18 and 22 years.
3.5
Sample and Sampling Procedure

Out of one hundred and thirty-two (132) eligible students (that is, students who obtained 101 and above on the Study Behaviour Inventory), the researcher used a sample size of sixty (60) students for the study. Each of the three groups had 20 members (10 males and 10 females). The determination of twenty (20) students per group was guided by the suggestion made by Okobiah (1991) that the number for group counselling can range from 15 to 20. Table 3.1 indicates eligible students and sample for the study distributed according to programmes.
Table 3.1 Distribution of Eligible Students and Sample
	University    Campus      Programme                         Eligible             Gender       Sample

                                                                                   Students            M       F

	UCC             South           B.Sc. Psychology                    65              47       18          20

UEW             North          B.A .Social Studies                38               23       15          20

                                          Education       

UEW             South          B.Sc. Integrated Science        29               16      13           20

                                          Education

	Total                                                                               132                86      46          60

	

	


Students with study behaviour problems (that is, students with study behaviour scores between 101 and 200) were selected using simple random sampling and assigned to experimental and control groups based on their programmes. Simple random sampling was earlier used to select the University of Cape Coast and University of Education, Winneba for study. 
3.6
Instrumentation


A  Study Behaviour Inventory (SBI) was used to measure the study behaviour of university students. It was adapted from the Study Habit Survey (SHS) form B developed by Essuman (2006). Five out of the ten scales of the SHS were adapted, including the scoring and the interpretation of the instrument. The five scales are Time Management, Concentration, Reading and Library use, Consultation, and Note Taking. These five scales were adapted based on survey data obtained by Essuman et al. (2010) which showed that continuing (returning) students in UCC and UEW needed to improve in the five behaviours. It was, therefore, assumed that first year undergraduate students in these universities would also need help in these behaviours.
3.6.1 
Scoring of the instrument

The SBI is a 40-item inventory with a 5-point Likert-type response format as shown below:
Very True

=
5

True


=
4

Somewhat True 
=
3

Not True   

=
2

Not at all True 
=
1
The interpretation of the SBI scores is based on the entire instrument and on each scale. For the entire instrument the interpretation is as follows:

40
-
60
= Very Good Study Behaviour
61
-
100
= Good Study Behaviour
101
-
140
= Fair/Satisfactory Study Behaviour
141
-
180
= Poor Study Behaviour
181
-
200
= Very Poor Study Behaviour
The greater the score the weaker the study behaviour and the smaller the score the stronger the study behaviour. The greatest score for the entire instrument is 200, while the smallest score is 40. The researcher used a score of 101 and above as the cut-off point for respondents who were selected for the study. In other words, the criterion for inclusion in the study was that the respondent should have a score between 101 and 200.The reason for selecting individuals in that category was because they were regarded as students requiring counselling on study behaviour. Thus, any individual with satisfactory/fair, poor or very poor study behaviour has study behaviour problems.  The interpretation of the instrument based on scales has also been determined below. The interpretation of scores on scale basis is similar to the whole inventory but the scores are smaller.
8 - 12= Very Good

13 - 20= Good

21- 28 = Fair/Satisfactory
29- 36 =Poor

37- 40 = Very Poor

Like the entire SBI, the greater the score on a scale (that is, a dimension) the weaker the scale and vice versa.

3.6.2
Pilot Testing 

A pilot testing was carried out by the researcher at the University for Development Studies, Tamale in the Northern Region of Ghana to determine the psychometric properties of the instrument. First year undergraduate students were made to respond to the instrument. A total of 30 participants (15 females and 15 males) responded to the instrument. A test-retest reliability of the instrument was carried out. There was an interval of two weeks between the first and second administration of the instrument in order to measure the stability of the instrument overtime. The correlation between the two sets of scores of the total items on the instrument and the subscales was determined using Pearson’s Product Moment Correlation. Besides, the internal consistency of the responses was determined by performing a Cronbach’s Alpha test.
3.7 
Validity and Reliability of the Research Instrument


The face and content validity of the instrument were established by the researcher’s supervisors and other experts in the Department of Educational Psychology and Counselling of the Ahmadu Bello University, Zaria. They assessed and found it suitable for measuring the study behaviour of university students. The researcher conducted the pilot testing at the University for Development Studies, Tamale which enabled him to estimate the reliability of the instrument. The test-retest method and Cronbach’s Alpha test were used to establish the reliability of the research instrument. Table 3.3 contains the data regarding the reliability of the instrument based on test-retest reliability.
Table 3.3: Test- Retest Reliability Coefficients for the Subscales and Total Items on the Instrument
	Variable
	Item No.
	Test Position
	Mean
	Std Dev.
	rtt

	Time Management 
	8
	1st Test 

2nd Test
	22.166
21.266
	6.187
5.125
	.715

	Concentration  
	8
	1st  Test 

2nd Test
	20.566

19.766
	6.273

5.751
	.705

	Consultation  
	8
	1st  Test 

2nd Test
	24.066

22.200
	5.564

5.162
	.871

	Note Taking  
	8
	1st  Test 

2nd Test
	19.033
19.566
	5.075
5.739
	.826

	Reading and Library Use  
	8
	1st Test 

2nd Test
	21.066

20.000
	4.638
4.152
	.797

	Total 
	40
	1st Test
2nd Test
	106.9
102.8
	21.29
19.82
	.869


The data in Table 3.3 show that the test-retest reliability coefficient for the total instrument was 0.87. The test-retest reliability coefficient for the subscales ranges from 0.71 to 0.87. The Cronbach’s coefficient Alpha was calculated for the entire instrument. It yielded an index of 0.89. Cronbach’s Alpha test is a measure of internal consistency. That is, it determines the quality of the items as contained in the instrument. According to Fraenkel and Wallen (2003), the reliability of an instrument should be 0 .70 or higher for research purposes. These reliability coefficients are acceptable and, therefore, mean that the instrument is usable. The psychometric properties of Essuman’s Study Habit Survey were established based on the entire instrument. The concurrent validity was 0.26, while the Cronbach’s Alpha test yielded an index of 0.88 (Edusei as cited in Essuman et al., 2010).
3.8    Procedure for Data Collection

Before undertaking the study, the researcher obtained a letter of introduction from the Department of Educational Psychology and Counselling of the Ahmadu Bello University, Zaria. Copies of the letter were delivered to the Registrars of the selected public universities. After receiving approval, the researcher obtained the lists of students to facilitate the data collection. The researcher established rapport with the selected students before he was assisted by two trained research assistants to administer the instrument.  It takes between 10 and 15 minutes to administer the inventory. Therefore, respondents were given 15 minutes to complete the inventory. The inventory was administered and retrieved on the same day. After 6 weeks, the SBI was re-administered to subjects in the three groups in order to obtain their post-test data.

3.9   Treatment Procedure

The study was carried out in three phases as indicated below.

Pre-treatment Phase


This is known as pre-test phase. The SBI was administered to the three groups in order to collect baseline data. The pre-test was done two weeks before the treatment phase.

Treatment Phase


In this phase, treatment was carried out on a number of occasions in the form of counselling sessions for the experimental groups. Counselling sessions were held for one hour twice in a week for six consecutive weeks.  The time for meeting the experimental groups was different. The control group, on the other hand, did not benefit from the counselling sessions.

Post-treatment Phase


The third phase of the study is called the post-test or post-treatment phase. After the counselling intervention, the researcher re-administered the SBI to all the subjects in the three groups in order to ascertain the effects of the treatment.

Treatment Sessions

Treatment 1: Study Skills Counselling
Introduction 


This technique sought to develop learning competence in the participants so as to improve their study behaviour. With the exception of the initial session, each session was preceded by a review and discussion of issues raised based on the previous session before the goal of the new session was stated. The sessions were characterised by discussions, questions and answers, brainstorming, verbal instruction and modelling (demonstration) of skills.

Session 1:  Establishing the Relationship

Objectives 

The objectives were to:
a. get to know one another and the goals of the counselling sessions;
b. outline counsellor’s and participants’ roles;
c. assist participants to set ground rules; 
d. assist group members to state their expectations and elect leaders.
Activities


This session covered self-introduction, statement of treatment goal and discussion of counsellor’s and participants’ responsibilities during counselling. Other issues were the setting of ground rules to guide group interaction and the election of group leaders.  

Session 2:  Nature, Purpose and types of study skills
Objectives

The objectives of the session were to:
a. explain the term “study skills”;
b. discuss at least two purposes of study skills;
c. state and explain at least three types of study skills.
Activities


This session discussed the concept of study skills and its importance.  The types of study skills such as time management, note taking and concentration strategies were outlined and briefly explained.

Session 3: Time Management Skills

Objectives

The objectives of this session were to:

a. explain the term “study time management”;
b. give at least two purposes of study time management;
c. create at least three schedules of study.

Activities


The major issues stated and discussed were the meaning of time management and its relevance as well as the skills involved in managing time effectively. These included the preparation of semester, weekly and daily schedules. The making of personal timetables was also examined. Samples of time management schedules were presented and discussed. Participants were given an assignment on the making of a personal timetable.

Session 4: Concentration Skills

Objective 
The objective was to enable students to discuss at least five ways of controlling distractions during study.
Activities


Using the brainstorming method, the researcher led participants to identify and discuss ways of reducing distractions during studies. General guidelines for ensuring effective concentration during learning were spelt out and discussed.  These included:

· Starting each study session on time.

· Getting the materials one needs before one sits down to study.

· Studying in a quiet place.
· Studying in a well-ventilated environment.
· Seeking help from a parent, friend or a counsellor to overcome personal problems before attempting to learn.

· Taking short breaks.
· Maintaining good sitting posture during study.

· Maintaining good health at all times.

· Making sure attention is focused on one subject at a time.
Session 5:  Making Use of the University Library
Objectives

The objectives of this session were to:

a. state at least two purposes of the library;
b. identify and explain at least three strategies for finding relevant materials in the library.

Activities  


With the use of questions and answers, the researcher guided participants to state the importance of the university library and strategies to use in finding suitable materials in the library. The researcher then summarised the importance of the university library as follows:

· It is a source of knowledge.

· It also helps students to develop the habit of reading.

· It facilitates concentration during study because it is a quiet place.

Strategies to be used in finding relevant materials included the following:

· Studying the plan of the library and leaflets that are available.

· Taking advantage of any guided tours offered by library staff.
· Asking the librarians for help.

· Consulting the subject or author catalogue.
· Entering and walking around the library and getting an idea of where learning materials are located.

The session ended with a group assignment which was discussed during the next session. Participants were asked to visit the university library and obtain information on the services offered and how they could be accessed.

Session 6:  Note-taking Skills

Objectives 

The objectives of this session were to:
a. identify at least two purposes of taking notes during lectures;
b. describe the Cornell method of note taking.
Activities


The nature, purpose and skills of note-taking were stated and described. The researcher also demonstrated how the skills are used. The six steps of note-taking developed by Cornell were outlined and discussed. These are record, reduce, recite, reflect, review and recapitulate.  Participants were encouraged to learn and practise the skills.

Session 7:  Consultation Skills

Objectives

The objectives of this session were to:
a. explain the concept of consultation;
b. state two purposes of consultation;
c. state and explain the five steps involved in consultation;
d. discuss at least two advantages of study groups.
Activities

The concept and purposes of help-seeking were outlined and discussed. In addition, help-seeking or consultation steps to be followed were examined. The steps involved are:

1. recognise that you need help;
2. decide to seek help;
3. choose the suitable resource for help;
4. ask clear and precise questions;
5. evaluate the help seeking episode.

The formation and use of study groups as an important help-seeking strategy were discussed. Some of the advantages of study groups are as follows:

· Study groups enhance learning through sharing of learning materials.

· Study groups also facilitate learning by discussing course materials.

· Study groups easily effect corrections in their marked scripts due to the multiple perspectives from members.

· Members in a group encourage one another to learn effectively.

Session 8:  Reading Skills

Objectives

The objectives of this session were to:
a. identify two major reading methods;
b. describe two major reading methods.

Activities 


The researcher discussed two major reading methods with the subjects.  These are SQ3R and ROSEMARY! (L). SQ3R stands for Survey, Question, Read, Recite and Review/Recall. The second method means Repetition, Over-learning, Summarisation, Enumeration, Mnemonics, Application, Revision, Yes! I know it now, and Linkage.  Using verbal instruction and modelling, the researcher assisted participants to learn the methods. Participants were encouraged to put the methods into practice.

Session 9:  Review of sessions

Objectives

The objectives of this session were to:

a. recapitulate the preceding sessions;
b. clarify issues relating to the sessions;
c. evaluate the sessions.
Activities 

The subjects were assisted to review the preceding sessions. Questions raised were answered. They were also asked to evaluate the sessions orally. Before terminating the session, the researcher urged participants to practise all the skills presented.

Session 10: The Re-administration of the Study Behaviour Inventory (SBI)

Objective
The objective of this session was to obtain post-test data.
Activities 

The SBI was re-administered to participants to obtain their post-test data. 
Treatment 2: Self-reward skills counselling

Introduction 


This technique aimed at exposing the subjects to self-reward procedures in order to enhance their study behaviour. Apart from the first session, each session was preceded by a review and discussion of concerns regarding the previous session before the goal of the new session was formulated. The methods that were used to present the skills included verbal instruction, modelling, discussion and brainstorming.
Session 1:  Establishing the Relationship 

Objectives 
The objectives of this session were to:

a. get to know one another and the goal of the treatment sessions.
b. discuss counsellor’s and subjects’ roles.
c. guide participants to set ground rules.
d. assist participants to state their expectations and elect group leaders.
Activities

The initial session focused on self introduction, the major goal of the treatment sessions and discussion of counsellor’s and students’ role in therapy. The researcher also guided participants to set ground rules to govern group interactions and to elect their own leaders to supervise their activities during counselling.
Session 2: Meaning, Purpose and types of Self-reward

Objectives

The objectives of this session were to:

a. explain self-reward;
b. state two purposes of self-reward;
c. identify and explain at least two types of self-reward.
Activities 


Using the question and answer method, the researcher led students to define self-reward and enumerate types of rewards. The purpose of rewards was also discussed. The researcher then summarised the responses of the subjects as follows:

· Self-reward refers to administering a reward to oneself after emitting a desirable behaviour.

· The purpose of rewards is to maintain or increase a given behaviour or class of behaviours.

· Rewards can be categorised into five types namely, verbal-symbolic rewards, imaginal rewards, material rewards, current rewards and potential rewards. Examples of verbal/symbolic and current rewards were outlined. The researcher then asked participants to come out with a list of rewards they would self-administer following desirable study behaviour. This was their home work/assignment.

Session 3:  Self-reward Procedures

Objective
The objective of this session was to state and explain the 7 steps involved in the self-reward strategy.

Activities 

Using the brainstorming technique, the researcher guided the participants to identify and discuss the steps to be followed before self-administering a reward. The steps involved were as follows:

1. Specifying conditions under which rewards are delivered. In other words, the individual must indicate the behaviour or action for which reward will be self-administered. In short, the target behaviour for the reward must be stated.  The target behaviour for self-reward will be implementing appropriate study behaviour(s).

2. Self-monitoring:  This involves self-observation and self-recording of one’s behaviour. In this context, a dimension of study behaviour.

3. Self-evaluation or Assessment:  This involves finding out whether the target study behaviour has been exhibited.

4. Self-determination of what to use as a reward and amount. This implies that the type of reward to give oneself must be specified as well as the quantity.

5. Self-determination of when to give oneself a reward. There are three ground rules for the timing of a reward. A self-reward should:

(a)  be administered after performing the specified response, not before.
(b)  be administered immediately after the response.
(c) follow actual performance, not promises to perform.
6. Self-administration or delivery of the reward. After meeting a goal or making the appropriate response, one will then self-deliver the reward.

7. Planning for self-change maintenance. This involves seeking environmental support in order to sustain the appropriate behaviour. For example, the individual can receive feedback regarding progress made from other people or assistance in administering rewards.

The researcher ended the session by giving out an individual assignment. Each of the subjects was asked to learn and put into practice the self-reward model.

Session 4:  The target Study Behaviour for Self-reward

Objective

The objective of this session was to outline and explain six major dimensions of study behaviour for self-reward.

Activities 


Through the question and answer method, the researcher elicited from the subjects the target dimensions of study behaviour to self-reinforce. The summary of what constitutes the appropriate dimensions of study behaviour is as follows:

1. Managing study time effectively.

2. Controlling distraction during study.
3. Taking good lecture notes.
4. Seeking academic support from others.
5. Reading effectively.
6. Making use of the university library.
Session 5:
Managing Study Time Effectively
Objectives

The objectives of this session were to:

a. define the term “Study Time Management”;
b. state two purposes of study time management;
c. prepare at least three schedules of study.
Activities 


With the use of questions and answers, the researcher elicited from participants effective time management skills. From the discussion, the following skills were outlined:

1. Preparation of semester, weekly and daily schedules.

2. Making a personal study timetable. Samples of time management schedules were displayed for the subjects to observe.  The researcher concluded the session by giving subjects an assignment to do regarding the schedules presented. They were required to prepare and submit semester, weekly, and daily schedules for discussion. They were also urged to learn and practise the time management skills presented.

Session 6:  Controlling Distractions during Study

Objective
The objective of this session was to enable subjects to discuss at least five way of controlling distractions during study.
Activities 


Using the brainstorming strategy, the researcher led participants to identify and state how to control distractions during study. The researcher outlined ways of controlling distractions as follows:

(a) Making sure attention is focused on one subject at a time.

(b) Seeking help from a parent, a friend or a counsellor so as to overcome personal problems that may prevent you from studying effectively.

(c) Taking short breaks from time to time.

(d) Studying in a quiet place.

(e) Maintaining good sitting posture during study.

(f) Getting all the learning materials ready at hand before you start studying.

(g) Maintaining good health at all times.

Session 7:  Taking Good Lecture Notes

Objectives 

The objectives of this session were to:

a. state at least two purposes of taking notes at lectures;
b. describe the Cornell method of note taking.
Activities 


Through the question and answer method, the researcher led the participants to state note-taking skills.  Following that, the researcher outlined, explained, and modelled the use of the Cornell strategy or method of note-taking.  It consists of six steps namely record, reduce, recite, reflect, review and recapitulate.  Participants were asked to learn and practise the Cornell note taking strategy.

Session 8:  Seeking Academic Support from Others

Objectives

The objectives of this session were to:

a. explain the term “consultation”;
b. outline two purposes of consultation;
c. identify and explain the five steps involved in consultation;
d. discuss at least two advantages of study groups.
Activities 
The researcher discussed the help-seeking model with participants. The role of study group as a help seeking strategy was also discussed. Following the discussion, the researcher outlined six steps that constituted the help-seeking model.  These are:

1. Become aware that you need help; 

2. Decide to seek help;
3. Choose the suitable resource for help;
4. Ask clear and precise questions;
5. Evaluate the help-seeking episode.

The need for participants to form and use study groups was highlighted as follows:

· Study groups enhance learning through the sharing of learning materials among members.

· Study groups also facilitate learning by discussing course materials.

· They easily effect corrections in written assignments and marked scripts.

Session 9:  Reading Effectively

Objectives

The objectives of this session were to:

a. state two major reading strategies;
b. describe two major reading strategies.
Activities 


This session exposed students to two major reading strategies namely SQ3R and ROSEMARY!(L). These strategies were thoroughly explained and demonstration on their use done by the researcher. Students were asked to learn and practise the methods and report their experiences during the next session.

Session 10:  Making Use of the University Library
Objectives 

The objectives of this session were to:

a. outline at least two purposes of the library;
b. state and explain at least three strategies for finding relevant materials in the library.
Activities 


The importance of the library and the strategies students can employ in accessing learning materials were the subject matter of this session. After using the question and answer technique, the researcher provided the following summary. The library is important because:

1. it is a source of knowledge;
2. it enables students to develop the habit of reading;
3. it also promotes learning, since it is always quiet.
Some of the strategies that can be used in accessing learning materials are stated below.

· Take advantage of any guided tours offered by the staff.

· Seek help from any of the librarians.

· Make use of the subject/author catalogue.

Session 11:  Review of the Sessions

Objectives

The objectives of this session were to:

a. summarise the preceding sessions;
b. clarify issues relating to the treatment;
c. evaluate the treatment sessions.

Activities 


This session covered the review and evaluation of the preceding sessions by participants. They were also encouraged to learn and put into practice all the skills taught.

Session 12: The Re-administration of the Research Instrument
Objective
The objective was to obtain post-test data.
Activities 

The researcher re-administered the SBI to participants in order to obtain post-test data. 
3.10
Procedure for Data Analysis


    In comparing the mean scores of more than two groups (for example, two experimental groups and one control group) one can use either analysis of variance (ANOVA) or analysis of covariance (ANCOVA). The researcher used ANCOVA statistic to analyse the data. This is because ANCOVA is more useful when subjects have not been randomly assigned to conditions. The scores on the pre-test are treated as a covariate to remove the pre-existing or initial differences between the groups with the view to making them equivalent (Pallant, 2005). The presence of initial differences can make it extremely difficult to draw conclusions regarding cause-effect relationship. Similarly, Akinade and Owolabi (2009) opined that ANCOVA enables the researcher to equalise the initial status of the groups. Differences in the initial status of the groups are removed statistically. Olayiwola (2007) also indicated that analysis of covariance involves the use of statistical methods for equating treatment and control groups. It allows researchers to statistically assess differences in the pre-test so that post-test results can be assumed to be due to the treatment and not initial differences. Unlike ANCOVA, ANOVA cannot equalise the initial status of the groups. It should, however, be noted ANCOVA can be used when one has a two-group pre-test/post design but this is not possible with ANOVA (Pallant, 2005).  In addition, the inclusion of covariate in the analysis reduces error variance which leads to larger F-ratios. Larger F-ratios means more power to detect group differences. ANOVA, on the other hand, has less power to detect group differences because of smaller F-ratios due to larger error variance. ANCOVA was, therefore, regarded as a more appropriate statistic for analysing the data. One-way and two-way ANCOVA were employed in testing hypotheses 1 and 2 and hypotheses 3 and 4 respectively.
In one-way ANCOVA there is one categorical independent variable with two or more levels or conditions (for example, group can be made up of group1, group 2 and group 3), one continuous dependent variable (for example, post-test scores on study behaviour) and one or more continuous covariates (for example, pre-test scores on study behaviour). The result presented in Table 4.6 is a one-way ANCOVA which consists of one categorical independent variable (group) with three levels (study skills counselling group, self-reward skills counselling group and control group) and a continuous dependent variable which is scores on study behaviour at post-test. The continuous covariate is scores on study behaviour at pre-test. Another one-way ANCOVA is shown in Table 4.8. Each of the dimensions of study behaviour has one categorical independent variable (group) with three levels as in Table 4.6, while the continuous dependent variables are scores on each dimension of study behaviour at post- test. The covariates are scores on each dimension of study behaviour at pre-test. On the other hand, in two-way ANCOVA there are two categorical independent variables (for example, group with two or more levels and gender (male and female), one continuous dependent variable (for example, post-test scores on study behaviour) and one or more continuous covariates (for example, pre-test scores on study behaviour). The results in Tables 4.14 and 4.15 are two-way ANCOVA. Table 4.14 comprises two categorical independent variables (that is, group and gender), one dependent variable which is post-test scores on study behaviour and the pre-test scores on study behaviour as the covariate. It also depicts the interaction (joint) effect of the two categorical variables (group and gender) on study behaviour at post-test. Similarly, Table 4.15 consists of two categorical independent variables (group and age), one dependent variable which is the post-test scores on study behaviour and pre-test scores on study behaviour as the covariate. The interaction effect of group and age on study behaviour at post-test is also shown in Table 4.15. The analysis was performed using the Statistical Package for the Social Sciences (SPSS Version 16).
CHAPTER FOUR 

RESULTS AND DISCUSSION

4.1
Introduction

This chapter presents and discusses the results of the study. The demographic data were analysed descriptively. Specifically, frequencies and percentages were used to present the demographic characteristics of participants. The main data were analysed using descriptive and inferential statistics for research questions and hypotheses respectively. Means and standard deviations were used to analyse the descriptive data in order to answer the research questions. A decrease in mean score at post-test implies an improvement in study behaviour. This also applies to the dimensions of study behaviour. Analysis of covariance (ANCOVA) statistics was used to test the four hypotheses. This was done using participants’ pre-test scores as the covariate and post-test scores as the dependent variable.  All the hypotheses were tested at 0.05 level of significance. The null hypothesis is retained or accepted if the P value by the ANCOVA is greater than 0.05 and rejected when it is less than or equal to 0.05. If the null hypothesis is rejected, a post hoc test is performed using Least Significant Difference to determine where the differences exist. 
4.2
Demographic Data

The demographic or personal characteristics of participants are presented in Table 4.1

Table 4.1 Demographic Characteristics of Participants 
	Variable
	Frequency
	Percentage (%)

	Gender
	
	

	Male
	30
	50

	Female
	30
	50

	Age
	
	

	18-21
	22
	37

	22 and above
	38
	63

	Marital Status
	
	

	Single
	45
	75

	Married
	15
	25

	Programme
	
	

	B.A. Social Studies Educ.
	20
	33.33

	B.Sc. Psychology 
	20
	33.33

	B.Sc. Integrated Science Educ.
	20
	33.33


As seen in Table 4.1, there was equal representation of males and females. That is, 30 males representing 50% and 30 females also representing 50%. The table further shows that 22 participants representing 37% were in the 18-21 year range while 38 representing 63% were in the 22 and above year range. With respect to marital status, 45 participants representing 75% identified themselves as single while 15 representing 25% indicated that they were married. Finally, it can be observed from Table 4.1 that there was equal representation of students in each of the programmes. There were 20 participants per programme which represented 33.33% each. Participants were assigned to conditions on the basis of their programmes. Thus, Social Studies, Psychology and Integrated Science students were assigned to study skills counselling, self-reward skills counselling and control group respectively.
4.3
Answering Research Questions

Research Question 1: What effects do study and self-reward skills counselling have on the study behaviour of students? To answer this research question, both pre-test and post-test means of each of the three groups were compared and their mean differences found as shown in Table 4.2
Table 4.2 Descriptive Data on Pre-test and Post-test Study Behaviour Scores Based on Experimental and Control  Groups
	 Group
	N
	Pre-test 
   Mean
	SD
	Post-test 
Mean
	SD
	Mean difference

	Study skills counselling
	20
	118.25
	7.92
	82.95
	15.18
	35.30

	Self-reward skills counselling
	20
	125.60
	14.10
	95.00
	25.61
	30.60

	Control 
	20
	116.15
	13.58
	108.30
	20.02
	7.85

	Total
	60
	120.00
	12.66
	95.42
	22.88
	24.58


Note:
A decrease in mean score indicates an improvement in study behaviour.

The results presented in Table 4.2 indicate that participants exposed to study skills counselling obtained the highest mean difference of 35.30 followed by those exposed to self-reward skills counselling with a mean difference of 30.60. On the other hand, the control group recorded the lowest mean difference of 7.85.This implies that each of the experimental groups has experienced more improvement in study behaviour than the control group.

Research Question two: What effects do study and self-reward skills counselling have on each of the five dimensions of study behaviour? To answer research question 2, a   comparison was made between the pre-test and post-test means for each of the three groups and their mean differences obtained as indicated in Table 4.3. 
Table 4.3 Descriptive Data on Pre-test and Post-test Scores for each of the Dimensions of Study Behaviour across  the Groups
	Dimensions of study behaviour 
	Group
	N
	Pre-test 
Mean
	SD
	Post-test 
Mean
	SD
	Mean difference

	Time management 
	Study s. Counselling

Self-reward s. counselling

Control 
	20

20

20
	24.10

25.10

23.70
	4.73

4.39

4.73
	16.75

18.15

21.50
	4.00

5.60

5.62
	7.35

6.95

2.20

	Concentration 
	Total 

Study s. counselling

Self-reward s. Counselling
	60

20

20
	24.30

24.70

24.25
	4.58

4.35

4.77
	18.80

16.20

18.35


	5.36

4.94

6.36
	5.50

8.50

5.90

	
	Control
	20
	24.65
	4.37
	22.65
	5.25
	2.00

	Consultation



Note

Taking  

Reading & Library use


	Total

Study s. counselling

Self-reward s. counselling

Control

Total

Study s. counselling

Self-reward s. counselling

Control 

Total 

Study s. counselling

Self-reward s. counselling 

Control
	60

20

20

20

60

20

20

20

60

20

20

20
	24.53

25.45

28.50

23.55

25.83

19.50

21.50

20.20

20.40

24.50

26.25

24.05
	4.42

6.06

4.69

5.49

5.73

3.94

6.00

5.00

4.82

4.00

4.18

3.61
	19.07

16.15

20.90

22.05

19.70

15.35

16.55

19.65

17.18

18.50

21.05

22.45
	6.09

3.57

5.86

5.17

5.51

2.64

5.45

4.71

4.72

3.93

5.85

4.82
	5.46

9.30

7.60

1.50

6.13

4.15

4.95

0.55

3.22

6.00

5.20

1.60

	
	Total 
	60
	24.93
	3.96
	20.67
	5.12
	4.26


Note: A decrease in mean score implies an improvement in a dimension of study behaviour.
From Table 4.3 above, it can be observed that with respect to time management, participants exposed to study skills counselling obtained a mean difference of 7.35, while those in the self-reward skills counselling group recorded a mean difference of 6.95. The control group, on the other hand, obtained the least mean difference of 2.20. As regards concentration, participants in the study skills counselling group had a mean difference of 8.50, while participants in the self-reward skills counselling group recorded a mean difference of 5.90. The third group which is the control group had the lowest mean difference of 2.00 compared to the two treatment groups. Further evidence from Table 4.3 showed that respondents exposed to study skills counselling experienced the greatest reduction in mean score on consultation compared to the other two groups (self-reward skills counselling group and control group). Respondents in the self-reward skills counselling group and the control group recorded mean differences of 7.60 and 1.50 respectively. Table 4.3 also shows that the study skill counselling group, self-reward skills counselling group and control group recorded mean differences of 4.15, 4.95 and 0.55 on note taking respectively.  Finally, participants exposed to study skills counselling obtained the highest mean difference of 6.00 on reading and library use followed by those who received self-reward skills counselling with a mean difference of 5.20. The control group obtained the least mean difference of 1.60 on reading and library use. The reduction in mean scores across the three groups on each of the dimensions of study behaviour denotes an improvement in each of them. But each of the experimental groups improved more than the control group in all the five dimensions of study behaviour. Again, with the exception of note taking, participants in the study skills counselling group experienced a higher improvement than their counterparts in the self-reward skills counselling.
Research Question three: What difference exists in the study behaviour of participants in study and self-reward skills counselling on the basis of gender? To answer research question 3, the pre-test and post-test means for each group were compared and their mean differences found as shown in Table 4.4.
Table 4.4 Descriptive Data on the Pre-test and Post-test Study Behaviour  Scores of Participants in the Three Groups on the Basis of Gender 

	Group
	Gender
	Pre-test

	Post-test
	Mean difference

	
	
	N
	Mean
	SD
	Mean
	SD
	

	Study skills Counselling
	Male

Female

Total 
	10

10

20
	122.90

113.60

118.25
	6.95

6.00

7.92
	82.10

83.80

82.95
	19.08

10.98

15.18
	40.80

29.80

35.30

	Self-reward skills Counselling
	Male

Female

Total 
	10

10

20
	135.40

115.80

125.60
	6.24

12.93

14.10
	100.10

89.90

95.00
	26.23

25.27

25.61
	35.30

25.90

30.60

	Control 
	Male

Female 

Total 
	10

10

20
	124.20

108.10

116.15
	7.54

13.71

13.58
	118.40

98.20

108.30
	14.41

20.29

20.02
	5.80

9.90

7.85

	Total 
	Male 

Female
	30

30
	127.50

112.50
	8.80

11.50
	100.20

90.63
	24.86

19.98
	27.30

21.87

	
	Total
	60
	120.00
	12.66
	95.42
	22.88
	24.58


Note:
A decrease in mean score implies an improvement in study behaviour.

Table 4.4 shows that males recorded a higher decrease in mean score than females in the study skills counselling group. Males obtained a mean difference of 40.80, while females obtained 29.80. Similarly, males in the self-reward skills counselling group recorded a greater decrease in mean score of 35.30 than their female counterparts who obtained a mean difference of 25.90. The table further indicates that males and females in the control group recorded a mean difference of 5.80 and 9.90 respectively. The results in Table 4.4, therefore, imply that males experienced a greater improvement in study behaviour than their female counterparts.
Research Question four: What difference exists in study behaviour of participants in study and self-reward skills counselling on the basis of age? The data in Table 4.5 are used to answer research question 4. 
Table 4.5 Descriptive Data on Pre-test and Post-test Study Behaviour Scores in the Three Groups with Respect to Age

	Group
	Age
	Pre-test
	Post-test
	Mean difference

	
	
	N
	Mean
	SD
	Mean
	SD
	

	Study skills counselling 
	18-21

22+

Total 
	3

17

20
	120.33

117.88

118.25
	11.85

7.48

7.92
	73.67

84.59

82.95
	20.55

14.20

15.18
	46.66

33.29

35.30

	Self-reward skills counselling
	18-21

22+

Total 
	13

7

20
	125.62

125.57

125.60
	15.28

12.74

14.10
	96.23

92.71

95.00
	26.43

25.89

25.61
	29.39

32.86

30.60

	Control
	18-21

22+

Total 
	6

14

20
	121.00

114.07

116.15
	13.96

13.39

13.58
	112.67

106.43

108.30
	24.43

18.54

20.02
	8.33

7.64

7.85

	Total 
	18-21

21+
	22

38
	123.64

117.89
	14.11

11.41
	97.64

94.13
	27.01

20.40
	26.00

23.76

	
	Total
	60
	120.00
	12.66
	95.42
	22.88
	24.58


Note: A reduction in mean score implies an improvement in study behaviour.

Table 4.5 shows that at post-test for the study skills counselling group, participants with ages18-21 recorded greater improvement in study behaviour with a mean difference of 46.66 as against 33.29 for participants with age 22 and above. The table further indicates that for the self-reward skills counselling group, participants between ages18-21 obtained a mean difference of 29.39, while participants of age 22 and above recorded a mean difference of 32.86. It was further revealed that for the control group, participants between ages 18-21 and 22 and above experienced lower improvement in study behaviour with mean difference of 8.33 and 7.64 respectively. In conclusion, it can be said that participants between ages 18-21 and 22 and above in the experimental groups recorded greater improvement in study behaviour than their counterparts in the control group.   
4.4
Testing of Hypotheses 

Hypothesis 1:
There is no significant effect of study and self-reward skills counselling on the study behaviour of students.
 The hypothesis was tested using one-way analysis of covariance (ANCOVA). The results are presented in Tables 4.6, and 4.7.

Table 4.6 One-way Analysis of Covariance (ANCOVA) of Difference in Post-test Study Behaviour Scores of Participants in the Three Groups 
	Source 
	Sum of Squares
	Degree of Freedom
	Mean Square
	F-cal
	P value

	Corrected model 
	12546.82
	3
	4182.27
	12.77
	.000

	Covariate 
	6115.38
	1
	6115.38
	18.68
	.000

	Group 
	7946.77
	2
	3973.39
	12.13
	.000*

	Error 

Corrected Total
	18337.77

30884.58
	56

59
	327.46
	
	


*Significant at 0.05 

The result in Table 4.6 above shows that the P value of .000 is less than the significance level of .05 which indicates that there is significant effect of study and self-reward skills counselling on the post-test study behaviour across the three groups F(2,56)=12.13,P=0.000. In view of this, the null hypothesis which states that there is no significant effect of study and self-reward skills counselling on the study behaviour of students is rejected. It was, therefore, necessary to ascertain where the significant effects existed. In order to determine this, a post hoc analysis was conducted using Least Significant Difference in study behaviour across the three groups as shown in Table 4.7 below.

Table 4.7 Post hoc Test of Multiple Comparisons of Difference in Post-test Study Behaviour Scores of Participants in the Three Groups
	Variable
	
	Mean Difference 
	Std Error
	P value

	Study skills counselling vs
 Self-reward skills counselling
	
	-5.81
	5.90
	.329



	Study skills

Counselling vs

Control 


	
	- 27.13
	5.74
	.000*

	Self-reward skills

Counselling vs control                    
	
	-21.33
	6.02
	.001*


*The mean difference is significant at 0.05.

From Table 4.7, it can be seen that the P value of .329 is greater than the significance level of .05 implying that there is no significant mean difference between study and self-reward skills counselling (MD=5.81, P=.329). This suggests that none had a relatively more positive effect over the other with reference to counselling on study behaviour. However, it can be observed that significant mean difference exists between study skills counselling and control group since the P value of 0.000 is less than .05 level of significance (MD=27.13, P=.000). Similarly, significant mean difference exists between self-reward skills counselling group and the control group (MD=21.33P=.001). It can, therefore, be concluded that study and self-reward skills counselling were equally effective in improving participants’ study behaviour.

Hypothesis 2: There is no significant effect of study and self-reward skills counselling on each of the dimensions of study behaviour (i.e. time management, concentration, consultation, note taking, reading and library use). 

Hypothesis 2 was tested using one-way analysis of covariance (ANCOVA). The results are presented in Tables 4.8, 4.9, 4.10, 4.11, 4.12 and 4.13.

Table 4.8 One-way Analysis of Covariance (ANCOVA) of Difference in Post-test Scores Based on the Five Dimensions of Study Behaviour across the Groups
	Source 
	Sum of Squares
	Degree of Freedom
	Mean Square
	F-cal
	P value

	Time management  
	
	
	
	
	

	Corrected model 
	336.88
	3
	112.29
	4.63
	.006

	Covariate  
	98.58
	1
	98.58
	4.06
	.049

	 Group

Error 

Corrected Total
	258.36

1358.72

1695.60
	2

56

59
	129.18

24.26
	5.32
	.008*

	Concentration 

Corrected Model

Covariate 

 Group

Error 

Corrected Total
	840.95

409.52

428.88

1346.78

2187.73
	3

1

2

56

59
	280.32

409.52

214.44

24.05
	11.66

17.03

8.92
	.000

.000

.000*


	Consultation 

Corrected Model

Covariate 

Group 

Error 

 Corrected Total 
	577.93

186.63

424.54

1214.67

1792.60
	3

1

2

56

59
	192.65

186.63

212.27

21.69


	8.88

8.60

9.79


	.000

.005

.000*




Table 4.8 continued
	Note taking 

Corrected model 

Covariate

 Group

Error 

Corrected Total
	408.10

211.17

196.11

906.88

1314.98
	3

1

2

56

59
	136.03

211.17

98.05

16.19
	8.40

13.04

6.05
	.000

.001
.004*


	Reading and 

Library use

Corrected model

Covariate 

Group 

Error 

Corrected Total
	352.62

192.18

173.97

1192.72

1545.33
	3

1

2

56

59
	117.54

192.18

86.99

22.00
	5.52

9.02

4.08
	.002

.004

.022*


* Significant at 0.05
One-way analysis of covariance (ANCOVA) was carried out for each of the dimensions of study behaviour as displayed in Table 4.8. Table 4.8 shows that the P value for each of the variables, namely time management, concentration, consultation, note taking and reading and library use is less than the significance level of .05 implying that there is significant effect of study and self-reward skills counselling on each of the five dimensions of study behaviour. As regards time management, there is significant effect of study and self-reward skills counselling on the post-test scores across the groups F (2, 56) = 5.32, P = 0.008. With respect to concentration, the effect was not different across the groups F (2, 56) = 8.92, P = 0.000. Further evidence from Table 4.8 indicates that there is significant effect of study and self-reward skills counselling on the post-test consultation scores among the groups F (2, 56) = 9.79, P = 0.000. Note taking was the next component of study behaviour to be tested. The ANCOVA result showed that study and self-reward skills counselling has a similar effect on the post-test scores among the groups F (2, 56) = 6.05, P = 0.004. Finally, there is significant effect of study and self-reward skills counselling on the post-test reading and library use scores F (2, 56) = 4.08, P = 0.022. Therefore, the null hypothesis which states that there is no significant effect of study and self-reward skills counselling on each of the dimensions of study behaviour (i.e. time management, concentration, consultation, note taking, reading and library use) is rejected. 

Due to the existence of significant effect across the five dimensions of study behaviour, post hoc tests were conducted to determine which pairs of scores were significant using Least Significant Difference. The output is shown in Tables 4.9, 4.10, 4.11, 4.12 and 4.13.

Table 4.9 Post hoc Test of Multiple Comparisons of Difference in Post-test Time Management Scores in the Three Groups
	Variable
	
	Mean Difference 
	Std Error
	P value

	Study skills counselling vs
 Self-reward skills counselling


	
	-1.12


	1.56


	0.479



	Study skills

Counselling vs

Control 


	
	-4.86
	1.56
	0.003*

	Self-reward skills

Counselling vs control                    
	
	-3.75
	1.57
	0.020*


* The mean difference is significant at 0.05 level
From Table 4.9, it can be observed that significant mean difference of 4.86 exists between study skills counselling and control group since the P value of .003 is lower than .05 level of significance. Further evidence shows that significant mean difference of 3.75 exists between self-reward skills counselling and the control group (P=.020<.05). The implication of these findings is that both study and self-reward skills counselling are equally effective in dealing with poor time management behaviour. But the mean difference between study and self-rewards skills counselling is not significant since the P value is greater than .05 level of significance (MD= 1.12, P=.479).  It means that none of the techniques had a relatively higher positive impact over the other with regard to participants’ time management behaviour. 
Table 4.10 Post hoc Test of Multiple Comparisons of Difference in Post-test Concentration Scores across the Groups
	Variable
	
	Mean Difference 
	Std Error
	P value

	Study skills counselling

vs Self-reward skills counselling


	
	-2.42


	1.55


	0.125



	Study skills

Counselling vs

Control
	
	-6.48


	1.55

	0.000*

	Self-reward skills

Counselling vs control                    
	
	-4.06
	1.55
	0.011*


* The mean difference is significant at 0.05 level.

The result presented in Table 4.10 above indicates significant mean difference exists between each of treatment groups and control group (MD=6.48 P= 000; MD=4.06, P=.011). It means that both counselling techniques have positively impacted on participants’ concentration behaviour unlike the control group. Also, the mean difference between study and self-reward skills counselling is 2.42 which is not significant since the P value of .125 is greater than significance level of .05. This implies that none of the techniques is more effective in managing poor concentration behaviour than the other.

Table 4.11 Post hoc Test of Multiple Comparisons of Difference in Post-test Consultation Scores in the Three Groups
	Variable
	
	Mean difference 
	Std 

Error
	P value



	Study skills counselling

vs Self-reward skills counselling

Study skills

Counselling vs

Control
	
	- 3.74

-6.53
	1.51

1.49
	0.017*

0.000*

	Self-reward Skills Counselling vs Control
	
	-2.80
	1.58
	0.081


* The mean difference is significant at 0.05 level.

From Table 4.11, it can be observed that significant mean difference of 3.74 exists between study and self-reward skills counselling (MD=3.74, P=.017) implying that study skills counselling had a relatively higher positive effect on participants’ consultation behaviour than self-reward skills counselling. Further evidence from Table 4.11 depicts that significant mean difference exists between study skills counselling and the control group (MD=6.53, P=.000) which means that the counselling technique had greater effects on respondents’ consultation behaviour compared to those in the control group. The results also indicate that the mean difference of 2.80 between the self-reward skills counselling group and the control group is not significant (MD=2.80, P=.081). This implies that self-reward skills counselling did not have a considerably higher impact on participants’ consultation behaviour than the control group. From the findings, it can be concluded that the study skills counselling group improved more than their counterparts in the other two groups on consultation behaviour and may be regarded as a more potent strategy.

Table 4.12 Post hoc Test of Multiple Comparisons of Difference in Post-test Note Taking Scores in the Three Groups
	Variable
	
	Mean difference 
	Std 

Error
	P value



	Study skills counselling

vs Self-reward skills counselling

Study skills

Counselling vs

Control

Self-reward Skills Counselling vs Control
	
	- 0.40

-4.02

-3.62
	1.29

1.28

1.28
	0.757

0.003*

0.007*


* The mean difference is significant at 0.05 level.
The data in Table 4.12 show that significant mean difference of 4.02 exists between study skills counselling and control (MD= 4.02, P=.003). Further evidence from Table 4.13 depicts that significant mean difference of 3.62 exists between self-reward skills counselling and control (MD=3.62, P= .007). Thus, both techniques have improved participants’ note taking behaviour compared to the control group. Another observation is that the mean difference between study and self-reward skills counselling is not significant. The implication is that none is more effective than the other when it comes to counselling students on note taking behaviour.

Table 4.13 Post hoc Test of Multiple Comparisons of Difference in Post-test Reading and Library Use Scores across the Groups
	Variable
	
	Mean difference 
	Std 

Error
	P value



	Study skills counselling

vs Self-reward skills counselling

Study skills

Counselling vs

Control

Self-reward Skills Counselling vs Contro
	
	- 1.73

-4.16

-2.43
	1.49

1.46

1.50
	0.249

0.006*

0.110


* The mean difference is significant at 0.05 level

From Table 4.13, it can be realised that there is significant difference between study skills counselling and the control group with a mean difference of 4.16 (MD=4.16, P=.006). The table further indicates that no significant difference exists between study and self-reward skills counselling with a mean difference of 1.73 (MD=1.73, P=.249) implying that none is more effective in improving participants’ reading and library use behaviour. Again, no significant difference exists between self-reward skills counselling and control group with mean difference of 2.43(MD=2.43, P=.110). It implies that participants in the self-reward skills counselling group did not improve significantly in their reading and library use behaviour more than the no-treatment group. 
Hypothesis 3:
There is no significant difference in the study behaviour of participants in the experimental groups on the basis of gender.

This hypothesis was tested using two-way analysis of covariance (ANCOVA). The results are shown in Table 4.14.

Table 4.14 Two-way Analysis of Covariance (ANCOVA) of Difference in Post-test Scores of Participants’ Study Behaviour in the Experimental Groups on the Basis of Gender
	Source 
	Sum of Squares
	Degree of freedom
	Mean Square
	F-cal
	P value

	Corrected Model
	13492.02
	6
	2248.67
	6.85
	.000

	Covariate 
	4485.74
	1
	4485.74
	13.67
	.000

	 Group
	8094.98
	2
	4047.15
	12.13
	.000*

	Gender 
	211.74
	1
	211.74
	0.65
	.425

	 Group &  gender 
	693.64
	2
	346.82
	1.06
	.355

	Error 

Corrected Total
	17392.56

30884.58
	53

59
	328.16
	


*Significant at 0.05
From Table 4.14, there is significant difference in the post-test scores on study behaviour among the  three groups since the P value of .000 is less than the .05 level of significance F(2,56)=12.13,P=0.000. In addition, the results of the analysis in Table 4.14 show that no significant difference exists in post-test scores between male and female participants on study behaviour F(1,53)=0.065,P=0.425.The null hypothesis which states that there is no significant difference in the study behaviour of participants in the experimental groups on the basis of gender is, therefore, retained. This means that gender is not a significant determinant of students’ study behaviour. The result in Table 4.14 further shows that the interaction effect of gender and group on study behaviour is not statistically significant F(2,53)=1.06,P=0.355.

Hypothesis 4: There is no significant difference in the study behaviour of participants in the experimental groups on the basis of age. Two-way ANCOVA was used to test hypothesis 4. The results are presented in Table 4.15.

Table 4.15 Two-way Analysis of Covariance (ANCOVA) of Difference in Post-test Study Behaviour Scores in the Experimental Groups on the Basis of Age
	Source 
	Sum of squares
	Degree of freedom
	 Mean  square
	F-cal 
	P value

	Corrected model
	13034.21
	6
	2172.37
	6.45
	.000

	Covariate 
	6078.91
	1
	6078.91
	18.05
	.000

	Group
	7346.84
	2
	3673.42
	10.91
	.000*

	Age 

Group & Age  
	       99.47

464.86
	1

2
	99.47

232.43
	.295

.690
	.589

.506

	Error

Corrected Total
	17850.37

30884.58
	53

59
	336.80
	
	


 *Significant at 0.05

The data presented in Table 4.15 show that significant difference exists in the post-test scores on study behaviour among the three groups F(2,53)=10.91,P=0.000. The result also indicates that the influence of age on study behaviour is not statistically significant since the P value of .589 is greater than the .05 level of significance F(1,53)=0.295,P=.589. As a result of this the null hypothesis which states that there is no significant difference in the study behaviour of participants in the experimental groups on the basis of age is retained. The implication is that the study behaviour of students does not depend on age.  In other words, the ages of university students are not relevant when providing counselling on study behaviour. Further evidence from Table 4.15 shows that the interaction effect of group and age on study behaviour is not statistically significant F (2, 53) =0.69, P=0.506.

4.5
Summary of Findings 

Descriptively, participants in each of the experimental groups (study and self-reward skills counselling) obtained higher improvement in study behaviour than their counterparts in the control group at post-test. The ANCOVA result revealed that there were significant differences in the mean scores on study behaviour across the groups. A pos hoc test showed that significant difference exists between each of the experimental groups and control group on study behaviour. Further evidence, however, showed that there was no significant difference between study and self-reward skills counselling on study behaviour at post-test. 

Participants exposed to study and self-reward skills counselling recorded higher improvement in all dimensions of study behaviour than the control group.  Evidence from the ANCOVA result showed that there were significant differences in the mean scores on the dimensions of study behaviour among the three groups. Post hoc analyses revealed that: 
1. significant differences exist between each of the treatment groups and control group with respect to time management, concentration and note taking behaviours. 

2. significant differences exist between study skills counselling and the control group on consultation and reading and library use but no significant differences exist between self-reward skills counselling and control group on these two dimensions of study behaviour which are consultation and reading and library use.

3. significant difference exists between study and reward skills counselling with respect to consultation behaviour at post-test.

4. 
no significant differences exist in the mean scores on study behaviour across the experimental groups on the basis of gender and age. 
4.6
Discussion of Findings
The results relating to the research questions and hypotheses are discussed in this section. The study revealed that participants in the experimental groups recorded higher improvement in study behaviour and its dimensions than their counterparts in the control group. This result supports the finding of Kagu (2004); Ohanaka and Ofuani (2010) who discovered that students who received study skills counselling improved in their study behaviour more than the control group. With respect to gender, the descriptive statistics showed that males in each of the treatment groups recorded a considerably higher improvement in post-test study behaviour scores than their female counterparts. This finding is consistent with the result obtained by Ohanaka and Ofuani (2010) that males in the experimental groups experienced greater improvement in study behaviour than their female counterparts. The current finding is, however, contrary to the finding discovered by Kagu (2004) that females improved in study behaviour more than their male counterparts in the experimental group. The current finding suggests that study and self-reward skills counselling had more positive effects on males than females. Another finding is that both male and female participants in the treatment groups improved in their study behaviour more than their counterparts in the control group. This finding agrees with an earlier finding by Ohanaka and Ofuani (2010) that both male and female participants in the experimental group experienced higher improvement in study behaviour than their counterparts in the control group. 
On the basis of age, the data indicate that at post-test in the study skills counselling group, participants with ages 18-21 recorded a considerably higher improvement in study behaviour than those  with age 22 and above. This implies that study skills counselling had more positive effects on participants with ages 18-21 than 22 and above. The reason for this finding could be that participants with ages 18-21 responded better to counselling on study behaviour than their counterparts with age 22 and above. Unlike the study skills counselling group, the results show that participants with ages 18-21 experienced a lower improvement in study behaviour as compared to participants with age 22  and above in the self-reward counselling group. This suggests that the 22 and above year olds responded better to self-reward skills counselling than those with ages 18-21. Maybe participants with age 22 and above were more willing to learn and apply self-reward procedures than those with ages 18-21. Also, they might have reinforced themselves at the right time. Self-reinforcement is effective when it follows the occurrence of the target behaviour (Hackney & Cormier, 1979).

 Although the results relating to the research questions have shown that participants in the experimental groups had greater improvement in study behaviour and its dimensions than the control group, it was necessary to ascertain whether there were significant differences in the mean scores on study behaviour and its five components across the groups. The study found that significant difference exists between each of the treatment groups and control group on study behaviour at post-test. This implies that study and self-reward skills counselling did record positive effects on participants’ study behaviour after treatment. Therefore, both counselling techniques are effective in improving study behaviour among university students in Ghana and elsewhere. The current findings are in line with the results obtained by Brass; Pindar; Kagu, (as cited in Kagu, 2004; Yoloye, 1992) who found that subjects exposed to study skills counselling experienced significant improvement in their study behaviour unlike the control group. The current result is also consistent with the results discovered by Ghosh (1982) who investigated the effect of study skills counselling on study behaviour and found that the post-test scores on study behaviour of respondents in the treatment group were significantly higher than that of the control group. Perhaps participants responded well to study skills counselling because of the belief that it was going to make significant contribution to their academic performance.  This assumption is supported by the view expressed by Anderson and Anderson (as cited by Hazard & Nadeau, 2006) that study skills such as time management and note taking have been found to have significant influence on university achievement. The assumption is further supported by the view held by Gettinger and Seibert (2002) that study skills are academic enablers; they function as critical tools for learning. Devine (as cited in Gettinger & Seibert, 2002) also opined that study skills enhance the effectiveness and efficiency of learning.  

Similarly, participants exposed to self-reward skills counselling significantly improved their study behaviour compared to their counterparts in the control group. This finding supports the results revealed by McReynolds and Church (as cited in Jones Nelson & Kadzin, 1977) that subjects exposed to self-reward skills counselling improved considerably their study behaviour as compared to the control group.  The current finding further corroborates the result obtained by Jackson and VanZoost (as cited in Jones, Nelson & Kadzin, 1977) that significant difference in study behaviour was found between self-reward skills counselling group and control group. This finding suggests that participants adequately practised the self- reward strategy because of its influence on learning outcomes. This view is supported by the observation made by Bandura (1977) that individuals who make self-reward conditional upon performance attainments can raise their college grades by improving study behaviour.
 However, the current finding is contrary to the result obtained by Reilly (1983) that there was no significant difference between self-reward skills counselling group and control group at post-test on study behaviour.  A possible explanation for Reilly’s finding could be that participants in his study did not make use of all the components of the self-reward strategy compared to those in the current study. This reason is in line with Bandura’s observation that clients who monitor their performances and goal attainments and reward themselves for goal achievement typically surpass their counterparts who also monitor their own performances and goal attainment but never engage in overt self-reinforcement. Again, the rewards used by participants in the previous study might not be as potent as those used in the current study.  Also, the participants in the earlier study might not have attached much value to their self- rewards and this could have contributed to low improvement in their study behaviour.   Research has shown that the greater the value of the self-reward the higher the level of performance (Bandura, 1976). It was also possible that participants in the earlier study did not present the rewards at the appropriate time in order to maximise the self-reward strategy. This view tallies with the assertion by Hackney and Cormier (1979) that the self-reward should come only after target behaviour has been performed in order to have the most impact.

The post hoc analysis also showed that there was no significant difference between study and self-reward skills counselling on participants’ study behaviour.  That is to say none of the strategies had more significant effect on participants’ study behaviour than the other. This finding may be due to the fact that both were comprehensive treatment packages and were also delivered adequately. Moreover, empirical evidence has demonstrated that both have been effective in modifying poor study behaviour of students to a large extent, though there is no available study that has assessed their relative effects on study behaviour. Some studies done utilising study skills counselling were conducted by researchers including Yoloye (1992), Yahaya (2005) and Olayinka (2008). As regards self-reward skills counselling, researchers that employed it to modify study behaviour were Ziesat (as cited in Rimm & Masters, 1978); Jackson and VanZoost (as cited by Jones, Nelson & Kadzin, 1977) and McReynold and Church (as cited in Jones et al., 1977). 
With respect to the dimensions of study behaviour, the findings showed that there were significant differences in the mean scores on all the dimensions of study behaviour among the three groups (study and self-reward skills counselling groups and control group) at post-test. Post hoc analyses indicated that significant differences exist between each of the experimental groups and control group with respect to time management, concentration and note taking behaviours. These results support the findings by Ghosh (1982) and McReynolds and Church (as cited in Jones, Nelson & Kadzin, 1977) that study skills counselling and self-reward skills counselling significantly improved respondents’ study behaviour compared to the no-treatment group respectively. The current finding implies that both counselling strategies are equally effective in modifying poor study behaviour related to time management, concentration and note taking. Perhaps participants in both groups greatly desired to acquire these important learning strategies in order to enhance their academic achievement. This assumption is consistent with the view held by Anderson and Anderson (as cited in Hazard & Nadeau, 2006) that self-regulated learning strategies such as time management and note taking influence college academic achievement. School counsellors should, therefore, endeavour to support students to acquire these strategies. 

The post hoc comparisons further revealed that whereas there were significant differences between study skills counselling and control group on consultation and reading and library use, there were no significant differences between self-reward skills counselling and the control group on these two dimensions of study behaviour at post-test. Further post hoc analysis showed that significant difference exists between study and self-reward skills counselling with respect to participants’ consultation behaviour at post-test. This finding suggests that study skills counselling was relatively more effective in dealing with poor consultation behaviour than self-reward skills counselling. One possible reason is that personality factors could have made the groups to respond differently to the treatment. In other words, personality differences may explain the different reactions of the experimental groups to consultation behaviour.  Consultation involves getting in touch with other people to obtain information or learn. Maybe the self-reward skills counselling group had members who were mostly introverts, while the study skills counselling group had members who were predominantly extroverts. Introverts tend to select study environments that have few or no people. Extroverts, on the other hand, are nearly the opposite. They prefer to study in groups (Campbell & Hawley, 1982). This suggests that personality as a personal variable is interacting with environment and study behaviour. This view is consistent with Bandura’s theory which states among other things that human behaviour is determined by reciprocal causation of personal, environmental and behavioural factors. With respect to reading and library use, the study skills counselling group did not benefit significantly more than participants in the self-reward skills counselling group. These two groups were almost at par in terms of post- test mean score. This implies that participants in both groups did adequate reading and also utilised the library. The reason for this finding could also be explained by personality factors. Research has shown that whereas introverts prefer locations in libraries that allow them to be alone (Campbell & Hawley, 1982), extroverts tend to occupy locations in libraries that enable them to easily get in contact with people (Campbell, 1983). Again, there is interaction among personal, environmental and behavioural factors as theorised by Bandura.    

To determine whether significant difference exists in the mean scores on study behaviour across gender, two-way ANCOVA was performed and the results showed that there is no significant difference in the mean scores on study behaviour at post- test on the basis of gender. The implication is that students, irrespective of their gender/sex, can benefit from counselling on study behaviour. In other words, gender is not a barrier to counselling on study behaviour, since neither of the sexes responded significantly different to the experiment. This finding tallies with the results of Ohanaka and Ofuani (2010) that males and females did not differ significantly in their post-test scores on study behaviour. The current finding further supports the result obtained by Kagu (2004) that gender was not a significant determinant of respondents’ study behaviour at post-test. However, the current finding is contrary to the result obtained by Dwyer and Multer (as cited in Ohanaka & Ofuani, 2010) who found that male and female respondents differed markedly in their post-test scores on study behaviour. Perhaps one of the sexes in the study of Dwyer and Multer had a higher level of motivation to receive counselling on study behaviour than the other and this led to the discovery of significant difference between them. Motivation is a personal variable and can influence study behaviour and vice versa. This view is in line with Bandura’s assertion that personal, environmental and behavioural forces interact reciprocally to determine human behaviour.
 In order to ascertain whether significant difference exists in the mean scores on study behaviour with regard to age, two-way ANCOVA was performed and result indicated that there is no significant difference in the means scores on study behaviour of participants in the experimental groups on the basis of age. This implies that the reaction of the participants in the two age groupings to treatment was not significantly different. This suggests that students, irrespective of their ages, can benefit from counselling on study behaviour. Therefore, age may not be a barrier to counselling on study behaviour. This finding does not agree with the result obtained by Andreou, Vlachos and Andreou (2006) that age significantly influenced the study approaches of university students in Greece. Their finding was, however, derived from a survey.  Perhaps their responses might have been similar to the participants of the current study if they had been exposed to good study practices through study or self-reward skills counselling.
The results of the current study are also in line with the theoretical framework. The study skills counselling group did not receive any reward or reinforcement during the treatment, but participants improved significantly in their study behaviour unlike the control group. This finding agrees with the social cognitive theory which states that learning can occur in the absence of reinforcement. Besides, the finding that self-reward skills counselling had positive effect on participants’ study behaviour at post-test is consistent with Skinner’s postulation that positive reinforcement increases the occurrence of desirable behaviour. Moreover, effective study behaviour leads to good grades. Consequently, the students practised effective study behaviour in order to obtain good grades. Good grades then become positive reinforcers. Thus, the use of effective study behaviour was based on Skinner’s theory of positive reinforcement.

CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
5.1
Introduction

This chapter covers the summary of the core issues related to the study, conclusions and recommendations. Implications of the findings are also stated. Finally, suggestions for further research are provided.

5.2
Summary 

 
Both research and educational experience have shown that good study behaviour leads to high academic achievement or performance.  In other words, study behaviour is a predictor of academic performance. Over the last five years a number of students, mostly first year undergraduate students, had been asked to withdraw from some public universities in Ghana due to low academic achievement. Although counselling has the potential to increase academic performance through improvement in study behaviour, there was no counselling intervention programme in public universities to enable undergraduate students to improve their study behaviour. It was against this background that an intervention programme was designed using study and self-reward skills counselling to improve study behaviour with the hope that it would translate into good academic performance. The study consisted of three groups – two treatment groups and one control group. Each of the groups comprised 20 members (10 males and 10 females). Pre-test study behaviour scores were taken before the intervention so as to obtain baseline data. The counselling intervention took six weeks before post-test study behaviour scores were obtained from the groups.

The data were analysed using ANCOVA and significant differences found among the three groups on study behaviour and its dimensions.  Post hoc comparisons showed that:

1. study and self-reward skills counselling had significant effects on study behaviour compared to the control group.

2. with respect to the dimensions of study behaviour (i.e. time management, concentration, consultation, note taking and reading and library use), study skills counselling significantly improved participants’ behaviours in all the five dimensions, while self-reward skills counselling had significant effects on only three dimensions, namely time management, concentration and note taking when compared with  the control group.

The ANCOVA further revealed that there were no significant differences in the mean scores on study behaviour of participants across the treatment groups on the basis of gender and age at post-test. In other words, the personal characteristics of participants are not barriers to counselling on study behaviour.
5.3
Conclusions   

Based on these findings, the following conclusions are made:

In the first place, study and self-reward skills counselling are equally effective in improving the study behaviour of first year undergraduate students in Ghana. Secondly, study skills counselling is more effective at improving all the five dimensions of study behaviour which are time management, concentration, consultation, note taking and reading and library use. Finally, gender and age are not significant determinants of students’ study behaviour in Ghana.

5.4
Recommendations 

Based on the findings and conclusions of the study, the following recommendations are hereby made:

1. Counsellors in the universities should utilise study and self-reward skills counselling in modifying poor study behaviour on individual or group basis. 
2. Study skills counselling should be considered as a very effective strategy for improving the five dimensions of study behaviour.

3. Counselling centres in the universities should collaborate with faculties, schools and departments in:

a. 
designing a study skills course for first year students. The skills to be taught should include those used for this study.  

b. writing books on study skills for students. The availability of books on study skills would enable students to become self-regulatory learners.

c.  organising workshops on study skills for lecturers to enable them integrate learning strategies into their lectures. Besides, lecturers who are serving as academic advisors and hall counsellors/ tutors would utilise the knowledge on study skills to assist students at the hall/hostel and department levels to deal with poor study behaviour. 
5.5
Implications for Counselling Practice 

 A major implication of the results is that school counsellors should be trained in the self-reward technique. This is because it is relatively new in Ghanaian counselling practice. This would enable them to apply it in their counselling work. A second implication relates to the study behaviour inventory. Since the psychometric properties of the study behaviour inventory have been established and found reliable, counsellors can use the instrument to assess the study behaviour of students at the tertiary level of education. The use of the instrument would facilitate counselling on study behaviour.

5.7
Suggestions for Further Research

Other areas requiring research are as follows:
1. Future researchers should carry out interventions aimed at improving the study behaviour of students in levels 200 to 400 in public universities in Ghana.

2. The study behaviour of students in private universities may require modification. Therefore, experimental studies should be designed to improve the study behaviour of students in private universities in Ghana. 
3. Study skills encompass a number of learning strategies. So, future studies should cover areas such as procedures in studying, assignment, written work and taking examinations.

4. The self-reward technique has five components namely verbal/symbolic reward, current reward, material reward, imaginal reward and potential reward. Only the first two were used in this study. Therefore, future research should explore the effects of the remaining rewards on study behaviour in order to determine their efficacy.
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APPENDIX A
Study Behaviour Inventory (SBI)
Adapted from the Study Habit Survey (Form B) by J.K. Essuman, PhD
Section A:  Personal Data

Please fill in the following

Name: ------------------------------------------------ Age: 18-21 [    ] 22 and above [    ]

Gender: Male [    ] Female [    ]
Marital Status: Single [     ] Married [    ] Programme. -----------------

University: ----------------------------------------------------
Section B:  The SBI
INSTRUCTIONS
This inventory is designed to help you discover how well your habit of studying is. The inventory has five (5) scales or areas. Each scale or area contributes greatly to finding out the extent of goodness of your way of studying (i.e. study behaviour). There are eight (8) items for each scale. In all there are forty (40) items or statements.

In filling the inventory (form), read each item first. Make sure you understand. On the right side of the item there is a row of boxes. Indicate in one of the boxes a tick (√ ) to show how true the item applies to you. See the example below.

	Very True
	True
	Somewhat True
	Not True
	Not at all true 



	
	√
	
	
	


	NO
	SCALE 1 –TIME  MANAGEMENT
	VERY TRUE
	TRUE
	SOME-WHAT TRUE
	NOT TRUE
	NOT AT ALL TRUE

	1
	I spend much more time reading the course I like and very little time for other courses.
	
	
	
	
	

	2
	I hate studying courses I find difficult.
	
	
	
	
	

	3
	I do not give enough time to study my major courses.
	
	
	
	
	

	4
	I am not able to study up to three hours a day.
	
	
	
	
	

	5
	The courses I dislike, do not receive much of my study time.
	
	
	
	
	

	6
	I do not have a personal study timetable.
	
	
	
	
	

	7
	Even though my desire is to study on my own constantly, I find it difficult to do so.
	
	
	
	
	

	8
	Within a week, I spend far more time on extracurricular activities (e.g., Religious, sport activities) than my studies.
	
	
	
	
	

	
	TOTAL
	
	
	
	
	


	NO 
	SCALE 2 -CONCENTRATION
	VERY TRUE
	TRUE
	SOME-WHAT TRUE
	NOT TRUE
	NOT AT ALL TRUE

	9
	Whenever I read, I am unable to bring all my attention on the subject.
	
	
	
	
	

	10
	The place I do my private studies is most often noisy. This disturbs my concentration.
	
	
	
	
	

	11
	I am easily attracted to the TV and other activities whenever I sit to study.
	
	
	
	
	

	12
	When my mind begins to wander, while studying, I find it difficult to bring it back to the subject.
	
	
	
	
	

	13
	I am unable to read for more than thirty minutes at a time.
	
	
	
	
	

	14
	When I am studying, I tend to stop and worry about personal problems.
	
	
	
	
	

	15
	I am fond of day-dreaming during my studies.
	
	
	
	
	

	16
	Whenever I take a book to read, I doze off (fall asleep).
	
	
	
	
	

	
	TOTAL
	
	
	
	
	


	NO.
	SCALE 3 CONSULTATION
	VERY TRUE
	TRUE
	SOME-WHAT TRUE
	NOT TRUE
	NOT AT ALL TRUE

	
	
	
	
	
	
	

	17
	When I don't understand some aspect of a lecture, 1 find it difficult to ask the lecturer to explain.
	
	
	
	
	

	18
	I am not used to calling my friends together to solve difficult academic problems.
	
	
	
	
	

	19
	I don't like asking lecturers questions.
	
	
	
	
	

	20
	I prefer finding answers from books to receiving them from friends.

	
	
	
	
	

	21
	I often rely on my lecture notes without consulting mates, lecturers or books for further ideas.
	
	
	
	
	

	22
	I don't have a study group.


	
	
	
	
	

	23
	I don't ask my friends to explain difficult points to me.
	
	
	
	
	

	24
	I do not feel comfortable asking friends to teach me something.
	
	
	
	
	

	
	TOTAL
	
	
	
	
	


	NO
	SCALE 4
NOTE TAKING
	VERY TRUE
	TRUE
	SOME-WHAT TRUE
	NOT TRUE
	NOT AT ALL TRUE

	25
	When I read I do not underline or take note of words (and phrases) which are important to me.  taking ot read over what i s together.  tions even when i 

































































	
	
	
	
	

	26
	When a good point comes into my mind while reading, I fail to note it down. 
	
	
	
	
	

	27
	During lectures I just listen. I do not take down notes or tape record. 
	
	
	
	
	

	28
	I often do not copy the examples, illustrations and summaries the lecture puts on the board. 
	
	
	
	
	

	29
	I do not make personal notes when I read from a textbook. 
	
	
	
	
	

	30
	If the lecturer does not give notes as he/she lectures, I find it difficult to note down important points. 
	
	
	
	
	

	31
	I do not read over my notes after lectures. 
	
	
	
	
	

	32
	I do not bother to copy lecture notes from a friend when I am absent from a lecture. 
	
	
	
	
	

	
	TOTAL
	
	
	
	
	


	NO
	SCALE 5 – READING AND LIBRARY USE
	VERY TRUE
	TRUE
	SOME-WHAT TRUE
	NOT TRUE
	NOT AT ALL TRUE

	33
	I find it difficult to remember what I read.
	
	
	
	
	

	34
	I do not glance (look) through a chapter of a book before I begin to read it. 
	
	
	
	
	

	35
	I usually find it difficult to get the main ideas from a passage I read. 
	
	
	
	
	

	36
	I tend to read a passage two or three times before understanding it somewhat. 
	
	
	
	
	

	37
	I am not in the habit of looking for a book in the library to help me do my assignment. 
	
	
	
	
	

	38
	I am not used to going to the university library to read or borrow books. 
	
	
	
	
	

	39
	I do not like reading. It is boring to me. 
	
	
	
	
	

	40
	If I happen to borrow a book from the library I often do not read much of it. 
	
	
	
	
	

	
	TOTAL
	
	
	
	
	


Thank you.
Appendix B- Reliability of Research Instrument
	Reliability Statistics

	Cronbach's Alpha
	Cronbach's Alpha Based on Standardized Items
	N of Items

	.894
	.940
	12


	Inter-Item Correlation Matrix

	
	Totsbitms
	Totsbicos
	Totsbicsu
	Totsbints
	Totsbirls
	Overalltota
	Totsbitmsb
	Totsbicosb
	Totsbicsub
	Totsbintsb                                                        totsbicsub
	Totsbirlsb
	Overalltotb

	Totsbitms
	1.000
	.756
	.427
	.398
	.384
	.804
	.715
	.612
	.411
	.386
	.450
	.675

	Totsbicos
	.756
	1.000
	.535
	.416
	.386
	.838
	.778
	.705
	.483
	.274
	.421
	.699

	Totsbicsu
	.427
	.535
	1.000
	.531
	.393
	.755
	.458
	.353
	.871
	.505
	.342
	.665

	Totsbints
	.398
	.416
	.531
	1.000
	.548
	.735
	.350
	.317
	.414
	.826
	.576
	.650

	Totsbirls
	.384
	.386
	.393
	.548
	1.000
	.676
	.514
	.223
	.429
	.543
	.797
	.633

	Overalltota
	.804
	.838
	.755
	.735
	.676
	1.000
	.752
	.602
	.682
	.640
	.655
	.869

	Totsbitmsb
	.715
	.778
	.458
	.350
	.514
	.752
	1.000
	.744
	.524
	.356
	.601
	.840

	Totsbicosb
	.612
	.705
	.353
	.317
	.223
	.602
	.744
	1.000
	.445
	.251
	.388
	.752

	Totsbicsub
	.411
	.483
	.871
	.414
	.429
	.682
	.524
	.445
	1.000
	.564
	.404
	.773

	Totsbintsb
	.386
	.274
	.505
	.826
	.543
	.640
	.356
	.251
	.564
	1.000
	.551
	.717

	Totsbirlsb
	.450
	.421
	.342
	.576
	.797
	.655
	.601
	.388
	.404
	.551
	1.000
	.742

	Overalltotb
	.675
	.699
	.665
	.650
	.633
	.869
	.840
	.752
	.773
	.717
	.742
	1.000
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Self-evaluation and Monitoring





Strategic Outcome Monitoring





Goal Setting and Strategic Planning Planning





Strategy Implementation and Monitoring





Personal (cognitive, affective, and biological) Determinants 





Environmental Determinants 





Behavioural Determinants 





Table 4.3 continued 
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