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Abstract: 

University students often persist with surface 

learning strategies—such as rereading and 

highlighting—despite knowing that deep 

strategies like self-testing and spaced practice 

are more effective. This gap between knowledge 

and action challenges purely cognitive 

explanations and calls for an integrated 

motivational and behavioral account. This 

manuscript reviews student learning behavior 

through the combined lens of Self-

Determination Theory (SDT) and Habit Theory. 

Prior research has treated motivation and study 

habits in isolation, leaving their interaction 

insufficiently theorized. We propose a three-

dimensional integrative model linking (a) the 

educational context, (b) the quality of motivation 

(autonomous vs. controlled), and (c) learning 

strategies (deep vs. surface). The model's core 

contribution is a dual-pathway framework 

distinguishing between the initiation of a 

strategy—governed by motivational quality—

and its long-term persistence, which becomes 

increasingly governed by habit mechanisms. 

When basic psychological needs for autonomy, 

competence, and relatedness are satisfied, 

autonomous motivation leads students to adopt 

deep strategies; through repeated enactment in 

stable contexts, these strategies become 

automatized effective study habits. Conversely, 

need frustration fosters controlled motivation or 

amotivation, favoring surface strategies that 

crystallize into maladaptive habits via the same 

cue–response mechanisms. The paper concludes 

that sustainable academic success requires 

aligning a need-supportive environment, high-

quality motivation, and habit-formation 

processes. Practical recommendations extend 

beyond standard SDT prescriptions to include 

restructuring contextual cues and disrupting 

automatized surface routines. The model opens 

new avenues for longitudinal research and 
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evidence-based interventions targeting the 

motivation–habit interplay. 

Keywords: Self-Determination Theory (SDT), 

Habit Theory;  Study Habits; Autonomous 

Motivation. 
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1-Introduction: 

Academic success in higher education rests 

substantially on the learning strategies students 

adopt and the study habits they cultivate 

throughout their academic journey. 

In their pursuit of academic goals, students rely 

on a range of study methods, from planning and 

time management to the deliberate use of 

specific learning strategies (Guo et al., 2023; 

Kumar et al., 2021; Winne & Nesbit, 2010). 

Importantly, when students experience a loss of 

autonomy, they often turn to easy, habitual 

behaviors that demand less conscious effort and 

are automatically triggered by familiar contexts 

(Mazar & Wood, 2018). Consequently, study 

habits become tightly linked not only to the 

effectiveness of the strategies students use but 

also to their psychological well-being 

(Manandhar et al., 2024). 

Educational research has consistently shown that 

the most effective strategies are those involving 

active cognitive engagement, such as practice 

testing, self-explanation, and spaced learning 

(Bisra et al., 2018; Dunlosky et al., 2013). When 

adopted, these strategies do not remain isolated 

acts; over time, they can crystallize into stable, 

automatized study habits (Wood & Rünger, 

2016). Yet, paradoxically, many students avoid 

these beneficial strategies, perceiving them as 

too effortful or time-consuming, and instead 

resort to surface methods like rereading, 

highlighting, and verbatim summarizing (Krause 

& Freund, 2014; Lambojon, 2018). What makes 

this paradox particularly intriguing is that it is 

not primarily attributable to a lack of 

metacognitive knowledge: students often know 

which strategies work best, but they still do not 

use them (Carpenter & Sanchez, 2025). 

This gap between knowledge and action signals 

that strategy selection is not merely a cognitive 

matter. Rather, it is deeply embedded in personal 

choices governed by underlying motivations. 

Students tend to favor strategies that feel easier, 

more familiar, and less costly in terms of effort 

and time—even when they offer lower academic 

returns (Macaluso et al., 2022). Unsurprisingly, 

those who consistently adopt deep, effortful 
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strategies are typically propelled by autonomous 

forms of motivation, whereas students driven by 

controlled motivation or amotivation gravitate 

toward surface strategies, with negative 

consequences for their perseverance, 

performance, and adjustment (Siddiqui & Malik, 

2024). 

A clear discrepancy thus emerges between what 

students know, what they intend to do, and what 

they actually do when they study—a gap that 

widens under the pressure of deadlines and 

competing demands (Blasiman et al., 2017; 

Carpenter & Sanchez, 2025; Dimal & Salva, 

2025). As study behaviors are repeated over 

time, they become patterned and follow the same 

trajectory across educational stages, yielding the 

same results. In this way, a student’s academic 

effort oscillates between motivation-driven 

learning—which requires conscious cognitive 

and metacognitive effort—and automatic, 

habitual routines. The educational environment, 

in turn, influences this relational structure by 

either stimulating deeper motivation or 

reinforcing existing habits. 

Self-Determination Theory (SDT; Ryan & Deci, 

2000a) provides one of the most robust 

frameworks for understanding the motivational 

forces behind academic performance. It argues 

that the satisfaction of basic psychological 

needs—autonomy, competence, and 

relatedness—fuels intrinsic motivation and deep 

learning. Conversely, Habit Theory 

demonstrates that human behavior, including 

learning behavior, is not exclusively governed 

by conscious motivations: through repetition in 

stable contexts, actions become automatized into 

habits. In educational practice, we frequently 

observe students investing considerable effort 

without achieving desired results, a situation that 

weakens their motivation and pulls them toward 

procrastination or persistent use of ineffective 

strategies. This scenario reveals an explanatory 

gap that calls for a theoretical model capable of 

linking motivational patterns and automatic 

behavioral patterns (i.e., study habits) within a 

shared educational context. 

However, SDT alone does not fully explain why 

even autonomously motivated students 

sometimes fail to use deep strategies 

consistently, or why surface strategies persist 

despite their known ineffectiveness. This is 

because SDT focuses primarily on the quality of 

motivation that initiates behavior, but does not 

specify the mechanisms by which repeated 

behaviors become automatized and thus resistant 

to motivational shifts. Habit Theory fills this gap 

by demonstrating that behaviors repeated in 

stable contexts gradually become triggered by 

environmental cues with minimal conscious 

oversight (Wood & Rünger, 2016) 
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The two theoretical perspectives have largely 

been applied in isolation: SDT explains the 

"why" of strategy adoption (motivation quality), 

while Habit Theory explains the "how" of 

behavioral persistence (cue-driven 

automaticity). Yet, to understand why students 

continue to use superficial strategies—and why 

interventions focused solely on enhancing 

motivation often yield disappointing results—

we need a framework that integrates both 

processes. 

The psychological literature has largely 

addressed these two constructs in isolation: 

some studies examine autonomous motivation as 

a predictor of academic success, while others 

investigate study habits as correlates of 

performance. The interface between the 

motivational-psychological level and the 

behavioral-habitual level remains unclear. Their 

interconnections appear fragmented and do not 

yet offer a convincing account of how study 

habits are formed and sustained. The 

fundamental question driving this paper is 

therefore: How do motivational patterns, as 

conceptualized within SDT, contribute to 

shaping study habits? In parallel, how do 

conscious deep or surface cognitive strategies 

transform, over time, into entrenched habits? 

And what role does the educational context play 

in supporting or hindering this transformation? 

And, crucially, what does this integration imply 

for educational practice that differs from what 

SDT already prescribes? 

To answer these questions, we review the core 

tenets of Habit Theory and SDT, and propose an 

integrative three-dimensional model that links 

the educational context, motivational quality, 

and learning strategies to the formation of study 

habits. The model advances the theoretical 

conversation by showing that the habit-

formation mechanism is not merely an add-on to 

SDT but a distinct process that explains the 

persistence of suboptimal strategies even under 

supportive motivational conditions. This, in 

turn, generates novel practical implications—

such as the need to restructure contextual cues 

and disrupt automatized routines—that extend 

beyond the traditional SDT emphasis on need 

satisfaction alone. 

2-Habits and Their Formation: 

Study habits are commonly understood as stable, 

recurring patterns of study behaviors that 

encompass planning, time management, choice 

of learning environment, and the consistent 

application of particular study strategies (Credé 

& Kuncel, 2008; Zhou & Ahmad, 2025). While 

these patterns vary across individuals in both 

quality and quantity, their defining feature is the 

automaticity that develops through repeated 

performance in stable contexts. 
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Habits are fundamental to human behavior: most 

daily practices are driven by habits that recur 

regularly in specific contexts and at particular 

times. Far from being innate, habits are acquired 

through repetition—they represent a behavioral 

response that stabilizes over time within a given 

environment. They form most readily when the 

behavior is easy to perform and fits comfortably 

into daily routines. When contextual stimuli 

remain stable, the repeated behavior becomes 

increasingly familiar, and a mental association 

gradually develops between the context (the cue) 

and the response. Eventually, merely perceiving 

the cue is sufficient to automatically activate a 

mental representation of the behavior, which is 

then performed with minimal conscious 

oversight (Gardner et al., 2020). 

Consistent with this perspective, habits often 

originate from goal-directed behavior. People 

intentionally pursue goals, and the context in 

which these pursuits occur shapes how they 

respond. In familiar situations, individuals draw 

on stored cognitive and behavioral information 

from past experiences to select appropriate 

actions. When these goal-directed actions are 

repeatedly performed in the same stable context, 

they gradually transform from deliberate, 

intentional behavior into automatic habits 

(Wood & Rünger, 2016). 

Importantly, habits can either support or hinder 

the achievement of valuable long-term goals, 

including academic success and psychological 

well-being. Many students struggle to develop 

and maintain effective study habits, and 

consequently tend toward less desirable, 

counterproductive ones (Blasiman et al., 2017). 

A particularly instructive insight comes from 

(Avni-Babad, 2011), who found that continuing 

with habitual behavior—even when it is 

objectively ineffective—can enhance feelings of 

trust, contentment, and security. This helps 

explain why students may persist with 

suboptimal study habits: familiar routines 

provide psychological comfort, even if they 

yield poor academic results. 

More broadly, prior behavior is one of the 

strongest predictors of future behavior. 

However, this prediction is not absolute; 

behavior results from an interplay of 

neurophysiological, psychological, and 

environmental factors. When an intentional 

behavior is repeatedly performed and proves 

effective in a given context, it solidifies into an 

established pattern that individuals later transfer 

to similar situations (Ouellette et al., 1998). 

Initially, this process requires deliberate 

cognitive and physiological effort: contextual 

cues trigger thinking about task demands and 

possible actions, leading to the formation of an 
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intention and the conscious implementation of 

the behavior perceived as most likely to succeed. 

Over time, as the behavior is repeated in stable 

contexts, it transitions from effortful, intentional 

action to automatic, habitual response. 

In contrast, once a habit has formed, behavior 

unfolds rapidly and efficiently. Contextual cues 

automatically activate a network of cue–

response associations, triggering impulses to act 

without the need for a salient goal, and with 

minimal awareness or volitional control 

(Gardner et al., 2014, 2024). Perceiving the 

relevant cue—such as sitting at one’s desk and 

opening a textbook—automatically activates the 

mental representation of the associated routine, 

like initiating a study session. Indeed, exposure 

to cues can be intentional, as when students 

deliberately sit at their desks to trigger study-

related thoughts and behaviors (Mazar & Wood, 

2018; Wood & Rünger, 2016). 

At the neurocognitive level, habits are 

maintained by associative learning and reward 

systems (Mazar & Wood, 2018). Each repetition 

subtly alters the cognitive and neural 

mechanisms involved in procedural memory, 

progressively strengthening the link between 

contextual stimuli and the associated response. 

Theoretically, this process is straightforward: 

repeated performance of a behavior in a stable 

context builds strong cue–response associations, 

gradually automating the behavior and reducing 

its dependence on conscious deliberation. As a 

result, the mental effort and extended decision-

making once required to initiate the behavior 

decrease significantly (Hagger & Rebar, 2020). 

Over time, the behavior shifts from being 

directed by conscious goals and intentions to 

being directly triggered by the surrounding 

context (Fiorella, 2020). 

In sum, the spatial context—and the stable cues 

it provides—is a decisive factor in both the 

formation and the persistent repetition of 

habitual behavior over time. 

3-Habits and Environmental Contexts: 

Habits grow and develop in environments that 

reinforce them. They become ingrained in the 

person, forming a defining part of their 

characteristics and daily routines. They are 

shaped by the repeated response of behavior that 

arises from forming associations between the 

context surrounding the individual, the form of 

response stored in memory, and the performance 

of automatic, customary behavior that is 

relatively unaffected by changes in the value or 

likelihood of response outcomes. The individual 

produces this behavior regardless of its 

feasibility. This leads us to distinguish between 

effective habits and less effective habits. 

The contextual circumstances influencing 

individuals have considerable effects on habit 
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formation. The familial context, educational 

setting, and instructor impact are crucial 

determinants in the formation of kids' learning 

habits. (Bano et al., 2018; David et al., 2024) 

revealed that these external factors greatly 

influence students' actions and study habits, 

consequently affecting their academic 

achievement. (Tus, 2020) proved that study 

habits and successful tactics positively and 

significantly influence the academic 

performance of university students, as well as 

their psychological well-being. Individuals 

devoid of adequate knowledge regarding study 

tactics will fail to implement efficient and 

enduring learning practices, regardless of the 

time invested in studying (Rezaie Looyeh et al., 

2017)  . 

Moreover, individuals who maintain healthy 

exercise routines and participate in sports-

related physical activities exhibit superior study 

habits, enhanced academic performance, and 

allocate more time to familial interactions 

compared to their counterparts who do not 

engage in such activities   (Ngangbam, 2025). 

Consequently, habits interconnect and assimilate 

to represent the cognitive and neurological 

processes associated with habit memory, 

manifested in unique patterns of habitual 

response  (Wood & Rünger, 2016). 

In another context,  (Gardner et al., 2020)   

indicate that lasting behavior change depends on 

leveraging the fundamental mechanisms through 

which habits are formed: context, repetition, and 

reward. Old habits also continue to be 

automatically activated by stable contextual 

triggers. Therefore, getting rid of bad habits that 

one wishes to change is not so much about the 

individual's intention to change their behavior, 

but rather about whether they will eliminate or 

limit exposure to the underlying triggers 

(Gardner et al., 2024; Wood & Rünger, 2016). 

4-Study Habits and Autonomous Motivation: 

In familiar academic contexts, strong study 

habits reduce the role of conscious intention, 

whereas in novel situations, students must rely 

on deliberate strategies to guide their behavior   

(Mazar & Wood, 2018). It is therefore important 

to distinguish between the cognitive construct of 

habituation and the behavioral manifestation of 

habit, as habitual tendencies do not always 

translate into overt action (Gardner et al., 2020, 

2024). 

In this paper, a study habit is operationally 

defined as the automatized, context-dependent 

behavioral pattern that emerges when specific 

learning actions—such as regular reviewing, 

self-testing, or rereading—are repeatedly 

enacted within a stable study environment 

(Lambojon, 2018; Mendezabal, 2013; Saranya, 

2024). Once established, these habits form a 

stable framework that organizes how students 
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plan their time, select their study environments, 

and deploy particular strategies (Zhou & Wang, 

2020). 

Crucially, the strategies that students employ 

routinely often represent habitual responses to 

familiar academic contexts, rather than 

deliberate choices informed solely by 

knowledge or motivation (Fiorella, 2020). When 

confronted with cognitively demanding tasks, 

students’ motivation may wane, prompting them 

to fall back on familiar but ineffective methods 

that have become ingrained through repetition 

(Liu et al., 2014) . Many students avoid deep 

strategies because of their perceived time and 

effort costs, defaulting instead to easier, more 

familiar methods—even when they possess 

adequate knowledge of what works best (Biwer 

et al., 2020; David et al., 2024). Furthermore, 

students may misinterpret the mental effort 

demanded by deep strategies as a sign of 

personal incompetence, further discouraging 

their use (Li & Lee, 2025) . Indeed, (Macaluso 

et al., 2022) found that habits shape students’ 

decisions to prefer familiar strategies, even when 

alternative strategies may be more effective. 

Cognitive illusions and entrenched monotonous 

habits can also prevent students from selecting 

more effective strategies for self-regulated 

learning (Ocak & Yamac, 2013). Consistent 

with this, students who maintain well-organized 

study habits significantly outperform peers who 

rely on surface strategies or irregular methods  

(Sharma & Kumari, 2025). 

Thus, while study habits organize behavior and 

reduce the cognitive burden of decision-making, 

their effectiveness ultimately hinges on the 

quality of the motivation that sustains them. 

When autonomous motivation weakens, even 

well-established habits can become futile—

underscoring the need to examine how 

motivational and strategic factors interact within 

educational contexts. 

5 Motivation through self-determination 

theory: 

Motivation, as conceptualized within Self-

Determination Theory (SDT), concerns not 

only the amount but also the quality of the 

drive behind behavior—the degree to which 

it is experienced as autonomous versus 

controlled (Ryan & Deci, 2000b, 2020). 

According to SDT, optimal motivation and 

psychological well-being depend on the 

satisfaction of three innate basic 

psychological needs: autonomy, 

competence, and relatedness. 

Autonomy refers to the need to experience 

volition and ownership over one’s actions; it 

is supported by subjective experiences of 

value and self-endorsement, and undermined 

by externally controlling contingencies such 

as rewards or punishments. Competence 
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concerns the need to feel effective and 

capable of mastering challenges; it is most 

effectively fulfilled in structured 

environments that offer optimal challenges, 

affirmative feedback, and opportunities for 

growth (Ryan & Deci, 2000b). Relatedness 

involves the need to feel connected, cared 

for, and to belong; it is enhanced through 

respectful and supportive relationships. 

Frustration of any of these three needs 

impairs autonomous motivation and leads 

students toward controlled motivation or 

amotivation, with negative consequences for 

engagement, performance, and well-being 

(Niemiec & Ryan, 2009; Ryan & Deci, 

2000a). Therefore, the quality of the 

educational environment—whether it 

supports or thwarts these needs—directly 

shapes the type of motivation students 

experience. 

SDT organizes motivation along a 

continuum of self-determination, from 

amotivation to intrinsic motivation, with 

extrinsic motivation situated between 

them(Ryan & Deci, 2017). This continuum 

reflects the degree to which behavior 

emanates from the self: 

Intrinsic motivation represents the most 

autonomous form. It involves engaging in an 

activity for the inherent interest, enjoyment, 

and satisfaction it provides. It is the 

prototype of self-determination and is 

sustained when basic psychological needs 

are met  (Deci & Ryan, 2008; Ryan & Deci, 

2000a). 

Extrinsic motivation involves performing an 

activity as a means to a separable end. 

Critically, SDT distinguishes four regulatory 

styles within extrinsic motivation that vary 

in their degree of autonomy: external 

regulation (driven by rewards or 

punishments), introjected regulation (driven 

by internal pressures such as guilt or ego-

involvement), identified regulation (driven 

by personal valuing and conscious 

acceptance of the activity’s importance), and 

integrated regulation (fully assimilated with 

the individual’s core values and identity). 

These regulations span from fully controlled 

to highly autonomous, explaining how 

students can internalize the value of 

academic tasks over time  (Deci & Ryan, 

2008; Howard et al., 2025; Ryan & Deci, 

2000a). 

Amotivation represents a state in which 

intentionality is absent; students feel 

incompetent, perceive no meaningful link 

between their actions and outcomes, and 

may cease academic engagement entirely 

(Legault et al., 2006; Ryan & Deci, 2017). 
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The central theoretical distinction for our 

model is between autonomous motivation 

and controlled motivation, which cuts across 

the intrinsic–extrinsic divide. Autonomous 

motivation encompasses intrinsic motivation 

as well as well-internalized extrinsic 

forms—identified and integrated 

regulation—where the individual 

experiences volition and self-endorsement. 

Controlled motivation, by contrast, includes 

external and introjected regulation, where 

behavior is driven by external contingencies 

or internal compulsion  (Ryan & Deci, 

2000a). This distinction is pivotal: 

autonomously motivated students are more 

likely to adopt deep, cognitively demanding 

learning strategies, persist in the face of 

difficulty, and achieve superior academic 

outcomes, whereas controlled motivation or 

amotivation predicts the use of surface 

strategies, procrastination, and poor well-

being (Howard et al., 2021; Siddiqui & 

Malik, 2024). Furthermore, motivation and 

metacognition alone cannot fully explain 

why certain study behaviors persist through 

repetition regardless of their effectiveness—

an explanatory gap that habit theory can fill 

(Fiorella, 2020). 

Learning strategies are commonly classified 

into deep strategies—such as self-testing, 

elaborative interrogation, and spaced 

practice—which require sustained cognitive 

effort and foster long-term comprehension 

and retention (Bisra et al., 2018; Dunlosky et 

al., 2013), and surface strategies—such as 

rereading, highlighting, and verbatim 

summarizing—which are characterized by 

lower cognitive demand and minimal 

engagement with the material (Biwer et al., 

2020; Vermunt & Vermetten, 2004). 

Critically, the adoption of deep strategies is 

typically sustained by autonomous 

motivation, which enables students to bear 

the associated effort costs, whereas surface 

strategies tend to be favored under 

conditions of controlled motivation or 

amotivation, where minimizing perceived 

effort becomes the priority(Biggs, 1987; 

Siddiqui & Malik, 2024).This distinction 

links the motivational quality described 

above to the initial choice of strategies that, 

through repetition in stable academic 

contexts, will eventually crystallize into 

established study habits—providing the 

foundation for our integrative model. 

7-Study Habits and Motivation: Toward 

an Integrative Model: 

Building on the motivational framework 

outlined above, this section examines how 

motivational dynamics interact with habit-

formation processes to shape students' study 
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behaviors—and why this interaction yields 

insights that neither SDT nor Habit Theory 

can provide alone. However, this ideal 

association is not a linear inevitability; it is 

subject to factors specific to students and to 

the educational environment, which may be 

unsupportive(Niemiec & Ryan, 2009). The 

more autonomous the motivation, the more 

positive students' performance  (Guay, 2022) 

. 

Scientific studies support this proposition. 

Autonomous motivation predicts students' 

efforts to enhance their skills and mastery 

goals, improving performance  (Ciani et al., 

2011).  In contrast, intrinsic motivation and 

identified regulation are associated with 

achievement and well-being, whereas 

external regulation correlates with reduced 

well-being (Howard et al., 2021) .Moreover, 

students who set autonomous goals 

experience greater positive emotions than 

those who pursue controlled goal(Ketonen et 

al., 2018). These findings confirm the well-

established link between motivation quality 

and educational outcomes. However, they do 

not explain why even autonomously 

motivated students may, under certain 

conditions, abandon deep strategies in favor 

of familiar surface routines—a gap our 

model directly addresses. 

Consistent with this, social contexts and 

enduring individual differences affect the 

satisfaction of students' basic needs, thereby 

influencing their motivation, performance, 

and adjustment  (Baard et al., 2004). Over 

time, motivational orientations are shaped 

through interactions between individuals and 

their contexts(Deci et al., 2002; 

Vansteenkiste et al., 2008). Learning 

behavior is influenced by the context in 

which it occurs: context represents elements 

of the performance environment—physical 

locations, other people, preceding actions—

that recur with repetition(Wood & Neal, 

2007). Since the educational process is 

continuous, students maintain stable study 

strategies suited to their experience and 

environment. This generates study habits 

that, over time, transform into automatic, 

repetitive behaviors. As noted earlier, when 

a student repeatedly enacts a chosen 

strategy—whether driven by intrinsic or 

extrinsic motivation—within a stable 

context, the cue–response association 

transforms it into an automatic study habit. 

Consequently, study behavior is shaped by 

context, and students develop relatively 

stable patterns that recur within educational 

contexts (Hadwin et al., 2001). Nonetheless, 

distinguishing between habitual behavior 

and deliberate cognition can be challenging. 
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Motivation and metacognitive methods 

significantly influence the development and 

sustenance of habits (Fiorella, 2020). For 

this reason, the current model distinguishes 

between the initial reliance on motivational 

strategies and subsequent strategies 

governed by habit mechanisms. Empirically, 

many students limit themselves to superficial 

strategies such as using study guides or 

peers' notes, patterns consistent with effort 

avoidance and procrastination (Berry et al., 

2010; Sikorova et al., 2020). As argued in the 

introduction, this discrepancy is not 

primarily a knowledge deficit but relates to 

the quality of the motivational environment 

(Foerst et al., 2017). When students' 

motivation for autonomy is nurtured, they 

engage in self-regulation, (Brenner, 2022; 

Butler, 1998) . Learning processes remain 

stable within standardized environments, 

where integrated learning methods combine 

effective habits with quality motivation, 

fostering self-directed learning (Credé & 

Kuncel, 2008; Tus et al., 2020). 

Autonomous individuals use deep learning 

strategies and achieve higher grades, 

whereas students with a surface approach 

fear failure and rely on instrumental 

regulatory processes(Fazey & Fazey, 2001; 

McCombs & Marzano, 1990). Controlled 

environments hinder engagement, restrict 

choices, and promote reliance on external 

regulation (Black & Deci, 2000; Liem & 

McInerney, 2018).Conversely, positive 

relationships with instructors enhance 

relatedness and foster constructive 

educational practices (Evelein et al., 2008). 

Therefore, unsatisfied needs lead to negative 

emotions, self-protective behaviors, and 

decreased cognitive flexibility and 

autonomous motivation—factors associated 

with maladjustment (Brenner, 2022). This 

results in an absence of intention to act (Ryan 

& Deci, 2000b), chronic frustration of basic 

needs, perceptions of useless effort (Legault 

et al., 2006), and increased risk of academic 

procrastination and failure (Howard et al., 

2021). In sum, study habits arise through 

repetition within educational contexts, 

transforming into default responses 

automatically activated in the absence of 

conscious intervention. This explains why 

students resort to surface strategies instead 

of deep ones (Hagger & Rebar, 2020). Habit 

disruption requires sufficient motivation and 

regulatory capacity; external factors like 

stress may reinforce existing habits. 

Therefore, motivation determines the 

strategies that enter the habit-forming cycle, 

while habits explain why those strategies 

persist. 
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From this standpoint, motivation becomes a 

critical element in shaping the academic 

path. Based on SDT, the degree of 

satisfaction of basic needs determines the 

type of motivation that drives behavior. 

Autonomous motivation, characterized by 

conscious choice and internal commitment, 

directs students toward deep achievement 

and high-quality study habits. Controlled 

motivation or amotivation leads to surface 

strategies and ineffective habits. Thus, the 

integrative model posits that learning 

strategies—whether deep or surface—are 

repeated within a stable educational context. 

Over time, they transform into established 

habits. A supportive environment enhances 

need satisfaction, generating autonomous 

motivation that inclines students toward 

deep cognitive strategies, whereas a 

restrictive environment leads to controlled 

motivation or amotivation and surface 

strategies. 

This dual-pathway framework is the core 

theoretical contribution of our model. It 

distinguishes between (a) the initiation of a 

strategy, governed by the quality of 

motivation as SDT predicts, and (b) the 

persistence of that strategy over time, 

governed increasingly by habit mechanisms. 

When a student adopts a deep strategy and 

repeatedly performs it in a consistent study 

environment, the context becomes 

associated with that strategy. Eventually, the 

context alone triggers the strategy 

automatically, reducing the need for 

sustained motivational effort(Gardner et al., 

2020; Hagger & Rebar, 2020) . The same 

process applies to surface strategies: a 

student who habitually rereads textbooks in 

bed or scrolls through notes in a café may 

find those environments automatically 

trigger superficial behaviors, regardless of 

current motivation. This insight has direct 

practical implications differing from 

standard SDT recommendations: whereas 

SDT emphasizes fostering autonomous 

motivation through need-supportive 

teaching, our model adds that educators must 

also help students restructure their study 

environments to disrupt cue-driven surface 

habits and support the automatization of 

deep strategies. This dual-pathway 

framework resolves a persistent puzzle: why 

do some highly motivated students fail to 

sustain effective strategies, while some less 

motivated students maintain them? 

Autonomous motivation excels at initiating 

deep strategies, but without stable contexts 

and repeated practice, these strategies 

remain vulnerable to disruption by stress, 

fatigue, or competing cues (Blasiman et al., 

2017; Carpenter & Sanchez, 2025) . 
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Conversely, even students with lower initial 

motivation can, through consistent 

environmental structuring and repetition, 

develop effective habits requiring less 

motivational effort. This reframes the 

challenge for educators: the goal is not 

merely to boost motivation, but to engineer 

conditions—both psychological and 

environmental—that allow effective 

strategies to become self-sustaining habits. 

Importantly, the relationship between habits 

and motivation is bidirectional. Effective 

habits that produce academic success 

enhance students' sense of competence, 

deepening autonomous motivation (Ryan & 

Deci, 2000b). Conversely, entrenched 

surface habits that yield poor results may 

erode perceived competence, pushing 

students toward amotivation. This feedback 

loop suggests that habits are not merely 

endpoints of the motivational process but 

active agents that can sustain or undermine 

the very motivation that initiated them. 

To illustrate, consider a student who wishes 

to adopt spaced practice instead of last-

minute cramming. An autonomy-supportive 

instructor can foster identified regulation, 

increasing the likelihood that the student will 

initially try the strategy. However, this initial 

motivation is necessary but insufficient. The 

student must also restructure their study 

context—for example, scheduling regular 

review sessions in a distraction-free library 

cubicle at the same time each day. Over 

weeks, the cubicle becomes a contextual cue 

that automatically triggers spaced practice, 

reducing reliance on conscious motivation. 

If the student later experiences a drop in 

motivation during a stressful exam period, 

the habit can sustain the effective strategy 

until motivation recovers. This example 

clarifies why purely motivational 

interventions often fail: they address only the 

first step of a two-step process. 

Accordingly, Figure (1) presents a path 

model of the relationships between the 

educational context, the satisfaction or 

frustration of basic needs, the type of 

motivational regulation (autonomous, 

controlled, amotivated), and learning 

strategies (deep and surface), culminating in 

the transformation of strategies into study 

habits that influence academic outcomes and 

achievement. The reciprocal arrows indicate 

mutual influence among the components. 

Therefore, differences among students in 

study habits and strategy use reflect their 

differing degrees of need satisfaction, which 

is directly linked to the nature and type of 

motivation accompanying their behavior. 

Improving the educational environment to 

support autonomy, competence, and 
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relatedness fosters autonomous motivation, 

while the use of deep or surface strategies 

transforms over time into entrenched habits 

less dependent on conscious control. 

 

Figure (1): A Dual-Pathway Integrative Model of Study Habit Formation 

 

8-Core Propositions of the Model : 

The integrative model proposed here generates 

several specific, falsifiable theoretical 

propositions that can guide future empirical 

research. These propositions articulate the key 

pathways depicted in Figure (1) and specify the 

relationships that longitudinal or experimental 

studies could test. 

Autonomous motivation predicts the sustained 

use of deep learning strategies. When students' 

basic needs for autonomy, competence, and 

relatedness are satisfied, they are more likely to 

initiate and maintain cognitively demanding 

strategies such as self-testing, elaborative 

interrogation, and spaced practice. 

Controlled motivation and amotivation predict 

reliance on surface learning strategies. When 

basic psychological needs are frustrated, 

students tend to default to low-effort strategies 

such as rereading, highlighting, and verbatim 

summarizing, which minimize immediate 

cognitive load. 
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Repeated use of a learning strategy in a stable 

educational context leads to its automatization 

into a study habit. The habit-formation 

mechanism operates regardless of whether the 

strategy is deep or surface, explaining the 

persistence of both effective and ineffective 

study behaviors over time. 

The educational context moderates the pathway 

from need satisfaction to strategy adoption. 

Supportive environments that foster autonomy, 

competence, and relatedness increase the 

likelihood of autonomous motivation and deep 

strategy use, whereas controlling environments 

push students toward controlled motivation and 

surface strategies. 

Established study habits partially mediate the 

relationship between motivation and academic 

outcomes. Over time, habitual study behaviors 

become less dependent on conscious motivation 

and more directly triggered by contextual cues, 

making them resilient to change unless the 

context itself is altered 

9-Conclusion and Recommendations: 

This manuscript has argued that the persistent 

use of superficial learning strategies—despite 

students' awareness of more effective 

alternatives—cannot be fully explained by 

cognitive or metacognitive factors alone, nor by 

SDT's traditional emphasis on motivational 

quality. By integrating Self-Determination 

Theory and Habit Theory, we proposed a three-

dimensional model that traces how the 

educational context shapes the satisfaction of 

basic psychological needs, thereby influencing 

the quality of motivation (autonomous versus 

controlled). This motivation, in turn, drives the 

initial adoption of deep or surface learning 

strategies. Critically, our model further specifies 

that through repeated enactment in stable 

contexts, these strategies—whether deep or 

surface—become automatized into study habits 

that are triggered by environmental cues with 

minimal conscious oversight. Once formed, 

these habits operate largely outside intentional 

control and prove resistant to change, even when 

motivation shifts. 

The practical implications of this model extend 

beyond the standard SDT recommendation to 

foster need satisfaction. Three novel 

contributions emerge specifically from the habit-

formation pathway. First, because established 

study habits are automatically triggered by 

contextual cues, interventions that seek to 

change maladaptive study behaviors should 

target the physical and temporal study 

environment—such as restructuring where and 

when students study—rather than relying solely 

on enhancing motivation or metacognitive 

instruction. Teaching students to modify their 

study contexts (e.g., relocating to a library, 

removing digital distractions) may be more 
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effective at disrupting cue-driven surface habits 

than motivational appeals alone. Second, 

educators and institutions should distinguish 

between the initial adoption of a strategy (which 

depends on motivational quality) and its long-

term maintenance (which depends on contextual 

stability and repetition). This implies that even 

well-designed autonomy-supportive 

interventions may fail if they do not also help 

students build stable study routines that protect 

deep strategies from being overridden by 

competing cues. Third, the model identifies a 

critical intervention window: the transition 

phase during which a consciously chosen 

strategy begins to become automatized. 

Interventions delivered during this phase—such 

as cue structuring, implementation intentions, or 

habit-tracking—could help solidify effective 

strategies into enduring habits before 

maladaptive routines take hold. 

For researchers, this integrative framework 

opens several promising avenues. Longitudinal 

studies are needed to empirically test the 

proposed pathways—particularly whether the 

repetition of strategies in stable contexts leads to 

their automatization, and whether cue 

restructuring can disrupt surface habits more 

effectively than motivational interventions 

alone. Future work could also develop and 

evaluate habit-based educational interventions 

that combine need-supportive teaching with 

contextual modification, measuring their long-

term impact on both study habits and academic 

outcomes. Moreover, identifying the specific 

moments when students transition from 

deliberate strategy use to automatic habit 

execution could illuminate critical intervention 

windows. 

Ultimately, improving academic performance is 

not the product of any single factor in isolation. 

It results from the dynamic interplay among a 

need-supportive educational context, high-

quality autonomous motivation, and the habit-

formation processes that either cement effective 

learning strategies into enduring routines or 

entrench superficial ones into maladaptive 

defaults. Recognizing this interplay—and 

designing interventions that simultaneously 

address motivation, context, and habit—is 

essential for fostering sustainable academic 

success. 

Funding: No funding was received for the 

preparation of this manuscript. 

10-References: 

Avni-Babad, D. (2011). Routine and feelings of 

safety, confidence, and well-being. British 

Journal of Psychology, 102(2), 223–244. 

https://doi.org/10.1348/000712610X51361

7 



 

487 

Baard, P. P., Deci, E. L., & Ryan, R. M. (2004). 

Intrinsic Need Satisfaction: A Motivational 

Basis of Performance and Well-Being in 

Two Work Settings’. In Journal of Applied 

Social Psychology (Vol. 34). 

https://doi.org/10.1111/j.1559-

1816.2004.tb02690.x 

Bano, J., Jabeen, Z., & Qutoshi, S. B. (2018). 

Perceptions of teachers about the role of 

parents in developing reading  habits of 

children to improve their academic 

performance in schools. Journal of 

Education and Educational  Development, 

5(1), 42–59. 

Berry, T., Cook, L., Hill, N., & Stevens, K. 

(2010). An Exploratory Analysis of 

Textbook Usage and Study Habits: 

Misperceptions and Barriers to Success. 

College Teaching, 59(1), 31–39. 

https://doi.org/10.1080/87567555.2010.50

9376 

Biggs, J. B. . (1987). Student approaches to 

learning and studying. Australian Council 

for Educational Research. 

Bisra, K., Liu, Q., Nesbit, J. C., Salimi, F., & 

Winne, P. H. (2018). Inducing Self-

Explanation: a Meta-Analysis. Educational 

Psychology Review, 30(3), 703–725. 

https://doi.org/10.1007/s10648-018-9434-

x 

Biwer, F., oude  Egbrink, M. G. A., Aalten, P., 

& de Bruin, A. B. H. (2020). Fostering 

Effective Learning Strategies. 

Journal  of  Applied  Research  in  Memor

y  and  Cognition, 9, 186–203. 

Black, A. E., & Deci, E. L. (2000). The Effects 

of Instructors’ Autonomy Support and 

Students’ Autonomous Motivation on 

Learning Organic Chemistry: A Self-

Determination Theory Perspective. In John 

Wiley & Sons, Inc. Sci Ed (Vol. 84). 

Blasiman, R. N., Dunlosky, J., & Rawson, K. A. 

(2017). The what, how much, and when of 

study strategies: comparing intended versus 

actual study behaviour. Memory, 25(6), 

784–792. 

https://doi.org/10.1080/09658211.2016.12

21974 

Brenner, C. A. (2022). Self-regulated learning, 

self-determination theory and teacher 

candidates’ development of competency-

based teaching practices. In Smart 

Learning Environments (Vol. 9, Number 

1). Springer. 

https://doi.org/10.1186/s40561-021-

00184-5 

Butler, D. L. (1998). The Strategic Content 

Learning Approach to Promoting Self-

Regulated Learning: An Introduction to the 

Coordinated Symposium. Journal of 



 

488 

Educational Psychology, 90, 682–697. 

https://doi.org/10.1037/0022-

0663.90.4.682 

Carpenter, S. K., & Sanchez, C. A. (2025). A 

closer look at students’ knowledge of 

effective learning strategies, where they 

learn about them, and why they do not use 

them. Cognitive Research: Principles and 

Implications, 10(1). 

https://doi.org/10.1186/s41235-025-

00693-8 

Ciani, K. D., Sheldon, K. M., Hilpert, J. C., & 

Easter, M. A. (2011). Antecedents and 

trajectories of achievement goals: A self-

determination theory perspective. British 

Journal of Educational Psychology, 81(2), 

223–243. 

https://doi.org/10.1348/000709910X51739

9 

Credé, M., & Kuncel, N. R. (2008). Study 

Habits, Skills, and Attitudes: The Third 

Pillar Supporting Collegiate Academic 

Performance. Perspectives on 

Psychological Science, 3(6), 425–453. 

https://doi.org/10.1111/j.1745-

6924.2008.00089.x 

David, L., Biwer, F., Crutzen, R., & de Bruin, A. 

(2024). The challenge of change: 

understanding the role of habits in 

university students’ self-regulated learning. 

Higher Education, 88(5), 2037–2055. 

https://doi.org/10.1007/s10734-024-

01199-w 

Deci, E. L., & Ryan, R. M. (2008). Self-

determination theory: A macrotheory of 

human motivation, development, and 

health. Canadian Psychology, 49(3), 182–

185. https://doi.org/10.1037/a0012801 

Deci, E. L., Ryan, R. M., Elliot, A. J., Mcgregor, 

H. A., & Thrash, T. M. (2002). 6: The Need 

for Competence Handbook of Self-

Determination Research Edited by. 

Dimal, R. J., & Salva, R. (2025). Study Habits 

and Academic Performance: Basis for the 

Optimization of Guidance and Counseling 

Programs. Journal of Interdisciplinary 

Perspectives, 3(9), 234–241. 

https://doi.org/10.69569/jip.2025.547 

Dunlosky, J., Rawson, K. A., Marsh, E. J., 

Nathan, M. J., & Willingham, D. T. (2013). 

Improving students’ learning with effective 

learning techniques: Promising directions 

from cognitive and educational 

psychology. In Psychological Science in 

the Public Interest, Supplement (Vol. 14, 

Number 1, pp. 4–58). SAGE Publications 

Inc. 

https://doi.org/10.1177/152910061245326

6 



 

489 

Evelein, F., Korthagen, F., & Brekelmans, M. 

(2008). Fulfilment of the basic 

psychological needs of student teachers 

during their first teaching experiences. 

Teaching and Teacher Education, 24(5), 

1137–1148. 

https://doi.org/10.1016/j.tate.2007.09.001 

Fazey, D. M. A., & Fazey, J. A. (2001). The 

Potential for Autonomy in Learning: 

Perceptions of competence, motivation and 

locus of control in first-year undergraduate 

students. Studies in Higher Education, 

26(3), 345–361. 

https://doi.org/10.1080/030750701200763

09 

Fiorella, L. (2020). The Science of Habit and Its 

Implications for Student Learning and 

Well-being. In Educational Psychology 

Review (Vol. 32, Number 3, pp. 603–625). 

Springer. https://doi.org/10.1007/s10648-

020-09525-1 

Foerst, N. M., Klug, J., Jöstl, G., Spiel, C., & 

Schober, B. (2017). Knowledge vs. action: 

Discrepancies in university students’ 

knowledge about and self-reported use of 

self-regulated learning strategies. Frontiers 

in Psychology, 8(JUL). 

https://doi.org/10.3389/fpsyg.2017.01288 

Gardner, B., Lally, P., & Rebar, A. L. (2020). 

Does habit weaken the relationship 

between intention and behaviour? 

Revisiting the habit-intention interaction 

hypothesis. Social and Personality 

Psychology Compass, 14(8). 

https://doi.org/10.1111/spc3.12553 

Gardner, B., Rebar, A. L., de Wit, S., & Lally, P. 

(2024). What is habit and how can it be 

used to change real-world behaviour? 

Narrowing the theory-reality gap. In Social 

and Personality Psychology Compass (Vol. 

18, Number 6). John Wiley and Sons Inc. 

https://doi.org/10.1111/spc3.12975 

Guay, F. (2022). Applying Self-Determination 

Theory to Education: Regulations Types, 

Psychological Needs, and Autonomy 

Supporting Behaviors. Canadian Journal 

of School Psychology, 37(1), 75–92. 

https://doi.org/10.1177/082957352110553

55 

Guo, Y., Li, X., & Song, S. (2023). A study of 

college students’ openness personality and 

English learning anxiety. SHS Web of 

Conferences, 171, 01015. 

https://doi.org/10.1051/shsconf/20231710

1015 

Hadwin, A. F., Winne, P. H., Stockley, D. B., 

Nesbit, J. C., & Woszczyna, C. (2001). 

Context Moderates Students’ Self-Reports 

About How They Study. Journal of 

Educational Psychology, 93(3), 477–487. 



 

490 

https://doi.org/10.1037//O022-

0663.93.3.477 

Hagger, M. S., & Rebar, A. L. (2020). Habits. In 

The Wiley Encyclopedia of Health 

Psychology: Biological Bases of Health 

Behavior: Volume 1, The Social Bases of 

Health Behavior: Volume 2, Clinical 

Health Psychology and Behavioral 

Medicine: Volume 3, Special Issues in 

Health Psychology: Volume 4 (p. V2:177-

V2:182). wiley. 

https://doi.org/10.1002/9781119057840.ch

64 

Howard, J. L., Bradshaw, E. L., & Ryan, R. M. 

(2025). Future directions for self-

determination theory: Introduction to the 

special issue. In Motivation and Emotion. 

Springer. https://doi.org/10.1007/s11031-

025-10160-y 

Howard, J. L., Bureau, J., Guay, F., Chong, J. X. 

Y., & Ryan, R. M. (2021). Student 

Motivation and Associated Outcomes: A 

Meta-Analysis From Self-Determination 

Theory. Perspectives on Psychological 

Science, 16(6), 1300–1323. 

https://doi.org/10.1177/174569162096678

9 

Ketonen, E. E., Dietrich, J., Moeller, J., Salmela-

Aro, K., & Lonka, K. (2018). The role of 

daily autonomous and controlled 

educational goals in students’ academic 

emotion states: An experience sampling 

method approach. Learning and 

Instruction, 53, 10–20. 

https://doi.org/10.1016/j.learninstruc.2017.

07.003 

Krause, & Freund, A. M. (2014). Delay or 

procrastination - A comparison of self-

report and behavioral measures of 

procrastination and their impact on 

affective well-being. Personality and 

Individual Differences, 63, 75–80. 

https://doi.org/10.1016/j.paid.2014.01.050 

Kumar, S., Agarwal, M., & Agarwal, N. (2021). 

Defining And Measuring Academic 

Performance of Hei Students-A Critical 

Review. Turkish Journal of Computer and 

Mathematics Education, 12(6), 3091–3105. 

https://www.researchgate.net/figure/Astins

-Theory-of-Involvement-Inputs-

Environments- 

Lambojon, F. M. (2018). Study Habits, Study 

Attitude, School Ability Index and the 

Academic Performance of Students. 

UNIVERSITAS, 34–41. 

Legault, L., Green-Demers, I., & Pelletier, L. 

(2006). Why do high school students lack 

motivation in the classroom? Toward an 

understanding of academic amotivation and 

the role of social support. Journal of 



 

491 

Educational Psychology, 98(3), 567–582. 

https://doi.org/10.1037/0022-

0663.98.3.567 

Li, L., & Lee, B. N. (2025). How The Internal 

Motivation Affects the Faculty 

Professional Development?- Analysis 

based on the SEM. International Journal of 

Education, Psychology and Counseling, 

10(59), 302–314. 

https://doi.org/10.35631/ijepc.1059021 

Liem, G. A. D., & McInerney, D. M. (2018). 

SOCIOCULTURAL PERSPECTIVES ON 

SCHOOL MOTIVATION, 

ENGAGEMENT, AND ACHIEVEMENT 

Theory, Research, and Application (pp. 1–

45). 

Liu, W. C., Wang, C. K. J., Kee, Y. H., Koh, C., 

Lim, B. S. C., & Chua, L. (2014). College 

students’ motivation and learning strategies 

profiles and academic achievement: A self-

determination theory approach. 

Educational Psychology, 34(3), 338–353. 

https://doi.org/10.1080/01443410.2013.78

5067 

Macaluso, J. A., Beuford, R. R., & Fraundorf, S. 

H. (2022). Familiar Strategies Feel Fluent: 

The Role of Study Strategy Familiarity in 

the Misinterpreted-Effort Model of Self-

Regulated Learning. Journal of 

Intelligence, 10(4). 

https://doi.org/10.3390/jintelligence10040

083 

Manandhar, R. B., Timilsina, J., Shrestha, P. M., 

& Manandhar, E. (2024). Reading Habits 

and Academic Performance of College-

Level Students. Journal of Nepalese 

Management Academia, 2(1), 31–40. 

https://doi.org/10.3126/jnma.v2i1.80773 

Mazar, A., & Wood, W. (2018). Defining Habit 

in Psychology. In Springer International 

Publishing (Ed.), The Psychology of Habit: 

Theory, Mechanisms,Change, and Contexts 

(pp. 13–29). 

https://doi.org/https://doi.org/10.31234/osf

.io/kbpmy_v1 

McCombs, B. L., & Marzano, R. J. (1990). 

Putting the Self in Self-Regulated 

Learning: The Self as Agent in Integrating 

Will and Skill. Educational Psychologist, 

25(1), 51–69. 

https://doi.org/10.1207/s15326985ep2501

_5 

Mendezabal, M. J. N. (2013). Study Habits and 

Attitudes: The Road to Academic Success. 

Open Science Repository Education. 

https://doi.org/https://doi.org/10.7392/Edu

cation.70081928 

Ngangbam, S. M. (2025). STUDENTS WITH 

GOOD EXERCISE HABITS HAVE 



 

492 

BETTER STUDY HABITS AND ALSO 

SPEND MORE TIME WITH THEIR 

FAMILIES. European Journal of Physical 

Education and Sport Science, 12(9). 

https://doi.org/10.46827/ejpe.v12i9.6271 

Niemiec, C. P., & Ryan, R. M. (2009). 

Autonomy, competence, and relatedness in 

the classroom:Applying self-determination 

theory to educational practice. Theory and 

Research in Education, 7(2), 133–144. 

https://doi.org/10.1177/147787850910431

8 

Ocak, G., & Yamac, A. (2013). Examination of 

the Relationships between Fifth Graders’ 

Self-Regulated Learning Strategies, 

Motivational Beliefs, Attitudes, and 

Achievement. Educational Sciences: 

Theory & Practice, 13, 380–387. 

www.edam.com.tr/estp 

Ouellette, J. A., Wood, W., Aizen, I., Bargh, J., 

Bushman, B., Johnson, B., Pool, G., Prislin, 

R., & Ouellette, A. (1998). Habit and 

Intention in Everyday Life: The Multiple 

Processes by Which Past Behavior Predicts 

Future Behavior. In Psychological Bulletin 

(Number 1). 

Rezaie Looyeh, H., Seyed Fazelpour, S. F., Reza 

Masoule, S., Chehrzad, M. M., & Kazem 

Nejad Leili, E. (2017). The Relationship 

between the Study Habits and the 

Academic Performance of Medical 

Sciences Students. Journal of Holistic 

Nursing and Midwifery, 27(2), 65–73. 

https://doi.org/10.18869/acadpub.hnmj.27.

2.65 

Ryan, R. M., & Deci, E. L. (2000a). Intrinsic and 

Extrinsic Motivations: Classic Definitions 

and New Directions. Contemporary 

Educational Psychology, 25(1), 54–67. 

https://doi.org/10.1006/ceps.1999.1020 

Ryan, R. M., & Deci, E. L. (2000b). Self-

Determination Theory and the Facilitation 

of Intrinsic Motivation, Social 

Development, and Well-Being Self-

Determination Theory. Ryan. 

Ryan, R. M., & Deci, E. L. (2017). Sample 

Chapter: Self-Determination Theory: Basic 

Psychological Needs in Motivation, 

Development, and Wellness. 

www.guilford.com/p/ryan 

Ryan, R. M., & Deci, E. L. (2020). Intrinsic and 

extrinsic motivation from a self-

determination theory perspective: 

Definitions, theory, practices, and future 

directions. Contemporary Educational 

Psychology, 61. 

https://doi.org/10.1016/j.cedpsych.2020.10

1860 



 

493 

Saranya, w. (2024). A Study on Impact on 

Learning Habit and Academic Performance 

of Students. Perspective of ICT Tools in 

Education, 655–663. 

https://www.researchgate.net/publication/3

80104432 

Sharma, S., & Kumari, K. (2025). A Study on 

Learning Habits and Academic 

Adjustement of Secondary Student of 

Governement and Private Schools In 

Faridabad. Journal of Local Self-

Government, 2(23), 19–20. 

https://doi.org/10.52152/801894 

Siddiqui, P. S., & Malik, M. (2024). under a 

Creative Commons Attribution-

NonCommercial 4.0 Relationship of 

Academic Motivation with Study Habits 

among Undergraduate University Students. 

Human Nature Journal of Social Sciences, 

5(1), 104–111. 

https://doi.org/https://doi.org/10.71016/hnj

ss/7bcga530 

Sikorova, Z., Cervenkova, I., Vaclavic, M., & 

Barot, T. (2020). University students’ study 

habits related to the use of. International 

Association for Research on Textbooks and 

Educational Media, 11(2), 1–25. 

https://doi.org/10.21344/iartem.v11i2.581 

Tus, J. (2020). The Influence Of Study Attitudes 

And Study Habits On the Academic 

Performance of the Students. In 

IJARW1382 International Journal of All 

Research Writings (Vol. 2). 

www.ijarw.com 

Tus, J., Rayo, F., Lubo, R., & Cruz, M. A. 

(2020). The Learners’ Study Habits  and 

its  Relation on their Academic 

Performance. International Journal of All 

Research Writings, 2(6), 1–19. 

www.ijarw.com 

Vansteenkiste, M., Ryan, R. M., & Deci, E. L. 

(2008). 

2008_Vansteenkiste_Capabilities_Happin

ess (pp. 127–23). Oxford, UK: Oxford 

University Press. 

Vermunt, J. D., & Vermetten, Y. J. (2004). 

Patterns in Student Learning: Relationships 

Between Learning Strategies, Conceptions 

of Learning, and Learning Orientations. In 

Educational Psychology Review (Vol. 16, 

Number 4). 

Winne, P. H., & Nesbit, J. C. (2010). The 

psychology of academic achievement. 

Annual Review of Psychology, 61, 653–

678. 

https://doi.org/10.1146/annurev.psych.093

008.100348 

Wood, W., & Neal, D. T. (2007). A New Look 

at Habits and the Habit-Goal Interface. 



 

494 

Psychological Review, 114(4), 843–863. 

https://doi.org/10.1037/0033-

295X.114.4.843 

Wood, W., & Rünger, D. (2016). Psychology of 

habit. Annual Review of Psychology, 67, 

289–314. https://doi.org/10.1146/annurev-

psych-122414-033417 

Zhou, F., & Ahmad, R. A. H. R. (2025). The 

Impact of Learning Motivation on 

Students’ Academic Performance: A Self-

Determination Theory Perspective. Journal 

of Education, Humanities, and Social 

Research, 2(1), 155–163. 

https://doi.org/10.71222/p1ck9h68 

Zhou, & Wang, X. (2020). The influence of 

Chinese college students’ meta-cognitive 

strategy and motivational beliefs on their 

study habits. The Asia-Pacific Education 

Researcher, 31(2), 93–103. 

  


