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than those who did not, and students high in commitment to
difficult course grade goals performed better on exams at
Time 2 and Time 3. Possible explenations for lack of
significant fimdings are discussed along with implicaticons

for future ressarch in this area.
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Effects of Esplanatory Stylie and
Situational Constraints on Goal Setbting
After nearly two decades of researvch, goael setting has
become established as one of the most consistent and
successtul models of wovk performance (Earley, Connolly, %
Ekegren, 138%). Mumsrous tests of the goal setting model

have consistently supported the basic proposition that

i
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difficult goale lead to higher levels of

performance than do vague or ea: goals (Locke, Shaw,

Saari, & Latham, 1381). There iz soms evidence Lo

fowevey, that ome or move variables may moderate the

relationship betw Mogoal difficulty and pervformancs

tHollenbeok & Klein, 19873, =such as individual differences,

situational constraints, commitment, feedback, and task

complexity CLocke & Latham,

Results from studiss

=f individual differences in goal

metting have besn inconsistent (Locke et al., 1281; Locke &

ifi

Latham, 19903, Locke st al. (1381) Tound that the mesasurs:
of individual differences used in these studies were not

consistent across studie

ifi

, and most of the individual

ditference variables employed were not based on any clear

ct
o

theoretical rationale. Moreover, they sugaest tha

longitudinal research is needed before the effects of

individual differences as a moderator of goal setting can

be revealed.



The most common individual differences variables that
frave been investigated are ability and personality
variables. The findings on ability are straightforward

Clocke & Latham, 13920, Goal setting is a theory of
maxtivationg if the psrson dogs not have the ability Lo
attain the goal, the person will not attain the goal.
Locke (1982) found that when subjects were assigned goals
across a wide range of difficulty levels, including levels
beyvond their capacity, the relation of goal level to
performance level was curvilinear, with performance

leveling off at the higher goal levels. Likewls

s 17

gituational constraints are opervating to block goal

i

attainment, the person will be less likely to attain the

agoal (Locke % Latham, 193900, The fTindings regarding
pEreonality are not as straightforward, however.

Various personality varviables have been loocked at with
respect to theilr relaticnship with goal sstting. Among

733 Freedman &

Lt

these are need for achievement (Steer=s, U
Phillips, 1988), depression (Bandura, 1988; Simaon, 12885,
need for independence (French, Kay, % Mayer, 19cc; Latham,
Steele, % Saari, 1332, aﬁd locus of corntraol (Bigoness,
Feef, % DubBose, 13983). Mitchell <19739) argues that the few
empirical results which have vielded statistically
significant effects of personality variables often lack
practical significance. For examples, Bandura 1288) found

that depressed people set standards for themsslves far



beyond their capabilities, while é&hrens, Zeiss, and Kanfer
€1988) Ffound that depressed subjects set lower goals than

did nondepressed subjects. Adler (1398&), however, argues

that most goal setting research involving peEvsonality

variables ccocur in relatively structured and unambiguous

situations which offer clear cues to guide behavior.
Consequently, there may be little room for variability due

to personality differences. Adler sugg

-k the us i

I ! i
i
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complex and ambiguous tasks in goal setting studie
evaluate the effects of persconality variables. Morsaver,

lomgitudinal

ID
HH

z@aroh is nesded before any conclusion

1

concerning personality variables can be reached.

Several researchers (Villanova, Austin, & Feterson,
19863 Austin % Bobko, 1283; Campbell, 1382 have called for

a more multidimensiconal perspective on goal titing

0
ﬂ]

constructs.,  They suggest that goal setting iz but one

construct embedded within a larvger framswork of

interrelated constructs, including such influsntial
variables as ability, situwaticnal constraints, and

individual differences (Villanova, Austin, % Peterson,

One of the aims of this study is to investigate
further the relationship betweesen varicws individuaal
difference variables (such as ability, commitment, and

explanatory styler and goal setting.

o



EBelow, the study is described move completely along
with & review of the current literature on goal zstting and
how personal goals and goal commitment are influenced by
explanatory style and situational factors.

Goal setting

A goal is defined as what an individual is trying to

accomplish; it is the objsct of am action (Locke, Shaw,
Sasri, % Latham, 1%81. The core premise of goal setting

theory is that goals are immediate, though not sole,
regulators of actions by individuals (Locks % Latham,
19303, SBince goals are rvegulators of performancs, 1t
follows that there should be a subsztantial relationship
betwesn goal content and task performance (Locks & Latham,
19900,

Goal setting theovy posits that there are three main
dimensions of goals: Specificity, temporality, and
difficulty. Results of four separate meta-analyses
(Chidester & Grigshy, 1384; Mento, Stesl, & Karvren, 1387
Tubbs, 1928&; Wood, Mento, & Locke, 1387) have shown that
specific and difficult goals provide more direction and
mativation, and result in higher performance than do vague
goals such as just "dolng your best."  Campilon and Lord
13982 noted that specific goals provide the most precise
interpretation of performance feedback, resulting in better
regulatiocn of performance. Difficult goals result in

better perfTormance because they provide a higher standard



around which performance is regulated. Moreaver, proximal
goals, which reqguire action in the prezent, are more
motivating than are distal goals, which that require no
immediate action (Bandura, 19773.

The three most direct mechanisms by which goals

influsnce behavior are primarily motivaticonal (Locke %

Latham, 192CG). These mschanisms are related to the three
atiributes of motivated action: arousal or intensity,
cholece or directicon, and duration (Blauw, Blank,
Katerberg, 1287, Goals atfect arcusal by regulating the
imTensity of effort the person givss on the ftask. More
effort is sxpended when goals are difficult than when goals
are easy, =o that effort is expended in relation to Lhe
difficulty of the goal. Boals affect choice by leading

pecple to dirvect attention to the goal-related activities,

and to activate stored knowledge and skills that are
perosived as rvelevant to psrformance. Guoals atfect

duration by leading people to persist in trying to achieve
the goal until it is attainesd. Goals define for an
individual what level of performance is acceptable.
Actions that fall short of the individual’s desirvred ends
are appraised by that person as unsatisfactory (Bandura,
13882 and lead to negative performance evaluations.
Improving subsequent performance 1s ong way to eliminate
the souvrce of the dissatisfaction that such negative

appraisals lead to tLocke % Latham, 12903,

tn



Imn regulating performance, goals are more reliable
whzEn feedback is present than when 1t is absent (Locke et
al., 1381). Feedback about the effectiveness of an

individual's behavior has been recognized as essentlal for

it

)

mativation and learning (Ilgen, Fisher, & Taylor, 1973,
P.3439). Goals inform individuals as to what level of
performance is to be attained so that they can direct thedir
actions and efforts, and fesdback allows individuals to setb
reasonable goals and o monitor their performance in

relation to their goals so that adjustments in effort,

strategy, and dirvection can be made as they are nesded
tlocke % Latham, 199300, Im knowing the ouwtoomes of previous

efforts, individuals seem to set highery goals than what
otherwise would be expected (Tolchinsky & King, 12800,
1T oF

Eres (1977) used a numbsy comparison task, and gave h

i

lin]
i

the subjects knowledge of their scores in one work period
hefore setiting goals for a second work periaed.  The other
falf of the subjects set goals without receiving feedback
of their scoress. In the second work period, those subjects
who received feedback performed better on the task than
those for whom feedback was absent.

When there is a discrepancy between the Teedback and
actual performance, the person experiences dissatisfaction
(Locke & Latham, 133903, People who set goals but fail to
attain them will percist if they are dissatisfied and if

they believe the goals are attainable (Ahvrens, 1987, Far



example, if you wanted an A on an exam and you received a
B; aftey appraising the situation, several opticons might be
considered: You could set a goal to do better on the next
exam, you could lower vour goal for the next test i1 vwou
didn’t think you were capable of rveaching it, or you may
net change your goal but may just feel less committed to it
and not try as hard, or maybe try & new strateay. In a

study of physical exertion, Bandura and Cervone (198I) gave

subjscte fesdback that they had not reached their goals.
Subjects who were dissatisfied and had hiagh levels of self-
efficacy (related to the internal -external aspsct of

guplanatory style) subsequently performed bettery than 1f
gither self-efficacy or dissatisfaction were low. Thus,
it is not Tailure alone, but the sxpectation of continued
failure that reduces motivation.

Arncther variable which affects goal setting is goal

leavel. Studies on goal level (Kanfer & Zelss, 1985; Loeb

et al., 1271) have indicated that goals that are either too

high or too low are related to depression. In an early
@xperiment on depression and goal setting (Loeb et al.,
1971 depressed and nondepressed outpatients did a card
sorting task. They were asked to estimate the number of

cards they would like to be able to sort and thedir

gestimated probability of success. D

it

pressed patients set
the same grals as did nondepressed patients but estimated

their probability of success to be lower, and depressed

~4



patients set higher goals for themselves after success than
afiter faililure. HNondepressed patients’ gosls did not differ
aftter success and Tailure. The responsiveness of depressed
peopls to feedback may make them prone to have low,
unmotivating goals following failure and high, unattainable
grals following success.  The first would lead to low
levele of effort, the second to failure. Laxer (139640
found that depressed people had larger discrepanciss
between what they wanted to be and what they were. Goals
that are either too high or too low are related to
depression: low gosis lead to low motivation, and goals
that are too high lesad to failure.

Goal Commitment

A major Tinding in goal sstting research iz that

difficult and specifi

-
[m}

lin}
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to higher levels of

parformance than do sasy or vague goals (Locke, Shaw,

ari, % Latham, 1321). Howesver, this finding depsnds on

5
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the assumpticn of commitment to those difficult goals
{(Hzxllenbeck, Williams, % Klsin, 13989).

Goal commitment can be defined a&s the determination to
try fTor a goal and the persistence in pursuing it over time
(Lacke et al., 1281). Thus, goal commitment implies the
gxtension of effort toward achieving & goal and an
unwillingness to lower or abandon the goal (Campion & Lord,

1982, Geoal commitment should be distinguished from goal

acceptance, which is not as critical for predicting



performance (Hollenbeck % Klein, 13287). A person can
originally accept a difficult goal but not remain committed
to the goal over time.

Goal commitment was one of the firvst potential

moderating variables recognized by Locke (13968, He stated

that people who are uncommitted to a goal perceive the goal

as impossible to reach and longer try for that goal.

1

Commitment has been messwred divectly, indirectly, and by

inference. An example of a divect guestion is

il
-
=
[
bt

comitted are you to attaining the goal set?" (Earley &

Kanfer 1938

ii

e The use of divech guesstions

pecple can introspect well enough to

of commitment (Locke, Latham, % Erez, 198E). 4&n indirect
measure of commiftment iz the discrepancy between an
assigned goal level and the personal goal the subject
reports bto be ftrying to attain Hannanm, 19732, This method
can bs ussd only o messure commitment to assigned or
participatively set goals. A third way o measure
commitment is by inference from performance, or from goal
chizice; people will choose the goel to which they are most
committed (Locke, Latham, % Evrez, 1388). Salanmcik (19773

argued that behavicor is the ultimate proof of commitment,

i

and therefore the most accurate measure of it. Several
researchers (Locke % EBErvyan, 19€8; Spielberger, 13683; Earley

% Kanfer, 1983) have concluded that there is no difference



in results with respsct to whether commitment is measured
hefore or aftter performance.

deocording to Locke and Latham (19200, goal level
showld be more highly and positively related to performance
among individuals with high commitment than among those
Wwith low commitment to the goals.

Individuals high in commitment should be less likely
to change their goals following a discrepancy betwesn theilr
aoal and performance. Once fesdback has been provided,

performance depends on the appraisal and decision sequence

that Tollows., If Lhere iz & low goal-perfovrmance

discrepancy, the individual will uswally be satisfisd and
will maintain the same level of performance (Locke %

Latham, 13900, IT there iz a high aoal-performance

discrepancy and the individual anticipates dissatisfaction

if future performance is at the same level, performance
Will depend on fubture aopraisals. Imdividuals with high

self-efficacy setting high goals will have higher
moxtivation and performance than individuals with low sslf-
efficacy sstting low goals, whose performance will not
improve much and may even decline (Locke & Latham, 1930).
Hollenbeck, Williams, and Klein (12839) reported that
gmal commitment accounted for 13X of varliance in a measure
of future grade performance, aftter controlling for gosal
level. Moreover, Wofford (1382 found that for subjects

with high gQoals in a high commitment condition there was a



zmaller goal -performance discrep

3]

ricy than among subjects in
a low-commitment condition.

Commitment has also been treated az a dependent
variable in goal setting studies. Rotber (1966) suggested
that locus of control may be asscociated with commitment.
Yukl and bLatham (19780 found that subjects with an external

locus of comtrol set less dif

ficult goals than subjects
with an internal locus of control, since externals would be

mezre likely to perceive goal attainment as beyond their

control.

o
H

Explanatory

Explanatory style is a cognitive pervsonality variable
Wwhich refers to individoal patitesrns in the sslsciion of

caulsaes Jvery a Var

"

gty of events (Peterscn & Selidman,
1984, Explanatory style reflects a habitual tendency to
choosa certain kinds of explanaticons for good versus bad
svents., Individuals who possess 2 pessimistic explanabtory
=tyle use internal, stable, and global attvibutions to
explain bad events which befall fthem, while individuals
with an optimistic explanatory stiyvlie use external,
unstable, and specific atirvibutions to explain bad events.
Examples of internal causes are lack of ability, lack of
effort; external causes are lack of luck, the task being
too hard, etc. Stable causes are perceived to be long-
lagting, versus unstable causes which are perceived to be

short-lived., Finally, global causes affect a wide domain

11



f activities whereas specific causes pertain tTo just one
gsituation (Peterson & Seligman, 1984). Individuals with a

]
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sibuation. Pgsgimists will see §

near Tuture, bult also across time
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and it’s going to affect everyt

however, tend to ~z=iet longer
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was 1
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reformuilation o Mgl

individuals who pos

sxplanatory style for bhad events

depression when bad events occoour

19840 Comsider the
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1t give the explanaticn of
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However, a par

anything right
explanatory style might give the

surprised- my bank has

contfronted with the same or simil
tend to use internsal, stable, or

istic euplanatory style tend to react
failure

ail

hing

when faced with

ntrod.y

EEEs
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never made

in a passive

o & difficult

uye not only thes

and across a variety o

going to last forever,

i Optimists,
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S

failure or
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Sex 1
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which

lessness
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a pe
more predisposed to
s &

CPeters Seligman,

T being

i

m incapable of doing

son Wwith

an optimistic

gxplanaticn, "I'm

an error before.” Whan

ar situation, people who

global attributions should

be more likely to experience a depressive reaction than

pecple who tend to use sxternal,

attributions (Metalszsky, Abramson,

12

unstable, or specific
Seligman, Semmel, and



Paeterson, 1382, The particular esxplanaticn which an
individual makes for the negative event influences the time

couvse and generalibty of depressive reactions (Peterson &

Celigman, 1984, Exuplanations affect depression to a

:*I
.

+
i'g").
.

gres legres than depressicon affects explanations.

ot

o

However, aAbramson et al. (1978) state that it is imporiant
te realize that explanations and ewplanatory style are not
sufficient to produce depression but rather are risk

factors for depressive deficits.

l.’f‘

,,_n
oot

of attributions have inves
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o gos
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and Gresnhaus

b
Lo

claEgy found that individuals who made intsrn

1

i

]

attributions aboulbt previous perfTormance on a clervical ©

s

were most commitited to subsequent goals especially 1F the

goals were difficult to attain, perhaps because they felt
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sabtizfaction with various levels of performance (Locks &

Latham, 13903, I¥ pEszsimists tend to anticipate negative

i
n}

feedback (Yillanaova, Peterson, % Kyger, 1288), they may be
less committed to attaininmng theivr goals, parvticularly those
of moderate and high levels of difficulty. @Az a result,
these individuals may set lower goals following a large
discrepancy between the et goal and performance, thereby

riorming move poorly than thely optimistic counterparts.
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Feterson and Barrett (1987 reported that explanatory

style predicted academic performance among university

i
B
"r

hmen, even when academic ability and depression were
held constant. Students with & pessimistic explanatory

L.

Tyle received lower grades than did students with an

tn

cptimisti xplanatory style. Their results also suggested

that explanatory style may affect subseqguent performance

it oan intlusnce on acade

goals. Individuals with =&

i.a.
]
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le

)
m
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i
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i
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anatory style st less specific academic

£
£
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ard, az noted above, vesearvch in the goal setting

Ty tiom has shown that difficuit goals

resuylt iAn pervformance that ewcesds that of individuals who

==t less specific goals (Locke et oal., 19811, Thus,

i

Tudaents with a imistic explanatory style may not work

= hard or as long as students with am optimistic

i
i
—

somlanatory sbtyle, who shouwld be more likely to keep trving

exnroel (PFeterson & Barvrvett, 19872,

]

Situational Constralints

Feiters and O0Connor (1980 define situational
constraints as fachtors which impedes the translation of
ability into performance.  Thus, situatiocnal constraints
may make the individuals' transactions with the envivronment
mosre difficult. To the extent that situational constraints
hinder the use of ability, performance should be reduced
(Feters & D’Connor, 13980, Examples of academic-related

situational constraints are not having enough time to



study, not having a guiet place to study, an unintslligible
lecture, a laost textbook, lozst lecture notes, and an
urnhelpful instructor.  Peters, 07Connorv, and Rudolph (13800

showed that situwaticnal constraimts influenced the levels

lTi

of both performance and affect. Subjects with high
zituaticonal consiraints performed at a lower level and
reported morve negative affect than did subjecte with lower
levels of zituational constraints. O0'Connor, FPeters

= k4

Fooyarn, Weskley, Frank, & Evenkvantz (1284) testsd the

—‘I

impact of zituational comstraints on performance, affeciive
ang burrover., Situabtional constraints were Tound

to be azsociated with lower appraised pervrformance, lower
satistfaction, and higher turnover (OY¥connor et al., 13840,
Although situationel conmsitraints can prevent goals

Trom bDeing atbtained, individuals do not alway

1
-
1
i
oF

pes=ively whaen their performeance is hindered (Lock

fil

I¥ the individual iz commitbted to

[

here should e motivation present to
overcome obstacles in the way. To date, there have been no
known studies that have sxamined the effect of goals on
reactions to obstacles (Locke & Latham, 19500,

Situwational constraints may interact with explanatory
style in the prediction of goal characteristics, such as
specificity or difficuliv. Dachler and Mobley (13737
Schneider (1978, and Terborg (1977) have proposed that

situational constraints divectly affect work outcomes. Inm

w5
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many work situastions, people who are willing and able to
accomplish & task may be either inhibited or prevented from
doing o due to situational charactevistics beyond their
contraol.,  In a study by Peters, Chassie, Lindholm,
O'Conmor, and Kline (128z2), goal level was significantly
corvelated with performance When situational constraints

werz low (r = .63, p <.0012), but not when situational

vEve hilgh (v = L1313, The constraints were

i

of taszk informaticon, ease of use of material

and similarity of the work environment to the
envivronment (Feiters st al., R
The nmotion oh grplanatory style might interact with

tors in the prediction of motivation and

not new. Metalsky, Abramson, Seligman

Zemmel, and Peterson (1982) were the first ressarchers in

the helpleseness lilterature To investigate the
imtevactive effects of sxplanatory style and a situational
variabls. They stated their predictions within a

L
P

of leasrned helplessness.  According
to Metalsky et al. the reformulated model of learned
helplessness implies that certain attributional styles are
susceptible to depression. The diathesis-stirvess model of

lezrned helplessness posits that a pessimisiic explanatory

]
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a "diathesis’

i
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(predisposition toward a particula

condition?y for depressive reactions and that negative life

events are "etress" for depressive reactions such as

i
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low motivation, and subsequent poor

‘LI
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performances. Specifi
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when pessimists encounter bad events, they becoms
depressed, less motivated and perform poorly, whereas when

optimists encounter necative svents, their a

=¥
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motivation, and subsecuent performance ars 1
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Metaleky =2t al. measured students’ exzplanstory style
arnd level of depressicon pricr to a miditevrm sxam. Failure
on the miditerm exam sevrved as the situaticonal variable

hypothesized fTo interact with

mosd Tollowing

radized residual gsin scorezs on the

ot A jective Cheok

~a

zupported the diathesis-sitvess hypothesis with

of the

respect to the irtermality and globalifty subsc

K R VUPUR i SO Sy o [l ; U N R L PP Y v, = - = -1
Sdftributional Btyle Questionnaire (ABR; Peterson, Semmel,

=veEr, Abramson, Metalsky, % Seligman, 1982, but
failed to support the prediciion with respect to the
stablility subscale of the ABQ.

Mozt previcous research has dealt with outcomes of goal

setting rather than the goal setting process (Locke &

atham, 19903, However, Campicn and Lord 1982 conducted
a study of goal setting az & changing process.  They found
that below-goal performance on an exam often led students
to raize theiv goals and to increase their effort because

they nesded to get a higher grads on the next test in order

~

sy



to get a desired couwrse.  Only aftter many grade-

i
[In]
i
i)
et

dizcrepancies did the students lowsr theilr fuiturs goals
(Campion & Lovd, 19820, They sugogest that the goal setting
process shouwld be looked at as a dynamic process where

sdeguate adjustments

]
ri.

fesdback is necesssary to ensur

=
3

behavior. This study looked &t how goals change, teking

i
into account ability and past perfovrmance, but did not look

4

at the efifects of atbtribubtions or situational constraints

it

The results of a study by Villanova, Peterson, and kKyger

=k
"

C1928), howsver, SUOOES hat atbtributions and situationsl

u
;_'i

factors play an impo: vorle In the goal seitting proces
Im their study, they ey difTTerences in

the levels of academic goals could be sxplained by the
diathesis-stress model of lesrned helplessness. Subjects

responded to guesticonnairves that messured ssplanatory

stvle, situational constraints, appraisals, and

A Y T - b T T R oy =1 e
Ty &P LiDE "“‘i; l.fli,;x_.-!_‘.'-'_u.ul...u’y i.-:-;;.rtl“il..'il_!!.:;\s

b

exam and goals for the course grade.  Subjects with a

pessimistic explanatory stvle tended to =

it
-
ot
£
o
101
]
ik
s
if

when faced with a difficult situation than pessimists faced
with a less difficﬁlt situation. Further, optimists
maintained their difficult goals when faced with a
difficult situation. Im a second study, Villanova &t al.
£1388) showed that individuals who set lower exam grade

goals tended to get lower exam grades than did those who

gzt higher goals (Villarmovae st al., 1288).

E )
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In summary, numarous goal setting studiss (Locke et

al., 1981; Tubbs, 198&6; Steers &% Paorter, 1374, =tc.) have

shown that specific, difiicult goals provide more dirvection

and yield better performance than do easy or vaguely

defined goals. This rvelationship dis stronger Tor
with high commitment than for those low in commitment

tlocke % Latham, 19900,

ari ational

Individoual differenc

il
P

to moderate the goal-performance relationship. Exzplanatory

ztyle may affect & studesnt’s performancs through its

influence on acadenic goals.  Thuas, studente who at

ifi

failure fo intermnal, stable,

i
[,41
ot
]
«+
i

exert as much effort those who ativribute fail:

extermal, unstable, and specific causss (Peterson &
Barrett, 19873, HMoreover, situational constraints, which

can impede the ftranslation of an individualls z2bility into

o

performance (Peters & 0 Connov, 192

L,i

33, can be

more constraining for those idndividuals with a pessimistic
gxplanatory €tyle than for those with an optimistic
@rxplanatory style. This would result in lower commitment
and lower academic performance for the former group.

The purpose of the present study was to investicate

ﬁ

the moderating effects of explanatory style, situational
constraints, and commitment on the goal-performance

reelationship. Imn addition to thess, level of depression

and academic ability werse also measured.



extends the work of Villanova et al., (1388) in ssveral
Ways, I the VYillanova et al. (1388 study, subjects were

presented with guestionnaires measuring explanatory

situational constraints, threat apprailsals, and exam and
course grade goals, but the impact of depression, ability
anc commitment was not investigated. These variables were
included in the present study since they are alsc
predictive of academic performance. Morveover, goals and
commitment were measured before all thres szams, with

tudents’ scores on the exams and the cowrse grade

e longitudinal method used in

allowed FTor an investigation of how gosl difficuliy ilsvels
. - .
and commitmeEnt chang Tesdback.

The hypothesss

Hypothesizs 1: Explanatory style and situsitional

constraints will interact in

gxam grade goals, course grade
per formance and goal commitment, even when contvrolling for
lavel of depression and academic ability. ESpecitically,
pessimisets reporiting high situational constraints will set
lower goals, be less committed to these goals, and perform
worss on the exams and in the couwrse than pessimists
reporiting low situational constraints or optimists

reporting either high or low levels of situaticnal

constraints.



Hypothesis 23 Goal commitment will interact with goal

gifficulty in predicting grade pevformance with explanatory
style and situational constraints held constant.

Individuals who veport being highly committed to difficult

aoals will perform significantly better than will

individuals who are highly committed to easier goals ar
individuals low in goal commitment in either goal
condition.
Method
-

fhree hundred eighty-two univers=ity i
,

¢ I‘
F_
5
+
]
mn
]
71
s
i
a1

inm introductory pesychology classes at Vivginia Polytechnic
Institufe and State University participated in the study at
Time 1. Thres hundred seventesn studentes participated in

the study at time 2, and thres hundred ten

Time 2, rvesulting in & final participation rate of B1lX. A

subject’s data was vemoved from the study 17 there were a
large amount of guesticonnalre items omitted o 17 the
subject did mnot attend all three sessions.

Procedure

Guesticonnaires were administered to students at

appronimately two weeks into the semester (T1), two week

in

prior to the second exam (TZ), and two weeks prior to the
third exam (T3). OGrades for the exams and the grade Tor
the course were also obtained. ability, esplanatory style,

depression, situaticonal constraints: coxmmitment, and goals

]
[



were measured at Tl. Situational constraints, commitment
and goals were measured at TZ and T3.
The following briefly describes the aquestionnailres.
Goals. (Sge Appendix A). Exam grade goals wers
messured by asking each subject to indicats, by number o
items corvect out of 60, what his/hey goals were for the

wpcoming exam. Course grede gosls were measuared by asking

jos
a
[u 8
'-J
g}
i
b
P

b3

o

the subject o his/her grade goal was for the

1

Colrse,

Academic ability. (Bes Appendis B, Academic ability

ured by using the Wesman Personal

Test. This test consists of verbal analogiss of ths form
e is to water as est is bto .o Fouwr options arve

provided for each of the two blanks, and the correct

response i1s found by sslecting both the numbsr

covresponding to the key word in the fivst series and also
the letter corrvezponding to the key word in the second

seyies. The test iz shown to have a corvelation of aboot

L0 owith the Otis and Wonderlic teshs. Feliability d;

ta

i

provided by Wesman has been computed o be in the low
LB0T s,

Adcademic Atiributional Stvle Ouesticnnaire, or AASOH.

(See Appendix C). The AABR (Peterson & RBarvett, 13872 i

i

gquestionnaire which measures explanatory style. Each
subject was presented with twelve hypothetical academic

events, and was asked to rate each of the causes of an



event on seven-point scales according to 1ts
internality/externality, stability/ instability, and
globality/specificity. The scoves across the scals

dimensions were averaged to provide & composite score of

axplanatory styls (Peterson & Barrett, 19287). EGecores which

are closer to 7 are indicative of a more pesssimistic

explanatory style. The estimated coefficient alpha of

o
[H]

AAGE composite was W79, with reliabilities Tov the
Jinternal/external, stablefunstable, and global/specific

reliabilities computed tTo he (59, .84, anad .80,

itw for the compo

computed using a Tormula for Lthe rel

combimnations.  According to Monmallsy (1973, this formulas

should be used when the samples of items from a

gquestionnaire come from different domains. With this

formula, one needs to compute the variance of the linear
combination (v, the standsard deviation of sach varisble

the linsar combination, armd Tthe reliability of each

varviable. This formula can be expressed as:
yA VA
_ 20— 200y
rw__ 1 !
2
©

When using this formula, the reliability for the

composite was computed to be J8BE.

-y -

e e



Depression. (See Appendix D). Depression was measured

with the short form of the Beck Depression Inventory (BDI;

H]

Beck, Ward, HMendelson, Mook, and Evbaugh, 1961, This

version consists of 13 of the original 21 items of the BLI

w pmd g s e e
.M SEmEEn

severity of common depressive sympboms
CPeterson & Seligman, 13840, Examples of these i1tems are

sadness, pessimis

3

if

i, sense of failure, suicidal thoughts,

digssatisfaction, =self-dislike, stc. The BDITs validity in

gamples of university students is .78 (Bumbervry, O0liver, &

McClure, 13783, Each item and response has a value beltween

O oand 3. A composite s=covre consists of each individusl

i

iltem value summed for a total; higher scor

depressicn. The subject falls into ong of four categories:
nondepressad, mildly depreszed, moderately depressed, and

zeverely depressed. The estimated coefficient alpha for

Situstionsl consfrainis. CBeme Sppendi=z El. This

gquesticonnalre (Villanove et al., 1988) askse subjects to
indicate the guality and availability of certain resourcs
variables necessary for good academic performance.  These
variables are student role-related information, reguired

=

it

rvices and help from others, time availlability, and work
envivronment. Students were asked to indicate to what
extent each of the resources are of sufficient guality and
availablity for performing well in the introductory

psychology course. These ratings were made on five-point

4



scales, 1 being egual to high availability orv high gualiby

i}

nd 3 being sgual to low availability or poor guality.
Scoves were bes added together and divided by four to obtain
a composite scove. Scores closer to L oreflect low
gituational constraints and scores closer to 35 reflect high
situational constraints (Villanova et al., 1388). The
coefficient alpha for this 12 item measure was .81 at Time
1y .78 at Time 2, and .80 at Time 3. The test-retest
reliability was computed to be 46 between Time 1 and Time
2y .84 between Time 2 and Time Z, and .4¢ bhetwesn Time 1

and Time 2.

Commitment. (Cee appendix F and dppendixz .
Commitment was msaszurved using a self-report mgasure

‘

igrmed by Hollenbeck, Wil
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were asked to indicate, on & five-point scale, thelr

agresmsnt with each item. Scoves were summed and divided

by the number of l1tems to obbtzin an overall

commitment. Seoves clogery to 1 reflect low commitment to

~h

-1

gorals, whersas scores closer to O rveflect high commitment.
There were seven itemsz in the course goal commitment
meazure and five items in the exam goal commitment measure.
HMHowever, due to a low veliability of .33 for the course
goal commitment measure at Time 3, items 1 and 7 were

deleted, rvesulting in a coefficient alpha for this new

five-1it

I

m measure of .75, Estimated coefficient alphas for

e
romes]



both of the commitment measures vangsd from 61 to W75 fTor

the three tims pericods.
Results
Meansz, standard deviations, and intercorrvrelations of
the major variables for Time 1, Time 2, and Time 2 appear
in Tables 1-3. At Time 1, situaticnal constraints

correlated negatively with exam goal commitment (ri3100=-

(3

L8, pdl00old and course goal commitment (3100 =-020,

RLL.0D1Y; covrrelations with goals and performance were not

slignificarnt. At Time 2, situational constraints corvelated

megatively with commitment (v (2BS) =027, o 0010

arnd course goal commitment (P{2BE)=-026, pi.0010. Soaln,

covrelations Wwith geoals and performance were not

iy

lated
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Tims 3, situational constraints corrve

negatively with goal for the thivd exam (r(ZE33=-017

CriZeEr=-,11, po.083, exam goal commitment O (27
P00l , and course goel commibtmernt (r{2790=-.024, pdl.0010.
Covrelations for explanatory style with goals, commitment,
and performance were all nonsignificant.

insert Table ! about here

insert Table 2 about here



insert Table 3 about here
Hypothesizs 1 stated that when controlling for level of
depression and academic ability, explanatory sitvle and
zituational constraints should interact in the prediction
>f goals, commitment, and performance According to the

diathesis-stresse model of learned helplesssnese, ezzsimists

perceiving high situaticonal constraints shouwld set lower

goale and be less committed o these goals, vesuliing in
longery performance . This impliss an ovdinal

al consitrvaints and explanatory

To test this hypothesis, moderated regression was

nsed. soores were entered

simulianscusly as a block. Mext, explarmnatory sitvle and
situational constraints were entered simulbtanscusly as a

block to test for main effects. Finally, the cross-product

f'

term of suplanatory style and situational constrainis was

entered to test for an interaction between thess two

variables in predicting exam grade goals, course grade

i
.1._1

=, exam goal commitment, course goal commitment,
performance on the exam, and overall performance in the
class. This procedure was used for all three time pericds.
Mo statistically significant effects for any independent

variable in the eguation were found (ses Tables 4-120.
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Moderated

regression Wwas also used to tesit Hypothesis

2, which stated
goal difficulty

controlling for

e
constraints.

consbtrainks w

commitmeEnt w

achion

Ths procedure W
the threse time

Firet,

that goal commitment

should interact

in predicting grade performan

—h

i}

[ng:

#

explanatory style and situaticnal

entered as a block. Then, goal and

entered &z a biock. Lastly, the
goal ang commiiment was en

o test for

as usmed bo imteractions at al
meriods,  With a

and exam goal commitment, no significant effeczs
tssme Tables 135-1352.

For course
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insert Table 13 about hers

% Table 14 about

rt Table 15 about

and courss goal commitment

Time | was the interaction

¥
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gxplanatory stvle and situational
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werse Tound
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these two var im

the Tull eqguationy E=.878) f=ze= Table 16, Figure 1.,

Time Z, the interaction betwesn cowrse grade goal and

course goal commitment in prediciting the grade on

[H

was the only significant sffect (significant F change=.035;
CELE, 25Er =T pE. 00 For the fTull eguaticng H=-.

course grade

T
i

insert Table 12 abouwl hers

Additional analvsss were conducted using & composite

summing the scores oFf the situaticnal c

at all thres time pevicds, and an exdxplanatory stvle msasure
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and also using data from the upper and lower gquartiles,

A1l soguations for all models were non-si

Because of the low corrvrelaticons betwesen the

imtermality,

tranging from o190 o 400,

any of the three time pericds to situstional consiraints

- ¥
itment, or performs Bituational
TOSMEAM draos
goal and oou woreiabed o
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thres points in tims, and positively

corvelated with level of depre

ift

id
of
s
L
i
i
i
-
11
i
1
et
of
{,—J
o
i

Figh situstional constraints at Time 3 set

b e be § e el g s oo ot
the thirvd esam and 1owss

were Tound Lo covrelate positively with commitment and

performance at a
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Whille commitment only

correlated positively with performance at Time 2 and Time

[}

Students setting higher goals reporied being more

committed to achisving these goals than students setting

lowery goals, and students that reporied being mors

committed to their goals pervformed bstter on exams at Times
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findings in this stady.
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session involved the parvticipation of Z8-050 indi

which could have introduced suc

r
o

]
]
—
in
=
i
it
n

]
i1
ot

thezsg

their

#

i




of concentration, failurve to follow divections, &td. Thids

1t

i ot swprizing given the large spollage vate of data for

-

this study. Moreover, the Tirst lasted

Cionnalres wera

¢
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exactly &0 minubtes and many g

resulting in fatigue

A potenti
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1 problen in the measuremsnd
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commitment is that commitment may affect performance

without the person’s being able fto report Lt accurately
Chocke & Lat »  This could bes a res

commibment w
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arwhelning majority of

-

individuals did not attain thelr exam grade

the three time periods (1.8% for Time 1, 7% Ffor Time 2, and

23% Ffor Time Zd.  Thus, differences in the setting of
future goals between those who attained theirv goals and

those who did not could mobt be

assessad.
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which i

differences in mean scores charvactervizing pessimistic and

optimistic explanatory sty

ware ot extreme; onoa 7o

~

point scale, the mean for opbtimists was 20929 and the msan

te was 4.8%; & scove closer bo & or 7o owonld

have bhesmn more vyeprs of & planatory

style, likewise, a score 1 oy 2 wonld have been

more charactervistic of an optimistic

Thie s oa projective tes P &
JUPRU R JOE S g S g e 2 . T N T [ S,
person’s characteristic planatory { TRy

osits that 1T this

vie invokes internal, stable, and

glabal causes, IThen the person ftends to become depr

when bad eventz ocour (Feterson and

@
#

leadair

tributions which ave internal, stable,

5
I3

(3,71 for optimists and S.16 for pessimists). Thaerefore,
in this setudy, the data from the AABR did mot allow for an

adequate test of %

1

theory. Moreover, the rvange Tor the
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composite scoves was 3.03 (scoves ranged from 2.8% to

~j

S.92y, and the standard deviation was computed o be .3

In the Psterson & Barvrett (19873 =study, howvevar, the
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subscale of the A450 had

Villaro:

—\' B

internal ~esternal dimension needs

reformilated model

that intevrmnal atitributions determing the occcurrence of

significant efiects wiith respe

l"l

be due, in part, to Lthe low

el T

3.8 =
on this scale ramge Trom 1 oto 10, with to

Dl
or
i

ot

constraints, indicating

ot
or

more ot &

i

taln minilmum

[

signifticantly intluence an individuasl’zs pevformances. Eiven
b= 7 bl

the gensvally low level of constraintes observed within the

ot

current study, one would not expect a strvong rvelationship

betwesn situational constraints and performance.

Although these findings rvesulfted in modesst support for
the hypotheses, it cannot be concluded that the theory is
incovrect; sspecially in light of the abservations note

aboave. Perhaps Tt

ivE research can provide a betbter test
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Table 1

Corvelation Matrix of Study Variablesz at Time |

Variables 1 b 3 4 g & 7 8 9 10

1 Explanatary 7T T
Style

2 Constraints | 0

3 EDI .23**:.23**

4 Wesman -.05 -.08 -. 10

S Exam Brade Goal 0 GO -.08 .lE*«x

& Course Grade Goal (03 .0 L0300 .12 SR )

7 Exam Goal O -.18%x ~_1Z% .10 LS8 (TIew
Commitment

8 Course Goal O - 2Z2%% - le%x% L 1T7%x 25%x (1T7x% (E1¥¥

Cxmmitment

9 Exam Grade -. 08 .03 -. 06 LI 13+ Jid4x L,08 .10

10 Course Grade -.07 .03 - 13% L Zdwx L 1ex 2B 04 (04 (B
Mezn 4,339 32.8% 3.83 4.9 S, 4.95 3.81 3.03 38B.S 2.88
s.d. LE7 0 1.28 3.63 4.38 4.87 L33 .44 .45 S.57 .87

Mzxte. Due to missing data, sample sizes in this matrix range from

310.

*¥po .05 xkxpl.01l

i~
co



ud

Tabla 2

Variables 1 2 3
1 Explanatory

Style
Z Constraints .05
3 BDI Rbeict X ] L
4 Wesman - 05 -.07 -. 10
S Exam Grade Goal 0 o] -. 07

& Course Grade Goal -.02 -.12

7 Evam Goal L0 = 2T %%
Commitment

8 Course Goal .08 - ZER*
Commitment

2 Exam Grade L0900 -, 03

10 Course Grade -, 07 .06
Mzan 4.33 4.1
s.d. W57 1.1

ZO% %

c{el X3

SDEE

.

S € 7 8 <
-

L S0OR%

L1S% L Tlew

2GR 25#% [ SGex

S23%#  32%x% ,130% 15+«

LD L A0OE¥E L TO*%, 19w [ TOwR

S0.7  4.Z5

4.25 4,13 40.7

.8

Note. Due to missing data, sample sizes in this matrix vary from ZEZ t

310, *#pa 05 *%pi,01

49



TR

3.38 44.0 .8

Table 2
Correlation Matrix of Study Variables at Tims 3
Variables 1 z ] 4 5 = 7 B
1 Explanatory
Style
2 Constraints .02
2 EBDI Ppract L AR S
4 Wesman ¢ -.08 .10
S Exam Grade Goal -.02 ~.17%% -.1S% |, 1g8%% -
& Courcse Grade Goal ~.16% —-.14% -, 15% [ 55%x  47%x%
7 Exam Goal ~.0B - 17%% -, 22xx (10 (ZT7%% 4T %«
Commiteent
8 Courss Boal -.02 -, 24xx -, 06 .18%x [ 1d4x 07 A7 %%
Commitment
9 Exam Brade .08 -.11 =.07  J26%% 1E%¥% [ 3dE% ZOxx , 14%
10 Course Grade ~.07 L1z - 13% 2%k (2T7%x SIxx 24xx 10%
Mean 4.33 3.75 4.83 24,3 S0.1 4.25 4.33
s.d. .57 1.18 Z.E 4.98 S5.18 JBEES .48 .35

missing d

*##pi, 01

ata,

sample sizes in this matrix vary

50
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Mean Exsam Goal Commitmerntd

1

Goovres ag @ Function of Explanatory Btvle and

3

epandent VYariable Hivle Loy e

Course Goal Commitmeant

i imd

Mote. Standard deviaticons appeay in paventheses, total

M=z63. (Bzth commitment scores range from a low of 1 o a



13

raints (Time 12

Lo

Situational Constvraints

Dependent Variable Sivle Low Figh

=L

=

e

foud

Optimistic 2.1 JEE L

. -
L L
K T
wlow U3k m T
[Tl
Lo oied) L.

Mote., Steandsard deviations appear in parentheses, total

srores range Trom O fto £0; course grade sCores

can range from ¢ to 4, with a 4 bheing equal to an A).
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Moan Sooves ang Course Soovres ag

a Function of Explanabory i oand Situaticnal Cormstraints

Situational Constraints

Dependent Variable Btvle Lo High

Goal ST IN LRI Sy

-,
i
X

i
b

Course Grade Goasl Ootimistic L 23 St

PMobe. Standavd deviations appeay in parenthesss, total

it

(Exam grade goals range from O tTo 603 courss grade

goals range from a low of 1 to a high of 3.
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Goal CommitmeEnt

£

]

cras and Couvze Goal Commitment

Scores as a Function of Explanatory Style and Situational
Constyaints (Tims 20
Situational Constraints
Explanatory
spendent Variables Stwle Lo High
Optimistic S B i

gy

=R

Goal

SZtan
sample size

z=cale with

retlecting

=

mimistic L B7 A
(.38 L S

Commitment Optimistic G
LD b
R 4, 08

L.y

dard deviations

appear in parentheses, total
=263. (Both commitment scorvres are on a S-point

****** commitment and a 5

high commitmentl.

Ln
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Table 9

Mean Exam Scoves and Course Brade Scorss as= a Furchion of

Explanatory Stvle and

Dependent Variable Stvle Lo High

Sroove Ootaimietic Ay, G N R
Cfn, 730 A
C 0. S
O, =50 et 90
Course Grade Crtimistic T SR
.88 0L EE
Li a0 -
. 8dl CL 850

Mote. SGtandard deviations appear in parentheses, total

sample sizs=2

]
m
L
=
in
Iy
i
-
i}
H]
-
FH
3
0
i
—h
4
]
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o
&
a]
X}
-
i
11}

grade scores range from 1 to 5, with 1 = F, 2 =L, 3 = C,

f o=, and & = &),
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Table 10

Mean Exem Grade Gosl Scores and Course Grade Goal Scores as

a Funection of splanatory Styvle and Situational Constraintes

LTlime 32

Dependent Variable Style Lo Hig

Exam Grade Goal Cptimistic Zo.al
5. 300 Ceb, 300
Fezsimistic FO. 89 4o, T
U T i
Course Grade Goal Optimiztic 4,37 e
L O S

imistic 4,25 4,17

Note. Standard deviations appear in parentheses, total

M=26E3. (Exam grade goals vary from O Lo ©0; course grade

goals range from

i

loy of 1 Tto a high of S

ey
S
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Mean Exam Goal Commitment Scorvrgs and Course Goal Commibtment

Function of Explanatory Stvle and Situational

Situational Constraints
Explanatory

Depesndant Variable Sty

ot
s
i

Low High

[ O ™ e e o e oy g e e ™ pe de 5 pr gz e A AT A
Fwam Gosl Commitmentd L HULMLETLC L S I
LS R LI

Fezswimistic 4. 37 &, BE

]
i
[
-
i
ih
Tl
x:l
i
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it
i
=
S
%.A( .
ot
=
i
o
3
o
s
=
=
it
o
s..,l
i
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n
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Ll
»
G

RE R S A

Fessimishic I S.31

NMote. Standard deviations appesar in parentheses, tota

1
M=2E3. tEBoth commitment scores rangs from a low of 1 oto &
high of S,



Table 12

Mean Examn Scores and Couwrse Grade Spores as a

Euvplanatory Stvile and Situaticonal Constraints (Time 3D

Eusplanatary
Dependent Variable Style Laow High

Esam Soor

il
[
i
ot
}._l
=i
o
i
i
=
r
fe
ir
I
E
b
.
L4
]

B = -
S, B s
(. (. 8D
Covrse Orade Score Optimistic S.1= 2. 73
LLEED DL
mistic Pl P

Mote. Standard deviations appear in parentheses); total
M=2E3. (Exam scoves can vary Trom 1 fo 80 courze grade
scorvres vary Trom 1 ot 5, with 1 being egual to anm F and S

heing eqgual to an Ad.
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fable 13

vade Scorves anod Dourze Drade Scores as =

Funmction of Exam Grade Goal and Exam Soal Commitment

L3 e o L e e R D
o OInTE Hiagh o A N I

I. -1 LrnBar R 0

. [ RS
N R = R
Lila Loy

Course Grade Soore High
etiar sk 7ol Pt
LL7ED LB
P o pm e
Lo a7 R
i ra
¢ -

Mote. Standarvd deviations appesar in parentheses; total

MN=ZE832. (Exam scores range from O to €03 course grade scores

i

EN

range from 1 to 5, where a score o zguals an A,
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Mean Exam Grade Scores and Course Grade Scores

i
il
[

l.
|

Funchtion of Exam Grade Goal and Exam Goal Commitment

(Time 20

™ - - % oo . q e {7 o, v ER N IO SR, 1%
Dependent Variable Ewxam brade bosl Lo High
Exam Score High S, 17 S2. 23

bixl
t

A
4

It

{5
iy}
]
]
i

Course Grade

it
i
A
]

High 2.

WFa Ll

L.88) LLEES

Lo 2045 2.7
BT Ll TR

Mote. Standard devistions appeay in parentheses; total

M=263. (Exam scores rvange from 1 to 80; couwrss grade
scores range Trom 1 to 3, with & being egual To an Ad.

&l



Table 15

Sooves and Course Orade Scocores as a

Function of Exam Grade Goal and Exam Goal Commitment

a—

(Time 3.
Evam Goal Commitment

Dependent VYariable Exam Grade Goal Lz High

Exam Scoore High A3, 53 5. T

- s % i | Raef 1 =
Lo N 1
- P,
{4 Lt

T
-3
pi]
ili
i

Course Grad

= High e 3. 27

i
i

i
[

.- -
Lo

[
N

—
I
=

H]
L

L8O S

Standarvd deviations appesy in paventheses; total

(Exam scoves vangs from 1 oto &0p course grade
scores can range from 1 to 5, with a score of 5 being egual

to an &,

(e



Flean Exem Grade Scoves and Courzse Grade Soores as &

Function of

Course Grade Goal and Course Goal Commitment

Exam Soors i R S, 0l

Lo

’ E:_l R

Course Grade Score High .01 .16

N - AT
Lo AR =

Mots

=. Standard deviations agpeary 1n parentheses.
tExam scoves range from 1 to B0O; course drade scores range

Ffrom 1 to S, with 5 bsing equal to an Ad.



hi Comm et ewtt

course grade C I
BOOTE

(5=a, 1=F)

lo commitmentt

IR hi

coures grade goal

Figure 1. Mean course grade scores as a function of course

grade gosl and course goal commitment (Time 10.

&t



FMean Exam Srade Scores and Couvses Orade Scores as a

Function of Course Grade Goal and Course Goal Commitment

Dependent VYariable

Ewam Score High ERE IR S1.13

[

(5.7l (3.
Course Grade Boove High 257 .

- St Sl
Loy e (0 PR
P, Fad i T

P 4

Standard deviations appsar in parentheses.
{Exam scovres range Trom 1 $o 03 course grade scores range

Ffrom 1 to 5, with © being egqual to an Ad.
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SooYre
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= lo commitpent

Fomd
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ColrsEe gy ade gosl

Figure 2. Mean exam grade soores as & tTunchtion of course

grade goal and course gosl commitment (Time 20



Table 18

Mean Exam Grade Scores and Course Grade Scores as

fm

Z

Furnction of Course Grade Gral and Course Goal Commitment

Coursze Goal Commitmen

o

Exam Soove High d35. 80 din. 21

i 0, BE 29,55
C7 .29 LEL 25
Course Grade Soore High JE S.18

. B Lo ey
Lo P aina o
BT i (o I

Lozt L S

Mote. Standard deviations appeay in parentheses.

CExam scores range from 1 bto &2 course grade soores range

from 1 to 5, with S being equal to an A).
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Tabhle 13

Mean Course Grade Gosl Scorsz and Courszs Goal Commitment

Scovres as & Function of Explanatory Styvle and Situational

Constraints (Bubsample)

Situational Constraints

Explanatory
Dependsnt Variable Styie Lty High

Loafniad .65

Fezsimistic 4,25 4,18

£ EE fLEED

Cowvrse Goal Commitment Optimistic b, el .14
C.520 O ket

Fessimisbtic .17 I

R S L

pMote. Standard deviations appear in parentheses, total
N=130. (Goals and commitment scoves can range Trom a low

of zero to & hiigh of ).

&3



Table 20

Mean Course Grade Scores as a Function of Explanatory Btvle

and Situational Constraintz (Subsample)

Course Grade Score Optimistic 2.82 IR

CL.870
Fessimistic .77 3. 065

Mote. LBtandard deviations appear 1in parenthesss, total

il

M=13C., (Douwrse Brade scoves vange Trom a low of 1 fto a high

oT Sy owith & 5 being sgual to an Al



APPENDIX A: EXAY GRADRE GOAL AND COURSE GRADE GOAL

71



A. The next P3YC 2004 exam wlll have 60 ltem=z. Please indlcate, with
respect to the number of itemsz correct out of 60, your geal for thia
upcomlng exam.

items correct out of 60

B. Please indicate your course grade goal for PSYC 2004 by
blackening in the approprliate clrcle on your opscan.

1 =2a 2 =B 3 =¢C 4 = D

72
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1, seves intoslde as ceilingiato....,

1. flow 2. fit 3. wall
A. far B. top C. iron

2. «vee. Is toagreement as expertisto .....

1, treaty 2, denial 3. experiment
A, import B. skillful C. extant

3. «c«s. I8 tobeanstalk as Aladdinisto .....
1. cornatalk 2. Jack 3. atory
A, camel B. genie C. Arab

4. ciesalBtositasbedisto.,..,

1. stand 2. run 3. chalr
A lle B, maiiress C. pillow

5. .....isto work aarecreationisto.... .
1. hour 2. salary 3. occupation
A. employ B, play C. dilation

6. «vss. iatohogsasbeefisto .....

2. bacon
B. steak

1. sow
A stew

8. boar
C. cattla

7. " ..., stowhiteasebunylato.....

1. house 2. shirt 3. lvory
A. {at B. black C. skeleton

8. ....”_u»onwmmnmur_awuno.....

1. leaf 2. acorn 3. root
A.rind B. peel C. cheat

9. vie..iatoboyasMaryisto.....
1. man 2. lad 3. John
A. dishes B. sew C. aunt

10. «v... 8 tosphere assquareisto.....

1. circle 2. peri 3. world
A. cube B. foot C. polygon

4. Industry
D, plaster

4. amateur

D. proud

4. climb
. lamp

4, rest
D. night

4. home

Write
answers |
here _

i

) PR—

2

M
|

D. enjoyment

4. sty
D. hoof

4. luster
D, tree

4. bark
D. man

4, football
D. girl

4, oval
D. angle

SO

10

11, evees I8 tohook asbearisto.....

1. fish 2. bait 8. worm
A. honey B. cub C. trap
12 vees. istomanasauntisto.....
1. foot 2. uncle 3. male
A.woman B. old C. mother

13, .-+, I8 to Bell as phonographisto.....

1. radio 8. telegraph

2. telephone
b.‘gonao C. Whitney

B. Marconi

14. vesssiBtoboreasrivetisto.....

2. drill
B. fascinate

8. ennui
C. join

1. weary
A, bolt

15, evessdatohotnsicelsto.....

1. cold 2. shore 3. sign
A.drink B. atone C. winter

18, ees.. I8 to yellow as turquoisaisto .....
1. emerald 2. rose 8. topaz
A. jewel B. pale C. blue

17. veees I8 toflowers as frameisto.....
1. rose 2. vase 8. weed
A, wood B. giit C. fix

18. vees. I8topaperaswormisto .....

1. tree 2. ink 3. wrap
A. fish B. wriggle C. silk
19. vese. istoatticas bottomisto.....
1. roof 2. house 8. cellar

A. wide B. well C. top

20, ver..istobakerasinkisto.....

8. bread
C. pen

2. cake
B. paper

1, flour
A. printer

4. eye
D. fur

4, young
D. nephew

4. airplane
D. Edison

4. hole
D. acrew

4. food
D. ateam

4. gloss
D. ornate

4, seed
D, painting

4, letter
D. bird

4. window
D. black

4, pastry
D. lead

FORM A

Wrile
answers
here

) § P

) § ——

) ¢ N

) € F—

) { N

p{ NE—

& (.

18

10

20 —
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-
.

1. reporter 2. column

3. advertising
A, president  B. publisher

C. store

2 + oo I8 to executive as Congressisto .. ...

1. vca?»u- 2. president 3. treasurer

A, committes B, court C. legislature
3 .....—um.ov-nr-nsg_moc.....
1. rear 2. retreat 8. behind
A.dear B. far C. before
l vvnes iato fight as eplsode isto .....
1. round 2. boxer 8. glovesa
A. grave B. whiskey C. serial

W «vo.. I8 tocutleryascupisto.....
1. sword 2. bizeding 8. knife
A.crockery  B. plate C. ladle

i veees I8 tofishasmallardisto.....
1. rod 2. perch 3. hunt
A, hammer B. quack C. bird

L veeey 18 to Wellingtonag Leeisto....,
1, Washington 2. Napoleon 8. Gage

A. Grant B. Lincoln C. Ja n

| «+... la to Holland as Flemishisto.....

1. Dutch 2. windmill 8. dike
A.Antwerp B, Hague C. Finland

i, vees.istowarasdaylsto.....

1. fight 2. battle 8. soldler

A. night B. sun C. hour

). «s... 18 to hindrance as discord la to . ....
1. obstacle 2. rear 3. sour

A. melody B. reject C. sweet

L ........uoo:oimuuvan-uanawﬁ_._us.....

] P

4, editor
D, employer

2.

4. representative
D, senator

4, front
D. beyond

] P

4. gong
D, peach

28

4. hardware
D. saucer

2¢

4. balt
D. brulser

) ¥ N

4. Howse
D. Nelson

28

4, Netherlands
D, Belgium

20

4. nation
D. week

0

4. chord
D. contention

81. «+e.. i8 to multiplication as quotient iato ..... M
1. addition 2. product 3. proportion 4, times
A, answer B, ratio - C. division D. subtraction
82, «sss. i8tononeasmanyisto..... 32
1. zero 2. half 8. all 4. two
A, few B. every C. each D. moat
83, veo.. lstofillesasbooksareto..... 38
1. rasp 2, manicure 8. clerk 4. correspondence
A. pages B, library C. suthors D. learning
84. vees.i8toeggasplantisto.....
1. ham 2. fried 8. fowl 4, yoke
A.dvy B. sow C. Beed D. garden
85, eese.I8tohillascrestisto .....
1, mountain 2. summit 8. climb 4, ant
A. wave B. high C. ocean D. fall
38. eees. i8to play as musicisto..... 26
1. plano 2. dialogue 3. game 4. actor
A, sweet B. concert C. sonnet D. orchestra
87. .vss. i8 to phlegmatic as gushingisto..... 1]
1, husky 2. rheumatic 3. pneumatic 4. apathstic
A, clusive B. pouting C. effusive D. griping
88. veeo. latoloomasturniato..... 88
1. weave 2. flax 3. spin 4, linen
A lathe B. revolve C. reverse D. direction
89. ve... 18 to sword asmortariato..... 39
1. sheath 2. blade 8. rapier 4. hilt
A. shell B. cannen C. rifle D. shot
40. vevs. i8toZ asinitialisto..... ©
1LY 2. A 3. B 4 X
A. name B. signature  C. final D. unknown
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APPENDIX C: ACADEMIC ATTRIBUTIONAL STYLE QUESTIONNAIRE (AASQ)
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INTERPRETATION OF ACADEMIC EVENTS

Plense Lry to imagine yourself in the situations that follow. If such a
situation were to happen to you, what would you feel would have caused it?

- Wnile e.ents have many causes, we want you to pick only one--the major
cause ix this event happened to you.

Please write this cause in the blank provided after each event, Then we want
you to answer three questions about the cause your provided. First, is the
cause of this event something about you or something about other people or
circumstances? Second, is the cause of this. event something that will
persist across time or something that will never again be. present? Third, is
the cause of this event something that affects all situations in your life or
something that only affects just this type of event?

To summarize, we want you to:

1. Read each situvation and vividly imagine it happening
Lo you.

2. Decide what you feel would be the one major cause of the
situation if it happened to you.

3. Write the cause in the blank provided.

4. Aaswer three questions about the cause.
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1. You cannot get all the reading done that yousr instructor asaigns.

A. 'Write down the one major cause:

t

B. Is the cause of this due to something about you or something about
other people or circumstances? {circle one npmber)

T;otally due ' ' totally due
to others 1 2 3 & 5 6 7 to we

C. In the future, will this cause again be present? (circle one number)

never always
¥

present 1} 2 3 4 5 6 7 present

D. 1Is this cause something that affects just this type of situation, or
does it also influence other areas of your life? (circle one number)

just this ) all

situation 1 2 3 4 5 6 7 situations

2. You fail a final examination.

A. Write down the one major cause:

B. 1Is the cause of this due to something &bout you or something about
other -people or circumstances? {circle one number)

totally due : totally due

to others 1 2 3 4 - 5 6 7 ‘to me

C. In the future, will this cause again be present? (circle one number)

never . : A o always
preseat ! 2 3 4 5 6 7 present

-D. Is-this czuse something that affects just this type of situationm, or
does it also influence other areas of your life? (circle one number)

just this - all
situation 1 2 3 4 5 6 7 sitvaticns
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3. You

AD

4. You

show up for a class and find to your surprise that there is a quiz.

Write down the one major cause:

Is the cause of this due to something about you or something about
other people or circumstances? (circle one number)

totally due . totally due
to others 1 2 3 4 -5 6 7 to me

In the future, will this cause again be p%esent? (circle one number)

never ' always
present 1 2 3 4 5 ) 7 present

Is this cause something that affects just this type of situation, or
does it also influence other areas of your life? (circle one number)

just this all
situation 1 2 3 4 5 6 7 situations
are on academic probation.

Write down the one major cause:

Is the cavse of this due to something about you .or something about
other people or circumstances? {circle one number)

totally due . . totally due
to others } 2 3 4 S 6 7 to me

In the future, will this cause again be present? (circle one number)

never : , aluways
present 1 2 3 4 5 6 7 present

Is this czuse something that affects just this type of situation, or
does it also influznce other areas of your life? (circle one number)

just this _ _ . ail
sttuaticn 1 . 7 sitvations

~
w
P
w
[= )
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5. You do not have high enough grades to switch to your desired major.

A. '‘Write down the one major cause:

B. 1s the cause of this due to something about you or something about
other people or circumstances? (circle one number)

totally due totally due
to others 1 2 3 4 5 6 7 to me

-

C. In the future, will this cause 2gain be present? (circle one number)

never alwvays

-

preseant 1 2 3 4 5 6 7 present

D. 1Is this cause something that affects just this type of situation, or
does it also influence other areas of your life? (circle one number)

just this all - |
situation 1 2 3 4 s 6 7 situations

6. You caunnot solve a single problem in a set of tuenty assigned as
homework.

A. Write down the one major cause:

B. Is the.cause of this due to something abouf you or something about
otler people or circumstances? (circle one number)

totally due ‘totally due
to others 1 2 3 4 5 6 7 to me

C. In the future, will this cause again be present? (circle cne number)

never ‘ slways
present 1} 2 3 4 5 6 7 present

D. 1Is this cause sowething that affects just this type of situstionm, or
does it also influence other aress of your life? (circle one number)

just this all
situation 1 2 k) 4 5 6 7 situations

80



You

You

are dropped from the university because your grades are to low.

Write down the one major cause:

Is the cause of this due to sowething about you or socwmething about
other people or circumstances? (circle one number)

totally due . totally due
to others 1} 2 3 4 5 6 7 to me

In the future, will this cause again be present? (circle one number)

never . always
present 1 2 3 4 5 6 7 present

Is this cause something that affects just this type of situation, or
does it also influence other areas of your life? (circle one number)

just this all
situation 1 2 3 & S 6 7 situations

cannot get started writiang a paper.

Write down the one major cause:

Is the cause of this due to something about you or something about -
other people or circumstances? (circle one number) )

totally due : totally due
to others 1 2 , 3 4 5 6 7 to me

In the future, will this cause again be present? (circle one number)

never , alwvays
present 1 2 3 4 .5 6 7 present

Is this cause scmething that affects just this type .of situation, or
does it also influence other areas of your life? (circle one number)

just this : all
giruation i 2 3 4 5 6 7 situations
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9. You cannot find a book in the library.

A. ‘Write down Lhe one major cause:

B. 1Is the cause of this due to something about you or something about
other people or circumstances? (circle one number)

totally due o totally due
to others 1 2 3 4 5 6 7 to me

C. 1In the future, will this cause again be present? (circle one number)

never always
preseat 1 2 3 4 5 6 7 present

-

D. 1Is-this cause something that affects just this type of situation, or
does it also influence other areas of your life? (circle one number)

just this ‘ all
situation 1 2 3 4 5 6 -7 situations
10. The required textbook for a course is unavilable in the school

bookstore.

A. Write down the one major cause:

B. Is the cause of this due to something about you or something about
other people or circumstances? (circle one aumber)

totally due ' . “totally due
to others ' 2 3 4 5 6 7 to me

C. In the futurz, will this cause again be present? (circle one number)

never ' : always
Fresent : = 3 & 5 6 7 present

D. 1Is this cause something that affects just this type of situation, or
does it also influence other areas of your life? (circle one number)

just this : all "
situation ] 2 T4 5 6 7 situations
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Il You get a D in a course required for your major.

12.

A.

You

c.

‘Write down the one major cause:

Is the cause of this due to something aboul you or something about
other people or circumstances? (circle one number)

totally due ' : ‘totally due
to others i 2 3 4 5 6 7 to me

In the future, will this cause again be present? (circle one number)

never | ' always
preseat 1 2 3 4 5 6 7 present

Is this cause something that affects just this type of situation, or
does it also influence other areas of your life? (circle one number)

just this all
situation _ 1 2 3 4 5 6 7 situations
cannot understand the points a lecturer makes.

Write down the one major cause:

Is the cause of this due to something about you or socmething about
other people or circumstances? (circle one number)

‘totally due ’ totally due

to others ! 2+ 3 & 5 6 7 | tome

In the future, will this cause again be present? (circle one number)

never N always
present 1 2 3 4 - 5 6 7 present

Is this cause something that affects just this type of situation, or
does it slso influence other areas of your life? (circle one number)

just this o all
situation 3 2 3 4 5 6 7 situations .



APPENDIX D: BECK DEPRESSION INVENTCRY (short form)
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Thaugghts and Feelings

Instructicns: This 1s a questionnaire. Crn the questianﬁaire are

aroups of statements.

Please read the entire group of statements

in each category. Then pick out the cne statement in that group
which best describes the way you feel today, that is, right now!!
Circle the letter beside the statement you have chaosen. If

several statements 1in the aroup seem to apply equally well,
circle each one.

EE SURE TO READ ALL THE GSTATEMENTS IN EACH GROUP EEFORE MAKING
*YOUR CHOICE.

oo >

am so sad ar unhappy that I cannat stamd 1it.

am blue or sad all the time and I can't snap aut
feel sad or blue. "

do rxt feel sad.

= b

I feel that the future is hapeless and that\things
1mpProve.

I feel I have nothing to look forward to.

I feel discouraged about the future.

I am not particularly pessimistic or discouraged ab

futura.

I feel I am a complete failure as a persaon.

As I loak back on my life, all 1 can see is a lot
farlures.
I feel 1 have failed more than the average persan.
I do not feel like a failure.

am dissatisfied with everythina.

don’t get satistaction cut of anything anymore.
don’t enjoy things the way I used tao.

am ot particularly dissatisfied.

— o=

feel as though I am very bad or worthless.
feel quite guilty.

feel bad or unwarthy a good part of the time.
don't feel particularly guilty.

= =

hate myself.

am disgusted with myself.

am disappolinted in myself.

don™t feel disapppointed in myself.

e

wf it

cannot

ot the

oo f
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would kill mycself if 1 had the chance.,

have definite plans about committing suicide.
feel 1 would be better off dead.

don't have any thoughts of bharming myself.

e =t

I have last all of my interest in other people and daon't
cave about them at all.

I have lost most of my interest in other pecple and have
little feeling for them.

I am less interested in other pecple than I used to be.
I have not last interest in other pecple.

can’t make any decisicns at all anymore. -
have agreat difficulty in making decisions.

try to put off making decisiaons.

make decisions as well as ever.

-t pt

I feel that I am ugly cor repulsive-looking.

I feel that there are permanent chianges 1n my appearance
and they malkes me locok unattractive.

I am worvied that I am looking old or unattractive.

I don’t feel that 1 lock any worse that I uwsed to.

I can’™t dz any work at all.

I have to push mycself very hard to do anythinag.

It takes ewtra effort to get started at doing something.
I can work about as well as before.

get too tired to do anything.
get tired fram doing anythina.
get tired more eacsily than 1 used to.
don't get any more tired than usual.

iR B ]

I have no appetite at all anymore.
My appetits 1€ much wirse nNow.

My appetite is not ags good as 1t used to be.

My appetite is no worse than usual.
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APPENDIX E: COURSE ACHIEVEMENT ENVIRONMENT
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COURSE ACHEIVEMENT ENVIRCMMENT

INSTRUCTIONS: This gquesticnnalire ashs you to describe your

clrcumstances With respect to introductory peychalagy.
Specifically, it asks you to report o what extent certain
"rezource variables" pose a problem for  you &t this time.

Resonrce variables areg aspects oF youwr situation that can help or
hinder your performance in intraductory psychalogy.

As oy work  through the qguesticnnaire, ple%se repand as
accurately as possible to each item. There are no riaght or wrong
anNsWwers. Pleass make DARK MARKS so that scoring ervrors can be

kept to a minmimum.

-
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STUDENT ROLE-RELATED INFORMATION: Refers to  the informatiaon
(from instructors, peers, others, course and university\policies
and procedures, and so forth) needed for you  to perform well in
introductory psychology (PSYC 20040,

A. To do well in PSYC 2004, STUDENT ROLE-RELATED INFORMATION is:

1. UNIMPORTANT €AY (ER)Y (C) (DY (E) ITMPORTANT

E. Availability: STUDENT ROLE-RELATED IMFORMATION need to
. pertorm as a student in PSYLC 2004 1s:

2. AVAILAELE CAY CR) (C)Y (D) (E2 UNAVAILAELE

C. Quality: The quality of the STUDENT ROLE-RELATED INFORMATION
I receive about PSYC 2004 is:

-

GCOOL auUALITY caY (R Q) D) CED FOOR QUALITY

€l

REQUIRED SERVICES AND HELP FEROM OTHERS: Refers to the services
and help from others (fellow students, graduate teaching
acssistants, instructors) needed for  youw to perform well in
introductory psychology (PSYC 20040,

A. To do well in PEYC Z2004, REQUIRED SERVICES AND HELP FROM
OTHERS ie:

. UNMIMPORTANT (A <) (C) (D) (ED IMPORTANT
E. Availability: REQUIRED SERVICES AND HELP FROM OTHERS needed
to perform as a student in PSYC 2004 is:

AVATILAEBLE €AY (B> (CH (D> CED UNAVATILAERLE

n

C. Quality: The quality of the REQUIRED SERVICES AND HELP FROM
OTHERS I receive with respect to PSYC 2004 is:

£. GOOD QUALITY <A (B> (C)H» ¢Dd (E)» POOR QUALITY

o
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v’
TIME AVAILARILITY: Reters to the availability of time needed to
perform student functicns of PSYC 2004, taking into consideration
time limits, interrupticons, unnecessary meetinds, and
digstracticons.

A, To do well in PSYC 2004, TIME AVAILABILITY is:

7. UNIMPORTANT (13 €2) <31 (4) (5) (&x=xxr IMPORTANT

E. Availlability: TIME AVAILABRILITY needed to perform as a
- student in PSYC 2004 is:

b, AVAILABLE (1) <2 (2 (4 (5) 0&=xX7)  UNAVAILARLE

C. CGuality: The guality o7F the TIME AVAILARILITY I receive with
respect to PSYC 2004 is:

-

9. BOOD GUALITY (13 (20 (3 (4) (S) (BIL(ZY FOOR QUALITY

workspace, lighting, noise, temperature) that affect your ability
to pevform student functione inm FEYD z004,

WORK ENVIROMMEDMT: Refers to the physical aspescts (inappropriate

A, To do well in PSYC 2004, WORK ENVIRONMENT 1s:

10, UNIMPORTANT  CA) (R) (C)> (D) (E) IMPORTANT

E. availability: WORK ENVIRONMENT needed to perform azs a s
irn PSYC 2004 is:

Bl

undent

11. AVAILAELE CAY (B> (CH» (D) (E) UNAVAILARLE
C. Quality: The quality of Lthe WORK ENVIRDNMENT I rveceive with
respect to PSYC 2004 is:

1Z. GOOD QUALITY <A) CR)Y (C)» Dy C(EY» POOR QUALITY
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APPENDIX F: EXAM GOAL COMMITMENT QUESTIONNAIRE
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APPENDIX G: COURSE GOAL COMMITMENT QUESTIONNAIRE
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