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Abstract

THE ALLEVIATION OF LEARNED HELPLESSNESS IN 

POOR READERS THROUGH MODELED OPTIMISM AND 

COMPETENCY TRAINING: A SELF-EFFICACY ANALYSIS

by

Karen W. Stekel 

Adviser:  Professor  Barry J .  Zimmerman

The present study examined several va r iab le s  t h a t  were hypothesized 

to  be re la ted  to the poor reading performance of s ix ty ,  four th -  and f i f t h -  

grade ch i ldren  according to  a socia l  learning theory. Two v a r iab le s  were 

i d e n t i f i e d  fo r  study: f i r s t ,  c h i l d r e n ' s  lack of reading competence and

second, t h e i r  negative s e l f - e f f i c a c y  b e l i e f s .  I t  i s  well known th a t  

these  poor readers '  lack of  basic s k i l l s  leads  to  repeated f a i l u r e  

experiences. These experiences  have been found in p r io r  research  to  

f o s t e r  f ee l in g s  of helplessness  in reading.  S e l f - e f f i c a c y  theory 

sp ec i f i e s  several points  of  in te rven t ion  in t h i s  f a i lu r e -h e lp le s s n e s s  

cycle .  Direct  and v icar ious  t rea tments  have been developed by social 

learning t h e o r i s t s  to  improve c h i l d r e n ' s  motivat ion and performance.

These changes are  assumed to  come about because of  increases  in 

c h i l d r e n ' s  s e l f - e f f i c a c y .

In the present  r esearch ,  ch i ldren  were taught  a semantic ru le  for  

a f f i x  use. Competency t r a in in g  was c a r r ied  out through d i r e c t  

in s t ru c t io n  on re la ted  stem words and a f f ix e s .  S e l f - e f f i c a c y  was 

manipulated through exposure to an op t im is t i c  or  pess im is t ic  model 

learning the same task .  I t  was found t h a t  ch i ld ren  receiv ing competency 

t r a in in g  outperformed t h e i r  untra ined peers on t r a n s f e r  measures of a f f i x  

use. These r e s u l t s  were a l so  evident during t r a n s f e r  t e s t in g  a f t e r  a one



day delay.  The children exposed to  the op t im is t i c  model made higher  s e l f -  

e f f ic a cy  judgments than those who saw the pess im is t ic  model during both 

t r a n s f e r  and delayed t r a n s f e r  t e s t i n g ;  however, only the d i f fe rence  

during the delayed t r a n s f e r  phase achieved s t a t i s t i c a l  s ig n i f ic a n c e .

The r e la t io n sh ip  between s e l f - e f f i c a c y  measures and task performance was 

unexpectedly found to be low. This outcome was suggested to  be due to 

i n f l a t e d  s e l f - e f f i c a c y  judgments by the ch i ld ren .  The s e l f - e f f i c a c y  

r a t in g s  were found to vary based on the successfulness  o f  the c h i ld re n ' s  

performance however. These findings were discussed in the context  o f  

s e l f - e f f i c a c y  theory and p r io r  research .  Limitat ions  o f  the present  

s tudy were noted and suggestions fo r  fu ture  research were o f fe red .  

Implicat ions  for  education were described.

v
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CHAPTER I

Introduction

This study attempted to a l l e v i a t e  the performance d e f i c i t s  and 

negative s e l f -pe rce p t ions  o.f chi ldren who experienced repeated f a i lu re  

in reading. Many o f  the children who experience repeated academic 

failure,  also lose i n t e r e s t  in academic a c t i v i t i e s  and are unwilling to 

pursue them. Several t h e o r e t i c a l ,  conceptual models have been devised 

to  explain the negative psychological e f f e c t s  o f  the ch i ld ren 's  

experiences with, f a i lu r e  such as :  eroded motivation,  low achievement,

diminished se lf -es teem ,  anxie ty ,  learned he lp lessness ,  and reduced s e l f -  

e f f icacy .  I n i t i a l l y ,  these negative e f f e c t s  were a l l  a t t r ib u te d  to 

anxiety. Ample l i t e r a t u r e  documents the linkage of  f a i lu r e  and anxiety 

(Sarason, 1981). Some researchers  hypothesized th a t  ch i ld ren 's  

performance would be improved i f  t h e i r  a f fec t iv e  arousal could be 

reduced. Research, however, yielded incons is ten t  r e s u l t s ;  reduced 

anxiety did not always bring about improved achievement. Also the 

anxiety hypothesis did not adequately t r e a t  the cognitive processes th a t  

under l ie  anxiety. Until r ecen t ly ,  anxiety research focused on 

performance and in s t ru c t io n a l  condit ions r a th e r  than process va r iab les .

More recen t ly ,  the concept o f  learned helplessness  has been used 

to explain the performance d e f i c i t s  r e la ted  to ch i ld re n 's  experiences 

o f  academic f a i lu r e .  Learned helplessness re fe rs  to "the learning or 

perception o f  independence between one's behavior and the presentation 

and/or withdrawal o f  aversive  events" (Dweck, 1975, p. 674).

The theory o f  learned helplessness  holds tha t  ch i ld ren 's  perceptions 

o f  outcomes as uncontro l lab le ,  i . e .  as independent o f  one's behavior, 

influences c h i ld re n ' s  wil l ingness  to t r y  to lea rn .  Previous research



re l ie d  on c h i ld re n ' s  s e l f - r e p o r t s  to measure how much independence 

between th e i r  act ions  and outcomes they perceived, hence how helpless  

they f e l t .  More recen t ly ,  elements o f  a t t r i b u t io n  theory and social 

learning theory have been included in refinements of  learned helplessness  

theory CSeli;gman, 1975; Abramson, SeTigman, & Teasdale,  1978; Mil ler  & 

Norman, 1979; Roth 1980).

In the present study, c h i ld re n ' s  help lessness  is  measured 

cognit ively  in terms of  t h e i r  s e l f - rep o r ted  concerns about achieving 

success ,  fau l ty  achievement and f a i lu r e  a t t r i b u t io n s  and negative s e l f -  

percepts o f  a b i l i t y  or e f f icacy .  Helplessness is  measured behaviorally 

as a lack of  persis tence and withdrawal from action and decreased 

amplitude of  performance. Together these cognit ive and behavioral 

outcomes cons t i tu te  a he lplessness  syndrome (Butkowsky & Willows, 1980; 

Fowler & Peterson, 1981; Johnson, 1981; Schunk, 1981).

The helplessness syndrome exhibi ted  by poor students has concerned 

educators.  Recent evidence suggests th a t  children with records of 

chronic poor achievement in school expressed profound feel ings  of  

he lplessness  (Butkowsky & Willows, 1980; Fowler & Peterson, 1981;

Johnson, 1981). Furthermore, these feel ings  were responsible for  

performance d e f i c i t s  associa ted  with the "learned" helplessness  syndrome.

To da te ,  researchers  have attempted to a l l e v i a t e  ch i ld ren 's  feel ings 

of  helplessness  by remedial in s t ru c t io n  and by teaching them to in t e rp r e t  

more accurate ly  ( i . e . ,  a t t r i b u t e )  the success and f a i lu re  of  t h e i r  

attemps to learn (Dweck, 1975; Butkowsky & Willows, 1980; Fowler & 

Peterson, 1981; Johnson, 1981). Although a t t r i b u t io n  t ra in ing  e f fo r t s  

have improved student achievement to some degree, the theory has l i t t l e  

to say about the role  of  ch i ld re n 's  behavioral competence and s e l f -  

concept in achievement s t r iv in g .



Recently, Bandura (1977; 1982) has presented a socia l  learning 

theory view, o f  learned he lplessness  th a t  considers ch i ld re n 's  

performance outcomes and s e l f - e f f i c a c y  judgments as well as a t t r i b u t io n  

judgments. Bandura's (1977; 1982) s e l f - e f f i c a c y  theory assumes a 

reciprocal r e la t io n sh ip  between feel ings of  help lessness  and performance. 

Poor performance leads to fee l ings  of  low s e l f - e f f i c a c y  and conversely, 

these b e l i e f s  decrease future achievement e f f o r t s .  In Bandura's approach, 

sel f - r e f e r e n t  b e l i e f s  and in t e l l e c tu a l  competence both determine 

ch i ld re n 's  wil l ingness  to t r y  to l ea rn .  The theory considers both facets 

o f  the prohlem considered in the present  study: (a) children lack basic 

s k i l l s ,  and because they do no t  have basic  s k i l l s ,  (b) they experience 

punitive outcomes ( e . g . ,  f a i l u r e ) ,  which re inforce  be l ie f s  which lead 

to helpless  behavior.  This approach implies t h a t  chi ldren need to 

develop both basic competencies and expectat ions  of  s e l f - e f f i c a c y .  In 

i t s  s t r i c t e s t  form, s e l f - e f f i c a c y  theory pred ic ts  th a t  treatments promote 

changes in persis tence and performance through changes in a person 's  

sense o f  s e l f - e f f i c a c y .  Thus, experiences t h a t  r a i s e  a person 's  sense 

of  s e l f - e f f i c a c y  should also  enhance a person 's  pers is tence  and 

performance q u a l i ty .

The reciprocal influence assumption can explain the helplessness of 

children who repeatedly f a i l  a t  academic tasks :  Children who fa i l

repeatedly in a school subjec t  will  avoid these learning s i tu a t io n s  and 

thereby susta in  t h e i r  negative sel f -e f f icacy  b e l ie f s  in d e f in i t e ly .  The 

advantage o f  s e l f - e f f i c a c y  theory i s  t h a t  i t  spec i f ie s  several points 

o f  in tervention  for  breaking through t h i s  vicious cycle.  I t  suggests a 

two-pronged approach focusing on performance competence as well as 

b e l i e f  r e t r a in in g .  Social learning theory has another advantage: I t



d e ta i l s  how modeling experiences can influence ch i ld ren 's  s e l f - e f f i c a c y  

and competence as well as d i r e c t  performance outcomes. Thus, personal 

def ic i ts ,  in s e l f - e f f i c a c y  and competence need not be a l im i t ing  

condition for learning.

Evidence for the v a l id i ty  o f  s e l f - e f f i c a c y  theory in educational 

applications, i s  l im i ted  but promising. Recent s tudies  have indicated 

the following: modeled fa i lu re  can in h i b i t  s tudent  achievement (Brown 

& Inouye, 1970); modeled success can improve ch i ld ren 's  achievement 

(Zimmerman & Ringle, 1981); successful performance experiences can also 

improve achievement (Zimmerman & Blotner ,  1979; Char t ier  & Friedlander,  

1981; Schunk, 1981). Also, v icar iously  induced achievement motivation 

has been shown to have some degree of  permanence and g e n e ra l iz ab i l i ty  

to d i f f e r e n t  tasks (Zimmerman & Ringle, 1981). Further evidence 

suggests t h a t  confidence verbalized by a model can a f fe c t  ch i ld ren 's  

s e l f - e f f i c a c y  b e l i e f s  and performance (Zimmerman & Ringle, 1981), 

Implications of  th i s  evidence are s tra ightforward:  vicar ious  experience

gained from confident ,  op t im is t ic  models can a f f e c t  s e l f - e f f i c a c y ,  

e sp ec ia l ly  when i t  i s  in tegra ted  with correc t ive  performance or 

competency t ra in in g .

To da te ,  there  has been no systematic inves t iga t ion  o f  how modeling 

experiences a f f e c t  helpless  ch i ld re n 's  s e l f - e f f i c a c y  judgments, task 

pe rs i s tence ,  and achievement. The proposed study represents an attempt 

to apply the s e l f - e f f i c a c y  theory of  Bandura (1977; 1982) to a l l e v ia te  

the feel ings  o f  helplessness  o f  chi ldren who have experienced repeated 

f a i lu re  in reading.

Answers to  the following questions will  be sought: What i s  the 

e f f e c t  o f  modeled optimism (or pessimism) and the e f f e c t  o f  d i r e c t



competency t ra in in g  on helpless  ch i ld re n 's  pe rs i s tence ,  achievement, 

and se l f - e f f i c a cy ?  Mill changes in e f f icacy  be l ie f s  and achievement 

p e r s i s t  over time? What are the consequences of these b e l ie f s  on 

subsequent learning hehaviors?

5



Review of  the L i te ra tu re

Se l f -e f f icacy  Theory

The aim o f  s e l f - e f f i c a c y  theory i s  to provide a unifying conceptual 

framework to describe diverse  modes of  influence tha t  are known to a l t e r  

behavior.  From a s e l f - e f f i c a c y  theory perspect ive ,  various modes of 

influence p a r t ly  a l t e r  coping behavior by crea t ing  and strengthening 

sel f -percepts  of  e f f icacy  (Bandura, 1982). Se l f -e f f icacy  theory is  

concerned with how people judge t h e i r  own c a p a b i l i t i e s  and how these 

judgments a f f e c t  t h e i r  subsequent motivation and behavior. In th i s  

theory i t  i s  assumed tha t  judgments o f  s e l f - e f f i c a c y  determine how much 

e f f o r t  people will  i n i t i a l l y  expend and how long they will  p e r s i s t  in 

the face of  obstacles  or aversive experiences (Bandura, 1977, 1982;

Bandura & Schunk, 1981; Brown & Inouye, 1978; Schunk, 1981). The theory 

also holds t h a t  perseverance can improve a person 's  achievement. For 

th i s  reason, s e l f - e f f i c a c y  seems an e sp ec ia l ly  relevant dimension of 

c h i ld re n 's  achievement behavior.

According to s e l f - e f f i c a c y  theory (Bandura, 1977, 1982) people avoid 

a c t i v i t i e s  they bel ieve exceed t h e i r  coping c a p a b i l i t i e s ,  but they will  

undertake a c t i v i t i e s  tha t  they judge to be within t h e i r  own c a p a b i l i t i e s .  

Thus, judgments of  one 's  c a p a b i l i t i e s  can determine one's choice of  

a c t i v i t i e s  and ra te  of  s k i l l  a cq u is i t io n .  Because act ing on misjudgments 

o f  personal e f f icacy  can produce aversive  consequences {underachievement 

or  f a i l u r e ) ,  accurate appraisal o f  one 's  own c a p a b i l i t i e s  has considerable 

functional value.

In s e l f - e f f i c a c y  theory,  a d i s t in c t io n  is  drawn between two 

d i f f e r e n t  kinds o f  expecta t ions .  According to Bandura (1977, 1982) these

6



FIGURE 1

Sources of  Eff icacy and Outcome 

Expectations

BEHAVIORPERSON OUTCOME

EXPECTATION

EFFICACY

EXPECTATION

OUTCOME

Bandura (1977, p. 193J
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are :  (1). e f f icacy  expecta t ion ,  the conviction tha t  one can successfu l ly

execute the hebavtor required to produce the desired outcomes; and (b) 

outcome expecta t ion ,  a person’s es timate th a t  a given behavior will  lead 

to cer ta in  outcomes. Eff icacy and outcome expectat ions may be diagrammed 

as shown in Figure 1. Eff icacy and outcome expectations are

In s e r t  Figure 1 here

d i f f e r e n t i a t e d  because people can form separa te  opinions whether: (a)

cer ta in  actions lead to desired outcomes and (b) whether they personally 

can perform these ac t ions .  Conversely, people may bel ieve themselves 

capable o f  action but may believe t h a t  t h e i r  actions will not be 

success fu l .

Eff icacy expectations  are suggested to a f f e c t  c h i ld re n ' s  i n i t i a t i o n  

and persis tence o f  coping behaviors.  Also, ch i ld re n ' s  s e l f - e f f i c a c y  

expectations  determine the amount o f  e f f o r t  they expend in d i f f i c u l t  or 

ambiguous s i t u a t io n s .  Their s e l f - e f f i c a c y  expectat ions will  not be 

sustained for  long i f  component c a p a b i l i t i e s  are missing. Behavior i s  

best  predicted over the long term by considering both,  expectations  and 

t h e i r  behavioral consequences.

According to s e l f - e f f i c a c y  theory ,  judgments of  e f f icacy  are based 

on four pr incipal  sources o f  information: (a) enact ive performance

atta inments;  (b) vicar ious  experiences observing the performance of 

o the rs ;  (c) verhal persuasion th a t  one has c e r t a in  c a p a b i l i t i e s ;  and 

(d) physiological s t a t e s  accompanying performance (Bandura, 1977, 1982). 

Successful performance opportuni t ies  can develop c a p a b i l i t i e s ,  and v e r i fy  

and s trengthen s e l f - e f f i c a c y  b e l i e f s .  Bandura (1977) c i t e s  research to 

support the su p e r io r i ty  o f  such performance-based procedures over purely



symbolic methods ( e . g . ,  general a t t r i b u t io n  t ra in ing )  to induce l a s t i n g  

changes, in s e l f - e f f i c a c y  b e l ie f s  (Schunk, 1981).

According to Bandura (1977), s e l f - e f f i c a c y  expectations derived 

from vicarious, exper ience,  although highly i n f l u e n t i a l ,  are more 

vulnerable to change and e x t inc t ion  than those derived from personal,  

enact ive experiences. Observational learning involves social comparisons 

between onese lf  and a model. Since the " f i t "  i s  never p e r fec t ,  a model's 

outcomes are a le ss  dependable source of  information for  predicting 

future personal success than are comtemporary personal experiences.

Bandura (.1977) suggests th a t  modeling procedures can nonetheless reduce 

avoidance by ra i s ing  e f f icacy  expecta t ions .  Zimmerman and Ringle (1981) 

provide some support for  the hypothesis th a t  vicar ious experience a f fec ts  

c h i ld re n 's  b e l ie f s  about t h e i r  c a p a b i l i t i e s  to succeed and influences 

t h e i r  achievement as well .  Young c h i ld re n ' s  persis tence on re tent ion 

and t r a n s f e r  tasks increased s ig n i f i c a n t ly  a f t e r  modeling treatment.

They observed an adul t  model p e r s i s t  (and f a i l )  to solve a puzzle.  The 

model made statements  about his  confidence to solve the puzzle.  His 

statements o f  confidence were found to improve s ig n i f i c a n t ly  the 

c h i ld re n ' s  es timates  o f  t h e i r  s e l f - e f f i c a c y  on a s im i la r  ( t r an s fe r )  task .  

Furthermore, ch i ld re n ' s  s e l f - e f f i c a c y  judgments on a d i f f e r e n t  

(genera l iza t ion)  task were also enhanced by exposure to the confident ,  

o p t im is t ic  model.

According to Bandura (1977), verbal persuasion is  a weak source 

o f  influence compared with personal outcomes o f  performance. Other 

people's judgments o f  probable outcomes are usually  l e s s  r e l i a b le  as a 

source of  information than p r io r  consequences of  one's own coping e f f o r t s .  

Perceived s e l f - e f f i c a c y  a f f ec t s  one 's  emotional arousal .  Persons who



helieve themselves to he competent are less  beset by negative a f f e c t .  

Success in coping in s i tu a t io n s  i n i t i a l l y  evoking fear  or anxiety can 

strengthen s e l f - e f f i c a c y  b e l i e f s .

The impact o f  information on e f f icacy  expectations depends on how i t  

is  cognit ively appraised,  Bandura (.1977) pos i ts  a central  processor o f  

e f f icacy  information. He suggests t h a t  people process,  weigh, and 

in tegra te  diverse sources of  information concerning th e i r  c a p a b i l i ty ,  and 

regulate  t h e i r  choice o f  behavior and o f  expenditure o f  e f f o r t  

accordingly. S i tuat ional  and contextual fac tors  en ter  into these 

cognitive appra isa ls .  , ^
Se l f -e f f icacy  and Learned Helplessness

Chronic f a i lu re  as a precursor of  learned he lp lessness . Fai1ures 

and successes are in tegra l  parts  of  the learning process.  Prolonged 

academic f a i lu r e  is  of  concern to educators and parents because i t  

undermines motivat ion,  and tha t  can lead to withdrawal from learning 

s i tu a t io n s .  Persons with learned helplessness bel ieve tha t  t h e i r  responses 

wil l  not a f f e c t  outcomes. This acquired b e l i e f  can become permanently
i

d e b i l i t a t i n g ,  i f  those who feel helpless do not w i l l ing ly  expose 

themselves to experiences which could change th e i r  negative b e l i e f s .

In learned helplessness  theory ,  i t  i s  hypothesized tha t  experience 

with noncontingency ( i . e . ,  th a t  actions are not followed by expected 

outcomes) produces generalized expectancies for  u n co n t ro l la b i l i ty  o f  

outcomes in  the fu ture .  O r ig ina l ly ,  the helpless  feel ings  were thought 

to produce physical pass iv i ty  (Seligman, 1975). I n i t i a l  versions of  

learned helplessness  theory focused on sp ec i f ic  behavioral d e f i c i t s  

r a the r  than cognit ive d e f i c i t s ,  probably because learned helplessness 

theory and research evolved from animal s tud ies .  Recent versions have
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extended learned helplessness  theory to specify  the a t t r ib u t io n s  tha t  

underlie human def ic i ts ,  in motivation and performance (Abramson, Seligman, 

& Teasdale,  19.78; Mil ler  & Norman, 1979; Roth, 1980). According to these 

recent accounts,  when outcomes are viewed as uncontrollable  e i t h e r  

personally or  un ive rsa l ly ,  the helpless  behavioral syndrome emerges. 

Prolonged fa i lu re  inev i tab ly  leads to fee l ings  o f  helplessness .

In support o f  t h i s  hypothesis ,  recent  research indicates  th a t  

children who have experienced chronic f a i lu re  do show evidence of 

helplessness .  These children make faul ty  a t t r i b u t io n s  for outcomes, 

e spec ia l ly  following f a i lu r e  (Butkowsky £ Willows, 1980; Fowler &

Peterson, 1981; Johnson, 1981; Schunk, 1981). They also exhibit  

diminished self-es teem (Butkowsky & Willows, 1980; Johnson, 1981) and 

display low pers is tence (Butkowsky & Willows, 1980; Schunk, 1981).

Alleviat ion o f  learned helplessness d e f i c i t s . An i n i t i a l  attempt 

to a l l e v i a t e  learned helplessness  d e f i c i t s  was conducted by Dweck (1975). 

She reasoned tha t  such d e f i c i t s  could be a l t e re d  by changing ch i ld re n 's  

a t t r ib u t io n s  for f a i lu r e .  Dweck asked teachers ,  school psychologis ts ,  

and middle-school administrators  to  ra te  the he lplessness  of  750 school 

chi ldren.  The 12 most severe ly helpless  chi ldren were chosen from th i s  

pool. The independent ra t ings  of  the chi ldren revealed tha t  a l l  displayed 

reduced academic performance, e sp ec ia l ly  following f a i lu r e  in regular  

academic s i t u a t i o n s .  In Dweck1s experiment,  the chi ldren were taught to 

a t t r i b u t e  fa i lu re  in ar i thm et ic  to lack o f  e f f o r t  r a th e r  than personal 

i n a b i l i t y .  She found th a t  children in the group th a t  received e f f o r t -  

r e a t t r ib u t io n  t ra in ing  s ig n i f i c a n t ly  outperformed helpless  chi ldren in 

the success-only condit ion. Children in the success-only condition were 

given ar i thmetic  problems which could be solved e a s i ly  and within the



the time l im i t  on every t r i a l .  Success was a t t r i b u t e d  to the ch i ld re n 's  

responses., and f a i l u r e ,  when i t  occurred, was glossed over or ignored. 

Thus, ch.ildren in th is  treatment  condi tion did not learn how to cope with 

f a i lu r e  r e a l i s t i c a l l y  during learning or assessment. Children who were 

taugh.t to  take re&ponsihil t t y  for  f a i lu r e  and to a t t r i b u t e  f a i lu r e  to

lack, of  e f f o r t ,  evidenced improved performance. Also they changed th e i r

b e l ie f s  ahout the cause of  t h e i r  f a i lu re  from t h e i r  a b i l i t y  to 

in s u f f ic ie n t  (.personal) e f f o r t .

Fowler and Peterson (1981) examined the e f fec t iveness  o f  d i r e c t  

r e a t t r i b u t io n  t ra in in g  to a l l e v i a t e  helplessness  in reading. Data on 

a t t r i b u t io n  and pers is tence were co l lec ted  from 28 children who read 

below grade l e v e l .  The reading- level  assessments were derived from 

objec t ive  t e s t  scores and teachers '  judgments.

Fowler and Peterson (1981) compared four t rea tments :  (a) p a r t ia l

reinforcement with s ingle  f a i lu r e  feedback; (b) p a r t ia l  reinforcement 

with multiple  f a i lu r e  feedback; (c) p a r t i a l  reinforcement with multiple 

f a i lu r e  feedback and in d i r e c t  a t t r i b u t io n  r e t r a in in g ;  and (d) pa r t ia l  

reinforcement with multiple  f a i lu re  feedback and d i r e c t  a t t r i b u t io n  

r e t r a in in g .  In the i n d i r e c t  condi t ion ,  c h i ld re n ' s  f a i lu r e s  were verbal ly  

a t t r i b u t e d  to a lack o f  e f f o r t  by the adul t  experimenter-model.  Direct 

a t t r i b u t io n  r e t ra in in g  involved teaching children to use covert 

rehearsal o f  s e l f - i n s t r u c t io n s .  The children l i s t e n e d  to a record o f  a 

peer model a t t r i b u t i n g  outcomes to  e f f o r t .  Children in th i s  d i r e c t  

a t t r i b u t io n  re t ra in in g  condition were asked to p rac t ice  the statements  

made by the peer model during three t r a in in g  sess ions .  During the f i r s t  

session children repeated aloud the recorded a t t r ib u t io n s  for  outcomes. 

During the second t ra in in g  sess ion children were in s t ruc ted  to whisper
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t h e i r  a t t r i b u t i o n s .  F ina l ly ,  they were to ld  to t e l l  themselves s i l e n t l y  

what to say during the l a s t  sess ion.  These in s t ruc t ions  were given 

following feedback for  each response the chi ldren made during the three 

t ra in ing  sess ions .  Fowler and Peterson (1981) found tha t  only d i r e c t  

a t t r ib u t io n  r e t ra in in g  in s t ru c t io n  s ig n i f i c a n t ly  modified a t t r ib u t lo n a l  

pa t te rns  and increased the reading persis tence of  help less  ch i ldren .

When they were taught  to use cover t ,  s e l f - i n s t r u c t i o n ,  children a l te red  

th e i r  perceptions o f  fa i lu re  and changed t h e i r  or ig inal  a t t r ib u t io n s  for 

fa i lu re  to t h e i r  e f f o r t .

These conclusions were s im i la r  to those drawn by Butkowsky and 

Willows (.1980). They suggested tha t  poor readers '  pers is tence and 

expectancies o f  success in reading could be increased by modifying the 

c h i ld re n ' s  self- judgments of  t h e i r  performance. Butkowsky and Willows 

(1980) s tudied the academic performance and se lf -concept  o f  72 f i f t h -  

grade boys. They compared good, average, and poor readers for :  task

pers is tence ,  estimated success,  a t t r ib u t io n s  for  outcomes, and 

expectancies of  success following f a i lu r e  on two d i f f e r e n t  tasks .  The 

read ing-re la ted  task consis ted o f  five solvable f i v e - l e t t e r  anagrams.

In the f a i lu r e  condition a s ingle  l e t t e r  in each anagram was changed.

The changes made the anagrams unsolvable.  The other  task  consis ted of a 

s e r ie s  o f  five l ine  drawings which the children were asked to t race  over 

without l i f t i n g  t h e i r  pens or  r e t rac in g  any l i n e s .  As with the reading- 

r e la ted  t a sk s ,  solvable and unsolvable forms o f  these puzzles were 

constructed.  Butkowsky and Willows (1980) concluded th a t  poor readers 

displayed c h a ra c te r i s t i c s  indica t ing  learned helplessness  and low s e l f -  

concepts o f  a b i l i t y .  Poor readers '  a t t r i b u t io n s  for  outcomes were 

s im i la r  to those described by learned helplessness  th e o r i s t s  ( e . g . ,
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Ahramson, e t  a l , 19.78) and were cons is ten t  with a t t r ib u t io n  theory 

in te rp re ta t io n s  of  learned he lp lessness .  Poor readers pe rs i s ted  a t  reading 

and non reading tasks less  than other  chi ldren in the study. Also, these 

children took less  personal r e sp o n s ib i l i ty  for  success.  They a t t r ib u te d  

f a i l u r e ,  however, to i n t e r n a l ,  s tab le  causes, such as t h e i r  a b i l i t y .  Of 

specia l  i n t e r e s t  to the present study were r e su l t s  involving expectancies 

o f  future success.  Poor readers '  i n i t i a l  expectancies of  fu ture success 

were lower than those of  good readers .  Moreover, poor readers '  

expectancies o f  success t ra n s fe r red  across tasks as well as following 

f a i l u r e .  Butkowsky and Willows (1980) concluded, th e re fo re ,  th a t  poor 

readers were more "react ive"  to f a i lu r e  than other  children in t h e i r  study. 

Also, poor readers reported le s s  confidence in t h e i r  a b i l i t y  to a t t a in  

future success a f t e r  f a i lu re  than good readers .  Butkowsky and Willows 

(1980) suggested t h a t  the way children perceive t h e i r  potential  for  future 

academic success and how they In te rp re t  academic outcomes may be as 

important as an adequate level of  a b i l i t y  for  academic success.

Johnson (1981) studied children with chronic experiences o f  f a i l u r e .  

She attempted to compare an a t t r ib u t io n a l  i n t e rp r e ta t io n  o f  learned 

helplessness  theory with value expectancy theory. Value expectancy theory 

s t r e s se s  the need to consider the value of  outcomes ( e . g . ,  a t t r a c t iv e n e s s ,  

importance, reinforcement,  Incentive)  and expectancy o f  success when 

predic t ing  behavior.  Learned helplessness  theory does not deal with 

outcome value. Johnson (1981) studied how long children with chronic 

experiences o f  f a i lu r e  pe rs i s ted  on an unsolvable problem i f  they were 

paid for  t h e i r  e f f o r t .  Their performance was compared to th a t  o f  unpaid 

peers.  She also s tudied the ch i ld re n 's  a t t r i b u t io n s  for  f a i lu r e  on the 

unsolvable problem. Her study compared the pers is tence and outcome
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a t t r i b u t io n s  for  three achievement groups: (a) average, {b) f a i l i n g ,

and (c) f a i l i n g  but receiving remediation in various academic sub jec ts .  

Johnson examined the re la t ionsh ips  among four va r iab les :  (a) school

achievement, (b) task pe rs i s tence ,  (c) s e l f -concep t ,  and (d) a t t r ib u t io n s  

for  outcomes. She decided tha t  a case could be made for  any one of  these 

var iab les  being the cause of  any of  the o thers .  The final dec is ion ,  

however, depended on the theo re t ica l  frame adopted. She found tha t  

outcome value as well as expectancy o f  success a f fec ted  the pers is tence 

o f  f a i l in g  chi ldren .  Moreover, she found tha t  when the monetary reward 

was not achievable ,  i t  l o s t  i t s  reinforcement value. She in te rp re ted  

her r e s u l t s  within a framework of  learned helplessness  theory. She noted, 

however, t h a t  her r e s u l t s  agreed with socia l learning theory: A 

reinforcement which is  not achievable loses i t s  value but remediation 

can help to r e in s t a t e  success a t  academic tasks as a reinforcement for 

chi ldren in her study. She concluded, th e re fo re ,  t h a t  both expectancy 

and outcome value were necessary to p red ic t  c h i ld re n ' s  achievement 

behavior.  Further ,  she concluded th a t  the inclusion o f  value in learned 

helplessness  theory would improve i t s  v a l id i t y .  She suggested tha t  

help less  c h i ld re n ' s  self -esteem could be ra ised  by teaching them to 

a t t r i b u t e  success to personal f a c to r s ,  such as a b i l i t y .

In summary, a l l  o f  the s tudies  described above have focused on 

c h i ld re n ' s  helplessness  in n a t u r a l i s t i c  s e t t i n g s .  Furthermore, these 

feel ings  o f  helplessness were i n i t i a l l y  acquired in n a t u r a l i s t i c  s e t t i n g s .  

The c h i ld re n ' s  prolonged experience with academic f a i lu re  was assumed to 

be the main cause o f  t h e i r  he lp lessness .  Studies o f  the a l l e v ia t io n  of 

helplessness  have focused on teaching the children to change t h e i r  fau l ty  

a t t r i b u t io n s  for  outcomes. The re t ra in in g  has re su l ted  in increased task

15



persis tence and Improved achievement. The combined e f fec t s  o f  subsequent 

success and expectancies of  fu ture  success improved helpless  ch i ld ren 's  

s e l f - r e f e r e n t  b e l i e f s .

Se l f -e f f icacy  and Achievement

S e l f -e f f icac y  theory incorporates  many cons tructs  postula ted by 

other  th e o r i s t s  to explain motivation, such as locus o f  con t ro l ,  

a t t r i b u t i o n ,  and learned help lessness .  Like the locus of  control approach, 

s e l f - e f f i c a c y  theory assumes th a t  people 's  motivations are determined by 

th e i r  be l ie fs  about t h e i r  personal control o f  t h e i r  environment.

Consistent with a t t r ib u t io n a l  t h e o r i e s ,  s e l f - e f f i c a c y  theory s ta te s  tha t  

people 's  in te rp re ta t io n s  o f  outcomes are a f fec ted  by s p e c i f ic  task 

propert ies  such as s t a b i l i t y .  Like learned helplessness  th eo r ie s ,  the 

s e l f - e f f i c a c y  approach focuses on experiences which lead to the s e l f -  

f u l f i l l i n g  consequences o f  personal be l ie fs  o f  he lp lessness .  Like ■ 

a t t r ib u t io n  t h e o r i s t s ,  socia l  learning researchers assume th a t  once a 

b e l i e f  has been e s ta b l i sh ed ,  i t  a f fe c t s  performance and exposure to 

subsequent experiences. The r e su l t s  of  such diminished exposure susta in  

the ex is t ing  b e l i e f  system. Vicarious learning experiences and the 

suggestions o f .o the rs  can also a f f e c t  one 's  se l f -pe rcep ts  of  e f f icacy  or 

f u t i l i t y .

Modeling s tu d i e s . S e l f -e f f icacy  theory has only recen t ly  been 

applied to educational problems. Recently, several researchers  have 

invest iga ted  how well s e l f - e f f i c a c y  judgments explain c h i ld re n 's  

motivation to achieve on in te l l e c tu a l  tasks .  One o f  the f i r s t  inves t iga t ions  

was conducted by Brown and Inouye (1978). They hypothesized tha t  learned 

helplessness  could be induced through a vicar ious f a i lu r e  experience by 

a model who students perceived to be o f  s im i la r  competence. College
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students were used as subjec ts  in t h e i r  experiment, and the task involved 

an unsolvable anagram. Subjects '  perceptions o f  the model as having the 

same or less  competence than themselves was manipulated p r io r  to 

vicarious t r a in in g .  The re su l t s  supported th e i r  hypothesis:  students 

who believed themselves to be o f  s im i la r  competence to the model 

p e rs i s ted  for  shor te r  times on the unsolvable task and displayed more 

negative ra t ings  o f  s e l f - e f f i c a c y  than did those who believed themselves 

to be of  superior  competence to the model. Results of th i s  study 

supported the argument tha t  vicar ious  as well as d i r e c t  experiences 

could produce learned helplessness  and tha t  s e l f - e f f i c a c y  measures were 

highly predic t ive  o f  task  pers is tence.

Brown and Inouye's research indicated  th a t  from a socia l learning 

perspec t ive ,  lowered s e l f - e f f i c a c y  expectat ions and helplessness  could 

r e s u l t  from in d i re c t  (v icarious)  experiences with f a i lu r e .  Vicarious 

influences have important social implications  because they can a f fe c t  

groups as well as ind iv idua ls .  Brown and Inouye showed th a t  behavioral- 

competence does not necessar i ly  guarantee high or even r e a l i s t i c  s e l f -  

e f f icacy  perceptions.  Low perceived s e l f - e f f i c a c y  may lead even 

competent individuals  to shun a c t i v i t i e s  or avoid optimal e f f o r t  and to 

fa i l  as a r e s u l t .  The extent  to which other  people 's  f a i lu r e  

p r e c ip i ta te s  learned help lessness  and undermines personal s e l f - e f f i c a c y  

depends on the s im i l a r i t y  subjects  perceive between the model and his or 

her s i t u a t i o n ,  and t h e i r  own competence and task parameters.  Brown and 

Inouye (1978) s tudied modeled f a i lu r e  and in te rp re ted  t h e i r  findings 

within a s e l f - e f f i c a c y  framework. They did not study the e f fec t s  o f  the 

success of  a peer model.
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Chart ier  and Friedlander  (1981) s tudied the e f f e c t s  of  modeled 

success on adu l t  su b jec ts ,  using an experimental paradigm s im ila r  to tha t  

described by Brown and Inouye, Chart ier  and Friedlander  obtained modeling 

e f f e c t s  as well as d i r e c t  p a r t i c ip a t io n  e f f e c t s .  Thus, t h e i r  r e su l t s  add 

v a l id i ty  to the hypothesis tha t  vicarious experience can induce changes 

in performance and b e l ie f s  about e f f icacy .

Zimmerman and Blotner (1979) reported a study examining the 

influence o f  modeling on young c h i ld re n ' s  pers is tence during problem 

solv ing.  They exposed white ,  middle-class  children in the f i r s t  and 

second grades to an adul t  model who pe rs i s ted  for  e i t h e r  a long or short 

duration on a wire puzzle task .  Both the model's duration o f  persis tence 

and degree of  success s ig n i f i c a n t ly  a f fec ted  the ch i ld ren 's  task 

persis tence in the expected d i rec t io n .  Children exposed to a success fu l ,  

pe r s i s te n t  model pe rs i s ted  longer on the task  than did children in the 

control group; whereas chi ldren exposed to the  unsuccessful,  nonpersis tent 

model pers is ted  for  a s ig n i f i c a n t ly  shorted time on the task than did the 

control group. This study provides evidence tha t  modeling experience 

could improve ch i ld re n 's  pers is tence .  Although the study was designed 

to be compatable with Bandura's s e l f - e f f i c a c y  hypothesis ,  no e f f o r t  was 

made to study the c h i ld re n ' s  s e l f - e f f i c a c y  judgments.

A study conducted by Zimmerman and Ringle (1981) represents  the 

f i r s t  e f f o r t  to study the role o f  s e l f - e f f i c a c y  es timates  during 

observational learn ing  with young ch i ld ren .  As suggested by the theory, 

s e l f - e f f i c a c y  es timates  were co l lec ted  before ,  during, and a f t e r  the 

modeling experience in a t a sk - sp ec i f ic  manner: children were shown

the task and then asked to  give a f i r s t  s e l f - e f f i c a c y  es timate for 

solving the problem; children gave a second s e l f - e f f i c a c y  es timate a f t e r
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observing the adul t  model fa i l  on the ta sk ;  and they gave a t h i rd  estimate 

a f t e r  t h e i r  own attempts a t  solving the unsolvable puzzle.  The study 

was intended as a rep l ica t ion  and extension,  using Black and Hispanic 

s u b jec ts ,  of the aforementioned study by Zimmerman and Blotner (1979). 

Zimmerman and Ringle attempted to examine for the f i r s t  time the 

general iza t ion  and re ten t ion  of v icar ious ly  acquired motivations to 

achieve. Retention was measured using a wire puzzle task a f t e r  a one- 

day delay. Generalization was assessed by use of  an embedded f igures  

task .  Zimmerman and Ringle also sought to examine the e f fec ts  of  the 

model's expressed degree o f  confidence during the model's problem solving 

--optimism or  pessimism—on the ch i ld re n 's  s e l f - e f f i c a c y  ra t ings  and 

t h e i r  task pers is tence .

The r e su l t s  provide the f i r s t  evidence th a t  v ica r ious ly  induced 

motivations to achieve are general izable  to a d i f f e re n t  task .  Also, 

t r a n s f e r  findings were obtained a f t e r  a one-day delay,  ind ica t ing  some 

degree o f  permanence in the ch i ld ren 's  v icar iously  enhanced achievement. 

These findings are notable because they show no performance decl ines  on 

t r a n s f e r  tasks .  This study also provides the f i r s t  evidence tha t  

confidence about achieving a solu t ion  th a t  i s  expressed by an adul t  model 

can influence the ch i ld re n 's  pers is tence .  The impact of  the model's 

statements o f  confidence were s tronger  in s i tu a t io n s  where the over t 

modeling experience supported the model 's expressed b e l i e f s .  In the 

Zimmerman and Ringle study,  the model 's statements proved to have seven 

times more influence on the ch i ld re n 's  task pers is tence than the model's 

actual duration o f  pers is tence .  Thus, Zimmerman and Ringle support 

conclusions drawn by Brown and Inouye regarding the importance of the 

observer 's  b e l i e f s  about a model's c r e d i b i l i t y .
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A re la ted  study was conducted by Schunk (1981). Although he did 

not t e s t  hypotheses from learned help lessness  theory,  a l l  the chi ldren 

in his  sample experienced profound, repeated f a i lu re  in ar i thmetic  and 

displayed d e f i c i t s  i d e n t i f i e d  in o ther  research as c h a r a c t e r i s t i c  of 

learned help lessness .  These d e f i c i t s  included: (a) chronic low

achievement, (b) re luctance to engage in or  approach achievement-related 

ta sks ,  r e su l t in g  in diminished p e rs i s ten ce ,  (c) eroded se lf -es teem ,  and 

(d) fau l ty  a t t r ib u t io n s  for  achievement outcomes. As in o ther  s tu d ie s ,  

subjects  in the Schunk study appeared to disp lay he lplessness  because of  

t h e i r  b e l i e f s .  Ei ther  they did not believe th a t  t h e i r  e f f o r t s  would 

r e s u l t  in success (personal he lp lessness ) ;  o r  they did not bel ieve tha t  

anyone could produce the desired behavior (universal he lp lessness) .

Schunk's focus, however, d i f fe red  from an a t t r ib u t io n a l  in te rp r e ta t io n  

of  helplessness theory. He derived his hypotheses from s e l f - e f f i c a c y  

theory. He incorporated the d ifferences  between eff icacy-based f u t i l i t y  

and outcome-based f u t i l i t y  as determinants o f  b e l ie f s  thought to 

p re c ip i ta te  help lessness ,  e sp ec ia l ly  following experiences o f  chronic 

f a i lu r e .

Schunk inves t iga ted  how modeling and e f f o r t  r e a t t r ib u t io n  affected 

the achievement, pe r s i s tence ,  and s e l f - r e f e r e n t  b e l ie f s  o f  chi ldren who 

had f a i le d  repeatedly in a r i thm et ic .  His sample included 56 fourth-grade 

chi ldren who had experienced frequent f a i lu r e  in a r i thm et ic .  He drew his  

subjects  from regular  elementary c lasses  but se lec ted  children on the 

bas is  o f  t h e i r  repeated f a i lu r e  in a r i thm et ic .  Ostensib ly ,  choosing 

subjects  from regular  c lasses  el iminates  those with severe learning 

d i s a b i l i t i e s .  Children enro l led  in regular  c lasses  do not have diagnosed
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learning d i s a b i l i t i e s ,  as a ru le ,  and are considered capable o f  grade- 

level work.

Schunk reasoned tha t  ac t ive  engagement in learning promotes the 

development of  s k i l l s  and s e l f - e f f i c a c y  b e l i e f s .  Effort  r e a t t r ib u t io n  

was postula ted to a f f e c t  the amount of e f f o r t  the children expended. He 

hypothesized th a t  modeling would r e s u l t  in higher a r i thmetic  achievement, 

longer pers is tence ,  improved s e l f - e f f i c a c y ,  and grea te r  accuracy of s e l f ­

appraisal than would d idac t ic  in s t ru c t io n .  Also, within t rea tments ,  

e f f o r t  r e a t t r ib u t io n  was expected to lead to improvements on these 

measures.

The r e su l t s  led Schunk to conclude tha t  modeled in s t r u c t io n ,  

e spec ia l ly  when combined with e f f o r t  r e a t t r ib u t io n  t r a in in g ,  was more 

e f fec t iv e  than d idac t ic  in s t ru c t io n  in promoting s k i l l  development. He 

found no s ig n i f i c a n t  d ifferences  in the e f fec t s  o f  treatments on s e l f -  

e f f icacy  or  pers is tence .  He a t t r ib u te d  the f a i lu r e  to support the 

hypothesis o f  s ig n i f i c a n t  gains in s e l f - e f f i c a c y  to the s im i la r i ty  o f  the 

in s t ruc t iona l  treatments .  Both treatments provided children with 

in s t ruc t ion  concerning d iv is ion  p r in c ip le s ,  prac t ica l  appl ica t ions  of  

these p r in c ip le s ,  guided prac t ice  and problem solv ing ,  correc t ive  

feedback, and s e l f - d i r e c t e d  mastery. The major d i f ference  between 

treatments was t h a t  children in the modeling condition observed divis ion 

s t r a t e g i e s  during in s t ruc t iona l  sess ions whose content d i f fe red  from the 

examples given in the feedback sess ions .  Children 's  r e a t t r ib u t io n s  to 

e f f o r t  did not influence s e l f - e f f i c a c y ,  pers is tence ,  or s k i l l  

accomplishment. Perceived e f f icacy  was shown to be an accurate  p red ic tor  

o f  ar i thmetic  performance across levels  o f  task d i f f i c u l t y  and treatment 

condit ions.
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An in te re s t in g  aspect o f  th i s  study concerned the in d i rec t  versus 

the d i r e c t  e f f e c t s  of  the treatments on persis tence and accuracy of  

s e l f -p e rce p t io n s .  Schunk developed a four-var iab le  path . l a ly s i s .  Direct 

causal l inks  emerged from treatment to s e l f - e f f i c a c y ,  from s e l f - e f f i c a c y  

to pe rs i s tence ,  from s e l f - e f f i c a c y  to accuracy, and from pers is tence to 

accuracy. He found no d i r e c t  paths from treatment  to pers is tence  or to 

accuracy. He concluded tha t  t reatment,  th e re fo re ,  had no d i r e c t  e f f e c t  

on e i t h e r  pers is tence or accuracy. His analysis  revealed: the treatment

influenced pers is tence  and accuracy in d i re c t ly  through i t s  e f fec t s  on 

s e l f - e f f i c a c y ;  s e l f - e f f i c a c y  also influenced accuracy in d i re c t ly  through 

pers is tence .  His findings are cons is ten t  with s e l f - e f f i c a c y  theory in 

i t s  s t r i c t e s t  i n t e rp r e t a t i o n ,  which pos tu la tes  t h a t  treatments promote 

changes in behavior through changes in se l f -p e rc e p ts  o f  e f f icacy  

(Bandura, 1977). Thus, the study by'Schunk (1981) o ffers  evidence for 

the v a l id i t y  o f  s e l f - e f f i c a c y  theory as a frame in which to study the 

modification o f  helpless  ch i ld ren 's  b e l ie f s  and subsequent pers is tence 

and achievement. Furthermore, his use of  path analys is  revealed 

s ig n i f i c a n t  re la t io n sh ip s  which were not supported by more t r a d i t io n a l  

ana ly t ic  techniques.

Bandura and Schunk (1981) s tudied the se l f -m o t iva t ion ,  s e l f - e f f i c a c y  

b e l i e f s ,  and competencies of  children who exhibi ted  gross d e f i c i t s  and 

lack o f  i n t e r e s t  in mathematical tasks .  'The mathematical tasks were 

presented as a h ie ra rch ic  s e r ie s  o f  simple operat ions .  Thus, children 

could master complex s k i l l s  by completing a s e t  o f  e a s i e r  computations. 

Completion of  these  component computations represented proximal sub­

goals for  children in the Bandura and Schunk study. They reasoned th a t  

perceived competence would mediate personal e f f icacy  be l ie f s  and thereby
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generate i n t e r e s t  in a -mathematical task .  They predic ted th a t  s e l f -  

motivation through the implementation of 'proximal sub-goals would prove 

to be most e f fec t iv e  in c u l t iv a t in g  i n t r i n s i c  i n t e r e s t ,  mathematical 

competencies, and se l f -pe rcep ts  of  e f f icacy  in mathematical a c t i v i t i e s .  

Further ,  they hypothesized th a t  s e l f - e f f i c a c y  would p red ic t  subsequent 

accuracy o f  the ch i ld re n 's  performance on mathematical tasks and on th e i r  

levels  o f  i n t r i n s i c  i n t e r e s t .  The r e s u l t  indicated th a t  proximal sub­

goals increased s e l f - e f f i c a c y  es t im ates .  Children who used proximal 

sub-goals surpassed a l l  others in sub trac t ive  s k i l l s  achievement. With 

respect  to pe rs i s tence ,  chi ldren who gained in s e l f - e f f i c a c y  because o f  

t h e i r  s k i l l  acquis i t ion  solved problems e a s i ly  and, th e re fo re ,  did not 

need to spend much time on the ta sk .  Also, these children were most 

accurate  in t h e i r  appra isa ls  o f  t h e i r  s e l f - e f f i c a c y  in terms o f  t h e i r  

actual performance. Proximal sub-goals were found to a f f e c t  i n t r i n s i c  

i n t e r e s t  p os i t ive ly .

Bandura and Schunk1s data supported the contention th a t  s k i l l  

acqu is i t ion  builds s e l f - e f f i c a c y .  Children who achieved mastery of  

mathematical operations displayed increased s e l f - e f f i c a c y .  Also, these 

c h i ld re n ' s  i n t e r e s t  in previously shunned a c t i v i t i e s  was increased a f t e r  

s k i l l  a cqu is i t ion .  S k i l l fu l  chi ldren needed le ss  time to solve problems 

than th e i r  le s s  s k i l l e d  counterpar ts .  This fac to r  a ttenuated the 

r e la t io n sh ip  between s e l f - e f f i c a c y  and pers is tence .

Bandura and Schunk conducted an analysis  of congruence between 

s e l f - e f f i c a c y  judgments and performance. They found th a t  accurate s e l f -  

e f f icacy  judgments depended on the complexity and var ie ty  o f  s k i l l s  

required for  successful performance. S e l f - e f f i cac y  es timates  were found 

to depend on: task c h a ra c te r i s t i c s  { e .g . ,  level of d i f f i c u l t y ,  mult iple
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opera t ions) ;  personal c h a ra c te r i s t i c s  ( e . g . ,  accuracy o f  self-knowledge, 

se le c t iv e  a t t en t io n  to competencies and d e f i c i en c ie s ) ;  and external 

standards agains t  which performances were appraised. Bandura and Schunk 

concluded tha t  judgments o f  s e l f - e f f i c a c y  are not simply r e f lec t io n s  of 

pas t  performance. S e l f -e f f icacy  judgments r e f l e c t  an in fe re n t i a l  process 

which is  continuous and in te ra c t iv e  ra the r  than d isc re te  and sequent ia l .  

This process r e f l e c t s  an in t e r r e l a t io n sh ip  among personal,  environmental,  

and behavioral f a c to rs .

In formal statements o f  s e l f - e f f i c a c y  theory,  Bandura (1977; 1982) 

has predicted th a t  providing children with modeled and guided performance, 

correc t ive  feedback, and s e l f - d i r e c t e d  mastery fo s te r s  the development of  

s e l f - e f f i c a c y .  Evidence suggests a lso tha t  vicarious experiences with 

p e r s i s t e n t ,  conf ident ,  and successful models changes ch i ld re n 's  be l ie fs  

about t h e i r  s e l f - e f f i c a c y  and competence (Brown & Inouye, 1978; Char t ier  

& Friedlander,  1981; Zimmerman & Blotner ,  1979; Zimmerman & Ringle, 1981). 

There have been attempts to combine s k i l l  t ra in in g  and e f fo r t  r e a t t r ib u t io n  

treatments to improve the pers is tence and achievement of  children 

manifesting severe academic def ic iencies  (Dweck, 1975; Butkowsky &

Willows, 1980; Fowler & Peterson, 1981; Johnson, 1981; Schunk, 1981).

Only Schunk (1981) attempted to a l t e r  ch i ld re n 's  be l ie fs  about t h e i r  

s e l f - e f f i c a c y .  The other  research reported with helpless  children did 

not  attempt to change t h e i r  s e l f - e f f i c a c y  judgments.

Because s e l f - e f f i c a c y  is  postu lated to have motivational e f f e c t s ,  

i t  i s  espec ia l ly  re levant to ch i ld re n 's  success in academic s i t u a t io n s .  

Experiences designed to ra ise  s e l f - e f f i c a c y  should increase ch i ld re n 's  

expectancies for  success .  Their increased expectancies should increase
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t h e i r  will ingness  to approach and engage in a c t i v i t i e s  they formerly 

avoided and should improve ch i ld ren 1s task pers is tence .

Research c i ted  by Zimmerman and Rosenthal (1974) suggests tha t  

providing explanatory pr inc ip les  with exemplary modeling is  more e f fec t iv e  

than providing explanatory pr inc ip les  alone as a means of developing 

ch i ld ren 's  cognit ive s k i l l s .  Additional evidence has been presented 

which suggests t h a t  vicarious  or  observational learn ing  condit ions which 

include these fea tures  a lso  changes c h i ld re n ' s  s e l f - e f f i c a c y  b e l ie f s  

(Brown & Inouye, 1978; Zimmerman & Blotner ,  1979; Zimmerman & Ringle,  

1981).

Review o f  the l i t e r a t u r e  on children charac ter ized  as helpless  

reveals no systematic inves t iga t ions  o f  c h i ld re n ' s  vicarious experience 

with an o p t im is t ic  model and competency t r a in in g .  The present study 

represents  a f i r s t  attempt to t e s t  ins t ruc t iona l  hypotheses derived from 

se l f - e f f i c a c y  theory concerning semantic ru le  learning by children 

displaying helplessness .

The present  study concerns the e f f e c t s  o f  peer-modeled optimism 

(and pessimism) and competency t ra in in g  on s e l f - e f f i c a c y ,  achievement, 

and pers is tence .  Children who have experienced repeated f a i lu r e  in 

reading will  be taught a semantic ru le  fo r  p re f ix - su f f ix  use. F ina l ly ,  

the present study represents  an attempt to t e s t  hypotheses from s e l f -  

e f f icacy  theory.  I t  wil l  be argued tha t  in s t ru c t io n  will  improve s e l f -  

e f f i c a c y ,  increase achievement, and reduce the motivational disrupt ion 

associated with he lp lessness ,  tha t  i s ,  increase  pe rs i s tence .  I t  i s  

expected th a t  these improvements wi l l  t r a n s f e r  to  analogous tasks and 

p e r s i s t  over time.
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Hypotheses

Hypotheses are advanced separa te ly  for  each dependent var iab le  and 

phase of  th i s  study. The f i r s t  s e t  o f  hypotheses re fe r s  to the i n i t i a l  

Transfer Phase. During i n i t i a l  Transfer Phase t e s t i n g ,  feedback was 

given following each response the chi ldren made.

1. Children receiving competency t r a in in g  and observing 

an op t im is t ic  model wil l  show:

a. higher s e l f - e f f i c a c y  on a t r a n s f e r  task than 

wil l  children receiving e i t h e r  t reatment  separa te ly .

b. higher pers is tence on a t r a n s f e r  task than will 

children receiving e i t h e r  t reatment separa te ly .

c. higher ru le  learn ing  on a t r a n s f e r  task than will  

children receiving e i t h e r  treatment  separa te ly .

2. Children receiving competency t ra in in g  will  show:

a. higher s e l f - e f f i c a c y  on a t r a n s f e r  task  than 

chi ldren who do not receive competency t ra in in g .

b. higher pers is tence  on a t r a n s f e r  task  than 

children who do not receive competency t ra in in g .

c.  higher ru le  learning on a t r a n s f e r  task  than 

children who do not receive competency t ra in in g .

3. Children observing an op t im is t ic  model wil l  show:

a. higher s e l f - e f f i c a c y  on a t r a n s f e r  task than 

will  children observing a pess imis t ic  model.

b. higher pers is tence  on a t r a n s f e r  task  than 

will  children observing a pess imis t ic  model.

The second s e t  o f  hypotheses re fers  to the Delayed Transfer Phase. 

During delayed t r a n s f e r  t e s t i n g ,  no feedback was provided.
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4. Children receiving competency t ra in ing  and observing 

an op t im is t ic  model will show:

a. higher s e l f - e f f i c a c y  on a delayed t r a n s f e r  task 

than children in any other  condition.

b. higher ru le  learning on a delayed t ra n s fe r  task 

than children in any other  condition.

5. Children receiving competency t ra in ing  will show higher 

s e l f - e f f i c a c y  on a delayed t r a n s f e r  task than will  children 

who do not receive competency t ra in in g .

6. Children receiving optimism-no competency t ra in ing  will 

show:

a. lower s e l f - e f f i c a c y  on a delayed t r a n s f e r  task 

than will  children in the competency tra ining-pessimism 

group.

b. lower ru le  learning on a delayed t r a n s f e r  task 

than will  chi ldren in the competency training-pessimism 

group.
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CHAPTER II 

Method

Subjects and Experimenter

Subjects were 60 children of predominantly lower-middle c lass  

backgrounds, ranging in age from 8 years  to 11 years 1 month, with a 

mean age of 9 years  8 months. There were 38 males and 22 females. 

Children were drawn from seven Catholic parochial schools.  In the 

sample, s ix  chi ldren were in the f i f t h  grade, 52 were in the fourth  

grade, and two were repeating th i rd  grade. As an i n i t i a l  screening 

procedure t o r  learned helplessness ,  teachers  were asked to id en t i fy  

s tudents  in t h e i r  c lasses  who displayed gross d e f i c i t s  in reading and 

who exhibi ted low i n t e r e s t  in read ing-re la ted  a c t i v i t i e s .  These 

children were fu r th e r  screened on the basis  of t h e i r  low scores on the 

s ta te-wide Pupil Evaluation Program (PEP) examination. At the s t a r t  of 

th i rd  grade they scored below a raw score of  20 on th i s  f i r s t  c r i t e r io n .  

A th i rd  screening c r i t e r io n  involved t h e i r  scores on the Science 

Research (SRA) reading sub tes t  given during the spring to th i rd  grades
i

throughout the archdiocese. These youngsters f e l l  a t  or below grade 

equivalent scores of 2.5.  Children who were below these c r i t e r i a  were 

included in the sample. Parental consent was obtained (Appendix D) fo r  

t h e i r  p a r t ic ip a t io n  in a t ra in in g  study. A female graduate student 

served as experimenter.

Design

The experimental design was a 2 x 2 f a c to r i a l  with the following 

independent var iab les :  t ra in in g  condi tion with two leve ls  (competency

t ra in ing  or  no t r a in in g ) ;  and modeling judgments condition with two 

leve ls  (optimism or pessimism). The dependent var iab les  included:
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judgments of s e l f - e f f ic ac y ;  pers is tence;  and semantic ru le  learning 

outcomes. Data fo r  these var iab les  were col lec ted  during th ree separate 

phases of  the study: p re t ra in in g ,  i n i t i a l  t r a n s f e r ,  and delayed 

t r a n s f e r .  A summary of the design i s  presented in Figure 2.

In se r t  Figure 2 here

Measures

He!plessness. Chi ldren 's  helplessness  in reading was assessed 

using two measures: a 14-item questionnaire  completed by t h e i r  teachers;  

and a seven-item questionnaire completed personally be each ch i ld .  The 

teachers '  questionnaire  was adapted from one developed by Fowler and 

Peterson (1981). Teachers were asked to express how applicable  each 

statement was with respect  to a p a r t i c u la r  ch i ld .  The’higher the scale 

value, the g rea te r  the helplessness .  A high congruence between s e l f -  

repor t  data and observed student  helplessness was found in the Fowler 

and Peterson (1981) study. The items asked about the c h i l d ' s  behaviors 

during reading; help-seeking behaviors; persis tence in the face of 

d i f f i c u l t y ;  spontaneous enthusiasm during reading a c t i v i t i e s ;  pr ide in 

one 's  work; react ions  to p ra ise ;  a t t r i b u t io n s  for  achievement outcomes; 

and avoidance behaviors.  This instrument i s  l i s t e d  in Appendix E.

Before measuring the s tuden ts '  p re t ra in ing  s e l f - e f f i c a c y ,  chi ldren 

were given seven questions designed to assess  t h e i r  fee l ings  of 

helplessness  with respect  to  reading and re la ted  a c t i v i t i e s .  Subjects 

were asked to ind ica te  t h e i r  confidence about various s i tu a t io n s  

re la ted  to reading on a f iv e -p o in t  scale .  The higher the scale  value, 

the g rea te r  the se lf -perce ived  helplessness.  These questions asked how 

confident the subjects  f e l t  about the following: a) not knowing what
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to  do during a classroom reading assignment; b) being the only student 

who does not f i n i s h  a classroom reading assignment; c) being ca l led  on 

to read aloud in c la s s ;  d) never learning how to read; e) not being 

able  to answer questions about a reading assignment; f )  not recognizing 

new words when reading. F ina l ly ,  g) they were asked to r a t e  how of ten 

they had t rouble  concentrating on th e i r  reading. This instrument is  

presented in Appendix F.

Root Words

The experimenter t ra ined  each subject  ind iv idual ly  to define 10 

root  words with 80% accuracy. These root words were used throughout the 

study in conjunction with a f f ixes  and cons t i tu ted  the experimental tasks .  

These words were selected from teaching mater ia ls  appropriate  fo r  use 

with regu lar  fourth-  and f i f th -g ra d e  c lasses .  Words se lected  from the 

s igh t  and meaning vocabularies of the four th  grade were: use , he lp ,

connect , cook, hea t , arrange,  pack, p lay , t a s t e , work. An addi t ional  six 

root words were used during the competency t ra in ing  and debriefing 

sessions only. These words were: j o y , sorrow, cheer , p lace , t r u s t , 

and do. These words and t h e i r  d e f in i t io n s  are l i s t e d  in Appendix A. 

Affixes

The experimental task involved learning and t r a n s f e r  of  a pre f ix -  

su f f ix  semantic ru le .  Six a f f ixes  t h a t  could combine with a l l  ten root  

words were chosen. The a f f ix e s  included three  pref ixes :  urv-, r e - ,  and

d i s - ; and th ree  suff ixes :  - e r ,  - f u l , and - l e s s . These a f f ixes  and th e i r

d e f in i t io n s  are l i s t e d  in Appendix B. They were presented to the subjec ts  

e i th e r  as par t  of the competency t ra in in g  session or  during the 

debriefing process.
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The three stimulus l i s t s  used are  s im i la r  in composition: the same 

ten root  word.; and s ix  a f f ix es  appeared on each 11st.  The various 

combinations of these roots  and a f f ix e s ,  however, makes each l i s t  

d i s t i n c t iv e .  For example, heater  means "a thing which provides or emits 

heat or  warmth;" heat!ess  means "cold; without any heat;" and reheat 

means "to make hot or warm again."  The task of learning the semantic 

ru le s  involved knowing: a) the  meaning of the root words and a f f ix es ;  

and b) how addi t ion  of the a f f ix  a l te red  the meaning of the root word. 

These l i s t s  are  presented in Appendix C.

Self-Eff icacy  Judgments

A board was cons tructed to  assess  the c h i ld re n ' s  s e l f - e f f i c a c y .  A 

moveable poin ter  enabled the  ch i ldren  to indicate  "how sure" they were 

about defining c o r re c t ly  the word shown. The poin ter  could be moved to 

one of f ive  numbers on a scale  ranging between two faces which depicted 

"very unsure" ( sca le  value 1) and "pos i t ive ly  sure" (sca le  value 5). The 

higher the scale  value, the g rea te r  the c h i ld re n ' s  perceived s e l f - e f f i c a c y .  

This instrument i s  presented in Appendix H.

Procedure

Preassessment Phase

The experimenter escorted each subject to the room designated for  

t h e i r  use. The experimenter and sub jec t  were seated a t  r i g h t  angles to 

each other  a t  the corner  of a desk or t ab le .  The experimenter explained 

t h a t  the study was p a r t  of a p ro jec t  to learn how boys and g i r l s  learn to 

define words when they read. To minimize s tudents '  concerns about being 

evaluated, they were to ld  t h a t  t h e i r  answers would be con f iden t ia l .

Then the experimenter presented to the subject the helplessness ques tions. 

She read the following in s t ru c t io n s  to each subjec t :
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Your answers to the following questions wil l  help us learn 
how boys and g i r l s  in the fourth  and f i f t h  grade feel about 
reading. Please answer the questions as honestly as you 
can. Circle  the number which best  describes your fee l ings .
A c i r c l e  around the number 1 means t h a t  you do not worry a t  
a l l  about t h a t  statement.  A c i r c l e  around the number 2 
means t h a t  i t  worries you j u s t  a l i t t l e .  A c i r c l e  around 
the number 3 means t h a t  you worry about i t  sometimes. A 
c i r c l e  around the number 4 means t h a t  you worry about i t  
more of ten .  A c i r c l e  around the number 5 means th a t  you 
worry about i t  a l o t  or a l l  the time.

The s u b je c t ' s  understanding of  the scale  was then checked. When the

subjec t  completed the seven questions ,  the experimenter sa id ,

We will  be looking a t  many words during the next few days.
To make sure t h a t  we mean the same thing when we use these 
words, I would l ike  to  look a t  some of  them with you now.
Please t e l l  me what each word means. I wi l l  t e l l  you i f  
you are r ig h t  or not and then we will work on the words 
t h a t  gave you t rouble .

Subjects were t ra ined  to a level of 80% accuracy on the ten root  words. 

This c r i t e r i o n  was achieved when the subjec t could define c o r rec t ly  the 

same e igh t  (or more) words on two consecutive passes through the l i s t  of 

root  words. During the Preassessment Phase, the experimenter gave feed­

back to each response the subjec ts  made. I f  the response was cor rec t ,  

she sa id ,  "OK, t h a t ' s  c o r rec t . "  I f  the response was p a r t i a l l y  co r rec t ,  

she sa id ,  "Well, t h a t ' s  almost r ig h t .  Do you want to t r y  again or do you 

want me to t e l l  you? I f  the response was not co r rec t ,  she sa id ,  "No,

t h a t ' s  not r ig h t .  The word means_________ . Now you say i t .  Can you

use i t  in a sentence?" At the end of  the Preassessment Phase the 

experimenter escorted the ch i ld  back to the classroom. The next child 

was t e s ted  and t ra ined  in the same way.

Pretra ining Phase

The Pretra in ing  Phase was conducted on the next consecutive school 

day following the Preassessment Phase. The experimenter escorted each 

child  to the room. They were seated a t  r ig h t  angles to  each o the r ,  the
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subjec t  to the l e f t  o f  the experimenter.  This seating arrangement

allowed for  eye-contact and enabled the experimenter to  handle the word

cards with the l e a s t  d i s t r a c t io n  to the ch i ld ren .  When the experimenter

brought the chi ld  into the room the cards were lying face-down on the

tab le .  She placed the s e l f - e f f i c a c y  board in f ron t  of the subject  a f t e r

they were seated and said ,

I am going to show you some words. I would l ike  you to use 
t h i s  board to show how ce r ta in  you are  t h a t  you know the 
meaning of each word. Move the pointer  to the number 1 i f  
you are pos i t ive  t h a t  you do not know what the word means.
I f  you are  very unsure of the meaning, move the poin ter  to 
the  number 2. I f  you are  j u s t  a l i t t l e  unsure of the 
meaning, move the pointer  to the number 3. I f  you are p re t ty  
sure of the meaning, move the pointer  to the  number 4, I f  
you are pos i t ive  t h a t  you know what the  word means, move the 
poin ter  to the number 5.

The experimenter then l e t  the chi ld  p rac t ice  moving the poin ter  and

touching the board. This was done to minimize the novelty of  the s e l f -

e f f icacy  instrument.  The experimenter gave the child  the ins t ruc t ions

for  making s e l f - e f f i c a c y  judgments. She sa id :

I am going to show you one card a t  a time. Please say the 
word you see on the card. Then use the arrow to  show how 
sure you are  about def ining the word co r re c t ly .  Are there  
any questions?

The experimenter then showed the ch i ld  each word from the Pretra ining 

Phase l i s t  (L is t  1),  one-at-a- t ime,  and recorded his  or  her es timate  of 

s e l f - e f f i c a c y  fo r  each word. This cons t i tu ted  the  measure of 

Pre tra in ing s e l f - e f f i c a c y .

When a l l  the words had been displayed and the  child  had indicated 

his or  her judgment of  s e l f - e f f i c a c y  fo r  each, the experimenter said ,  

"OK, now l e t ' s  see what these words mean. This t ime, please t e l l  me 

what you think the word means." The experimenter showed each word to 

the subject  again. I f  the subject  gave a co r rec t  response, the
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experimenter sa id ,  "That 's  r ig h t , "  or "Good" and "Now l e t ' s  go on to  the 

next word." I f  the response was not correc t  she sa id ,  "No, t h a t ' s  not 

c o r rec t .  Would you ra th e r  skip t h i s  word and go on to the next one or 

would you l ik e  to t ry  again?" The experimenter recorded the number of 

attempts the subject  made to def ine each word. This cons t i tu ted  the 

measure of  Pre tra in ing  Phase pers is tence .  The accuracy of  each response 

was a lso  recorded for  each word on L is t  1. This cons t i tu ted  the measure 

of Pre tra ining Phase semantic ru le  learning outcome. At the end of  the 

Pretra ining Phase, subjec ts  in the no- tra ining condi tion were shown e i th e r  

the op t im is t ic  or pess imist ic  f i lm,  depending on assignment to 

experimental treatment groups. Children in the competency t ra in ing  

condi tion were given e x p l i c i t  in s t ruc t ion  in s t ru c tu ra l  ana lys is  and 

synthesis  by the experimenter.

The experimenter and subject  remained seated, the experimenter 

placed a lega l -s ized  yellow pad in f ro n t  of  the ch i ld .  She also placed 

two f e l t - t i p p e d  pens on the t ab le .  Then she sa id ,  "Some of  the words on 

the l i s t  seemed to give you t rouble .  I want to show you something th a t  

might make i t  e a s ie r  fo r  you in the future  to understand big words."

The experimenter printed several words on the pad in f ron t  of  the ch i ld .  

She sa id ,  "What do these words mean?" The words were: j o y , sorrow, 

cheer , p lace , t r u s t , and do. After  the subject  defined the words, the 

experimenter pr in ted  a su f f ix  a f t e r  each of these root words. The 

words became: j o y f u l , sorrowful , chee r fu l , p l a ce r , t r u s t e r , and doer . 

Again, the experimenter asked the subject  to  def ine the words. She gave 

the subjec t  e x p l i c i t  in s t ru c t io n  as to the meaning of each su f f ix  and how 

adding i t  to  a root  word changed the meaning of the o r ig ina l  word. Thus, 

the subjec t  received e x p l i c i t  in s t ruc t ion  in semantic ru les  for  s t ruc tu ra l
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analysis  and synthesis .  The experimenter introduced the th i rd  suff ix :

j o y l e s s , ch ee r le s s , and asked the sub jec t ,  "Do you see how adding a

suff ix  changed the meaning of these words? Did you not ice  th a t  the

suff ixes  - ful and - less  have opposite meanings when they are added to a

root  word?" She repeated the semantic ru le  fo r  morpheme analys is  using

prefixed words as examples: unjoyful , undo, rep lace , redo. She

e x p l i c i t l y  ins truc ted  the child  about the  meaning of these pref ixes  and

what e f f e c t  they had on the meaning of the root  words. Then the

experimenter asked the sub jec t ,  "What does the word displace mean?" To

i l l u s t r a t e  the meaning of the p ref ix  d i s - , the experimenter used the

example of  f iv e  friends who play schoolyard basketball  together  every

day. She sa id ,

Each has a place on the team un t i l  a new boy moves into the 
neighborhood. The new f r iend  i s  f a s t ,  t a l l ,  and the best 
basketball  player in the borough. There i s  room fo r  only 
f iv e  boys on the team. Now there are s ix  f r iends .  One will  
have to s i t  on the bench. The one who s i t s  on the bench 
does not have a place on the' team any more. He lacks a 
place on the s ta r t in g  team. He has been displaced by the 
new boy on the block.

Then the experimenter asked the suoject  to explain d i s t r u s t . I f  the

subjec t  did not say- "lack of t r u s t "  the experimenter prompted the child

to give the co r rec t  d e f in i t io n .  At the conclusion of t h i s  prompting, the

meaning of d i s t r u s t  was s ta ted  c lea r ly .  She used another s tory  about

" lo s t  homework" and "someone who used to  be your best  friend" and how

"you lack t r u s t  in him a f t e r  he lo s t  your homework." Also, the

experimenter gave examples in which both a p ref ix  and suff ix  had been

added to a root  word: d i s t r u s t f u l , uncheerful . These were given to

i l l u s t r a t e  how the prefix and suff ix  could be used to discern the meaning

of a word, even i f  the chi ld  was unsure of  the meaning of the root alone.

At the conculsion of the competency t ra in ing  sess ion,  subjec ts  were

36 .



shown the appropriate  modeling f i lm ,  depending on t h e i r  experimental 

group assignment. After viewing the f ilm,  the experimenter escorted each 

chi ld  back to  the classroom. She r e s e t  the equipment and mater ia ls  and 

ca l led  fo r  the next ch i ld .  Children in the competency t ra in ing  group 

were provided with e x p l i c i t  in s t ru c t io n  in semantic ru le s  fo r  s t ruc tu ra l  

analysis  and synthes is .  They were t ra ined  with words not on any of  the 

o ther  l i s t s .  In the no-tra in ing condi t ion,  subjects  received no 

in s t ru c t io n .

Children exposed to the op t im is t ic  model viewed a 90-second 

Polavision f ilm of a peer model (an eleven-year old boy) giving 

op t im is t ic  responses to the s e l f - e f f i c a c y  instrument with words from the 

Transfer Phase l i s t  (L is t  2).  Optimist ic  responses were operat ionalized 

as sca le  values of 4 ( "p re t ty  sure") and 5 ("posi t ive"  or  "very sure") .

The film showed the experimenter and model s i t t i n g  across a small t ab le  

with the word l i s t  cards,  face-down in f ron t  of the experimenter.  The 

s e l f - e f f i c a c y  board was in f ron t  of  the model. Children saw only the 

arms of  the experimenter and model from the elbows down, to focus 

a t t en t io n  on the modeling behavior and on the task .  The f ilm was 

synchronized with an audiocasset te  of  the model verbal iz ing the scaled 

responses to each word displayed. The model pronounced each word as i t  

was displayed and moved the poin ter  to  the appropriate scale  pos i t ion as 

the experimenter replaced the card. Then the model verbal ized how 

c e r ta in  he was of c o r re c t ly  defining the word he had j u s t  seen. For 

example, the experimenter displayed the word "rearrange."  The model said ,  

"rearrange" and moved the pointer  to posit ion  4 on the sca le .  The 

experimenter replaced the card a t  the bottom of the deck. The model 

sa id ,  "I'm p re t ty  sure t h a t  I know what t h a t  word means." The
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experimenter sa id nothing. Words from the Transfer Phase l i s t  {List 2) 

were displayed in the same order in which they occurred in the Transfer 

Phase assessment.

Children exposed to the pess imis t ic  model a lso viewed a 90-second 

Polavision film of the same peer model giving pessimist ic  responses to 

the  s e l f - e f f i c a c y  instrument using words from the Transfer Phase l i s t  

(L is t  2). Pessimist ic  responses were operat ionalized as scale values of 

1 ("very unsure"),  2 ( "p re t ty  unsure"),  and 3 ("not too sure") .  The film 

was iden t ica l  to the optimism film except t h a t  pessimist ic  responses were 

given to the words displayed. For example, the experimenter displayed 

the word "rearrange."  The model said "rearrange" and moved the poin ter  

to pos i t ion  1 on the scale .  The experimenter replaced the card in the 

deck. The model sa id ,  "I'm very unsure about t h a t  word. I d o n ' t  know 

what i t  means." Words were displayed in the same order in which they 

occurred in the Transfer  Phase assessment.

The four experimental groups were defined in terms of combinations 

of independent var iab les :  treatment  condition (competency t ra in ing  or
i

no t ra in in g )  and modeling condi tion (optimism or pessimism). In the 

competency t ra in in g  and optimism condit ion,  the experimenter provided 

subjects  with e x p l i c i t  in s t ru c t io n  and guided prac t ice  in learning and 

using a semantic ru le  r e l a t in g  to s t ru c tu ra l  analys is  and synthesis .  

Children in t h i s  group were exposed to an op t im is t ic  model. They viewed 

a film of a peer model responding to  the s e l f - e f f i c a c y  instrument with 

op t im is t ic  judgments. Words from the Transfer  Phase l i s t  were used in 

the film. In a competency t ra in in g  and pessimism condit ion,  the 

experimenter provided subjects  with e x p l i c i t  ins t ruc t ion  and guided 

p rac t ice  in learning a semantic ru le  fo r  s t ruc tu ra l  ana lys is .  Children
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in t h i s  condi tion were exposed to a pessimist ic  model. They viewed a 

film of  a peer model responding to the s e l f - e f f i c a c y  instrument with 

pessimist ic judgments. Words from the Transfer Phase l i s t  were used.

In an optimism-only condi t ion ,  subjects  received no t r a in in g .  They 

viewed the film of  the op t im is t ic  model. In a pessimism-only condi­

t ion  children received no t ra in in g .  They viewed a film of  the 

pess imist ic  model.

Transfer Phase

The Transfer Phase occurred on the next consecutive school day 

following the Pretra in ing Phase. Procedures were ident ica l  to those 

used in the previous phase. As in the previous phase, feedback was 

given a f t e r  each response the sub jec t  made. Data were co l lec ted  for  

s e l f - e f f i c a c y  judgments, pe rs i s tence ,  and semantic ru le  learning out­

comes, r e l a t iv e  to the s u b je c t ' s  responses to words from the Transfer 

Phase l i s t  (L is t  2).

Delayed Transfer Phase

The f i n a l ,  Delayed Transfer Phase occurred on the next consecutive 

school day following the Transfer Phase sess ion .  Children were given 

words from the Delayed Transfer Phase l i s t  (L is t  3) without feedback to 

measure t h e i r  re ten t ion  of  the semantic r u le s .  Procedures for adminis­

t e r in g  the s e l f - e f f i c a c y  instrument were iden t ica l  with those used in 

the previous phases of  the study. S e l f -e f f icacy  judgments were also 

recorded in the same manner as in the e a r l i e r  phases. Children were not 

given feedback about the accuracy of  t h e i r  responses during th i s  phase 

of  the study.  This was done to permit examination of  the re ten t ion  of 

the semantic ru le  learning and to provide fu r the r  evidence for  the 

t r a n s f e r  of learning across phases. Because no feedback was given, no
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persistence, data could be. co l lec ted  during th i s  final experimental 

phase. Following s e l f - e f f i c a c y  assessments,  the experimenter s a id ,

"Let's, see i f  you can go s t r a ig h t  through the l i s t  of words th i s  t ime." 

She then showed the child  each word on L is t  3. When the child  responded 

to the word, no feedback was given. Rather,  the experimenter made 

neutral ve rb a l iza t io n s ,  such as "umm" or "next."  When the c h i l d ' s  

accuracy had been recorded for  a l l  ten words on the Delayed Transfer 

l i s t  {List 3) the debriefing sessions began.

Debriefing

During debr ie f ing ,  children in the no-competency t r a in in g  group 

were provided with ins t ruc t ion  on the p re f ix - su f f ix  semantic ru le  and 

how to apply t h i s  rule to  regular  reading assignments.  Children in the 

competency t ra in in g  group were provided with a review of  the pref ix-  

su f f ix  rule  app l ica t ion .  I f  the ch i ld  had any quest ions ,  the experimen­

t e r  answered them. Children were thanked for t h e i r  help and given 

s i l v e r  s t i c k e r s  {Appendix G) for  t h e i r  pa r t ic ip a t io n  in the study.

After  debr ief ing ,  the experimenter returned the children to the classroom. 

Scoring

Measures of  s e l f - e f f i c a c y  for  each phase were obtained by summing 

the e f f icacy  judgments for  a l l  ten words on each stimulus l i s t .

S im i la r ly ,  measures o f  pers is tence were obtained by summing the number 

o f  attempts a t  d e f in i t io n  made for a l l  words on each 11st.  {Only two 

pers is tence measures were obtained since no feedback was given during 

the Delayed Transfer Phase of  the s tudy.)  Outcome accuracy of ru le  

learning was obtained by summing the correc t  responses for each l i s t  a f t e r  

each phase. Separate measures of  helplessness were obtained by: a) 

summing the responses children made to  the seven-item scale of
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se l f - rep o r ted  he lp lessness ;  and h) summing the teachers '  responses 

to the 14-item helplessness ra t ing  sca le .
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CHAPTER I II  

Results

Main Analysis

The three  dependent var iab les  were analyzed using analysis  of 

variance procedures.1 Separate analyses of variance were conducted for  

each experimental phase because hypotheses were advanced for  within- 

phase d i f ferences .  Data from semantic ru le  learning outcomes fo r  both 

t r a n s f e r  and delayed t r a n s f e r  phases were analyzed using two separate 

2 x 2  (for  two in s t ru c t io n  condit ions: competency t ra in ing /no  t ra in ing  

and two modeling condi tions: optimism/pessimism) analyses of variance. 

S e l f -e f f icacy  data were analyzed using the same types of analyses.  A 

s ingle  2 x 2  analys is  of variance model was used to  analyze pers is tence 

data from the Transfer  Phase. Phase-specific  £ - t e s t s  were conducted to 

t e s t  spec i f ic  hypotheses concerning s e l f - e f f i c a c y  judgments. The 

dependent var iab le  means (and standard dev ia t ions) ,  by phase, are 

presented in Table 1.

Analyses of Transfer Phase data  revealed a s ig n i f ic an t  main e f f e c t  

fo r  t reatment condit ion,  £  (1,59) = 13.19, £ < .0 0 1 .  Children who 

received competency t ra in in g  scored higher on semantic ru le  learning 

(M = 8.77) than did those who did not receive t ra in ing  (M = 7.17).  This 

e f f e c t  accounted fo r  almost 19% of  the variance. The optimism main 

e f f e c t  and optimism x t ra in ing  in te ra c t ion  did not prove s ig n i f ic an t .

Analysis of Delayed Transfer Phase data a lso revealed a s ig n i f ic a n t  

main e f f e c t  fo r  t reatment  condi t ions ,  £  (1,59) = 5.95, £ < . 0 2 .  Children

y
There were no r e l i a b l e  d i f ferences  due to sex on any of the pretreatment 
or post treatment measures; the re fo re ,  the data were pooled fo r  
subsequent analyses.
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Table 1.

Dependent Variables by Phase: Means (and Standard Deviations)

Treatment Group* Pretra ining

Competency 

Training and . 

Optimism

Rule Learning Outcome S e l f -e f f icacy Persis tence

5.93

(1.98)

40.53

(4.02)

12.67

(2.47)

Compentency •

Training and 5.93 36.47 12.33

Pessimism (1.76) (5.46) (3.58)

Optimism 5.67 38.73 12.0

Only (1.59) (5.79) (4.82)

Pessimism 5.40 38.67 12.13

Only (1.80J (8.02) (4.34)

* N = 60; n = 15
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Table I (cont 'd)

Dependent Variables by Phase: Means {and'Standard Deviations)

Treatment Group* I n i t i a l Transfer t

Rule Learning Outcome S e l f -e f f icacy Persis tence

Competency

Training and 9.0 41.93 13.87

Optimism Cl.00) (5.11) (5.10)

Compentency

Training and 8.53 38.67 14.60

Pessimism (1.60) (6.66) (6.13)

Optimism 7.0 39.53 14.40

Only (1.81) (6.30) (5.96)

Pessimism ’ 7.33 37.87 15.73

Only (2.19) (6.89) (5.87)

* N = 60; n = 15
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T ab le !  (co n t 'd )

Dependent Variables by Phase: Means (and Standard Deviations)

Treatment Groups* Delayed Transfer

Rule Learning Outcome Se l f -e f f icacy

Compentency

Training and 7.27 43.13

Optimism (2.15) (5.. 34)

Compentency

Training and 7.33 35.73

Pessimism (1.99) (6.45)

Optimism 6.33 39.73

Only (1.59) (7.64)

Pessimism 5.80 38.80

Only (2.08) (7.20)

* N -  60; n = 15
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who received competency t ra in in g  scored s ig n i f i c a n t ly  higher in semantic 

ru le  learning (M -  7.30) than did those who did not receive t ra in ing  

(M -  6 .07).  The t ra in in g  main e f f e c t  accounted fo r  almost 10% of the 

Delayed Transfer  Phase variance.  No other  main e f f e c t  and no in te rac t ions  

were s ig n i f i c a n t  for  semantic ru le  learning during delayed t r a n s f e r  

t e s t in g .

A s ig n i f i c a n t  main e f f e c t  fo r  modeling condi tion was found fo r  s e l f -  

e f f icacy  during the Delayed Transfer  Phase, £  (1,59) = 5.77, £ < . 0 2 .  

Children who observed the op t im is t ic  model gave s ig n i f i c a n t ly  higher 

s e l f - e f f i c a c y  es timates (M = 41.43) than did youngsters who observed the 

pess im is t ic  model (M = 37.27).  The modeling e f f e c t  accounted fo r  9% of 

the  va r ia t ion  in s e l f - e f f i c a c y  during delayed t r a n s f e r  t e s t in g .  Means 

fo r  s e l f - e f f i c a c y  from pre t ra in ing  through delayed t r a n s f e r  are  presented 

in Table 2. No other  main e f f e c t s  and no in te ra c t io n  e f fe c t s  for  s e l f -  

e f f icacy  a t ta ined  s t a t i s t i c a l  s ign i f icance .

An e f f o r t  was made to examine the  r e l i a b i l i t y  and v a l id i ty  of  the 

s e l f - e f f i c a c y  measures used in the present study. The r e l i a b i l i t y  of 

these measures was assessed using c o e f f i c i e n t  alpha (Cronbach, 1970).

The obtained c o e f f ic ie n t s  were .67 fo r  p re te s t in g ,  .74 fo r  t r a n s f e r ,  and 

.80 for  delayed t r a n s f e r  t e s t i n g .

The v a l i d i t y  of the s e l f - e f f i c a c y  measures was assessed using the 

following ana lys is .  S e l f -e f f icacy  judgments fo r  c o r rec t ly  defined words 

were compared to  those given fo r  inco r rec t  or incomplete responses for  

a l l  ch i ld ren .  This was performed separate ly  for  each phase-specific  

stimulus l i s t  and r e s u l t s  of  the cor re la ted  £ - t e s t s  are  presented in 

Table 3. Analyses revealed th a t  fo r  a l l  phases, s e l f - e f f i c a c y  judgments
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Table 2

S e l f -e f f icacy  Means (and Standard Deviations} 

by Phase by Modeling Condition

Modeling 

Condition

Phases

Pretrain ing Transfer Delayed Transfer

Optimism 39.63 40.73 41.43

(4.98) (5.77) (6.70)

Pessimism 37.57 38.27 37.37

(6.84) (6.67) (6.90)
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Table 3

Correlated t - t e s t s  for  Efficacy and 

Rule Learning Outcomes

Phase

Mean Sel f -e f f icacy  Judgments 

Correct Answer Wrong Answer t - t e s t a

Pretrain ing 4.15 3.54 4.60*

Transfer 4.07 2.70 5.57*

Delayed Transfer 4.22 3.09 7.16*

a N = 60 
* £<*01
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given for  co r rec t  answers were s ig n i f i c a n t ly  higher than fo r  incorrect  

answers.

The pers is tence ,  or number of attempts the chi ldren made to get  

the correc t  d e f in i t io n  during assessment was analyzed using a 2 x 2 

analys is  of variance model. This ana lys is  f a i l e d  to reveal any 

s ig n i f i c a n t  main e f f e c t s  or in te ra c t io n s .

Data from two formal measures of helplessness  (the Helplessness 

Rating Scale completed by teachers ,  and the Child ren 's  Self-Reported 

Helplessness Scale) f a i l e d  to  confirm the  teachers '  i n i t i a l  

cha rac te r iza t ion  of subjec ts  as he lp less .  The r e l i a b i l i t y  of the 

Helplessness Rating Scale was assessed using Cronbach's alpha s t a t i s t i c .  

The obtained c o e f f ic ien t  was very high, .97. These data  are presented 

in Table 4. Average scale values so close to  1 ("does not apply a t  a l l " )  

indicated th a t  the teachers  did not judge these children as helpless  in 

reading. This outcome was puzzling because of  extensive evidence in 

school records of the c h i ld re n ' s  repeated f a i l u r e  in reading and t h e i r  

low scores on objec t ive  reading t e s t s ,  and because i t  contradicted
i

informal i n i t i a l  teacher judgments of the chi ldren.  In view of these 

anomalous and benign teachers '  r a t in g s ,  fu r th e r  analyses of  these  data 

would have been p o in t le ss .

Chi ldren 's  s e l f - rep o r ted  fee l ings  of helplessness (Chi ldren 's  Self-  

Reported Helplessness Scale) did not provide much evidence fo r  

charac ter iz ing  subjects  as he lp less  in reading. Responses to  the seven 

questions about se lf -perce ived  he lplessness  are  summarized in Table 5.

The children reported helplessness  values near the mid-point (M = 2.76) 

of the f ive -po in t  sca le ,  indicat ing th a t  they only "worried sometimes" 

about the statement presented to them. However, responses to  items
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Tahle 4

Helplessness Rating Scale for Teachers3

rtem Content

Mean

Response*3

1. Child acts passive at s tart  o f  reading a c t iv i t ie s 1.60

2. Teacher must get child started 1n reading a c t iv i t ie s 1.50

3. Child makes only half-hearted attempts at reading and does

• not believe that he/she w ill succeed 1,62

4. Child becomes ea s ily  discouraged and quits trying in the

face o f  d if f ic u lty  during reading 1.83

5. Child does not ask for help i f  he/she meets obstacles in

reading. 1.95

6. I f  reading task goes poorly, child becomes disruptive 1.48

7. I f  reading task goes poorly, child withdraws 1.90

8. Child does not show reading work to teacher spontaneously 1.82

9. Child does not show enthusiasm or pride during or about

reading 1.75

10. Praise makes child uncomfortable or tense 1.17

11. Child does not respond to praise 1.37

12. Child attributes failure to a b i l i ty ,  not effort 1.53

13. Child attributes success to external factor, not a b il i ty

or e ffort 1.28

14. Child does just enough work in reading to avoid punishment,

rather than to succeed in reading 1.85

a Scale values ranged between 1 ("does not apply at a ll" )  to 5 ("very 

applicable")

6 N * 60
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Tahle 5

Children 's  Se l f- reported  Helplessness Scale3

Item Content

Mean

Response*5

1. Worried about not knowing what to do during in -c la ss

reading assignment 2.53

2. Worried th a t  a l l  others  in c lass  wil l  f in i sh  work but

he/she wil l  not f in ish 2.48

3. Worried about reading aloud to class 2.15

4. Worried about never learn ing  how to read 3.12

5. Worried about not being able to answer questions about

a reading assignment 2.92

6. Worried about not recognizing new words while reading 3.01

7. Problems concentrat ing during reading 3.03

a Scale values ranged between 1 ("not a t  a l l " )  and 5 ("a l l  the time") 

b N = 60
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assessing worry about: not learning how to read; i n a b i l i t y  to answer 

questions based on the reading assignments; and d i f f i c u l t y  in 

recognizing new words were s l i g h t ly  higher indicat ing  th a t  chi ldren in 

the sample had g rea te r  doubts about t h e i r  a b i l i t y  to read than in other  

a reas .  The Chi ldren 's  Self-Reported Helplessness S ca le 's  r e l i a b i l i t y  

was assessed using co e f f ic ien t  alpha (Cronbach, 1970). A c o e f f i c i e n t  of 

.59 was obtained.

Correlat ional  Analyses

Pearson c o r re la t io n s  were ca lcula ted  fo r  a l l  dependent var iables  

across  phases, and fo r  su b jec ts '  ob jec t ive  t e s t  scores in reading,  and 

s e l f - repo r ted  helplessness .  These co r re la t io n s  are  presented in Table 

6, With respec t  to  sub jec ts '  p r io r  achievement, raw scores on the  Pupil 

Evaluation Program (PEP) examination in reading were s ig n i f i c a n t ly  

re la ted  to t h e i r  grade equivalent  scores on the reading sub tes t  of  the

Science Research Associates (SRA) examination, r  = .51, £ < . 0 1 .  PEP

scores were inversely  r e la ted  to pers is tence  across  the Pretra ining and 

I n i t i a l  Transfer  Phases (_r -  - .2 0 ,  £ < . 0 8 ,  and r_ = - .3 0 ,  £ < . 0 1 ,
t

r e spec t ive ly ) .  PEP scores were pos i t ive ly  re la ted  to  both I n i t i a l  and 

Delayed Transfer  Phase ru le  learning outcomes ( r  * .20, £ < . 0 6 ,  and

r  = .27, £ < . 0 2 ,  r e sp ec t iv e ly ) .  PEP scores were p o s i t iv e ly  re la ted  to

c h i ld re n ' s  i n i t i a l  s e l f - e f f i c a c y  judgments, jr = .28, £ < . 0 2 .  SRA grade 

equivalents  were inversely  r e la ted  to both pers is tence  measures, r  = 

- .2 5 ,  £ < . 0 3 ,  and r  = - .38 ,  £ < . 0 1 ,  re spec t ive ly .  Supris ingly ,  SRA 

scores and s e l f - rep o r ted  helplessness  were p o s i t iv e ly  r e l a t e d ,  r  = .27, 

£  <. 02 .
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Table 6

Pearson C orre la tions Among Dependent Measures3

V ariables PEP SRA LH PSE T1SE T2SE PPR TPR PO T10 T20

Pupil Evaluation

Program Exam (.PEPj .51* -.06 .28* -.0 5 .01 - .2 0 ’ -.3 0 * .03 .20 ' .27*

Science Research

A ssociates Exam (SRAl. .27* .10 .08 -.0 4 -.2 5 * -.3 8 * - .1 3 -.0 1 .10

H elplessness (LH) .24* -.11 -.2 4 * - .2 0 ' .04 -.28* - .2 0 ' - .0 2

P re tra in in g  

S e lf -e f f ic a c y  (PSE) .57* .60* .31* .07 .35* .06 .11

I n i t i a l  T ransfer S e lf -e f f ic a c y  (T1SE) .79*’ .27* -.0 2 .24* .16 -.0 1

Delayed T ransfer S e lf -e f f ic a c y  (T2SE) .39* - .0 2 .33* .29* .06

Pretra1n1ng P ersis ten ce  (PPR) .48* .04 .01 - .0 8

T ransfer P e rs is ten ce  (TPR) -.24* -.3 5 * -.17*

P re tra in in g  Rule Learning Outcome (PO) .37* .35*

I n i t i a l  T ransfer Rule Learning Outcome (T10) .33*

Delayed T ransfer Rule Learning Outcome (T20)

a n ■ 60 

* £  < .0 5  

' £  < . 1 0

53



Self-reported  helplessness was negatively  re la ted  to almost a l l  o f  

the other  var iables  in the study. (Only negative co r re la t io n s  a t ta ined  

s t a t i s t i c a l  s ig n i f ic a n ce . )  Of some I n te re s t  were iden t ica l  corre la t ions  

obtained between measurers of  s e l f - rep o r ted  helplessness  and phase-specif ic  

s e l f - e f f i c a c y  measures. Both Pretra in ing  and Delayed Transfer Phase 

s e l f - e f f i c a c y  were inversely  re la ted  to the measure of  se l f - rep o r ted  

he lp lessness ,  £  = - . 2 4 ,  £ < . 0 3 .  These negative co r re la t ions  suggest th a t  

subjects  who perceived themselves as able to define words on these phase- 

sp ec i f ic  l i s t s  did not perceive themselves as helpless  p r io r  to any 

experimental manipulations. Surpr is ing ly ,  s e l f - rep o r ted  helplessness  was 

inversely  re la ted  to P re tra in ing  p e rs i s te n ce ,  jr => - 2 0 ,  £ < . 0 7 .  Negative 

c o r re la t ions  between s e l f - rep o r ted  helplessness  and rule  learning outcome 

measures suggest t h a t  subjec ts  who did not perceive themselves as helpless  

i n i t i a l l y  were able to define words from the Pretra in ing  (jr = - . 2 8 ,  £ <

.06) and i n i t i a l  t r a n s f e r  (jr = - . 2 0 ,  £  < .0 6 ) Phase l i s t s .  Feedback was 

provided to t h e i r  responses to these word l i s t s  and might, the re fo re ,  

explain why the negative co r re la t ion  between se l f - rep o r ted  helplessness 

and the Delayed Transfer Phase outcome measure did not a t t a i n  s t a t i s t i c a l  

s ign i f icance .

With respect  to the dependent va r iab le s ,  measures o f  s e l f - e f f i c a c y  

were s ig n i f i c a n t ly  re la te d  across phases: Pre tra in ing  and I n i t i a l  Transfer

Phase s e l f - e f f i c a c y ,  £  = .5 7 ,  £ < . 0 1 ;  Pretra ining and Delayed Transfer

Phase s e l f - e f f i c a c y ,  r  = .6 0 ,  £ < . 0 1 ;  and I n i t i a l  and Delayed Transfer

Phase s e l f - e f f i c a c y ,  £  = .7 9 ,  £ < 0 1 .  Pre tra in ing  and I n i t i a l  Transfer

Phase persis tence were also s ig n i f i c a n t ly  r e l a t e d ,  r  = .4 8 ,  £ < . 0 1 .  Rule

learning outcome measures were s ig n i f i c a n t ly  r e la ted  acorss phases: 

P re tra in ing and I n i t i a l  Transfer Phase outcomes, r  s .3 7 ,  p < . 0 1 ;
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Pretrain ing and Delayed Transfer Phase outcomes, £  = .35,  £ < . 0 1 ;  I n i t i a l  

and Delayed Transfer Phase outcomes, r  = .33,  £ < . 0 1 .

Several dependent var iables  were s ig n i f i c a n t ly  re la te d  both across 

phases and between phases and between var iables  as well .  Pre tra ining 

s e l f - e f f i c a c y  was re la ted  to Pretra in ing  pers is tence ,  £  = .31, £ < , 0 1 .  

Pretrain ing s e l f - e f f i c a c y  was also r e la ted  to Pretra ining learning 

outcome, £  = .35, £ < . 0 1 .  I n i t i a l  Transfer Phase s e l f - e f f i c a c y  and 

Pretrain ing Phase pers is tence were r e l a t e d ,  r  * .27, £ < . 0 2 ,  Pre tra in ing

learn ing  outcome and I n i t i a l  Transfer Phase s e l f - e f f i c a c y  were r e l a t e d ,

£  a .24, £ < . 0 4 .  Delayed Transfer s e l f - e f f i c a c y  was re la ted  to 

Pretrain ing pe rs i s tence ,  £ =  .39, £ < . 0 1 .  Also, Delayed Transfer  Phase 

s e l f - e f f i c a c y  was r e la ted  to both Pre tra in ing  and I n i t i a l  Phase learning 

outcome measures, £  » .33, £ < . 0 1  and £  = .29, £ < . 0 1 ,  re spec t ive ly .  

I n i t i a l  Transfer pers is tence was inversely  re la te d  to P re tra in ing  Phase 

outcome, £  = .17, £ < . 1 0 .  I n i t i a l  Transfer pers is tence  and outcome 

measures were also inversely  r e l a t e d ,  £ =  - .3 5 ,  £ < . 0 1 .  These 

co r re la t ions  suggest the nature o f  the r e la t io n sh ip  between s e l f - e f f i c a c y  

and achievement. Also, these co r re la t ions  ind ica te  an inverse 

re la t ionsh ip  between pers is tence  and achievement. This inverse 

r e la t ionsh ip  suggests t h a t  the re la t io n sh ip  between s e l f - e f f i c a c y  and 

persis tence may not be l i n e a r .

Conclusions

Specif ic  hypotheses were advanced for  each phase of the study.  I t  

was predicted  th a t  chi ldren receiving competency t ra in ing  and observing 

an op t im is t ic  model would show higher s e l f - e f f i c a c y ,  semantic rule 

learn ing ,  and pers is tence  on an i n i t i a l  t r a n s f e r  task (with feedback) than
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would children receiving e i th e r  t reatment separate ly .  These hypotheses 

were not supported by the da ta .  No in te ra c t ion  e f fe c t s  proved to be 

s t a t i s t i c a l l y  s ig n i f ic a n t  during i n i t i a l  Transfer Phase te s t in g  fo r  any 

of the dependent var iab les .

I t  was also expected th a t  children receiving competency t ra in ing  

would show higher s e l f - e f f i c a c y ,  ru le  learning,  and pers is tence  on an 

i n i t i a l  t r a n s f e r  task  than would children in e i th e r  modeling condit ion.  

Only one of these hypotheses was supported; a s ig n i f ic a n t  main e f f e c t  for  

treatment condition was obtained. Children who received competency 

t ra in ing  scored higher on semantic ru le  learning outcome measures than 

did t h e i r  untrained peers.  No t ra in in g  e f fe c t s  were obtained on s e l f -  

e f f icacy  or pers is tence  measures.

Children viewing the op t im is t ic  model were expected to  show higher 

s e l f - e f f i c a c y  and pers is tence  (but not necessar i ly  ru le  learning)  on an 

i n i t i a l  t r a n s f e r  task  than children receiving only pessimism. The data 

did not provide support fo r  the hypothesized modeling e f fe c t  during the 

I n i t i a l  Transfer  Phase.

For the Delayed Transfer  Phase, i t  was an t ic ipa ted  th a t  children 

receiving competency t ra in ing  and optimism would show higher s e l f - e f f i c a c y  

and ru le  learning on the delayed t ra n s f e r  task  (without feedback) than 

would children receiving e i th e r  t reatment separate ly .  The hypothesized 

in te ra c t io n  between competency t ra in ing  and modeling did not a t t a in  

s t a t i s t i c a l  s ignif icance .

Also, children receiving competency t ra in ing  were expected to 

show higher s e l f - e f f i c a c y  on a delayed t r a n s f e r  ta sk  than were children 

in e i th e r  modeling condit ion.  This hypothesized treatment e f f e c t  for  

s e l f - e f f i c a c y  was not supported by the data.  However, analyses revealed
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a s ig n i f ic an t  t ra in in g  e f fe c t  on ru le  learn ing .  Children who received 

competency t ra in ing  scored s ig n i f i c a n t ly  higher on a delayed t r a n s f e r  task 

than t h e i r  untrained peers,  i r r e s p e c t iv e  of the modeling condit ion.

F ina l ly ,  chi ldren receiving only optimism were expected to show 

lower s e l f - e f f i c a c y  and ru le  learning on a delayed t r a n s f e r  task  than the 

children who received competency t ra in in g .  This predicted e f f e c t  was not 

supported by the data .  Rather, the ch i ldren  who observed the  op t im is t ic  

model gave s ig n i f i c a n t ly  higher s e l f - e f f i c a c y  estimates than those who 

viewed the pess imis t ic  model, i r r e sp ec t iv e  of treatment condit ion.  

Predic tions  concerning ru le  learning outcomes did not a t t a i n  s t a t i s t i c a l  

s ign i f icance .
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CHAPTER IV 

Discussion

Semantic Rule Learning

The present r e su l t s  ind ica te  tha t  t r a in in g  chi ldren in rules  of 

word s t ru c tu re  analys is  and morpheme synthes is  was e f fec t iv e  even though 

the children had previously experienced repeated f a i lu re  in reading. 

Moreover, these performance gains were found to  t r a n s f e r  to novel word 

stems and a f f ix  combinations a f t e r  two days. Thus, the re su l t s  provide 

some evidence for  the delayed t r a n s f e r  of  p re f ix - su f f ix  ru le  learning.

These r e s u l t s ,  although s t a t i s t i c a l l y  r e l i a b l e ,  did not r e f l e c t  a 

numerically subs tan t ia l  change in d e f in i t io n  s k i l l .  Performance levels  

o f  t ra ined  and untra ined children were separated only by approximately 

one po in t .  The small d i fferences  indicated the r e l a t iv e ly  high levels  

of  s k i l l  by untrained chi ldren .  Since there was l i t t l e  evidence of  

c e i l in g  e f f e c t s ,  the small d ifferences  indica te  t h a t  more extensive 

t r a in in g  was needed to bring the younsters to mastery of  the p ref ix-  

su f f ix  ru le .

Se 1 f-e f f i  cac.y Judgmen ts

None o f  the predict ions  regarding s e l f - e f f i c a c y  were supported. 

However, a s ig n i f i c a n t  main e f f e c t  for  modeling condit ion {optimism/ 

pessimism) was obtained during Delayed Transfer Phase t e s t i n g .  Children 

exposed to an op t im is t ic  model gave s ig n i f i c a n t ly  higher s e l f - e f f i c a c y  

judgments than did those exposed to a pess imist ic  model. An examination 

o f  the means for  the optimism and pessimism treatment groups from 

pre t ra in ing  through delayed t r a n s f e r  revealed th a t  exposure to an 

op t im is t ic  model produced cons is ten t  improvements in ch i ld re n 's  s e l f -  

e f f icacy  judgments. These nons ignif icant  improvements occurred during
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i n i t i a l  t r a n s f e r  t e s t i n g  despite feedback to the children regarding 

th e i r  successes.  During delayed t ra n s f e r  t e s t i n g  when no feedback was 

given, these d ifferences in s e l f - e f f i c a c y  a t ta in ed  s t a t i s t i c a l  

s ign i f icance .  These r e su l t s  imply tha t  modeled s e l f - e f f i c a c y  judgments 

and some degree o f  personal experience on the task  can a l t e r  an 

observer 's  s e l f - e f f i c a c y  b e l i e f s .

The construct o f  s e l f - e f f i c a c y  i s  c lose ly  re la te d  to the construct  

of  causal a t t r ib u t io n s  (Stipek and Weisz, 1981). As was discussed 

e a r l i e r ,  s e l f - e f f i c a c y  r e fe r s  to a person 's  expectat ions of  control over 

outcomes o f  future events .  At t r ibu t ion  theory is  r e la ted  to a person's 

perception o f  control over a pas t  event.  According to t h i s  approach, 

people who judge outcomes as determined by con t ro l lab le  in te rna l  forces 

are l ik e ly  to be motivated to perform in tha t  s i tu a t io n  in the fu tu re .  

Bandura has noted th a t  one 's  own performance a t t r ib u t io n s  concerning 

past  experiences should be re la ted  to s e l f - e f f i c a c y  judgments o f  fu ture  

events .  In the present s tudy,  the ch i ld re n 's  s e l f - e f f i c a c y  judgments 

appeared to have influenced the ch i ld re n 's  i n te rp r e ta t io n  of  t h e i r  

feedback during the i n i t i a l  t r a n s f e r  phase. Children exposed to the 

op t im is t ic  model increased t h e i r  s e l f - e f f i c a c y  judgments from i n i t i a l  to 

delayed t r a n s f e r  phases; whereas children exposed to the pess imist ic  

model decreased th e i r  s e l f - e f f i c a c y  judgments between these two phases. 

Although no causal a t t r ib u t io n  data  were co l lec ted  in the present  study, 

i t  would appear t h a t  modeled optimism influenced the ch i ld re n 's  causal 

a t t r ib u t io n s  of  t h e i r  feedback during the i n i t i a l  t r a n s f e r  phase. This 

i n te rp r e ta t io n  receives support by the fac t  tha t  s ig n i f i c a n t  d i fferences  

in modeled s e l f - e f f i c a c y  emerged a f t e r  the children performed during 

i n i t i a l  t r a n s f e r  ( s e l f - e f f ic a c y  increased before delayed t r a n s f e r ) .
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Another possible explanation for  the observed re su l t s  might be tha t  

aversive forms o f  feedback such as c r i t i c i s m  were not used. Students 

were simply told tha t  t h e i r  answer was in co r rec t .  This fac tor  might 

have reduced potential  d ifferences  in feel ings  of  helplessness between 

groups and could explain why optimism was sustained  by the no-competency 

t ra in ing  group.

A more plausible  explanat ion ,  however, involves the s e l f - e f f i c a c y  

measure. Chi ldren 's  i n i t i a l  s e l f - e f f i c a c y  judgments were uniformly high, 

between three ("somewhat sure") and four ("p re t ty  sure") on a f ive-point 

s ca le .  Such op t im is t ic  judgments were u n r e a l i s t i c  given middle leve ls  

o f  semantic ru le  functioning. Such ce i l in g  e f f e c t s  reduced the potent ia l  

for  improvements in s e l f - e f f i c a c y .  Zimmerman and Kingle (1981) reported 

th a t  subjec ts  in t h e i r  study also gave very op t im is t ic  judgments. These 

outcomes "obviated a s t a t i s t i c a l  t e s t  o f  the re la t ionsh ip  between s e l f -  

e f f icacy  and persis tence in problem solving" (p. 492).  Bandura and 

Schunk (1981) discussed the p o s s i b i l i t y  th a t  " incongrui t ies  between 

perceived s e l f - e f f i c a c y  and action" might r e f l e c t  misrepresented task 

demands as well as lack o f  s k i l l s  or knowledge (p. 595).  They remarked 

th a t  i t  was not su rp r i s ing  th a t  some subjects  overestimated th e i r  

c a p a b i l i t i e s ,  e sp ec ia l ly  when the task appeared simple. This finding 

ra ises  the question of  whether chi ldren can make accurate  s e l f - r e f e r e n t  

judgments about e f f icacy  without some form of  p re t ra in ing .  S e l f -e f f icacy  

judgments apparently  do not v e r id ic a l ly  r e f l e c t  past  performance, as 

Bandura (1982) has noted. He argued tha t  they r e f l e c t  the re su l t s  o f  an 

in fe re n t i a l  process based on a t t r i b u t io n s  of importance to personal and 

s i tu a t io n a l  fac tors  which accompany performance.
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In an e f f o r t  to examine the v a l id i t y  o f  the s e l f - e f f i c a c y  scale in 

the present study,  the c h i ld re n 's  s e l f - e f f i c a c y  judgments for  co r rec t  

d e f in i t ions  were compared to judgments for incor rec t  d e f in i t io n s .  These 

analyses did ind ica te  some degree of  v a l id i ty  for  the c h i ld re n 's  s e l f -  

e f f icacy  judgments as was expected. Correct d e f in i t io n s  were accorded 

higher s e l f - e f f i c a c y  judgments than incor rec t  d e f in i t io n s .  These 

differences  were, however, quite small.  This analysis  shows th a t  the 

s e l f - e f f i c a c y  measures were val id  according to r e l a t iv e  c r i t e r io n  but not 

according to an absolute c r i t e r i o n .  These s e l f - e f f i c a c y  data indicated  

t h a t  trie chi ldren did not experience helplessness  to any substant ia l  

degree.

Learned Helplessness

In recent research on academic achievement, learned helplessness 

has been described as emerging from a h is to ry  o f  poor achievement, 

negative outcomes, and a t t r ib u t io n a l  pat terns  to personal i n a b i l i t y  

iButkowsky & Willows, 1980; Fowler & Peterson, 1981; Johnson, 1981).

The present  study attempted to define helplessness  as re su l t in g  from: 

a learning h is to ry  of nonreward or  punishment; b e l ie f s  of  personal 

inadequacy and f u t i l i t y ;  and a lack of  req u is i t e  t a sk - re la ted  s k i l l s .

Both objective and s e l f - r e p o r t  data fa i led  to support I n i t i a l  

charac te r iza t ions  of  these children as helpless  in reading. Only scores 

from standardized t e s t s  documented the ch i ld re n 's  i n a b i l i t y  to read a t  

grade l e v e l .

The r e su l t s  suggest th a t  the teachers '  ra t ings  were skewed in a 

d i rec t ion  d i f f e re n t  from the c h i ld re n 's  s e l f - repo r ted  help lessness .  

Children reported feel ing  worried about reading and re la ted  a c t i v i t i e s  

"sometimes;" teachers ,  however, did not ra te  these chi ldren as he lpless
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in s im i la r  a c t i v i t i e s  r e la ted  to reading. Teachers' responses to the 

helplessness  ra t ing  scale  f e l l  below a value o f  two. This indicated very 

l i t t l e  perception of  helplessness  in t h e i r  s tuden ts '  reading. Post- 

experimental conversations with teachers  revealed one reason for  the 

d i sp a r i ty  of  teachers '  informal and formal assessment o f  students  as 

he lp less .  The teachers admitted to reluctance in formally describing 

th e i r  chi ldren as "he lp less ."  The c h i ld re n ' s  s e l f - r e p o r t  data general ly  

also fa i le d  to reveal s ig n i f i c a n t  feel ings  of  help lessnesFTn reading.

Task-specif ic  questions dealing with s e l f - e f f i c a c y  e l i c i t e d  the 

same pat tern  o f  overly opt imis t ic  responses as did the more general 

helplessness questions. Apparently, subjec ts  did not consider  themselves 

as inept  in p re f ix - su f f ix  rule  use despite  t h e i r  repeated f a i lu re s  in 

reading,  and th e i r  w i l l ing  p a r t ic ip a t io n  in the study which was depicted 

in par t  as providing tu to r i a l  or in s t ru c t io n a l  help for  poor readers .  A 

question must be ra ised  involving how widespread feel ings  of  (learned) 

helplessness are and in which s p e c i f ic  subareas o f  reading they occur 

most o f ten .  Dweck (1975) se lec ted  a sample o f  only 12 subjects  from a 

pool o f  750 chi ldren.  ( I t  i s  possible  th a t  a profound level of  

helplessness  i s  not found among parochial school chi ldren because of  the 

entrance se lec t ion  requirements.)  I t  appears t h a t  profound cases of  

learned he lp lessness ,  so vividly  described in the l i t e r a t u r e ,  are not 

widespread. Clearly , the children involved in the present  study did not 

hold pessimist ic  b e l ie f s  about t h e i r  a b i l i t y  to def ine words, and 

the re fo re ,  did not demonstrate the s e l f - f u l f i l l i n g  consequences o f  

help lessness .
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Persis tence

Another disappoint ing aspect of  the r e su l t s  was the lack of 

findings with respect  to pers is tence .  Despite the findings o f  Zimmerman 

and Ringle (1981) tha t  a model's verbal statements o f  confidence ( s e l f -  

e f f i c a c y  judgments) a f fec ted  ch i ld re n 's  pers is tence more than did the 

actual modeled behavior o f  the t a sk ,  the present r e su l t s  indica te  th a t  

pers is tence  data are not always a l i n e a r  function o f  s e l f - e f f i c a c y  or  

i n t e l l e c tu a l  competence. This pos i t ion  is  supported by research 

conducted by Zimmerman and Martinez (1983). They found a negative 

r e la t io n sh ip  between ch i ld re n 's  pers is tence and t h e i r  measured 

in te l l ig en ce  on an unsolvable ta sk .  They concluded tha t  highly 

i n t e l l e c t u a l l y  competent individuals  do not b l indly  p e r s i s t  on a problem 

solving task but instead discontinue i f  t h e i r  hypotheses do not y ie ld  

pos i t ive  outcomes.

A reason for  the lack of cons is ten t  co r re la t ion  between s e l f - e f f i c a c y  

measures and task pers is tence  on solvable problem solving tasks was 

revealed in a study by Bandura and Schunk.(1981). They concluded tha t  

chi ldren who gain high s e l f - e f f i c a c y  through mathematics s k i l l  

acqu is i t ion  solve problems read i ly  and do not need to spend much time on 

each problem. This outcome, o f  course, lowers t h e i r  pers is tence score.

I t  is  possible  t h a t  chi ldren who doubt t h e i r  c a p a b i l i t i e s  may qu i te  sooner 

than those who believe t h a t  they can master a ta sk .  Conversely, they may 

p e r s i s t  ex t rao rd in a r i ly  long,  d i s t r u s t i n g  the outcomes due to t h e i r  

in secu r i ty  about making personal competence judgments. This analysis  

suggests th a t  pers is tence measures may be a much more complex measure of  

motivation than i n i t i a l l y  believed.
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Summary

There have been r e l a t iv e ly  few s tudies  of  the re la t ionsh ip  between 

s e l f - e f f i c a c y  judgments and learning (Bandura & Schunk, 1981; Zimmerman 

& Ringle, 1981), In the present s tudy,  competency t ra in ing  led to small 

increases in performance on immediate and delayed t r a n s f e r  t a s k s ,  but not 

to re liable-changes  in s e l f - e f f i c a c y  judgments. The magnitude of  the 

improvement in semantic rule use was not very large and th i s  may. have 

undermined e f fo r t s  to t e s t  v a l id ly  a s e l f - e f f i c a c y  hypothesis.  I t  

appears t h a t  va l id  s e l f - e f f i c a c y  assessment with young chi ldren may 

require  some form of  sp e c i f i c  s c a le - r e la te d  in s t ru c t io n .  To date ,  much 

s e l f - e f f i c a c y  research on young children seems to have been contaminated 

by t h e i r  systematic overestimation.

Vicarious exposure to an op t im is t i c  model a f fec ted  ch i ld re n 's  s e l f -  

e f f icacy  judgments. Zimmerman and Ringle (1981) found t h a t  exposure to 

a confident model s ig n i f i c a n t ly  af fec ted  young ch i ld re n 's  s e l f - e f f i c a c y  

es timates  as well as t h e i r  pe rs i s tence .  They found tha t  observation of  

a confident  ( i . e . ,  op t im is t ic )  model p e rs i s t in g  for  a short  duration 

produced s ig n i f i c a n t ly  higher s e l f - e f f i c a c y  es timates on s im i la r  and 

t r a n s f e r  tasks .  In the present  s tudy,  chi ldren who observed an 

op t im is t ic  model gave s ig n i f i c a n t ly  higher s e l f - e f f i c a c y  judgments than 

did those who saw a pess im is t ic  model perform. Thus, the r e su l t s  

provide some support for  the findings reported by Zimmerman and Ringle 

(1981), t h a t  ch i ld ren 's  s e l f - e f f i c a c y  could be influenced by observational 

learning.  Moreover, the present  r e s u l t s  ind ica te  tha t  th i s  influence can 

emerge a f t e r  a delay between ch i ld re n 's  exposure to an opt imis t ic  model 

and th e i r  subsequent s e l f - e f f i c a c y  judgments.
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There was no support ,  however for  s e l f - e f f i c a c y  hypotheses 

concerning increased pe rs i s tence .  In f a c t ,  pers is tence was found to be 

inversely  re la ted  to both e f f icacy  and learning outcome measures in the 

present study. In p r io r  research,  the use of  pers is tence  measures has 

y ielded equivocal r e s u l t s  which indicate  tha t  reconceptual izat ion is  

needed regarding the use of  these measures.

Children who were character ized  as helpless  in reading and who 

expressed moderate s e l f - rep o r ted  helplessness gave s ig n i f i c a n t ly  higher 

s e l f - e f f i c a c y  es timates  a f t e r  exposure to an op t im is t ic  peer model. The 

observed d ifferences  in e f f icacy  judgments however, were small. Thus, 

they provide l imited support for  vicarious a l l e v ia t io n  of  ce r ta in  

helplessness  symptoms through the observation o f  an op t im is t ic  peer 

model. Formal assessment of  chi ldren by t h e i r  teachers  did not support 

th e i r  i n i t i a l ,  informal judgments o f  the children as he lp less .

Considered with the ch i ld re n 's  moderate se l f - re p o r te d  he lp lessness ,  

f a i lu re  to support i n i t i a l  cha rac te r iza t ion  of  subjec ts  as t ru ly  helpless 

undercuts the v a l id i t y  o f  the study as a t e s t  o f  hypotheses involving 

helplessness .  In fu ture  research ,  l a rg e r  t r a in in g  e f fe c t s  are required 

to t e s t  s e l f - e f f i c a c y  hypotheses. These may be achieved by redesign of 

the t ra in in g  and t e s t i n g  t a sk s ,  or  by se lec t ion  o f  la rge r  samples o f  more 

severely disabled chi ldren  as sub jec ts .  To ensure tha t  subjects  are 

adequately c l a s s i f i e d  as d isab led ,  teachers may have to be given more 

ass is tance  to accurate ly  evaluate  t h e i r  students.. Also, l i t t l e  social 

learning research has focused on remediating helplessness  in chi ldren 

id e n t i f i e d  as helpless  by s e l f - r e p o r t  data .

I t  was d i f f i c u l t  to ensure optimal condit ions in the present study: 

persis tence measures did not assess ch i ld re n 's  motivation; severe forms
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o f  help lessness  were not as prevalent as o r ig in a l ly  thought; and young 

children tended to overestimate t h e i r  e f f icacy  to  perform. Despite the 

condi t ions ,  competency t ra in in g  produced performance changes, and there 

i s  reason to expect tha t  the procedure can work in future  research.  The
i

present study does o f f e r  a basis for  improving the procedures for  future 

s tud ies .  S e l f -e f f icacy  b e l ie f s  and helplessness  are leg i t imate  

educational concerns and deserve the a t t en t io n  o f  future research 

e f f o r t s .

Educational Implications

Despite I t s  l i m i t a t i o n s ,  th i s  study has important implicat ions for 

the f i e l d  of  education. The challenge to educators involves providing 

chi ldren with s t r a t e g i e s  for  making r e a l i s t i c ,  accurate assessments of  

t h e i r  own e f f icacy .  Children may need to learn how to assess which tasks 

they can perform, and to d i f f e r e n t i a t e  between problems th a t  are 

unsolvable and problems t h a t  they do not y e t  have the s k i l l s  to solve.  

Children can be taught how to make these d i f f e r e n t  types o f  judgments. 

Results o f  th i s  and previous research suggest tha t  ch i ld re n 's  e f f icacy  

judgments can be guided by the example o f  adults  and peers.  Also, 

observational learning can a f f e c t  groups as well as individual  le a rn e rs .  

The provision o f  val id  statements of  confidence during in s t ru c t io n  can 

provide learners  with the example they need to make accurate s e l f - r e f e r e n t  

assessments.  Also, providing children with time to ass imila te  a model's 

optimism or  to au thent ica te  t h e i r  own competence through d i r e c t  

performance attainments can improve the accuracy of  t h e i r  s e l f - e f f i c a c y  

judgments.

Another implicat ion concerns s k i l l  a cq u is i t io n .  According to s e l f -  

e f f icacy  theory,  s e l f - e f f i c a c y  b e l i e f  change along will  not sus ta in
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behavioral changes; the development of  cons t i tuen t  competencies i s  also 

needed.

Persis tence may not be an accurate measure of  motivation. The 

re la t ionsh ip  between pe rs i s t ing  behavior and the motivation construct is  

probably more complex than indicated by t h i s  and current  research. 

Teachers should understand th a t  t e l l i n g  children to " t ry  harder" or " t ry  

again" can be counterproductive and s e l f -d e fea t in g  in some circumstances. 

Continued perseveration in t h e i r  use of  a poor s t ra tegy  is  unwise.

Varied performance or a l t e rn a t iv e s  in goals is  p referab le .  When 

children can make accurate appraisa ls  o f  t h e i r  competencies and task 

demands, pers is tence i s  le ss  l i k e l y  and less  desirable  as a psychological 

outcome.

In prac t ica l  terms, chi ldren need accurate knowledge o f  t h e i r  

c a p a b i l i t i e s  to perform successfu l ly  in school.  They should spend enough 

time on achievement-related a c t i v i t i e s  to  develop req u is i t e  s k i l l s  and 

accurate s e l f - e f f i c a c y  b e l i e f s .  Self-judgment rules can be influenced 

by what children observe in c la s s .  They are susceptib le  to influences 

from both pee rs1 and adu l t s '  verbal and nonverbal behaviors.  Children 

who er roniously  doubt t h e i r  e f f icacy  will succumb to the s e l f - f u l f i l l i n g  

consequences of  t h e i r  negative b e l i e f s .  Such children need enactive 

experiences to confirm t h e i r  potentia l to learn and th e i r  essen t ia l  

competence. Interventions should consider both facets  o f  the problem 

accompanying academic f a i lu r e —c h i ld re n ' s  actual c a p a b i l i t i e s  and th e i r  

s e l f - r e f e r e n t  b e l i e f s .  The role  o f  observational learning in developing 

accurate s e l f - e f f i c a c y  b e l ie f s  warrants fu r th e r  considera t ion.
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APPENDIX A 

Root Words.

Preassessment Lis t

USE ' to put in to  service for  a purpose as an instrument or  material

HELP to make e a s i e r  for  another person; to do par t  o f  another

person 's  work 

CONNECT to join or be joined together

COOK to prepare food for  ea t ing  by using heat

HEAT a sensation o f  hotness or  warmth; to emit warmth

ARRANGE to put in to  a ce r ta in  order ;  to a d ju s t ;  to form plans

PACK to put things or objects  into a container  for  t ranspor t  or

storage

PLAY to p a r t i c ip a te  in a game; to have fun

TAST to discover o r - t e s t  the f lavor  o f  something by putting i t  in

one's mouth

WORK to make mental or physical e f f o r t  towards a goal

Compentency Training Lis t

JOY a deep emotion o f  pleasure or great happiness

SORROW a deep fee l ing  of g r i e f  or sadness

CHEER a feel ing  o f  gladness

PLACE a p a r t i c u la r  area on a su rface ,  a p o s i t ion ;  to put into a

p a r t i c u la r  posit ion  

DO to ac t  or  perform a work, duty, job

TRUST to bel ieve in the r e l i a b i l i t y ,  t r u t h ,  or  s trength  o f  a person

or  th ing ;  confidence
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APPENDIX B 

AffI xes

Prefix  L is t  

re-  again

un- not

d is -  lack of

Suffix L is t

- e r  one who performs an action or function named by the root

- fu l  fu l l  o f ;  a l o t  o f

- le s s  none; without any
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APPENDIX C

S t im u lu s  L i s t s

Pratra in inq  Phase -  L is t  1

USEFUL able to produce good r e s u l t s ;  able to do the work; having

many functions

HELPER a person who makes i t  e a s i e r  fo r  another person; an a s s i s t a n t

RECONNECT to join or put together  again

COOKLESS without cooking or  heating food for  a meal

ARRANGER someone who puts things in o rder ;  someone who makes plans

UNPACK to  take things out of  a conta iner  or storage

REPLAY to play a game o r  recording over again

DISTASTE a lack of  t a s t e ;  a lack of  f lavor

WORKLESS without e f f o r t ;  without work

HEATER a th ing which provides or emits heat or  warmth
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APPENDIX C { c o n t ' d }

S t im u lu s  L i s t s

I n i t i a l  Transfer Phase - L is t  2

PLAYER a person who takes par t in a game or plays a musical

instrument

TASTEFUL having good t a s t e ;  fu l l  o f  f lavor

REARRANGE to put things in order again;  to put things in a d i f f e r e n t

order

COOKER a thing used to prepare food in ;  a person who cooks

DISCONNECT to break or  sever  the connection; to take a p a r t ;  lack of

connection

USELESS serving no purpose, without purpose; good for  nothing

WORKER a person who expends energy or  e f f o r t  for  a purpose; a

person who has a job 

REPACK to put things in to  a conta iner  or s torage again

UNHELPFUL not giving help; useless

■HEATLESS cold; without heat
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APPENDIX C ( c o n t ' d )

S t im u lu s  L i s t s

Delayed Transfer Phase - L i s t  3 

PLAYFUL fu l l  of fun

DISARRANGE lack of order

CONNECTER a person or  thing th a t  jo ins  o ther  things  together

TASTELESS having no f lavo r ;  showing poor t a s t e

RECOOK to prepare food again by heat ing i t  (again)

HELPLESS needing help or  a s s i s tan c e ;  without aid

DISUSE lack of  use

REHEAT to make hot or  warm again

PACKER a person who puts things in to  a conta iner  or  storage

REWORK to do something again to get a d i f f e r e n t  r e s u l t ;  to do a

job over again
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APPENDIX D

P a r e n t a l  Consent  Form

Dear Parent:

We would l ike  to include your ch i ld  in a very b r ie f  (one week) and 

new tu to r i a l  p ro jec t  in Reading, designed to co r rec t  some bas ic problems 

in vocabulary development. Students se lec ted  to p a r t i c ip a te  in th is  

p ro jec t  should learn a very basic s k i l l  to help them understand new words. 

By pa r t ic ip a t in g  in th i s  Reading p ro jec t ,  students  are also expected to 

feel b e t t e r  about themselves and t h e i r  chances for  success in Reading 

and re la ted  a c t i v i t i e s .

While information will  be co l lec ted  to assess  improvement in your 

c h i ld ' s  performance, th i s  information will  be used only for  diagnost ic 

purposes and will  not become part  of  your c h i l d ' s  school record.

The Archdiocese has given, permission for  t h i s  p ro jec t  but i t  is  not 

par t  o f  the regular  school program so we are request ing your permission 

to include your chi ld  in the group of  students  who will  receive the 

individual ized  tu to r in g .

Please return th i s  consent form tomorrow. Thank you for  your 

cooperation.

I give permission for  __________________________________ to p a r t ic ip a te  in

the p ro jec t .

(signature) (date)



APPENDIX E

H e l p l e s s n e s s  R a t in g  S c a l e  f o r  Teach e r s

Suppose you give your e n t i r e  c lass  reading exerc ises .  Assume th a t  

you o f fe r  "good reader awards" to those who work d i l ig e n t ly  and th a t  you 

make sure th a t  each chi ld  receives  tasks th a t  are su i ted  to his  or her 

level of  a b i l i t y .

CIRCLE the number which best ind ica tes  the way you think th a t

_______________________________ (name of  ch i ld)  would behave during the

reading a c t i v i t y .  A c i r c l e  around number "1" means th a t  the statement 

i s  not a t  a l l  appl icable .  A c i r c l e  around number "2" means th a t  i t  i s  a 

l i t t l e  appl icable .  A c i r c l e  around number "3" means tha t  i t  i s  somewhat 

appl icable .  A c i r c l e  around number "4" means tha t  i t  i s  more appl icable .  

A c i r c l e  around number "5" means th a t  the statement i s  very applicable  to 

the c h i ld ' s  behavior during reading. Please feel free  to comment a t  any 

point .

1. Instead o f  beginning the 

reading exercises  immediately, 

the child wil l  j u s t  s i t  there 

and make no attempt to begin 

work.

2. The child  wil l  not begin 

unti l  you (the teacher) i n t e r ­

vene to help him or her get 

s ta r ted
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APPENDIX E ( c o n t ' d )

H e l p l e s s n e s s  R a t in g  S c a l e  f o r  Teachers

3. When the ch i ld  does begin 

to read,  the attempt appears 

h a l f -h ea r ted ,  as though he or 

she doesn ' t  bel ieve he o r  she 

could ever win an. award.

4. I f  the ch i ld  encounters 

any obstac le  in reading,  he 

o r  she will  get  very d i s ­

couraged and stop t ry ing .

5. On these occasions the 

chi ld  wil l  not ask for  help.

6. I f  the reading task is 

not going wel l ,  the ch i ld  

wil l  become d is rup t ive .

7. I f  the reading task is  

not going w e l l ,  the chi ld  

withdraws.

8. The child  wi l l  not 

spontaneously show his  or 

her work in reading to the 

teacher .

How A p p l i c a b l e  i s  t h e  S t a t e m e n t ?

Not A

a t  All L i t t l e  Somewhat More A Lot

1 2 3 4 5

1 2 3 4 5

1 2 .3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5



APPENDIX E (cont 'd )

Help lessness  Rating Scale for Teachers

9. When asked how he or she 

i s  doing with reading 

ex e rc i se s ,  the chi ld  will  not 

respond with pride or 

enthusiasm.

10. When you praise  the 

c h i ld ' s  work in reading,  he 

or she will  look tense and 

uncomfortable.

11. When you praise  the 

c h i l d ' s  work in reading,  he 

or she wi l l  not  respond with 

any v is ib le  change o f  

expression.

12. I f  the child does not 

win a p r ize ,  he or she wil l  

think i t  i s  because he or 

she is  poor in reading, not 

because he or she did not 

t r y .

How Applicable i s  the Statement?

Not A

a t  All L i t t l e  Somewhat More A Lot

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5
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APPENDIX E (cont 'd)

Helplessness Rating Scale for  Teachers

How A p p l i c a b l e  i s  t h e  S t a t e m e n t ?

Not A

a t  All L i t t l e  Somewhat More A Lot

13. I f  the chi ld  does win a 

p r iz e ,  he or  she will think he 

or  she received i t  because the 

teacher  is  being nice and not 

because the chi ld  read well

and r e a l ly  earned i t .  1 2 3 4 5

14. Overal l ,  the ch i ld  wil l  

do j u s t  enough to barely get 

by ( to  avoid punishment), 

r a th e r  than enough to win an 

award (achieve success) in

reading and re la ted  a c t i v i t i e s .  1 2 3 4 5
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APPENDIX F

Children 's  Self-Reported Helplessness Scale

Your answers to the following questions will  help us learn how boys 

and g i r l s  in the fourth  grade feel about reading. Please answer the 

questions as honestly as you can. CIRCLE the number which best  describes 

your fee l ings .

A c i r c l e  around number "1" means t h a t  you do not worry a t  a l l  about 

the statement.  A c i r c l e  around number ”2" means tha t  i t  worries you a 

l i t t l e .  A c i r c l e  around number "3" means tha t  you worry about i t  

sometimes. A c i r c l e  around number "4" means th a t  you worry about i t  

more of ten .  A c i r c l e  around number "511 means th a t  you worry about i t  a 

l o t  or  a l l  the time.

How Worried I Feel

A Lot

Not Some- More or  All

a t  a l l  A L i t t l e  times Often the Time

1. When you have a reading 

assignment during c l a s s ,  how 

worried are you th a t  you won't 

know what to do? 1 2 3 4 5

2. When you have a reading 

assignment, how worried are 

you th a t  everyone e lse  will 

f in i sh  but you will  not? 1 2 3 4 5
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APPENDIX F (cont 'd)  

Children's, Self-Reported Helpless Scale

3. How worried are you tha t  

the teacher  wil l  ca ll  on you 

to read aloud?

4. How worried are you tha t  

you may never lea rn  how to 

read?

5. How worried are you tha t  

you won't be able to answer 

questions about a reading 

assignment?

6. When you read something, 

how worried are you th a t  you 

won't  recognize many words?

7. How often do you have 

trouble concentrat ing on 

your reading?

How Worried I Feel

A Lot

Not Some- Mope or  AH

a t  a l l  A L i t t l e  times Often the Time

THANK YOU FOR YOUR HELP!
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APPENDIX G 

S i lve r  St ickers
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APPENDIX H 

SeT f-Eff icacy Board
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