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-> 
A l b e r t  Bandura t h e o r r z e s  t h a t  ' an t e  n t  t o  t h e  

, $-$ 

i n i t i a t i *  b f  a n  a c t i o n  i s  an  assessment  
I: 

one ' s c u r r e n t  
5 

\ i 
a b i l i t y  t o  perform thei t a s k  a t  hand.  his assess e n t  i s  !' k! 

t e k e d  a  judgement of s e l f - e f f i c h c y .  ~ b s e a r c h  h a s  i n d i c a t e d  
t *.- 

t h a t  s e l f - e f  f i c a c y  h a s  a s i g n i f i c a n t  i n f l u e n c e  on t h e  

;performance of a v a r i e t y  o f  t a s k s .  The $ r e s e n t i  s t u d y  c o n s i s t -  

e d  of t w o  exper iments  which: (1) addres sed  t h e  r e l a t i o c s h i p  

-- 
between s e l f - e f f i c a c y  and s t u d e n t  performance on academic 

t a s k s  ( t h e  Car&dian T e s t s  of  Bas i c  S k i l l s :  r e a d i n g  and 

mathemafics s u b t e . s t s )  ; and ( 2 )  examihed  t h e  r e l a t i v e  - 
, , 

e f f e c t i v e n e s s  o f  s e l f - i n s t r u c t i o n a l  t r a i n i n g  and r i o n a l  e 
emotive c o u n s e l l i n g  i n  improbing s t u d e n t s  ' self - e f f i c a c y  

judgements. 
I 

I n  b o t h  exper iments ,  t e s t  anxious  g r a d e  t e n  s t u d e n t s  

w e r e  a s s i g n e d  randomly t o  one of t h r e e  t r e a t m e n t  groupG - 

r a t i o n a l  emotive c o u n s e l l i n g ,  s e l f - i n s t r u c t i o n a l  t r a i n i n g ,  

o r  a  p l acebo  c o n t r o l  g roup  which was s t r u c t u r e d  t o  p a r a l l e l  

t h e  o t h e r  two groups  i n  format .  
I 

Forty-one v o l u n t e e r  s t u d e n t s  p a r t i c i p a t e d  i n  t h e  f i r s t  

\ 
exper iment .  T h i r t y  v o l u n t e e r s  p a r t i c i p a t e d  i n  t h e  second 

exper iment .  Task - spec i f i c  e f f i c a c y  probes  were admin i s t e r ed  

iii 



* 

t o  the studknts on three occasions over a six-week period. 

~ e a d i n ~  and mathematics t e s t s  were administered before and 

i L .  
I 

a f t e r  the experimental treatments. 
$ I 

~ e s u i t s  from both experiments indicated tha t  stud&ts 
u .  

ef f icacq judgements ,fie i t he r  predicted t h e i r  performance on 
" 8 I i * 

* ther academic t e s t s  ,- nor were;af fecked by $he experimental 
1 > 

\ 

treatment, with one exception. , I n  experirrent two, a 

-% i ' 
signif icant  treatment e f f ec t  'w& found on the self-eff icac .------ .> - 

. - 
L * 

mathematics probes a t  p&test. This resu l t  indicated. tha t  
1 I I 

the experimental groups scored higher on the pos t tes t  se l f -  
r 

9 

efficacy mathematics probes than the pla'cebo contfol grdup. 

I n  general, the resul ts  indicated no relationship between 
Z 

students'  self-efficacy judgements and the i r  corr'esponding - 
/ 

l i  

performa'nces on the Canadian Tests of Basic Sk i l l s .  
:. . A 

Implications of these resul ts  fb'r the development 0-f se l f -  
/ 

- .  

, 1 1  . 
efficacy theory and research are discussed, 

s 

- I  " .  
d * 1 

1. 
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. CHAPTER I 
- --- - 

STATEMENT OF PROBLEM AND - - 
LITERATURE REVIEW I-r 

- 
The purpose  of  t h i s  s t u d y . k a s  t o  examine t h e  e f f e c t s  - 

on t h e  s e l f - e f f i c a c y  judgemepts .of re&-anxious s i u d e n t s  bf * 
* .  

i 

t w o  c o u n s e l l i n g  s t r a t e g i e s  f o r  a l l e ,v ia$ ing  t e s t - anx i&tY.  + 

1 
-r 

Extens ive  r e s e a r c h  hasFbeen  done on t e s t - a n x i e t y  o v e r  ' s e v e r a l  

- r L;. 

decades  ( A l p e r t  & Haber, -1960: ~ ' i e b e r t  & Morris., 1967: Mandler ' 
' 4  J 

1 -  
- + 

& 'Sarason,  19.52 : Spence, 1958: Wine, 1971) . This: ' re&arch ' " - 0 

? 
L 

conc ludes  t h a t  many a d o l e s c e n t s  and young a d u l t s  f e e l  a n x i e t y  . ,: - 
* .  " - 

when t h e y  a n t , i c i p a t e  and/or &kper ience tes t -  s i t u a t i b n s  i n  r .  
, % 

I 

h i g h  schpo l  and u n i v e r s i t y  ( ~ a u d r y  & ~ p i e l b e r g e r ,  1971;. 
4 

.. 1 
can be  d e t r i m e n t a l  t o  t h e  i n d i v i d u a l  ' s perfo'rmance because o j  

I 

it draws h i s / h e r  c o n c e n t r a t i o n  'away from t a s k - r e l e v a n t  cog- c 
- 

d 

e 
. . 

n i t i v e  p r o c e s s e s  .' There fo re ,  t h e  l e v e l  of  s u c c e s s  a t t a i n e d  3s 
J 

lower t han  t h a t  whichGshe /he  i s  capable  o f  r each ing .  S t r a -  

t e g i e s  which h e l p  t h e  i n d i v i d u a l  cope w i t h  t h e  a n x i e t y ,  L. 

I 
--__-* because  a•’ t h e i r  a m e l i o r a t i v e  e f f e c t  on t h e  d e b i l i t a t i n g  

a n x i e t y  and t h e i r  f a c i l i t a t i o n  b f  t ask- re levant  c o n c e n t r a t i & ,  

can  i n c r e a s e  t h e  l e v e l  of sueeess akt+ined. Repea* -- 

s u c c e s s f u l  use  o f  coping * s t r a t e g i e s  i n c r e a s e s  t h e  p r o b a b i l i t y  

i 

of  t h e i r  g e n e r a l i z e d  a p p l i c a t i o n  t o  o t h e r  s t r e s s f u l  s i t u a t i o n s .  , 

\- , 
1 

m 



i - - -  

For  example, t h e  i n d i v i d u a l ' s  a d a p t a t i o n  t o  t h e  demands of 
* 

/' 

j o b  s i t u a t i o n s  a n d  p e r s o n a l  r e l a t i o l l s h i p s  can  be improved by * 

/' - 
1 i 

h e r / h i s  a p p l i c a t i o n  o f  t e&niques  l e a r n e d  i h  coping  w i t &  , .- 4 ti. 

'J 
P 

1 * 4 
t e s t  a n x i e t y .  I n  c d n t r a s t ;  t h e  i n d i v i d u a l  who* h a s  n o t  1earr;'ed 1 

* 

t o  a p p l y  coping  , s t r a t e g i e s .  t o  h e r / h i s  e x p e r i e n c e s  w i t h  tes t  ' 
k' 

'8" 4,. 

a n k i e t y , i s  l e s s  l i k e l y  t o  have ~ o s i t i v e  r e s u l t s  f r o m r t e s t  " f 
1 

s i t u a t i o n s  a n d , i s  handicappkd i n  new, s t r e s s f u l  s i t u a t i o n s  by - 

1 " 
i 

h e r / h i s  d e a r t h  of  s u c c e s s ~ u l i . e x p e r i e n c e s  i n  u s i n g  coping  
4 - - - - - - -- 

fir# -r 

4. 

s t r a t e g i e s  t o  handle  &st a n x i e t y .  f 

4 . 
To d a t e , ,  mart o f  t h e  re e a r c h  on t e s t  a n x i e t y  h a s  con- , _ " a / 

3 

ce rned  i t s e l ?  w i t h  u n i v e r s i t y  s tudents , ,  d e s p i t e  i n d i c a t i o n s  i ;% 
- + g 

i 
, 

t h a t  e a r l y  i d e n t i f i c a t i o n  and t r e a t m e n t  would f o r e s t a l l  the I 

,< 1 
I 

p r o g r e s s i v e  n a t u r e  of t h e  groblems 
-- - t 

ind iv idua ls&.  The n e g a t i v e  a s s o c i a t i o n  Getween anxie t$  -a*>? 
i - 

whievemen t  t e n d s  t o  i n c r e a s e  w i t h  t h e  g r a d e  l e v e l  ( ~ a u d r y  &- 
I- - 

w 
P 

S p i e l b e r g e r , ,  1971) .  Coupling t h i s  ev idence  w i t h  a n  awareness $$ 

of  t h e  f r e q u k n t l y  s t r e s s f u l  n a t u r e  o f  t h e  a d o l e s c e n t  y e a r s  - I 

,. - 
p o i n t s  t o  .the wisdom of f o c u s s i n g  the t r e a t m e n t  o f  t e s t  a n x i e t y  '+ .  .:" 

, 2 
.- - f 

a t  t h e  h igh  schdo l  r a t k r  t h a n  t h e  u n i v e r s i t y  l e v e l ,  --'- 
I 

.I  I I  

/ -z / 
/ - - - - - - --- 

Two counsel l i r (g  str=tegies a p p l i c a b l e  t o  $he t r e a t m e n t  
* % J 

7 -- 

'4 
o f  t e s t  a n x i e t y  a r e  ' ~ l l i s  ' & r a t i o n a l  emotiv; c o d n s e l J i n g  1 

- 5  

( E l l i s ,  1962, 1977) and Meichenbaum's s e l f - i n s t ' r u c t i o n a l  

$ -  ' t r a i n i n g  (1977) .  Both s t r a t e g i e s  a r e  c o g n i t i v e  
* i 



I;, 
methods and,' as such,  a r e  s i m i l a r  i n  t h e i r  i d e n t i f i c a t i o n  ' 

-* 

o f  c o g n i t i o n  a s  t h e  cause  o f  b e h a v i o u r a l  and emot iona l  change. , 

They propose t h a t  maladapt ive  thought  p a t t e c r n s  g i v e  rise t o  

emot iona l  d i s o r d e r s ,  and e n v i s i o n  t h e  major  t a s k  o f  t r e a t m e n t  

5 as 5 e i n g  t h e  r e s t r u c t u r i n g  o f  f a u l t y  ~ ~ o g n i t i o n s  . However, 

i 2.- -- 
. s .  

t h e r e  are c l e a r  d i s  i n c t i o n s  between the two s t r a t e g i e s  - &k;$ 
d *.,. -1: . , 

i n  t h e i r  views 'of . 'maladapt ive  thought  p a t t e r n s ,  i n  t h e i r  - , . 
? 

u s e  o f  behav iou r  change techniques ,  and i n  t h d i r  e x h o r t a t i v e  - 

c h a r a c t e r i s t i c s  - which W i l l  b e  d i s c u s s e d  i n ' l g r e a t e r  d e t a i l *  
' 

l a t e r  i n  t h i s  c h a p t e r .  Research e s  been done on t h e  
4 

: k 
P 

'r 

a m e l i o r a t i o n  o f  t e s t  a n x i e t y  by r a t i o n a l  emotive c o u n s e l l i n g  
' 

./' 

(Go ld f r i ed ,  Linehan & Smith, 1978; Maes & Heimann, 1972; . - 
$% A< 

Montgomery, 1971; Osarchuk, 1974) ,  and by  s e l f - i n s t r u c t i o n a l  - 

t r a i n i n g  ( ~ o l r o ~ d ,  1976; Hussein  & Lawrence, 1978: ~ e i c h e n b a u m ,  
6 * - 

t 

More r e c e n t l y ,  c o n s i d e r a b l e  e f f o r t  a l s o  has  been expended 

= i n  t h e  e x p l i c a t i o n .  o f  t h e  r e l a t i o n s h i p  between ' i n d i v i d u a l s  ' 

performance on v a r i o u s  t a s k s  and t h e i r  judgements o f  s e l f -  

G f f i c a c y  ( ~ a n d u r a ,  1977a; Bandura & Adams, 1977; Bandura, 
L a  

- 

Adams & Beyer,  1977; Bandura, Adams, Hardy & Howell, 1980; 

, Bandura &,Schunk, 1980; Schunk, 1981; B i r a n  & Wilson,  1981; 
/ 

Gauth ie r  & Ladouceur, 1981; Kazdin, 1979; Sappington,  R u s s e l l ,  



study attempts t o  c l a r i fy  the role of self-efficacy i n  the 

amelioration of t e s t  anxiety by examining i t s  u t i l i t y  as  an 

I accurate predictor of the performance of t e s t  anxious high 

school students before and af t e r  rat ional  emotive counselling 

a n d  se l f  -,instructional t raining interventions. 

This chapter. begins ,with a br ief  discussion of social  

learningrtheory as  a preamble t o  an examination of Albert 

6 ' 
Bandura's theory of self-efficacy (1977) .  Self-efficacy 

theory i s  the focus of mGch of the chapter - i t s  functibns, % 

sources, and dimensions are described. This leads t o  a 

discussion of pertinent studies of the relat ionship between 

* .  

C self-efficacy and performance. Following t h i s  major portion 

of t@e chapter i,s a concise examination of test-anxiety 

theory, rat ional  emotive therapy •’07. t e s t  anxiety ( E l l i s ) ,  and 

< 
self- instruct ional  t raining fo r  \,test anxiety (Meichenbaum) . 

1 

These 'interventions are analyzed i n  germs of t he i r  l ike ly  

\ 

ef fec t s  on the self-efficacy judgements of participants.  
IJ 

The chapter concludes w-ith the formation of specif ic  hypo- 

theses fo r  t h i s  study. 



S o c i a l  Learn inq  Theory 

The p r i n c i p l e s  upon which s o c i a l  l e a r n i n g  t h e o r y  i s  

based  a r e  t h a t  human behav iou r  i s  l a r g e l y  a c q u i r e d  and t h a t  

l e a r n i n g  p r i n c i p l e s  account  f o r  such a c q u i s i t i o n  (Do l l a rd  & . 
M i l l e r ,  1941, 1950; Bandura, 1969, 1977) .  B a s i c  b e h a v i o u r a l  

l a w s  a p p l y  b u t  a r e  g iven  a  b road  scope,  one t h a t  i n c l u d e s  

r e c o g n i t i o n  o f  t h e  r o l e  of  c o g n i t i v e  media t ion  and o f  t h e  

i n f l u e n c e  of  s o c i a l  c o n t e x t .  For  example, o b s e r v a t i o n a l  

l e a r n i n g  . i s  a  powerful  f a c t o r  a f  f e c t i n g  behaviour .  A s  an  

i n t r i n s i c  p a r t  o f  d a i l y  l i f e ,  we observe  a  wide range o f  

P 

behaviours .  Our c o g n i t i v e  s k i l l s  a r e  used t o  a n a l y z e '  t h e  

impl ica t ion ' s  o f  t h e s e  o b s e r v a t i o n s  f o r  o u r  own conduc t ,  w i t h  

t h e  c o m p l e x i t i e s  o f  s o c i a l  c o n t e x t  i n f l u e n c i n g  t h e  a n a l y s i s .  

The a c q u i s i t i o n  o f  nove l  responses  i s  exp9ained by  s o c i a l  
& 

l e a r n i n g  t h e o r y  as o c c u r r i n g  t h r ~ u ~ h ~ ~ b s e r v a t i o n a l ~ l e a r n i n ~ .  

  earn in^ occu r s  even i f  t h e  l e a r n e r  does  n o t  o v e r t l y  r e h e a r s e  
I.* . 

t h e  behav iou r  o r  i m i t a t e  t h e  model. The re fo re ,  t h e  l e a r n i n g  
. '*ur 

F T  

i s  a c q u i r e d  w i t h o u t  d i r e c t  re in forcement .  The r o l e  o f  

v i c a r i o u s  r e in fo rcemen t  i s  c r u c i a l  i n  o b s e r v a t i o n a l  l e a r n i n g .  

Consequently,  t h e  complexi ty  of s o c i a l  i n f l u e n c e s  on behaviour  

becomes more e v i d e n t .  

S o c i a l  l e a r n i n g  t h e o r y  r ecogn izes  th'e d i v e r s i t y  of 

f a c t o r s  which a f f e c t  t h e  a c q u i s i t i o n  o f  a behaviour .  -The 



-4 
s imi la r i ty  of the model t o  - the observer, the  d i f f i c u l t y  of 

the  task a t  hand, and the pa t te rn  of reinforcement experienced 

by the model- can be s ign i f i can t  factors .  Also, the  degree of 

a t t en t ion  to ,  and the perception of ,  s a l i e n t  aspects of the  

modelled behaviour by the observer a re  important t o  the 
- 

acquis i t ion of novel responses.   he indiv idual ' s  cognitive 

processing of the information and h e r h i s  synibolic and/or 

over t  rehearsal  w i l l  influence the leve l  of observational 

learning. 

A c lea r  d i s t inc t ion  i s  made in" social-  learning theory 

-- between the acquis i t ion and performance of behaviours, 

Myriad numbers of behaviours a re  acquired which a re  never 

I 

performed by the individual  f o r  a var ie ty  of reasons, most 
- 

re la ted  t o  reinforcement, urs  perceived a s  benef ic ia l  

f o r  the model a re  more l i k e l y  t o  be performed than those 

perceived as  disadvantageous. In  addit ion,  the individual  

- makes self-evaluative judgements about the range of behaviours 

she/he acquires, performing those which a r e  appraised a s  

rewarding, congruent with self-image, and within the range 

of personal a b i l i t y .  Behaviours which are  acquired but  not 

performed may be accompanied by inadequate motivation, be 

perceived as  too complex, be incompatible with per.sona1 

values, o r  be viewed as  having negative reinforcement potent ia l .  
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r e a l  l i f e  s i t u a t i o n s  and t h e  cogn i t iv4 ,  symbolic c a p a c i t i e s  

by which humans determine t h e i r  behaviour.  ,In h i s  more r e c e n t  

work (1977, 1978, 1980) ,  he examines t h e  in f luence  o f  cogn i t ibn  
/ 

i n  a r e a s  l i k e  se l f - re inforcement ,  s e l f - c o n t r o l ,  and s e l f  - 
e f f i c a c y .  

Se l f -Ef f i cacy  Theory t 
- - 1 -- - 

i 

, . 
Bandura's  theory  of s e l f - e f f i c a c y  sugges ts  t h a t  pe r fo r -  - 

! 
i 

mance of  a given t a s k ,  no m a t t e r  how elementary and r e p e t i t -  - 

i a u s  t h e  t a s k  i t s e l f ,  i s  inf luenced by i n t r i c a t e ,  o f t e n  

obscure,  and everchanging f a c t o r s  which a f f e c t  t h e  o v e r a l l  =A 

3=- - 

performance and i t s  s u b s k i l l s .  Therefore,  an tecedent  t o  

t h e  i n i t i a t i o n  of  an  a c t i o n  i s  an assessment of o n e ' s  c u r r e n t  
* 

,+ 

- a b i l i t y  t o  perform t h e  t a s k  a t  hand. T h i s  a s s e s s r k n t  i s  6 
what Bandura c a l l s  a judgement of se l f - eg f i cacy .  The c o n s t r u c t  

v 

of s e l f - e f f i c a c y  i s  d i f f e r e n t i a t e d  from t h a t  of outcome 

expec ta t ion :  "An outcome expec ta t ion  i s r d e f i n e d  a s  a p e r s o n ' s  

+ e s t i m a t e  t h a t  a given behavior  w i l l  l ead  t o  c e r t a i n  ou-tcomes. 

An e f f i c a c y  e x p e c t a t i o n ' i s  t h e  convic t ion  t h a t  one can 

s u c c e s s f u l l y  execute  t h e  behavior  requi red  t o  produce . . t h e  

outcomes" (Bandura, 1977, p. 193) . According t o  s e l f - e f f f  cacy 

theory ,  psychologica l  procedures  a f f e c t  behaviour  by  changing 

pe rcep t  ions  of s e l f - e f  f i cacy .  



The construct of serf-efficacy is different iated from 

t h a t  of self-concept. Self-concept i s  a global perspective, 

enc&mpassing the person ' s self-image and a t t i tude  toward a 

,J 
and the interaction between these two factors.  Self- 

2 

I 

$oncept pe r ta ins - to  the unique,~comprehensive vision the person 
1 

1: 

bas of %erself/himself. ~e - l f - e f f  i\cacy i s  a task-specific 
t 5 

: 
i 

construct which d i rec t s  at tent ion t o  the in t r icacies  of 

individual percepts of efficacy i n  relat ion t o  q part icular  

task,  Self-ef f  icacy expectations are concerned precisely with 
a B 

P 
t 

the demands of the task a t  hand, +the environmental factors  

a t  tha t  specific time, and the perform%r of the task,  
> 

Perceived self-efficacy influences human behaviour i n  

various ways. F i r s t ,  one's selection of a c t i v i t i e s  and 

environments i s  affected by o>els  estimate of personal 

efficacy. Avoidance of act ' ivit ies deemed beyond T Y  
capabi l i t ies  can l i m i t  personal g r o ~ t h  and perpetuate negative. 

perceptions. Inaccurate efficacy judgements i n  the opposite 

direction, overestimation of capabi l i t ies ,  influences beh%viour 

by leading the individual in to  s i tuat ions involving frustra-  

t ion ,  fa i lu re ,  and even danger. Obviously, accurate a~s~essment 

t 
of self-efficacy i s  a s k i l l  essent ia l  t o  the acquisition of 

coping behaviours. - .. 



a 
A second signif icant  influence of self-efficacy on 

d 

i '  behaviour l i e s  in  i t s  determination of the -degree and duration 

of e f f o r t  tha t  w i l l  be invested by a performer, especially 

Q when negative factors  are associated w i t h  the behaviour a t  

hand. A n  individual with strong perceptions of-self-eff icacy 

w i l i  persevere in the face of d i f f i cu l t i e s .  Since enduring, 

, concerted e f fo r t  ' i s  favourable t o  the development of personal 

capabi l i t ies ,  techniques' tha t  fos ter  self-efficacy l ike ly  

w i l l  benefi t  the individual by providing increased opportuni- 

a t i e s  foq success. Hazards, d i f f i cu l t i e s ,  and f rus t ra t ians  
b ? ~  

w i l l  provide valuable feedback for  the part icipant  who fee ls  
i ;; 

highly self-efficacious,  often introducing a sense of challenge 

tha t  leads t o  greater and longer-lasting e f fo r t s .  Conversely, 
2 

the individual who has weaker perceptions of sel3-ef ficacy 

w i l l  slacken h e r h i s  e f fo r t s  when confronted with. obstacles/  
i 

/ 
t o  success. ~ e r / h i s  application t o  t$ task w i l l  be less  

conscentrated and sooner terminated, thereby predisposing the 

' endeavour t o  fa i lu re  and the individual t o  an incomplete 

development of personal s k i l l s .  
L 

Finally, self-efficacy judgements influence thought 

patterns and emotional arousal before and during erformance P - 
of tasks. A person with weaker self-efficacy w i l l  be more 

l ike ly  t o  re i t e ra te  negative personal appraisals aria t o  





~t i s  necessary t o  understand how and t o  what people 
-. 

. a t t r ibu te  successful and/or unsuccessful performances on 

specif ic  tasks. I n  making such a t t r ibut ions ,  individuals 

may weigh the i r  performances i n  terms of the t a sk ' s  d i f f i cu l ty ,  . 

the amount of e f f o r t  they expended i n  performing the taqk, 

the amoant of external assistance they received, and the 

-pattern of successes and fa i lures  associated with past  

\> 
exposure t o  the task. I f  an unsuccessful performance i s  

ir + 

viewed as  the resu l t  of insuff ic ient  e f fo r t  o r  the d i f f i cu l ty  

of the task i t s e l f ,  tha t  fa i lu re  i s  u q i k e l y  t o  weaken efficacy 

expectations. I f  the individual exerted cdnsiderable e f fo r t ,  
I 

or assesses the task as being re la t ive ly  simple, o r  received 

valuable external assistance i n  performing the task, and 

performed unsuccessfully, tha t  fa i lure  i_s l i k e l y  t o  weaken 

'eff icacy expectations. ~ud~ernent; of self-ef f  icacy are 

affected by peoplc's a t t r ibut ions  of the importance of these 
r J / \ $  

- *-& factors  t o  t he i r  successes and fa i lures .  

Vicarious experiences are another source of information - 

for  efficacy expectations. This source i s  less  re l iable  than 

i s  tha t  of performance accomplishments because it depends on 
, - 

social  comparison i n f e r e e e s  drawn by the individual perf omer.  

Perceived s imi lar i ty  t o  another ( i n ,  terms of personality and - 
~ -= 

physical character is t ics ,  i n  e f fo r t  exerted, or  i n  coping 



4 

s t ra tegies  enacted) is an important variable from which 

inferences may be &awn (Kazdin, 1974; Brown & Inouye, 1978; 
'i 

Bandura, 1977). The closer the perceived similar i ty ,  with 

respect t o  these factors ,  the' more powerful th6 experience 

w i l l  be i n  providing information for efficacy expectations. 

The c l a r i t y  of the relationship between the behaviour of 
4 

- another, and the outcome a lso  a f fe  t s  the inferences drawn. 
>- 7 I 

. c 

Should the association between the obseped behaviour and 
"/-- I 

d 

- the outcome appear strong and defini te;  -then the information 

gained from tha t  vicarious experience w i l l  have greater  

significance than it would 'if the association were vague. 

Verbal persuasion i s  a th i rd ,  widely. used s&ce of 

efficacy expectations. As with vicarious experience, verbal 
- 

persuasion.produces weaker expectations than does enactive 

performance because it lacks the power and r e l i ab i l i t f ' o f  

d i rec t ,  personal experience. The degree of conspnance between 
;i 

verbal persuasion and an individual ' s experiences largely 

a 
determines the impact of t h i s  source of zfficacy information. 

- 
Discrepancy between the exhortation and the experience may 

resu l t  i n  rejection of the message and i n  s ignif icant  waning 

of the persuader' s c redibi l i ty .  However, should the persuader 

be highly esteemed by the performer, s h e h e  may be exhorted 

t o  i n i t i a t e  and maintain e f fo r t s  i n  a c t i v i t i e s  tha t  otherwise 
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1 5  
+ / J 

Common s o c i a l  i n t e r v e n t i o n s  make use  o f  

these f o u r  s o u r c e s  s e l f - e f f i c a c y .  The 
-1. 

' p r i n c i p l e  modes o f  f r o m  performance 
< 

b 

e x p e r i e n c e s  a r e  p a r t i c i p a n t  model l ing,  i n  v i v o  d e s e n s i t i z a t i o n ,  

performance exposure ,  and s e l f - i n $ t r u c t e d  performance.  

V i c a r i o u s  k x p e r i e n c e s ,  t h e  second source  of i n • ’  o rmat ion  f o r  

e f f i c a c y  e x p e c t a t i o n s ,  m o s t  commonly o c c u r - t h r o u g h  s t r a t e g i e s  

which use  l i v e  and/or  symbol ic  model l ing.  The t h i r d  sou rce ,  

v e r b a l  p e r s u a s i o n ,  makes use  o f  i n t e r v e n t i o n s  marked b y  

e x h o r t a t i o n ,  s u g g e s t i o n ,  s e l f - i n s t r u c t i o n ,  and i n t e r p r e t i v e  

t echn iques .  ' F ina l ly ,  i n fo rma t ion  d e r i v e d  f rom emot iona l  
b 

a r o u s a l  i s  e v i d e n t  i n  i n t e r v e n t i o n s  u s i n g  b io feedback ,  r e l a x -  

a t i o n ,  a t t r i b u t i o n ,  symbol ic  d e s e n s i t i z a t i o n ,  and symbol ic  

exposure .  

# 
The ' i n fo rma t ion  d e r i v e d  from t h e  f o u r  sou rces  p r e v i o u s l y  

d i s c u s s e d  t h e n  must be a p p r a i s e d  b y  t h e  i n d i v i d u a l .  I t  i s  

t h i s  i n t e ; p r e t a t i o n  o f  e f f i c a c y  in fo rma t ion  t h a t  i s  p e r t i n e n t  

t o  t h e  i n d i v i d u a l ' s  p e r c e p t  o f  e f f i c a c y .  ~ h e / h e  may perform 
. , 

s u c c e s s f u l l y  i n  a s i n g l e  " s imu la t ed"  s i t u a t i o n  b u t  n o t  t r a n s f e r  

t h e  behav iou r  t o  a real l i f e  s i t u a t i o n  because  05 a b e l i e f  

t h a t  there i s  l i t t l e  r e l a t i o n s h i p  between the t w o  experience's .  

Cogn i t i ve  a p p r a i s a - 6  of  t h e  causes  o f  o n e ' s  behav iou r  may 
z 

r e s u l t  i n  a t t r i b u t i n g  s u c c e s s  t o  s k i l l ,  t o  e f f o r t ,  t o  e x t e r n a l  
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w i l l  be susceptible t o  change through an unsuccessful 

encounter, while a strong or  cer tain expectation w i l l  be more 

r e s i l i e n t  i n  the face of adverse cofiditions (Bandura, 1977)- 

Because these dimensions of efficacy judgements in terac t  
& 

with performance, it i s  important t o  assess both the expecta- 

t ions and the performance a t  appropriate times i n  the ac t iv i ty  

o r  intervention i n  order t o  determine" t he i r  reciprocal effects .  

performance 
Z 

Research on self-efficacy has established the value of - 
\ 

self-efficacy as  a predictor of performance on various tasks. 

The stronger the perceived efficacy, the greater  the e f fo r t  

and the persistence applied t o  the task a t  hand. Studies 
I 

also  corroborate the contention tha t  enactment i s  the most 

powerful source of strong eff icacy expectations. 

Bandura and h i s  colleagues conducted a se r ies  of empirical 

sjzudies of self-efficacy, focussing the i r  a t tent ion on the 

treatment 'of anxiety with snake phobic adults ,  Bandura and 

Adams (1977)  conducted two studies on the e f fec t s  of systematic 

desensit ization and part icipant  modelling on avoidance - 

behaviour through the influence of efficacy expectations, 

I n  the f i rs t - ,  study, Bandura and Adams (1977) examined ' 
/ - 

the hypothesis tha t  systematic desensit ization creates and 



strengthens eff icacy expectations, thereby decreasing avoidance 

behaviour. They concluded tha t  efficacy expectations 

accurately predicted changes i n  avoidance behaviour. The 

degree t o  which the participants approached the snakes was a 

ref lect ion of t h e i r  efficacy expectations. Also c ~ n s i s t e n ~  
f .  

* 
w i t h  self-efficacy theory was the finding tha t  strong percepts 

of efficacy tend t o  be inversely related &"high levels of 

anxiety arousal. Participants who experienced weak levels of 

arousal tended t o  express.strong percepts of self-efficacy, 

while those who experienced high levels of arousal tended t o  

express weak percepts of self-efficacy. 

I n  the second study, Bandura .and Adams (1977) employed 

the technique of part icipant  modelling t o  examine the hypo- 

thes i s  tha t  t h i s  intervention creates and strengthens efficacy 

expectations. A t  d i f ferent  points during the t'reatment, the 
I. 

part icipants  made efficacy judgements concerning the i r  future 

'$ performance on a hierarchy of tasks. These judgements were 

distinguished by t h e i r  congruence with the behavioural change 

evinced by subsequent performances. Participant modelling 

emerged as a strong source of e f f i c a ~ y  information. 
.. 

Bandura, Adams, and Beyer (1977)  concentrated the i r  

e f fo r t s  on the hypothesis tha t  an increase in the Level and 
I .  

strength of self-ef fi'cacy i s  accompanied by a heightened 



in tens i ty  and persistence of e f fo r t .  Three treatment groups 

were formed - perf-ance experiences, vicarious modelling, 

and control. The enactive treatment was the most powerful of 

the three. The expectations of efficacy produced were higher, 

stronger, and more generalized than were those resul t ing from 
. L". 

the vicarious modelling treatment. Also; the measure of se l f -  

efficacy was accurate i n  i t s  prediction of subsequent behaviour. 

The influences of cognitive modelling and d i r ec t  exper- 

ience techniques on self-efficacy were explored i n  two studies 
1 

by Bandura, Adams, Hardy, and Howells (1980). In the f i r s t  

study, snake phobic participants responded t o  hierarchicad 

scenes of interactions with snakes, before and a f t e r  treatment 

w i t h  cognitive modelling techniques. The resul ts  showed tha t  

symbolic modelling strengthened approach behaviour. Again, 

perceived efficacy was an accurate predictor of subsequent 

performance. 
t 

i 

I 1 

I 

The second study by Bandura, Adams, Hardy, and Howells 

(1980) treated agoraphobics i n  a performance experience 
i 

programme. Sk i l l s  of self-relaxation, proximal goal se t t ing ,  

assertiveness, and expressiveness were the primary concein . 

of preparatory group sessions. The ensuing sessions were 

composed of f i e ld  mastery experiences, involving a f i e l d  

therapist  with a part icipant  i n  a c t i v i t i e s  speci f ica l ly  , 



des igned  t o  f a c i l i t a t e  t h a t  p a r t i c i p a n t ' s  mas te ry  o f  h e r h i s  

p a r t i c u l a r  f e a r .    he a c t i v i t i e s  were a r r anged  i n  o r d e r  o f  - 
i n c r e a s i n g  d i f f i c u l t y ;  f o r  example, t h e  i n d i v i d u a l  f e a r f u l  

o f  c a r  t r a v e l  moved p r o g r e s s i v e l y  from r i d i n g  i n  a  c a r  on a  

suburban s t r e e t  t o  b u s i e r  s t r e e t s ,  l o c a l  highways, and f r e e -  
\ 

ways, w i t h  t h e  t h e r a p i s t  c o n t r o l l i n g  t h e  exposure  t o  each  

l e v e l  i n  t h e  h i e r a r c h y  a c c o r d i n g  t o  t h e  coping  s k i l l s  e v i d e n t  ,, 

i n  t h e  i n d i v i d u a l ' s  behaviour .  The s t u d y ' s  r e s u l t s  confirmed 

e n a c t i v e  mas te ry  as  a  s i g n i f i c a n t  enhancer  of  e f f i c a c y  

e x p e c t a t i o n s  and s e l f - e f f i c a c y  a s  an  

subsequent  performance.  

Th i s  series o f  s t u d i e s  provided 

t r e a t m e n t s  can  enhance s e l f - e f f i c a c y  

accu ra t e -  p r e d i c t o r  o f  

ev idence  t h a t  

- p a r t i c i p a n t  

v a r i o u s  

model l ing,  

s y s t e m a t i c  d e s e n s i t i z a t i o n ,  and v i c a r i o u s  model l ing  were t h e  

dominant t echn iques .  They a l s o  c o r r o b o r a t e d  t h e  p r o p o s i t i o n s  

t h a t  p a r t i c i p a n t  model l ing  p r o v i d e s  t h e  most powerful  source  

o f  e f f i c a c y  in fo rma t ion ,  t h a t  e f f i c a c y  e x p e c t a t i o n s  can p r e d i c t  

t h e .  l e v e l  of behav iou r  change,  and t h a t  s e l f - e f  f i c a c y  can  

p r e d i c t  subsequent  behav iou r  on a  v a r i e t y  o f  t a s k s .  

Subsequent r e s e a r c h  h a s  extended.knowledge abou t  self- 

e f f i c a c y  by a p p l y i n g  v a r i o u s  modes o f  t r e a t m e n t  t o  a wide 

range o f  p a r t i c i p a n t s ,  w i t h  measurements o f  s e l f - e f f i c a c y  

b e i n g  t aken  a t  set  p o i n t s  d u r i n g  t h e  i n t e r v e n t i o n .  



Work by Kazdin (19799 and Jaremko (1980) showed t h a t  

trkatments of d e f i c i t s  i n  soc ia l  s k i l l s  enhanced self -eff icacy 5: d 

in .  r e l a t ion  t o  the tasks  i n  question. Kazdin found t h a t  
3 

I 
increases i n  seif-ef  f icacy were accompanied by" improvements 9 

4 
i n  assertive:-.sKills. Covert modelling produced s ign i f i can t  

'P 
9 

gains i n  both se l f - repor t  and behavioural measures of asser t ive-  

ness and self -eff  icacy. ~aremko' (1980) t rea ted  public speaking J 

anxiety with s t r e s s  inoculation t ra in ing ,  f inding t h a t  the 
* - 

treatment increased self -eff ieacy *- and decreased reported 

leve 1s of anxiety, 

Snake phobia was the focus of s tudies  Gauthier and 1 
f 
d 

Ladoucier (1980) and Sappington, Russell, T r i p l e t t ,  and 

Ggodwin (1981) . Gauthier and Ladoucier investigated the 

p o s s i b i l i t y  t h a t  the public o r  pr ivate  nature of e f f icacy  
4 

statements had an e f f e c t  on performance, They found no 

s ign i f i can t  dif ference between public and pr iva te  e f f icacy  

B 

?-' 
estimates. Also, they reported a  posi t ive  re la t ionship between 

-ef f icacy  judgements and performance. Sappington, e t  a l .  

(1981) found t h a t  modelling improved relevant percepts of 

e f f icacy  with snake phobic hdults .  

Zimrnerman and Ringle (1981) moved the focus of research 

from adul t s  t o  children,  and from anxiety/phobia t o  performance 

on wire r ing and embedded word puzzles. One hundred f i r s t  



and second grade childrep observed a model attempt t o  solve 

a wire ring puzzle with varying degrees of persistence and. 
1 

varying statem&ts of c6nfidence. The children were presented 

with an unsolvable ring p u p l e  and, a f t e r  a time lapse of 
m - 

one day, an unsolvable embedded word puzzle. The high 

persistence of the model and the model's statements of 

confidence increased the chi ldren 's  persistence on both tasks. 
> 

However, the resul ts  for  the self-efficacy judgements seem 

to  indicate a need fo r  fur ther  self-efficacy research with a 

variety of age- groups because o f  the apparently inexplicable 

relationship between the chi ldren 's  degree of task persistence 

- and the i r  self-efficacy estimates. The f ive minute modelling = 

treatment, as compared t o  the t h i r t y  second treatment, 

/ signif icant ly increased the chi ldren 's  task persistence but 

/decreased the i r  self-efficacy percepts, This resu l t  appears 

t o  contradict some aspects of self-efficacy theory. Ringle 

i and Zimrnennan speculate as  t o  the possible reasons fo r  the 

apparent contradiction And propose three hypotheses. I t  could 

be tha t  the children i n  the 1981 study f e l t  constrained t o  

- 
behave as the model had behaved, despite t h e i r  be l i e f s  t o  

the contrary. Also, it could be tha t  the children f e l t  tha t  

the s i tuat ion was re la t ive ly  private and non-threatening; 

therefore, tha t  they were able t o  expend considerable 
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competence t o  the  model; the  second, t o  bel ieve t h a t  i t s  

members were superior t o  the model; the t h i r d  was given no * 
information regarding, the model's competence, and the fourth  

was exposed t o  no model. Each par t ic ipant  worked a t  an 

anagram task;  those i n  the f i r s t  three groups working alongside 

a model and observing the model f a i l  a t  the task ,  those i n  

the fourth group working a t  @he task without a model. The 

f i r s t  and t h i r d  groups showed l e s s  persistence a t  the task 

than did the second and fourth  groups. In  regard t o  the 

application of sel f -eff icacy theory, t h i s  study supports 

previous indications t h a t  the stronger the percepts of eff icacy,  

the more pe r s i s t en t  the  individual ' s  effQrts  on the task i n  

question. 

- Schunk (1978) a l s o  contributed t o  the  empirical support 
- - 

J 

f o r  sel f -eff icacy theory, working with young children i n  the 

f i e l d  of arithmetieachievement. Schunk provided one group ?* 
. J 

with t r a in ing  consi-sting of modelling, guided performance, 

correct ive feedback, and self -directed mastery. The second 

group received d idac t i c  ins t ruct ion.  Schunk's r e s u l t s  were 
! 

t h a t  both treagments .enhanced the ch i ldren ' s  assessments of 

sel f -eff icacy,  t h a t  t h e i r  pers is tence and accuracy on the 

tasks  were increased, and t h a t  t h e i r  e f f icacy  judgements 

accurately predicted t h e i r  subsequent performance. 

\ 



is 

Continuing the previous study's  examination of ch i ldre  
4 

mathematical performance, Bandura and Schunk (1980) researc 

the hypothesis t h a t  self-motivation through proximal goal- 
I 

s e t t i n g  f a c i l i t a t e s  the  development of compstencies, 
'4 eff  ica.i. 

expectations, and i n t r i n s i c  in t e res t .  .They selected chi ldre  

who showed gross d e f i c i t s  and d i s i n t e r e s t  i n  mathematical ; 

t asks ,  assigning them randomly t o  one of four sel f -directed 

learning groups. They found t h a t  the group with proximal i i 
sub-goals developed stronger e f f icacy  expectations and greate 

i n t e r e s t  and competence i n  ari thmetic tasks  than the groups \, 
with d i s t a l  goals o r  no reference t o  goals. There was a high \ 

4 degree of congrui y between the accuracy- of performance and 
I 

i n t e r e s t  i n  the given tasks  and the ch i ldren ' s  e f f icacy  '\ 

\> 
expectations. \ i 

I n  h i s  1981 study, Schunk again worked with children \ 
\ 

showing low ari thmetic achievement. Two of h i s  three proposed \, 

hypotheses were concerned with self -eff icacy theory: one 

predicted t h a t  a cognitive modelling treatment, with prac t i se  

sessions and correct ive modelling, would be more benef ic ia l  

t o  the development of the s k i l l s  i n  question and t o  the + 
r- 

- 

development of sel f -eff icacy than would a d idac t ic  ins t ruct ion 

treatment. The other  hypothesis concerned with self-ef  f icacy 
i 

predicted t h a t  e f f o r t  a t t r i b u t i o n  i n  the modelling treatment 
-=-* 





the concentration s h e h e  can devote t o  the task, seems logical 

(Mandler & Sarason, 1952). Alpert and Haber (1960), howev& 

focussed more detai led at tent ion on individual differences 

i n  hypothesized relationships between anxiety and performance, 

proposing tha t  anxiety may f a c i l i t a t e  o r  deb i l i t a te  performance 
T 

i n  a  t e s t  s i tuat ion,  depending on specif ic  individual and 
&Pi. 

s i tua t ional  factors.  Recognition of the poss ib i l i ty  of 

f ac i l i t a t i ve  ef fec ts  of anxiety on performance, i n  cer tain 

s i tuat ions,  broadens the e a r l i e r  theorizing of Mandler and 

Sarason (1952) . 

Liebert and Morris (1967) contributed t o  the understanding 
t 

of t e s t  anxiety by identifying the two d i s t i nc t  components of 

worry and emotionality within t e s t  anxiety. They view worry, 

rather  than emotionality, as the aspect of anxiety which 

. adversely a f fec t s  performance. Emotionality i s  perceived 

as  a  s t a t e  of physiological arousal; worry, on the other hand, 

i s  characterized as  a  cognitive concern out performance. 

Liebert and Morris found a s ignif icant  correlation between 

students '  level of worry and the i r  judgements about how well 

they would perform on a t e s t ,  and no signif icant  correlation 
P 

between t h e i r  expressed level of emotional arousal and these 

same judgements. The research reported py Morris and Liebert 
- 

appears t o  confirm ~ e r k e s - ~ o d s o n ' s  Law -(1908), which proposes 



t h a t  t h e  r e l a t i o n s h i p  between a r o u s a l  and pe rh rmance  forms an .. . 
i n v e r t e d  U curve.  The extremes of a r o u s a l  a r e  n o t  a s  f a c i l i -  

'\ * 
/ 

t a t i v e  t o  performance a s  a r e  t h e  moderate l e v e l s .  The lowest w 
extreme o f  a r o u s a l  provides  l i t t l e  o r  no b a s i s  f o r  performance, 

and t h e  h ighes t  extreme has  a  d e b i l i t a t i v e  e f . f e c t  on performance. 
-b 

More recen t  s t u d i e s  ( F r o s t ,  1968; Gaudry & Bradshaw, 

1970 ; Gaudry & Spie  l b e r g e r ,  197 1) provide f u r t h e r  i n d i c a t i o n  

t h a t  high t e s t  a n x i e t y  i s  a s s o c i a t e d  wi th  low performance. 
- 

Thus, d e s p i t e  v a r i a t i o n s  w i t h i n  t e s t  a n x i e t y  t h e o r y  regarding 

t h e  exac t  na ture  of a n x i e t y  a n d . i t s  p r e c i s e  e f f e c t s  on 

performance, t h e r e  seems t o  be a  g e n e r a l  consensus t h a t  h igh ly  

t e s t  anxious i n d i v i d u a l s  w i l l  perform l e s s  s u c c e s s f u l l y  than  

l e s s  anxious p u p i l s ,  because of t h e i r  ex t redg 'anxiety l e v e l s .  
1 

Coqnitive-Behavioural Trea t s  of Tes t  Anxiety 
L 

Cognit ive behaviour  modif ica t ion  i s  based on t h e >  
st 

7 

p r o p o s i t i o n  t h a t  emotional  d i s o r d e r s  stem from maladaptive 
'$; 

thought  p a t t e r n s  and t h a t  t h e  purpose of i n t e r v e n t i o n  i s  t o  

i d e n t i f y  and change t h e s e  maladaptive p a t t e r n s  t o  more pos i -  

t i v e ,  c o n s t r u c t i v e  p a t t e r n s .  Within t h e  scope of cogn i t ive  

behaviour modif ica t ion  l i e s  a  wide v a r i e t y  of 'ap$~oaches t o ,  
, . 

and techniques f o r ,  behaviour  change. Two s t r a t e g i e s  which 

a r e  a p p l i c a b l e  t o  t h e  t r ea tmen t  of t e s t  a n x i e t y  a r e  those  

devised  by  E l l i s  (1962, 1977) and Meichenbaum (-1972). 



5 

E l l i s '  r a t i o n a l  emotive counse l l inq  (REC). E l l i s '  (1962) 

r e sea rch  and w r i t i n g s  form t h e  b a s i s  f o r  r a t i o n a l  emotive 

counse l l ing .  I n  t h i s  approach, i r r a t i o n a l  b e l i e f s  a r e  h e l d  

t o  be t h e  source o f  most problems an i n d i v i d u a l  encounters .  

Her/his i r r a t i o n a l  i n c l i n a t i o n s  t o  hold a  d i s t o r t e d  v-iew of  

t h e  world,  t o  f a i l  t o  p r o f i t  from exper ience ,  and t o  make 

u n r e a l i s t i c  demands of  himself  and o t h e r s  - cause b e l i e f s  

which pe rpe tua te  d i s t r e s s .  Many i n d i v i d u a l s  have e s t a b l i s h e d  

a  f i r m  h a b i t  oZ i n t e r p r e t i n g  p re fe rences  a s  needs and, through 

powerful i n n e r  s e l f - t a l k ,  they  r e a l i z e  an even t  ' s i r r a t i o n a l  

p o t e n t i a l  i n s t e a d  of i t s  r a t i o n a l  p o s s i b i l i t i e s .  Revising 

i l l o g i c a l  b e l i e f s  by c o r r e c t i n g  s e l f - t a l k  i s  t h e  b a s i s  of 

REC: a  b r i e f  look a t  t h e s e  t e n e t s  fol lows.  

The most commonly h e l d  i r r a t i o n a l  be l i e f  s a r e  prominent 

i n  t h e  development of a n x i e t y  and h o s t i l i t y ,  which a r e  . the  

two most d i s t r e s s i n g  and damaging emotions, i n  E l l i s '  

opinion.  Simply s t a t e d ,  t h e s e  i r r a t i o n a l  b e l i e f s  a r e :  

(1) Being loved by everyone i s  a  d i r e  n e c e s s i t y .  

( 2 )  I should be  thoroughly competent and i n t e l l i g e n t  i n  

a l l  e f f o r t s .  

( 3 )  Some people and a b t s  a r e  bad and wicked, and should be  

punished o r  e l imina ted .  



1t is t e r r i b l e  and- c a t a s t r o p h i c  t h a t  3 i f e  i s  n o t  . 

w ~ r k i n q ' ~ ~ - ~ a s  I had planned. 

Much human unhappiness i s  e x t e r n a l l y  caused. 

I should be t e r r i b l y  concerned about  t h i n g s  t h a t  a r e ,  

o r  may be ,  dangerous. 

I n e r t i a  can achieve happiness.  

I need someone o r  something strongerr or g r e a t e r  than 
-* 

myself on. which t o  r e l y .  

~ e c a u &  something s t r o n g l y  a f  f e c t e d  m e  once, i< w i l l  

cont inue  t o  do  s o ;  t h e r e f o r e ,  I am c o n t r o l l e d  by my 

p a s t  h i s t o r y .  
... 

What o t h e r s  do i s  v i t a l  t o  me and I should s t r i v e  t o  

change them i n  d i r e c t i o n s  t h a t  s u i t  m e .  

I have v i r t u a l l y  no c o n t r o l  ove r  my emotions and 
r 

cannot  h e l p  f e e l i n g  c e r t a i n  th ings .  
Z 
1 

I t  i s  b e t t e r  and e a s i e r  t o  avoid r e s p o n s i b i l i t i e s  and 

d i f f i c u l t i e s  than  t o  f a c e  them. 

Rat ional  emotive c o u n s e l l i n g  focusses  i n i t i a l l y  on t h e  

exposure of  t h e  c l i e n t  t o  t h e  basic t e n e t s  of r a t i o n a l  emotive . 
- 

theory ,  a s  b r i e f l y  d e l i n e a t e d  above, using t h e  technique of 

v e r b a l  persuas ion .  Then, the c l i e n t - i s  enmuraged t o  f h k f f y  - - -  - 

h e r / h i s  own i r r a t i o n a l  be l ie ' f s  . The counse l lo r  cha l l enges  

t h e s e  i r r a t i o n a l  b e l i e f s  and provides  more r a t i o n a l ,  
- 



a l t e rna t ive  b e l i e f s  through h e r h i s  modelling of r a t iona l  

versions which contradict  the current  be l i e f s .  Numerous ,, 

prac t ice  sessions,  both i n  counselling meetings and a s  

homework, involve the gradual elimination of i r ra t iona, l  

b e l i e f s  a n L t h e i r  replacement with more constructive,  

r a t iona l  ones. To strengthen pos i t ive  behavioural pa t te rns  

associated with r a t i o n a l  thought pa t te rns ,  treatment sessions 

include behavioural rehearsal  and prac t ice  tasks  aimed a t  

the  fur ther  development of r a t iona l  be'liefs and pos i t ive  

behaviours. 

The counseSlor's ro le  i s  ac t ive  and d i rec t ive  i n  ra i s ing  

the self-defeating b e l i e f s  t o  consciousness~; persuading the 

c l i e n t  of the i l l o g i c a l i t y  of maintainipg them and, con- 

comitantly, her/his own d i s t r e s s ; ' a n d  encourages, through 
- 

d i r e c t  confrontation, argument, and homework, a  new, more 

r a t iona l  perspective. Although aggressive cognitive methods 

a r e  used t o  reorganize emotional- reactions,  general therapeutic 
P 

methods a re  e c l e c t i c .  However,rthe more emotional a  method 

o r  a  technique, the  more wasteful it i s  considered because 

- emotion i s  a  more exc i ted ,  l e s s  r a t iona l  kind of thinking 

t h a t ,  without control  and analysis ,  can lead t o  d i s t r e s s ing  . 
P 

i r r a t i o n a l  b e l i e f s .  Accordingly, emphasis i s  placed not on 

a warm, supportive counsel lor /c l ient  re la t ionship  i n  REC; but 



on the counsellor as  a ,teacher; explaining, assigning; and 
0 

evaluating. ' ~ l l i s  believes t h a t  t h i s  emphasis accomplishes 

the dual puipose of avoiding transference and counter- O 

transference d i f f i c u l t i e s  while correcting the i r ra t iona l  

bel ief  tha t  the 

people, 

Techniques 

i n  keeping with 

c l i e n t  must be loved by a l l  s igni f icant  

0 

used with rat ional  emotive counselling are 
i 

i t s  act ive,  pragmatic nature and i t s  ' fl 

u t i l i t a r i a n  view of methods and subject matter. The subject 

matter of counselling sessions focusses on observable learning 

tha t  can be held accountable fo r  disturbed behaviour, but 

it includes c l i en t  his tory,  t e s t  data, observed and reported 

behaviour and feelings - i n  short ,  everything tha t  comes t o  

the counsellor's a t tent ion i s  potent ial ly useful. The -eclectic 

choice of techniques encouraged by REC does not imply tha t  

.r 0 

i t s  treatment procedures Are haphazard or  random: REC 

involves both verbal and behavioural elements i n  a balanced 

intervention. 
i 

Examination of studies concerned specif ical ly with the 

e f fec t s  of rat ional  emotive counsblling on t e s t  anxiety 
.. 

discloses widely ranging procedures. Unifom, replicable 

methodology is' not a marked c+racter is t ic  of many of  these 7 

studies ,  a s i tua t ion  which may be a t t r ibutable  t o  a 
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). 

considerable va r i e ty  among treatments which a re  c lass i fa ied as  
4. 

REC, and t o  a  tendency t o  provide only 

descr ipt ions  of treatment procedures. 

by Maes and Heimann (1972), Montgomery 
"\ 
t 

(1974) a l l  concern themselves with the 

very general 

For example, s tudies  

(1971) , and Osarchuk 

treatment of t e s t  

anxiety with REC, and a l l  show REC a s  e i t h e r  equal o r  superior 

t o  other treatments i n  the  a l l ev ia t ion  of t e s t  anxiety. 

However, such methodological aspects as  the-e%perience and 

t r a in ing  of the the rap i s t s ,  the length of the --$rea&ent times, 
, 1 

the descr ipt ion of REC techniques used, and the comparison 

between these techniques and the other treatments used, a re  
r;. 

5 .. 
reported e i t h e r  not a t  a l i  o r  so b r i e f l y  a s  t o  make repl icat ion $ I *  I s 

of the s tudies  and comparisons between them imprecise. 
/ 

More recently,  Goldfried, Linehan, and Smith (1978), 

s imi la r ly  directi l& t h e i r  a t t en t ion  t o  the treatment of t e s t  

anxiety with REC, found it t o  be superior t o  a  prolonged 

exposure therapy and t o  a  waiting l i s t  control .  The qual i ty  

t h a t  makes t h i s  study more useful  than those previously 

mentioned i s  i t s  methodological precision.  A l l  treatments 

a re  described ca re fu l ly  and a l l  procedures a re  outl ined 

c lear ly .  Therefore, more useful  conclusions can be drawn 

and more precise  guidelines f o r  fur ther  research can be 

followed. 



~ e i c h e n b a u m  ' s s e l f - i n s t r u c t i o n a l  t r a i n i n q  (SIT) . 
~e '+chenbaum's  (1972) work moves away from t h a t  o f  E l l i s ,  

'\ 

i n  t h e  d i r e c t i o n  o f  more f l e x i b l e ,  i n d i v i d u a l  a n a l y s e s  o f  

t h i n k i n g  s t y l e s .  The c l i e n t  i s  t r a i n e d  t o  i d e n t i f y  h e r / h i s  - 

own, p a r t i c u l a r ,  maladapt ive  s e l f - s t a t e m e n t s  which a r e  u* , 

i n t e r f e r i n g  w i t h  h e r / h i s  a b i l i t y  t o  perform a  p a r t i c u l a r  t a s k .  

T y p i c a l l y ,  she/he t h e n  o b s e r v e s  t h e  counse l  l o r  per forming  

t h e  behaviour  i n  q u e s t i o n .  The c o u n s e l l o r  performs success -  

f u l l y  and v e r b a l i z e s  t h e  c o g n i t i v e  s t r a t e g i e s  t h a t  a r e  b e i n g  
h 

used t o  a i d  t h e  s u c c e s s f u l  performance.  V e r b a l i z a t i o n s  used 

a t  t h i s  p o i n t  i n  s e l f - i n s t r u c t i o n a l  t r a i n i n g  may i n c l u d e  an  

a p p r a i s a l  of t a s k  r equ i r emen t s ,  s e l f - s t a t e m e n t s  t h a t  emphasize 

p e r s o n a l  c a p a b i l i t i e s  and minimize a n x i e t y ,  and s e l f -  

r e in fo rcemen t  f o r  s u c c e s s f u l  performance.  ~ f t e r  such 

o b s e r v a t i o n a l  l e a r n i n g ,  t h e  c l i e n t  i s  i n v i t e d  t o  per form 

t h e  t a s k  i n  q u e s t i o n ,  wh i l e  v e r b a l i z i n g  t h e  a p p r o p r i a t e  s e l f -  
7 

i n s t r u c t i o n s .  The c o u n s e l l o r  p r o v i d e s  feedback t o  e s t a b l i s h  

t h e  use  of  c o n s t r u c t i v e  s e l f - s t a t e m e n t s  t o  r e p l a c e  t h e  p r e v i o u s  

maladapt ive  t hough t s .  

A c r u c i a l  a s p e c t  of s e l f - i n s t r u c t i o n a l  t r a i n i n g  i s  t h e  

i n d i v i d u a l ' s  r e c o g n i t i b n  o f  h e r / h i s  own, p e c u l i a r  t h i n k i n g  

s t y l e .  The c o u n s e l l o r  u s e s  a  wide range o f  t e c h n i q u e s  t o  

e n a b l e  t h e  c l i e n t  t o  i d e n t i f y  c l e a r l y  h e r / h i s  c h a r a c t e r i s t i c  



thinking pat tern,  t o  learn new behaviours and coping * s 

s t r a t e g i e s  t h a t  replace the former, unsat isfactory ones, and 

t o  use her/his recognition of h e r h i s  cha rac te r i s t i c  cognitive 

s t y l e  as" an indication t h a t  the  new behaviours a re  appropriate 

a t  the pa r t i cu la r  times they a re  needed, 

Examination of s tudies  concerned Spec i f i ca l ly  with .  the 

e f f e c t s  of se l f - ins t ruc t iona l  t ra in ing  on t e s t  anxiety shows 

t h a t  S I T  i s  an e f fek t ive  treatment. Meichenbaum (1972) 

used S I T  and kystematic desensi t izat ion a s  h i s  two treatment 
4 

groups, w i t h  a  t h i r d  group which was e i t h e r  no-treatment o r  
C 

i 

waiting l i s t  control .  He found'the r e s u l t s  produced by the 

a 

S I T  treatment t o  be superior than those produced by the 'o the r  

two groups. Holroyd (1976) compared S I T  with a  carefu l ly  

constructed control  -group and a l t e rna t ive  forms of treatment, 

f inding it t o  be the most e f fec t ive  i n  i'ts a l l ev ia t ion  of 

I 

t e s t  anxiety. Similarly,  Hussain and Lawrence (1978) 3 

s t ructured a  

a  discussion 

study which encompassed two treatment groups, 

control ,  and a  waiting l i s t  control ,  with t e s t  

anxious par t ic ipants .  They found t h a t  the  S I T  treatment 

group equalled the others  on behavioural measures and was 

superior on subjective measures. 



Comparisons and c o n t r a s t s  between REC and SIT. Both 

r a t i o n a l  emotive c o u n s e l l i n g  and s e l f - i n s t r u c t i o n a l  t r a i n i n g  

o p e r a t e  from t h e  common ground o f  emphasis  on t h e  c a u s a l  

importance o f  s e l f - s t a t e m e n t s  and thought  p a t t e r n s  f o r  / 
behaviour .  They b o t h  seek  t o  change maladapt ive  t o  a d a p t i v e  

behav iou r  th rough  c o g n i t i v e  r e s t r u c t u r i n g .  However, REC . 

emphasizes a n  e s t a b l i s h e d  s e t  o f  i r r a t i o n a l  i d e a s ,  a n d ' u s e s  

e x h o r t a t i o n  and p e r s u a s i o n  a s  p r imary  t e c h n i q u e s  i n  t h e  

c o u n s e l l o r / c l i e n t  r e l a t i o n s h i p .  The assumption o f  a n  aggre-  

s s i v e ,  c h a l l e n g i n g  p e r s o n a l i t y  by t h e  c o u n s e l l o r  i s  impor t an t  

t o  t h e  succes s  o f  r a t i o n a l  emotive counse- l l ing.  On t h e  o t h e r  
, 

hand, s e l f - i n s t r u c t i o n a l  t r a i n i n g  t e n d s  t o  emphasize t h e  

importance o f  i n d i v i d u a  1 thought  p a t t e r n s  r a t < e r  t h a n  a  common 

c o r e  o f  i r r a t i o n a l  b e l i e f s .  SIT a l s o  employs a  w ide r  range 

o f  t echn iques  f o r  behav iou r  change &han does  REC - f o c u s s i n g  

i n  p a r t i c u l a r  on t h e  g r a d ~ a t e d ' ~ r a c t i c e  o f  new, a d a p t i v e  

b e h a v i o u r s ' a n d  t h e  s e l f - s t a t e m e n t s  needed t o  suppor t  and 

s t r e n g t h e n  them. 

R e f l e c t i o n  on REC and SIT, w i t h  Fespec t  t o  t h e  sou rces  

o f  i n fo rma t ion  abou t  s e l f - e , f f i c a c y  d i s c u s s e d  e a r l i e r  i n  t h i s  

c h a p t e r  l e a d s  t o  two conc lus ions .  ~ i r s t ,  r a t i o n a l  emotive  

c o u n s e l l i n g  emphasizes one mode o f  e f f i c a c y  in fo rma t ion ,  t h a t  

o f  v e r b a l  p e r s u a s i o n .  REC u s e s  t h e  mode o f  e n a c t i v e  



performance t o  some degree, and those of emotional arousal  

and vicarious performance a s  well ,  t o  a  l e s s e r  degree. * 

However, verbal persuasion emerges a s  the dominant mode through 

which information about se l f -e f f  icacy i s  t ransmitted.  The 

second conclusion t o  be drawn here i s  t h a t  S I T  tends t o . u s e  

a l l  four sources of e f f icacy  information somewhat more equally - 
e 

'enactive performance, v icar ious  performance, verbal  persuasion, 

and emotional arousal  - but  s t i l l  with an emphasis on the 

. f i r s t  two sources named. 

Hypotheses- and, Predict ions 
f o r  the  Current Study 

The current  study examines the  e f f e c t s  of r a t i o n a l  

emotive counselling and se l f - inAruc t iona1  t r a i n i n g  on high 

school students with t e s t  anxiety. Consistent with Bandura's 

ana lys i s  of sources of information about se l f -e f f icacy ,  the 

present  study p red ic t s  t h a t ,  since se l f - in s t ruc t iona l  t r a in ing  

e 4 1 o y s  techniques drawing more evenly from a l l  four sources ' 

of se l f -e f f icacy  information, it w i l l  be more powerful i n  

producing stronger percepts of e f f icacy  than w i l l  r a t i o n a l  
-, 

emotive counselling, which * r e l i e s  t o  a  g rea t e r  ex ten t  on 

verbal persuasion a s  a  primary source of se l f -e f f icacy  

information. Spec i f ica l ly ,  the study t e s t s  the ,following I 

0 



hypotheses : 

1. Based on self-efficacy theory, it' i s  predicted tha t  
.- 

SIT w i l l  be more effect ive than REC i n  increasing efficacy 

expectations. 

2 .  It  i s  hypothesized tha t  measures of self-efficacy 

with respect t o  performance during t e s t s  w i l l  serve as  

accurate predictors of such performance and w i l l  predict  and 

correlate  highly w i t h  formance measures regardless of the 

counselling i n t  employed t o  t r e a t  t e s t  anxiety. 

This study e previous research in to  the u t i l i t y  

of self-eff icac t s  as  of behaviour change, 

and the influence on treatment efsectiveness of d i f ferent  

sources of self-efficacy information used by d i f ferent  

counselling interventions. 



CHAPTER I1 

NT ONE 

T h i s  c h a p t e r  h a s  a< d u a l  purpose.  I t  d i s c u s s e s  t h e  

methods used t o  p l a n  and conduc t . expe r imen t  one,  and d e s c r i b e s  

the o b t a i n e d  r e s u l t s .  The d i s c u s s i o n  o f  methods b e g i n s  w i t h  

i n fo rma t ion  on t h e  s e t t i n g  and p a r t i c i p a n t s  o f  exper iment  

one.  Then, t h e  i n s t r u m e n t s  a r e  desc r ibed .  The s t u d y  involved  

s c r e e n i n g  in s t rumen t s ,  p re -  and p o s t t e s t i n g  i n s t r u m e n t s ,  and 
'0 

s e l f - e f f i c a c y  probes .  A l so  c o n t a i n e d  i n  t h e  methods s e c t i o n  

i s  a d e s c r i p t i o n  of t h e  d e s i g n  and procedures  of exper iment  

one. Completing t h e  d i s c u s s i o n  of methods is an examina t ion  i 

of  t h e  t h r e e  expe r imen ta l  t r e a t m e n t s  - r a t i o n a l  emotive 

c o u n s e l l i n g ,  s e l f - i n s t r u c t i p n a l  t r a i n i n g ,  and p l acebo  c o n t r o l .  

The r e s u l t s J o f  exper iment  one a r e  d e s c r i b e d  i n  t h e  f i n a l  

s e c t i o n  o f  t h e  c h a p t e r .  D e s c r i p t i v e  s t a t i s t i c s  a r e  r e p o r t e d ,  

fo l lowed by  a  p r e s e n t a t i o n  o f  c o r r e l a t i o n a l  a n a l y s e s  and 
CI 

i n f e r e n t i a l  t es t s  of  between group and w i t h i n  group v 
d i f f e r e n c e s  . 



# 

Method 
..-> 

S e t t i n q  and P a r t i c i p a n t s  

The s t u d y  took  p l a c e  i n  a j u n i o r  secondary s c h o o l  (g rades  

8 t o  1 0 ) .  w i t h  a  t o t a l  en ro l lmen t  o f  approximate ly  800 s t u d e n t s .  

The schoo l  draws s t u d e n t s  from a  l a r g e l y  suburban community 
4 

whose socioeconomic s t a t u s  i s  p r i m a r i l y  middle  c l a s s .  A l l -  

g r ade  10 s t u d e n t s  were g iven  b a s i c  i n fo rma t ion  abou t  t h e  
-4 

programme by a  01 c o u n s e l l o r .  T h i s  i n fo rma t ion  c o n s i s t e d  

o f  t h e  concept  o f  t e s t  a n x i e t y ,  t h e  purpose o f  t h e  s c r e e n i n g  

s e s s i o n ,  and t h e  o r g a n i z a t i o n  and format  of t h e  c o u n s e l l i n g  

s e s s i o n s .  

An i n i t i a l  g roup  o f  7 8  grade  10 s t u d e n t s  subsequen t ly  

\ vo lun tee red  t o  p a r t i c i p a t e  i n  t h e  s c r e e n i n g  s e s s i o n ,  e a c h  

one r e t u r n i n g  a s igned  form g i v i n g  p a r e n t a l  consen t  f o r  t h e  

s c r e e n i n g  s e s s i o n  (see Appendix A ) .  Thi s  g roup  w a s  a s s e s s e d  

i!i on s t u d y  h a b i t s ,  l e v e l s  o f  a n x i e t y ,  an  s p e c i f i c i t y  o f  a n x i e t y .  

From t h i s  group,  4 1  p a r t i c i p a n t s  were s e l e c t e d  f o r  t h e  s tudy ;  

25 females ,  16 males ( s e e  Baynes, 1982, for  s p e c i f i c  s e l e c t i o n  
* 

L--. 

c r i t e r i a ) .  These 4 1  s t u d e n t s  w e r e  -given f u r t h e r  i n fo rma t ion  
-. 

b y  t h e  s h o o 1  c o u n s e l l o r  abou t  t h e  p r e t e s t i n g  s e s s i o n ,  t h e  

g o a l s  of  t h e  programme, and t h e  schedule  of t h e  programme 

L s e s s i o n s .  Also, ,  e ach  s t u d e n t  was gLven a  p a r e n t a l  consen t  

l e t t e r  which summarized t in fo rma t ion ,  and w a s  asked  t o  



r e t u r n  it, s igned ,  a s  p roof  o f  permiss ion  t o  p a r t i c i p a t e  i n  

t h e  t e s t  a n x i e t y  programme (see Appendix B ) .  

The p a r t i c i p a n t s  were a s s i g n e d  randomly t o  one o f  t h r e e  

groups - r a t i o n a l  emotive c o u n s e l l i n g  (REC) , s e l f - i n s t r u c k i o n a l  

t r a i n i n g  PIT), o r  c o n t r o l  (CON) .  To ensu re  e q u i v a l e n t  s e x  

cornpositid a c r o s s  a l l  g roups ,  a l l  female s t u d e n t s  were 

i 
a s s i g n e d  p r i o r  t o  t h e  ass ignment  o f  t h e  male s t u d e n t s .  The 

r e s u l t i n g  group compos i t ions  were a s  fo l lows:  14 p a r t i c i p a n t s  
/ 

i n  t h e  REC group ( 5  male, 9  f e m a l e ) ,  14 p a r t i c i  d t s  i n  t h e  

SIT group ( 5  male, 9  f e m a l e ) ,  and 13 p a r t i c i p a n t s  i n  t h e  

c o n t r o l  group ( 6  male, 7  f ema le ) .  

I n s t rumen t s  

T' 
Three s e t s  o f  i n s t r u m e n t s  were used i n  t h i s  s tudy .  One 

s e t  was used t o  s e r e e n  t h e  v o l u n t e e r  group,  a  second set  

measured performance and s e l f - r e p o r t  v a r i a b l e s  a t  t h e  p re -  

and p o s t t e s t i n g  s e s s i o n s ,  and a  t h i r d  s e t  measured s e l f - r e p o r t  

v a r i a b l e s  a t  p r e t e s t i n g ,  end of  t r e a t m e n t ,  and p o s t t e s t i n g  

4 - p o i n t s .  

Screen inq  i n s t r u m e n t s .  The s c r e e n i n g  i n s t r u m e n t s  used 
I 

* 

i n  t h e  s t u d y  w e r e  t h e  S tudy  Hab i t s  C h e c k l i s t  ( P r e s t o n  & 

B o t e l ,  l 9 6 7 ) ,  t h e  F e a r  Survey Schedule (Wolpe, 1973) ,  and 

t h e  ~ e s t  Anxiety  S c a l e  (Sarason ,  1978) .  These t h r e e  i n s t r u -  

ments were in tended  t o  p rov ide  in fo rma t ion  f o r  t h e  s e l e c t i o n  



of  p a r t i c i p a n t s  who shared t h e  fo l lowing t h r e e  c h a r a c t e r i s t i c s :  

h igh  l e v e l s  o f  t e s t  anx ie ty ,  l o w  t o  moderate l e v e l s  of genera l  

a n x i e t y ,  and adequate s tudy  s k i l l s ,  

To s e l e c t  p a r t i c i p a n t s  who possessed adequate s tudy  

s k i l l s ,  t h e  Study Habi ts  Check l i s t  (P res ton  & g o t e l ,  1967) 

was used. 1t i s  a  s e l f - r e p o r t  instrument  of 37-items, 

a p p l i c a b l e  t o  grade 9  through u n i v e r s i t y  l e v e l s .  I t s  ques t ions  

concern s tudy h a b i t s  such a s  previewing, reading ,  no te tak ing  

whi le  reading,  remembering, r e p o r t  w r i t i n g ,  l i s t e n i n g  and 

t a k i n g  c l a s s  n o t e s ,  p repar ing  f o r  examinations,  t a k i n g  

examinations,  p lanning  t i m e ,  and a r rang ing  p h y s i c a l  s e t t i n g ,  

Norms a r e  a v a i l a b l e  f o r  grade n ine  t o  f i r s t  y e a r  u n i v e r s i t y ,  

based on the  t e s t i n g  of 5,997 s&dents i n  Pennsylvania.  

Brown (1964) r epor ted  d a t a  regarding  t h e  v a l i d i t y  of  t h i s  

ins t rument ,  i n d i c a t i n g  t h a t ,  of  16 v a r i a b l e s ,  4 d i s t i n g u i s h e d  

s i g n i f i c a n t l y  between over- and under-achievers.  Average 

r e l i a b i l i t y  of  .91 was determined by s p l i t - h a l f  c o r r e l a t i o n s  

a t  each grade l e v e l .  
4 

The Fear  Survey Schedule (Wolpe, 1973) i s  a  108-item 

q u e s t i o n n a i r e  w h i d  measures g e n e r a l  anx ie ty .  With d 
D r .  Wolpec' s permission ( s e e  Appendix C )  , t h e  o r i g i n a l  Fear  

Survey Schedule was modified s l i g h t l y  s o  t h a t  it was d i r e c t e d  

s p e c i f i c a l l y  t o  t h e  age-group i n  ques t ion .  The r e s u l t  w a s  



a 99-item ques t ionna i re  which was appropr ia t e  f o r  t h e  grade 10 

vo lun tee r  group and was used t o  i d e n t i f y  t h e  i n d i v i d u a l  w i t h i n  

t h i s  group who showed h igh  l e v e l s  of genera l  anx ie ty .  

Screening t h e s e  i n d i v i d u a l s  ou t  of t h e  s tudy meant t h a t  t h e  

focus of t h e  t r e a t m e n t  groups could be 

g e n e r a l  anx ie ty .  

The Tes t  Anxiety Scale  (Sarason,  

t e s t  anx ie ty ,  n o t  

s c a l e  which measures b o t h  worry and emot iona l i ty  a s p e c t s  of  - -  

t e s t  anx ie ty .  With D r .  Sa rason ' s  permission ( see  Appendix D ) ,  

t h e  o r i g i n a l  Tes t  Anxiety Sca le  was modified t o  make it 

a p p l i c a b l e  t o  grade 10 s tuden t s .  References t o  c o l l e g e  

s i t u a t i o n s  became re fe rences  t o  high school  s i t u a t i o n s .  This  

modified s c a l e  Gas intended t o  provide information f o r  t h e  

s e l e c t i o n  of p a r t i c i p a n t s  who showed high l e v e l s  of t e s t  

anx ie ty .  

Pre- and p o s t t e s t i n q  ins t ruments .  The fo l lowing f o u r  

ins t ruments  were adminis te red  a t  pre-  and p o s t t e s t i n g  s e s s i o n s  

a s  dependent v a r i a b l e  measures : t h e  S t a t e - T r a i t  Anxiety 

Inventory - S t a t e  Form (Sp ie lbe rge r ,  l97O), t h e  S t a t e - T r a i t  . 

Anxiety Inventory  - T r a i t  Form (Sp ie lbe rge r ,  1970) , t h e  

Canadian T e s t s  of Basic  S k i l l s  (King, 1981) ,  and t h e  T e s t  

Anxiety Inventory (Sp ie lbe rge r ,  1980) .  



The s t a t e - ~ r a i t  Anxiety Inventory  - T r a i t  Fom b. . 

(Sp ie lbe rge r ,  1970) was adminis tered a t  bo th  pre-  and pos t -  
'* 

t e s t i n g  sess ions .  I t  i s  a s e l f - r e p o r t  measure of  i n d i v i d u a l  " 

v u l n e r a b i l i t y  t o  anxiety-provoking s i t u a t i o n s ,  i n  which t h e  

p a r t i c i p a n t  i s  asked t o  i n d i c a t e  how she/he g e n e r a l l y  f e e l s .  

The T r a i t  Form of  t h e  S t a t e - T r a i t  ~ n x i e t ~  Inventory  (STAI) 

has  high i n t e r n a l  cons is tency:  t h e  a lpha  r e l i a b i l i t y  co- 
, 

e f f i c i e n t s  range from -83 t o  .92 (Sp ie lbe rge r ,  Gorsuch, & 

Lushene, 1970) .  T e s t - r e t e s t  r e l i a b i l i t y  c o e f f i c i e n t s  a r e  

h igh  a l s o ,  ranging from .73 t o  -86. The STAI-Trait Form 

c o r r e l a t e s  w i t h  va r ious  o t h e r  a n x i e t y  s c a l e s ,  t h u s  provid ing  

' evidence f o r  Its concurrent  v a l i d i t y .  S p i e l b e r g e r  .(1970) 

.views t h e  Taylor  (1953) Manifest  Anxiety Sca le  and t h e  IPAT - 

Anxiety Scale  ( c o t t e l l  & Sche ie r ,  1963) a s  a l t e r n a t e  measures 
- 

t o  t h e  STAI-Trait Sca le ,  t h e  former sZlowing a c o r r e l a t i o n  of - c 

-83 w i t h  t h e  STAI-Trait Form, and t h e  l a t t e r ,  a c o r r e l a t i o n  of' 

.76. 

The Canadian T e s t s  of  Basic  S k i l l s  (King, 1981) a l s o  

was adminis te red  a t  b o t h  t e s t i n g  s e s s i o n s .  The High School 

M u l t i l e v e l  E d i t i o n ,  Levels 15-18, Fo-rm 5 w a s  used, O n l y - - t h e  

reading  comprehension and mathematics s u b t e s t s  were used 

f o r  t h i s  s tudy  because t h e  s u b j e c t s  of Eng l i sh  and mathema-tics 
.s: 

were common t o  a l l  grade 10 s tuden t s .  Therefore,  t h e s e  two 



s u b t e s t s  were c l o s e r  t h a n  t h e  o t h e r s  t o  t h e  a c t u a l  c lass room 

e x p e r i e n c e s  o f  t h e  p a r t i c i p a n t s .  The CTBS was employed as  

t h e  performance measure i n  t h i s  s tudy  t o  p e r m i t  a n  examinat ion 

o f  t h e  r e l a t i o n s h i p  between t e s t  a n x i e t y  and t e s t  performance.  

Based on t h e  Iowa T e s t  o f  B a s i c  S k i l l s  (Hieronymus, 1961) ,  

t h e  CTBS i s  in t ended  t o  measure s t u d e n t s '  p r o f i c i e n c y  i n  

' s k i l l s  which are accep ted  a s  be ing  fundamental  g o a l s  i n  

secondary e d u c a t i o n  (King, 1981) . King ' s  (1981) r e s e a r c h  - 
r e p o r t s  s p l i t - h a l f  r e l i a b i l i t y  c o e f f i c i e n t s  f o r  t h e  r e a d i n g  

comprehension and mathemat ics  s u b t e s t s  a t  .86 and .91, 

- ? "  
r e s p e c t i v e l y .    he s a m e  r e s e a r c h  shows a c o r r e l a t i o n  between 

t h e s e  two s u b t e s t s  of .71, a n  i n d i c a t o r  o f  a modera te ly  h igh  

deg ree  o f  commonality b,etween them. 
/ 

Immediately a f t e r  comple t ing  t h e  two CTBS s u b t e s t s ,  t h e  

p a r t i c i p a n t s  were asked . t o  complete ' the S t a t e - T r a i t  Anxiety  

Inven to ry  - S t a t e  Form ( S p i e l b e r g e r ,  1970) ,  a s e l f - r e p o r t  

measure of how - t h e  i n d i v i d u a l  f e e l s  a t  t h a t  p a r t i c u l a r  t i m e .  

Because s i t u a t i o n a l  f a c t o r s  have such profound i n f l u e n c e  on 

. 
s t a t e  measures ( S p i e l b e r g e r ,  Gorsuch, & Lushene, 1970),  t h e  - 

low t e s t - r e t e s t  r e l i a b i l i t y  c o e f f i c i e n t s  f o r  t h e  STAI-State 

Form (median - r = - 3 2 ) '  i s  e x p l i c a b l e .  A s  w i t h  t h e  p r e v i o u s l y  

d i s c u s s e d  STAI-Trait  Form, t h e  S t a t e  Form has  h i g h  i n t e r n a l  

c o n s i s t e n c y :  S p i e l b e r g e r ,  Gorsuch, and Lushene (1970) r e p o r t  



alpha r e l i a b i l i t y  c o e f f i c i e n t s  ranging from -83 t o  .92. This 

research a l s o  provides evidence f o r  construct  v a l i d i t y ,  

repor t ing t h a t  the  mean scores f o r  s t a t e  anxiety of 977 
9 

undergraduate college s tudents  were higher i n  an examination 

s i t u a t i o n  than they were i n  a  normal s i t ua t ion .  . 

The four th  and f i n a l  instruments i n  t h i s  s e t  was the 

Test  Anxiety Inventory (Spielberger,  1980) , a s e l f  - repor t  
9 

measure of the  i n d i v i d u a l ' s  anxiety i n  t e s t  s i t ua t ions .  The 

t e s t - r e t e s t  r e l i a b i l i t y  coe f f i c i en t s  of tAeS T A I  drop from .'Dl 
, r 

over a  one month period t o  -62 over a  s i x  month period (Ross, 

1978). Spielberger (1980) discusses two possible  reasons 

f o r  t h i s  drop - t h a t  the  personal+ty c h a r a c t e r i s t i c s  of high 

school sfudents can change considerably over a  s i x  month 

period,  r e su l t ing  i n  lower coe f f i c i en t s ,  and 

educational  and career  goals  of high school s t u d e n t s k n  

change skmilarly over such a  time period, a f f ec t ing  t h e i r  

reported t e s t  anxiety.  The two components of t e s t  anxiety - 

worry and emotionality - a r e  measured by the  TAI I t s  

co r re l a t ion  with the  Worry and Emotionality Questionnaire 

(Lieber t  & Morris, 1967) provides evidence f o r  .its concurrent 

and construct  va l id i ty .  The Worry scale  of Liebert  and 

Morris '  quest ionnaire (WEQ) cor re la ted  .74 with the T A I  worry 

sca le ,  and the  WEQ emotionali ty scale  cor re la ted  .84 with the  



TAI emotionality scale ,  The alpha r e l i a b i l i t y  coef f ic ien t  

fo r  the T A I  i s  reported a t  .91. 
' / / 

Self-ef f  icacy probes. To invest igate  the relat ionship- 

between the s tudents '  perceptions of sel f -eff icacy and t h e i r  

- performance i n  t e s t  s i tua t ions ,  e f f icacy  probes were used a t  

th ree  poihts  in  the study. 

During the pre tes t ing  session, the e f f icacy  probes were 

administered a f t e r  the performance measures; t h a t  i s ,  the 

reading comprehension and mathemabics subtes t s  of the CTBS; 
A 

t o  ensure the pa r t i c ipan t s '  understanding of the spec i f i c  
1 

t asks  referred t o  i n  the  probes. The same s e t  of probes was 

administered twice more - a t  the end of the counselling 

treatment sessions and during the pos t tes t ing  session. A t  

the  end of the  counselling treatment sessions,  par t ic ipants  

were shown copies of the  CTBS subtests  p r i o r  t o  completing 

the  e f f icacy  probes. They, were asked t o  r e c a l l  the s i tua t ion  

of the pre tes t ing  session during which they worked on the 
- 

reading comprehension and mathematics subtests,and l is tened 

t o  the reading of a  sample question from each of these two 

t e s t s .  A s  i n  the pre tes t ing  session, during the pos t tes t ing ,  

the  probes were administered a f t e r  the performance measures 

t o  which the probes referred;  i . e . ,  the CTBS subtests .  

Measurement of e f f icacy  expectations a t  these three points 



were intended tod'guarantee the pa r t i c ipan t s '  f ami l i a r i ty  - with the pa r t i cu la r  performance referred t o  i n  the probes, t o  
4 

allow fo r  examination of the reciprocal  influence between 

expectations and performance, and t o  permit t e s t s  of the 

3 predict ive value of self-ef f icacy judgements. -. 

The s e t  of e f f icacy  probes used i n  t h i s  study was composed 

of 19 separate probes under the t i t l e ,  Self-Efficacy Question- 

naire  (see ~ ~ $ e n d i x  E) . Three sample. probes began the 

questionnaire. These probes used a  common 

a  standing jump of one foot ,  two f e e t ,  and 

t h a t  a l l  par t ic ipants  comprehended c lea r ly  

nature of . the probes, the d i rec t ion  of the 

task of performing 

s i x  f e e t  t o  ensure 
B 

the self - report  

r a t ing  scale  used, - 
and the significancg of the  ten  points on the  scale .  The 

Z 

next s i x  probes re la ted  t o  performance on the reading . 

comprehension subtest  of the CTBS, arranged i n  order of 

increasing task d i f f i c u l t y .  Six more probes were constructed 

and arranged in  the same fashion, and re la ted  t o  the CTBS 

mathematics subtest .  The f i n a l  four probes were genera l i ty  

probes, asking par t ic ipants  t o  estimate t h e i r  confidence 

regarding t h e i r  a b i l i t y  t o  improve t e s t  r e s u l t s  in courses 

taken during the  school term in  question. 

The f i r s t  o r  lowest leve l  of task d i f f i c u l t y  presented 

by the s i x  reading comprehension probes concerned a  simple 



t ask  t h a t  was constructed with the expectation t h a t  a l l  

pa r t i c ipan t s  would be confident i n  t h e i r  a b i l i t y  t o  perf 

the t a sk  successfully.  The remaining f ive  reading comprehension 

probes increased the  task  d i f f i c u l t y  a t  regular  i n t e rva l s  

t o  the point  t h a t ,  with the  s i x t h  and f i n a l  probe, it was 

expected t h a t  a l l  pa r t i c ipan t s  would f ind task  performance 

extremely d i f f i c u l t ,  The s i x  mathematics probes were construct-  

ed and arranged t o  represent  the  same range of d i f f i c u l t y ,  

The four genera l i ty  probes asked the  pa r t i c ipan t s  t o  judge 

t h e i r  con•’ idence i n  t h e i r  a b i l i t y  t o  improve t h e i f  t e s t  

r e s u l t s  in  one, two, th ree ,  and ul t imately  four,  of the  

courses taken during t h a t  school term. 

' The r a t i n g  sca le  which accompanied each probe ranged 

from 10 t o  100, marked a t  i n t e rva l s  of 10. -Verbal descr ip tors  

occurred a t  four points:  10 - very uncertain,  40.- - maybe, 
/ 

7 0  - p r e t t y  sure,  100 - very ce r t a in .  During the completion 
a 

of the  3 sample probes, the  pa r t i c ipan t s  were encouraged t o  

consider a l l  10 po in ts  of the  sca le ,  and t o  judge the  degree 

of c e r t a i n t y  t h a t  they could perform the tasks  referenced. a 

using?he sample probes, response demonstrations were given 

and verbal react ions  were invi ted a s  methods of emphasizing 

the  importance of considering a l l  gradations of the  s e l f -  
/ 

repor t  measure. 



A s  i n d i c a t e d  i n  Chapte r  One, under t h e  head ing  

"Measurement o f  Self-Ef f i c a c y "  , e f f i c a c y  judgements may b e  

measured i'n t e rms  o f  magnitude,  s t r e n g t h ,  and g e n e r a l i t y .  
3 

I n  t h i s  s tudy;  a l l  e f f i c a c y  measures were ave rage  s t r e n g t h  

measures ,  To o b t a i n  ave rage  s t r e n g t h  scoqes ,  i n d i v i d u a l  

r e sponses  t o  a  g i v e n  set o f  e f f i c a c y  probes  (e .g . ,  t h o s e  

r e f e r r i n g  t o  CTBS r e a d i n g  comprehension, CTBS mathemat ics ,  

o r  g e n e r a l i t y )  w e r e  summed and t h e  sum w a s  d i v i d e d  b y  t h e  

number o f  p robes  i n  t h a t  s e t .  
f- 

Desiqn and Procedures  

A l l  g rade  10 s t u d e n t s  were g i v e n  a  b r i e f  d e s c r i p t i o n  

o f  t h e  concept  o f  t e s t  a n x i e t y  and t h e  proposed t e s t  a n x i e t y  

c o u n s e l l i n g  programme b y  a schoo l  c o u n s e l l o r .  A l l  s t u d e n t s  

-- were encouraged t o  r e t u r n  a  p a r e n t a l  consen t  form p e r m i t t i n g  

them t o  a t t e n d  a  scree2ning s e s s i o n .  O f  t h e  g rade  10 group,  

78 s t u d e n t s  r e t u r n e d  t h i s  s igned  consen t  form. From t h e s e  

s t u d e n t s ,  4 1  p a r t i c i p a n t s  were s e l e c t e d  f o r  t h e  s t u d y  (see 

Haynes, 1982) .  The 41  p a r t i c i p a n t s  r e t u r n e d  t h e  second s igned  

p a r e n t a l  consen t  form p e r m i t t i n g  them t o  p a r t i c i p a t e  i n  t h e  

s t u d y  (see Appendix B ) ,  and m e t  a s  one group f o r  t h e  p r e t e s t i n g  

s e s s i o n .  A g r a d u a t e  s t u d e n t  i n  e d u c a t i o n a l  c o u n s e l l i n g  

conducted t h e  p r e t e s t i n g  s e s s i o n  u s i n g  a  s t a n d a r d i z e d  set o f  

i n s t r u c t i o n s  (see Appendix F) and,  as a  conc lus ion  t o  t h i s  



. , 

sess io 'n ,  reviewed t h e  purpose of  t h e  t e s t  a n x i e t y  programme, 

informed t h e  p a r t i c i p a n t s  o f  t h e i r  group ass ignments ,  and 

i s s u e d  a  schedule  of  each  g r o u p ' s  e i g h t  t r e a t m e n t  s e s s i o n s  

an'd t h e  one p o s t t e s t i n g  s e s s i o n .  
i 

Each of  t h e  t h r e e  c o u n s e l l i n g  groups - r a t i o n a l  emotive 

c o u n s e l l i n g  (REC) , s e l f - i n s t r u c t i o n a l  t r a i n i n g  (S IT) ,  and 
= 

p lacebo  c o n t r o l  (CON) - was scheduled f o r  e i g h t  50-minute 

s e s s i o n s  ove r  a  5-week p e r i o d .  A l l  t h r e e  groups  m e t  on t h e  

same c a l e n d a r  day f o r  e a c h  o f  t h e  e i g h t  s e s s i o n s ,  w i t h  t h e  

h o u r l y  s e s s i o n  t i m e s  r o t a t e d  s o  t h a t  each  group had e x p e r i e n c e s  

s i m i l a r  t o  t h o s e  o f  t h e  o t h e r  groups i n  meet ing  a t  d i f f e r e n t  

t i m e s  d u r i n g  t h e  s choo l  day. A l l  c o u n s e l l i n g  s e s s i o n s  w e r e  

h e l d  i n  one room o f  t h e  school :  a l l  s c r e e n i n g ,  p r e t e s t i n g ,  
,/-- \, 

end o f  t r e a t m e n t ,  and p o s t t e s t i n g  s e s s i o n s  w,re k e l d  i n  t h e  .- -- / 

c a f e t e r i a  o f  t h e  school .  The e i g h t  c o u n s e l l i n g  s e s s i o n s  were 

- scheduled  s o  t h a t  t h e y  occur rgd  a t  r e g u l a r  i n t e r v a l s  o v e r  a 

5-week t ime p e r i o d ,  and w e r e  conducted by  a  g r a d u a t e  s t u d e n t  

i n  e d u c a t i o n a l  c o u n s e l l i n g ,  n o t  t h e  same s t u d e n t  who had 

a d m i n i s t e r e d  t h e  s c r e e n i n g  t e s t s  and p r e t e s t s .  

The end of  t r e a t m e n t  t e s t i n g ,  c o n s i s t i n g  o f  t h e  ,T . 
a d m i n i s t r a t i o n  o f  t h e  p r e v i o u s l y  d e s c r i b e d  S e l f - E f f i c a c y  

Q u e s t i o n n a i r e ,  occu r red  one week a f t e r  t h e  conc lus ion  o f  

t h e  e i g h t h  and f i n a l  s e s s i o n  f o r  eacfi t r e a t m e n t  group.  



P o s t t e s t i n g ,  i n c l u d i n g  t h e  t h i r d  a d m i n i s t r a t i o n  o f  t h e  S e l f -  

E f f i c a c y  Q u e s t i o n n a i r e ,  occu r red  w i t h i n  t w o  weeks o f  t h e  

e i g h t h  t r e a t m e n t  s e s s i o n .  The same g r a d u a t e  c o u n s e l l i n g  

s t u d e n t  who had admin i s t e r ed  t h e  s c r e e n i n g  t e s t s  and p r e t e s t s  

conducted t h e  end o f  t r e a t m e n t  p robes  and t h e  p o s t t e s t s .  

The t h r e e  t r e a t m e n t s  r e s u l t e d  from t h e  development o f  

REC, SIT and CON c o u n s e l l i n g  programmes, which focussed  on 

t h e  t r e a t m e n t  o f  t e s t  a n x i e t y  i n  h i g h  schoo l  s t u d e n t s  (Merr ick,  

1983; Wallace ,  1983) . T h i s  c o b s e l l i n g  cu r r i cu lum r e s e a r c h  

produced manuals c o n t a i n i n g  d e t a i l e d  p l a n s  f o r  a l l  c o u n s e l l i n g  

s e s s i o n s .  The c o n c u r r e n t  development o f  t h e s e  manuals 

p e r m i t t e d  t h e i r  c o n s t r u c t i o n  a l o n g  p a r a l l e l  l i n e s .  Accord- 

i n g l y ,  t h e  format  o f  a l l  l e s s o n s  was h i g h l y  s i m i l a r  and  t h e  

amount o f  t i m e  a l l o t t e d  t o  instr~ction,~interaction, 

independent  a c t i v i t y ,  and homewrk was r e l a t i v e l y  uniform 
I,- 

a c r o s s  t r e a t m e n t s ,  

Each s e s s i o n  w a s  50-minutes i n  l eng th .  There  w e r e  e i g h t  

o f  t h e s e  s e s s i o n s  i n  each  o f  t h e  t h r e e  t r e a t m e n t s .  The manual 

w a s  e x p l i c i t  in i t s  p r e s e n t a t i o n  o f  each  s e s s i o n :  t h i s -  -- 

e x p l i c i t  q u a l i t y ,  and t h e  c o n c e n t r a t e d  r e h e a r s a l  o f  and 

r e f e r e n c e  t o  each  s e s s i o n  ' s m a t e r i a l  b y  t h e  c o u n s e l l o r ,  

ensu red  t h a t  t h e  manua l ' s  cu r r i cu lum was performed as  d i r e c t e d .  



Every session, o r  lesson, was introduced by a s ta ted  goal 

f o r  t h a t  pa r t i cu la r  lesson, an overview, and a summary of 

procedures with the amount of time a l l o t t e d  t o  each procedure. 

This introduction was followed by a l i s t  of performance 

objectives and a l i s t  of materials  required f o r  the lesson. 

The lesson i t s e l f  wqs presented i n  precise d e t a i l .  Counsellor 

a c t i v i t i e s  were described, with suggested verbalizations 

of ten provided. Accompanying student a c t i v i t i e s ,  when 

appropriate, .were arranged so t h a t  t h e i r  correspondence t o  

the counsellor a c t i v i t i e s  was c lear .  A suggested time 

allotment accompanied every a c t i v i t y .  The lesson was 
/ 

concluded by a summary and/or a homework task ,  Attendance 

records were kept f o r  each lesson, a s  well  a s  notes on home- 

work completion. The manual a l so  provided a form fo r  the 

establishment of an absentee buddy system, whereby any 

par t ic ipant  who missed a lesson could depend on another 

individual  t o  contact him/her with d e t a i l s  of= a c t i v i t i e s ,  

hand-out materials ,  and homework. 

Rational emotive counsellinq (REC) . This treatment 

was based on E l l i s '  r a t iona l  emotive therapy (1977). 

Comprehension of the major REC concepts was the f i r s t  goal; a 

i . e . ,  the re la t ionship between thinking and feel ing,  and the 
! 
I 

$ way d i f fe ren t  in te rpre ta t ions  of an event can produce d i f f e ren t  i 
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s i tua t ions ,  self-defeating statements increased anxiety levels .  

Therefore, awareness of these d e b i l i t a t i n g  self-statements 
B 

was establ ished a s  being an e s s e n t i a l  precursor co t h e i r  

eradicat ion and t o  1 o w e r e H e s t  anxiety. Once a l l  par t ic ipants  

had become aware of negative self-statements and t h e i r  

concomitant arousal  of negative emotions, e f f o r t s  t o  c rea te  

pos i t ive  responses incompatible with them could begin. The 

goal was t h a t  the pos i t ive  self-statements would replace the 

negative ones, w i t H  a  resu l t ing  improvement i n  handling 

t e s t  anxiety. 

The treatment sessions began with discussions of a f fec t ive  

and physical manifestations of t e s t  anxiety, Working from 

observational notes made by each par t ic ipant ,  the concept 

of negative self-statements was emphasized. Then, the idea 

t h a t  changing these self-statements could a l l e v i a t e  t e s t  

anxiety was introduced. Practice of t h i s  change began with 

verbalized posi t ive  se l f  -statements, gradually becoming 

whispered and f i n a l l y  covert self-statements. Techniques used 

i n  the treatment sessions were varied - relaxation breathing 

(modelled and performed) , overt  se l f - ta lk  (modelled -and 

performed) , i n  viva homework assignments, ro le  playing, 

simulated t e s t  s i tua t ion ,  thought-stopping, guided imagery, 

group dynamics. 
47 

7 
/ 
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- Placebo control  (CON), This treatment was based on 

research showing t h a t  non-directive therapy has minimal 

therapeutic power, i f  used i n  i so la t ion  from other  therapeut ic  

methods (~achman & Wilson, 1980). Therefore, the CON sessions 
* 

focussed on re la t ionship  enhancement as  the foundation of the 

treatment. Each session developed a  theme re la ted  t o  t e s t  

anxiety and i t s  format was structured closely t o  t h a t  of 

corresponding REC and S I T  sessions. The 

were group introductions;  de f in i t ions  of 

teachers and t e s t  anxiety;  subject  areas 

themes d e a l t  with 

t e s t  anxiety;  

and t e s t  anxiety;  

study s k i l l s ;  moral dilemmas, such a s  cheating; f ea r s ;  and 

phobias. 

I n  t h i s  sect ion of the  thes i s ,  descr ipt ive s t a t i s t i c s  

(means and standard deviations) f o r  a l l  treatment groups 
7 ,  

,for the experimental var iables  a t  each administrat ion of the 

e f f icacy  probes are, reported. (See Haynes, 1982, f o r  a  

discussion of the r e l i a b i l i t y  of the  screening instruments.) 

Later in  the chapter, co r re l a t iona l  analyses a re  presented, 
i 

and i n f e r e n t i a l  t e s t s  of between group and within group 

differences  a re  discussed. The chapter concludes with a 
\ 

summary of experimental r e s u l t s .  



~ e s c r i p t i v e  S t a t i s t i c s  

.This discussion of descr ipt ive s t a t i s t i c s  was intended 

t o  map trends i n  the  data and t o  increase the reader ' s  

. f ami l i a r i ty  with the data.  There i s  no intent ion t h a t  any 

of the  discussion i n  t h i s  section should be taken t o  imply 

s t a t i s t i c a l  o r  c l i n i c a l  di f ferences  between groups o r  over time. 

A s  Table 1 indicates ,  a l l  three treatment groups were 

r e l a t i v e l y  s imi la r  on the p r e t e s t  performance measures 

(CTBS reading and mathematics subtests  j . Considering pre- 

t o  pos t t e s t  changes on the CTBS reading subtes t ,  the S I T  

group showed the g rea tes t  increase,  with control  and REC 

groups showing some improvements. Pre- t o  p o s t t e s t  comparisons 

of the CTBS mathematics r e s u l t s  indicate t h a t ,  while a l l  three 

groups improved, the  REC and S I T  showed the g rea tes t  
* 

increases. 

A s  Table 2 indicates ,  a l l  three treatment groups were 

r e l a t i v e l y  s imi la r  on the p r e t e s t  se l f -eff icacy probes. In  

both the reading and-the mathematics probes a t  p re te s t ,  

the  S I T  group scored the highest ,  the REC group next, - and the 

CON group scored lowest, A l l  th ree  groups, on the  s e l f -  

e f f icacy  probes re ldted t mathematics performance, showed d 
I c=' 

an increase from p r e t e s t  t o  end of treatment, then a  decrease 

on the pos t t e s t  probes. In both ' the  reading and the 



Table  1 

Table  2 - 
Means and S tanda rd  D e v i a t i o n s  o f  A l l  Groups on 

S e l f  E f f i c a c y  Measures a t  P r e t e s t ,  End' o f  Treatment,,  
and P o s t t e s t  i n  Experiment One 

Means and S tanda rd  D e v i a t i o n s  of  A l l  Groups on 
CTBS Measures a t  P r e t e s t  and P o s t t e s t  

i n  Experiment One 

Measure Treatment  
Group 

CTBS REC 
Reading ' -  SIT 

CON 

Measure - Treatment  
~ r o u p  . 

CTBS Math REC 
SIT . 

- . CON 

SE REC 
Reading SIT 

CON 

P r e t e s t  - 
x SD 

18.67 6.88 
516.25 6.79 
20.00 6.7k 

SE REC ' 

Math SIT 
CON 

P o s t t e s t  
x SD 
- 

20.78 9.23 
21.00 7-06 
23.00 8.80 

16.78 7.79 
14.50 5.11 
15-11 7.15 

1 P r e t e s t  - 
x SD 

20.56 8.16 
18.25 6.34 
17.00 6.33 
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6 
mathematics pos t t es t  probes, @he S I T  group scored the highrest, 

the control group next highest, and the REC group scored 

lowest, Figures 1 and 2 c l a r i fy  the re la t ive  standings of 
* 

the three treatment groups on the self-efficacy probes for  

reading and mathematics. J 

~ i g u r e s  3 and 4 p lo t  the CTBS and self-efficacy means 

of a l l  three groups on the reading and mathematics subtests,  

and are intended t o  f a c i l i t a t e  comparisons between groups aAd 

between CTBS and self-eff icacy means. Figure 3 shows that  

the S I T  and CON grpups had increased performance on the CTBS 

reading subtest accompanied by increased self-efficacy. The 

REC group also had increased CTBS performance, but no accom- < 
- 

panyisg incrhase in self-eff icacy . A similar s i tuat ion i s  

revealed by Figure 4. Both the S I T  and CON groups showed 

increased performance on the CTBS mathematics subtests 

accompanied by increased self-&fficacy, while the REC group .. , 

showed increased CTBS performance with no accompanying increase 

.in self-efficacy. 

Correlational Analyses 

A 10-point scale (ranging from 10 to-100 in intervals.  

of 16) accompanied each eff icacy probe in t h e  study.-The 

higher the rat ing on the scale,  the higher the judged efficacy, 
- 

I The part icipants  circled one number on each scale t o  indicate 
1 



Mean Scores 

Pretest  End of, Post test  . . 
Treatment 

- 

-Figure 1: Mean scores of a11 groups on the se l f -  
efficacy reading probes i n  experiment one. 

---- -- 

9 

- 
Legend : REC 

--------- , SIT 
-........ CON 



Mean Scores 

Pretest  - End of Post test  
Treatment 

TIME 

Figure 2 : Mean scores for a l l  groups on the se l f -  
. efficacy mathematics probes i n  experiment 

one. 
Legend : REC .......... CON 

---------- S I T  



Pretes t  End of Post test  
Treatment 

TIME 

Figure 3 : CTBS reading means and self-efficacy reading 
means of a l l  three groups a t  three points - 
pre tes t ,  end of treatment, and pos t tes t  - 
i n  experiment one. + - -  - 

Legend : REC (CTBS) LJ 
--------- S I T  (CTBS) 

CON (CTBS) . .  .A.. . .  .A. CON (SE) ......... 



Pretes t  End of Pos t tes t  
Treatment 

TIME 

Figure 4: CTBS 'mathematics means and self-efficacy 
mathematics means of a l l  three groups a t  
three points - pre tes t ,  end of treatment, 
and pos t tes t  - i n  experiment one. - 

I 
Legend : REC (CTBS) .+WC ( S E )  : $ 

--------- SIT (CTBS) -& - - -A- SIT ' ( sE)  f 

......... CON (CTBS) - -A. . . . .A. CON ( S E )  



t h e i r  cer tainty about t he i r  a b i l i t y  t o  perform the task 

described by tha t  eff icacy probe. A n  average strength score 

was calculated from these responses t o  the eff icacy probes. 

As previously explained, an average strength score-was - 

obtained by summing individual responses t o  a  given se t  of 

efficacy probes, and dividing t h i s  sum by the number of probes 
7 

J 
i n  tha t  set .  

The higher the average efficacy strength score, the 

stronger the judgement of a b i l i t y  t o  perform the tasks within 

tha t  group of probes. The lower the average efficacy strength 

score, the weaker the bel ief  i n  the a b i l i t y  t o  perform the 

tasks i n  question. 

The average eff icacy strength scores were correlated 

fiith performance resu l t s  on the CTBS subtests to which they 

referred. The pretest 'ef f  &acy strength scores were correlated 

with both pre- and post tes t  CTBS subtest performances. The 

end of treatment efficacy strength scores and the pos t tes t  

L-T 
eff icacy scores were correlated only with the pos t tes t  CTBS 

subtest  performances. These correlations are presented by 

group i n  Table 3 and 4. 

Only one s t a t i s t i c a l l y  re l i ab le  correlation emerged when 

the pre tes t  se l f  -ef f  icacy probes were correlated with the 

pre tes t  CTBS scores for  mathematics or  reading. The S I T  

4 
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Table  3 
1 

~ x p e r i m e n t  One 
Pearson C o r r e l a t i o n s  Between CTBS ~ e a d i n ~  Sco res  

and Average Self -Ef  f i c a c y  S t r e n g t h  Sco res  

Group R E  C 11 SIT 
- - 

CON 
3 ( n = l l )  

P o s t  - CTBS Reading 

Se lf-Ef f i c a c y  
S t r e n g t h  Sco res  

P r e t e s t  Probes  

End of  Treatment. 
Probes  

P o s t t e s t  Probes  

P r e  

/ 

Pre  P o s t  

-0.12 0.34 '0.66** 

0.27 t 

0.72*$ 

P o s t  

* p < .05 
** p < - 0 1  

Table  4 

Experiment One 
Pearson C o r r e l a t i o n s  Between CTBS Math S c o r e s  

and Average Self -Ef  f i c a c y  S t r e n g t h  Sco res  

Group REC 
1 (n=12) 

SIT - CON 
2 (n=14) - 

P r e  P o s t  . P r e  CTBS Math P o s t  P o s t  

0.49 

0.44 

0.63* 

Se l f -Ef f  i c a c y  
S t r e n g t h  Sco res  

P r e t e s t  Probes  

End of  ~ r e a t d t  
Probes  

P r e  

0.52 

P o s t t e s t  Probes  

L 



group s  pre tes t  self-ef ficacy probes correlated s ignif icant ly 

w i t h  t h i s  group's performance on the CTBS reading pre tes t  

(I = -66,  p  < -01).  These resul ts  suggest tha t ,  with one - 
- 

exception. the part icipants  were unable t o  predict  t h e i r  

performance on the CTBS pretests .  

Significant relationships emerged i n  two of the three 

groups, the REC and CON treatments,. when average efficacy 

strength scores fo r  the p re tes t  probes were correlated with 
"7 

performance on the CTBS mathematics post test  (g = .78, 

p  < -01; r = -68, p  ( -05).  No relationship was found between - - 2 

the average efficacy strength scores for  the pre tes t  probes 

and performance on the CTBS reading post test .  These resul ts  

suggest tha t  the part icipants  were be t te r  able t o  predict  

t h e i r  performance on a  mathematically-oriented rathePthan a  

reading-orie'nted task.' 
4 

When average efficacy strength scores for  the end of 

treatment probes were correlated with performance on the 

CTBS pos t tes t ,  the S I T  group showed a  s ignif icant  resu l t  on 

the correlation between end of treatment probes and scores 

on the reading subtest ( r  = - 6 6 .  p < .01) ; and for  both the - - 
REC and CON groups, correlations between end of treatment 

L 

probes and scores on the mathematics subtest were s ignif icant  

(L = - 7 2 ,  p < -01: r = -68, p  < -05).  Thus. the REC and - - - 



CON groups tended t o  be more accurate than the S I T  group i n  

t he i r  pre tes t  and end of treatment predictions of t he i r  

performance on the CTBS mathematics post test .  

Consistently s ignif icant  relationships became evident 

when the post test  average efficacy strength scores were - - - 

correlated with pos t tes t  performance on both the reading 

and mathematics subtests for  a l l  three groups. These resul ts  

indicate tha t ,  a f t e r  completion of the t . r e e  treatment 
- 

,4 - ' 
programmes and the CTBS post tes ts ,  a l l  participan-ts were 

t b '  ' - 
be t t e r  ab'le t o  predict  t he i r  performance on the CTBS reading 

25 
and matBematics subtests.  

Inferent ia l  Tests 

The description of inferent ia l  t e s t s  i n  t h i s  chapter 

w i l l  be limited t o  a  discussion of the self-efficacy variable$. 

Inferent ia l  t e s t s  fo r  the CTBS variables may be found i n  

Haynes, 1982. Briefly., Haynes ' analyses indicat;? t ha t  a l l  

groups (considered together) improved from pre- t o  pos t tes t  

on CTBS reading (El, 27  = 13.36, p < -01) and CTBS mathematics a 

- 
& , 2 7  = 21.23, - p < .01). No between group differences were 

found on e i t he r  of the CTBS variables. 

I n  order t o  t & s t  for  between group treatment e f fec t s ,  

one way analyses of variance (see Appendix G )  were performed 
I 

on self-efficacy, reading, and mathematics scores a t  each of 
1 



the three administrations of these probes - pretes t ,  end 

of treatment, and post test .  No signif icant  treatment e f fec t s  

were found. . 

I n  order t o  examine experimental changes from pre tes t  

------ 
t o  postte%x, ,, two way analyses of variance (treatment x time) 

were conducted (see Appendix G) . These analyses revealed 

no s ignif icant  main e f fec t s  on treatment by time interaction 

e f f ec t s ,  Complete 3 (pre tes t ,  end of treatment, and post tes t )  

x  3 (REC, SIT, and CON) analyses of variance were not conducted 

because such analyses were not germane t o  the central  hypo- 

theses of the study, 
G 



CHAPTER I11 

EXPERIMENT TWO 

This chapter has a dual purpose. I t  discusses the 

methods used t o  plan and conduct experiment two, and describes 

the obtained resul ts .  The discussion of methods begins.with 
- 

.information on the se t t ing  and part icipants  of experiment 

two. Then, the instruments, which are ident ica l  t o  those used 

i n  experiment one, are reviewed. Also contained i n  the 

methods sectjon i s  a description of the design and procedures, 

w i t h  the focus on differences between experiment one and 

experiment two. ' Completing the discussion of methods i s  an I 
examination of the experimental treatments, again w i t h  the 

focus on differences between experiment one and experiment 

two. The resul ts  of experiment two are described i n  the - f i na l  

section of the chapter'. Descrip'tive s t a t i s t i c s  are reported, 

followed by a presentation of correlat ional  analyses and 

inferent ia l  t e s t s  of between kroup and within group 

differences. 



Method 

S e t t i n q  and P a r t i c i p a n t s  

The s tudy took p l a c e  i n  a  j u n i o r  secondary school  

(grades  8  t o  l o ) ,  w i t h  a  t o t a l  enrol lment  of approximately 

550 s tuden t s .  The school  draws s t u d e n t s  from a  l a r g e l y  

suburban community whose socioeconomic s t a t u s  i s  p r i m a r i l y  

middle c l a s s ;  A l l  grade 10 s t u d e n t s  were given b a s i c  i n f o r -  

mation about  t h e  programme by a  school  counse l lo r .  Th i s  
\ 

informat ion  c o n s i s t e d  of  t h e  concept o f  test  a n x i e t y ,  t h e  

purpose of  t h e  sc reen ing  s e s s i o n ,  and t h e  o r g a n i z a t i o n  and 

' format of t h e  c o u n s e l l i n g  s e s s i o n s .  

An i n i t i a l  group o f  42 s t u d e n t s  subsequent ly volunteered  

t o  p a r t i c i p a t e  i n  t h e  sc reen ing  s e s s i o n ,  each one r e t u r n i n g  

a  s igned form giv ing  p a r e n t a l  consent  f o r  t h e  sc reen ing  

s e s s i o n  ( s e e  Appendix A ) .  This  group was assessed  on s tudy  

2 
h a b i t s ,  l e v e l s  of  a n x i e t y ,  and s p e c i f i c i t y  o f  anx ie ty .  

Because t h e r e  were n o t  enough vo lun tee r  p a r t i c i p a n t s  t o  

war ran t  sc reen ing  a s  i n  t h e  first experiment,  a l l  42 vo lun tee r s  

were accepted f o r  p a r t i c i p a t i o n  i n  t h e  s tudy  (see Haynes, 

1982, f o r  sc reen ing  s e l e c t i o n  d i s c u s s i o n ) .  These 42 s t u d e n t s  

were given f u r t h e r  information by t h e  school  c o u n s e l l o r  about  
-- ---- 

t h e  p r e t e s t i n g  s e s s i o n ,  t h e  g o a l s  of  t h e  programme, and t h e  



schedule  o f  t h e  programme s e s s i o n s .  Also,  each  s t u d e n t  

was g iven  a  p a r e n t a l  consen t  le t te r  which summarized t h i s  

i n fo rma t ion ,  and was asked  t o  r e t u r n  it, s igned ,  as proof  

o f  pe rmis s ion  t o  p a r t i c i p a t e  i n  t h e  t e s t  a n x i e t y  programme 

(see Appendix B ) .  

The p a r t i c i p a n t s  w e r e  a s s i g n e d  randomly t o  one of t h r e e  

groups - r a t i o n a l  emotive c o u n s e l l i n g  (REC) , s e l f - i n s t r u c t i o n a l  

t r a i n i n g  (S IT) ,  o r  c o n t r o l  (CON).  To e n s u r e  e q u i v a l e n t  s e x  

composi t ion a c r o s s  a l l  g roups ,  a l l  female s t u d e n t s  w e r e  

a s s i g n e d  p r i o r  t o  t h e  ass ignment  o f  t h e  m a l e  s t u d e n t s .  The 

r e s u l t i n g  group compos i t ions  w e r e  as  fo l lows :  10 p a r t i c i p a n t s  

i n  t h e  REC group ( 2  male,  8 f e m a l e ) ,  11 p a r t i c i p a n t s  i n  t h e  

SIT group  ( 3  m a l e ;  8 f e m a l e ) ,  and 9 p a r t i c i p a n t s  i n  t h e  CON 
'% 

group ( 2  male, 7 female)  . 

In s t rumen t s  

Three s e t s  of  i n s t r u m e n t s ,  i d e n t i c a l  t o  t h o s e  i n  

exper iment  one,  w e r e  used.  One set  was used t o  s c r e e n  t h e  m 

v o l u n t e e r  group,  a second set measured performance and self- 

- 
r e p o r t  v a r i a b l e s  a t  t h e  p re -  acd  p o s t t e s t i n g  s e s s i o n s ,  and 

' 

a  t h i r d  se t  measured s e l f - r e p o r t  v a r i a b l e s  a t  p r e t e s t i n g ,  

'5 

end o f  t r e a t m e n t ,  and p o s t t e s t i n g  p o i n t s .  All of t h e s e  
6 

i n s t r u m e n t s  ' have been  d e s c r i b e d  i n  Chapter  11. 



Desiqn and Procedures  - 

.- B 

A l l  g r ade  10  s t u d e n t s  w e r e  g iven  a  b r i e f  d e s c r i p t i o n  o f  

t h e  concep t  o f  t e s t  a n x i e t y  and t h e  proposed t e s t  a n x i e t y  

c o u n s e l l i n g  programme by a schoo l  c o u n s e l l o r .  ~ l f  s t u d e n t s  
* 

' w e r e  encouraged t o  r e t u r n  a p a r e n t a l  consen t  form p e r m i t t i n g  
d 

them t o  a t t e n d  a s c r e e n i n g  s e s s i o n .  O f  t h e  g r a d e  10 group,  

'42 "s tudents  r e t u r n e d  t h i s  s igned  consen t  form. A n a l y s i s  of 

t h e  s c r e e n i n g  group '  s t e s t  r e s u l t s  r e v e a l e d  no s i g n i f i c a n t  

d i f f e r e n c e s ,  t h e r e f o r e  a l l  s t u d e n t s  who p a r t i c i p a t e d  i n  t h e  
9 

s c r e e n i n g  s e s s i o n  w e r e  a ccep ted  a s  p a r t i c i p a n t s  i n  t h e  s t u d y  

( s e e  Haynes, 1982) .  

A t o t a l  o f  3 1  s t u d e n t s  r e t u r n e d  t h e  second s igned  

p a r e n t a l  consen t  form p e r m i t t i n g  them t o  p a r t i c i p a t e  i n  t h e  

s t u d y ,  and m e t  a s  one group  f o r  t h e  p r e t e s t i n g  s e s s i o n .  Tfie 

same schoo l  c o u n s e l l o r  who had provided  p r e v i o u s  i n fo rma t ion  

abou t  t he .  s t u d y  conducted t h e  p r e t e s t i n g ,  u s i n g  t h e  same 

s t a n d a r d i z e d  s e t  o f  i n s t r u c t i o n s  as  f o r  exper iment  o n e  (see 
_ L I  

Appendix F). A s  a conc lus ion  t o  t h e  p r e t e s t i n g  s e s s i o n ,  t h i s  

c o u n s e l l o r  reviewed t h e  purpose  o f  t h e  te-nxiety programme, 

informed t h e  p a r t i c i p a n t s  of t h e i r  g roup  ass ignments ,  a n d -  - --- - 

i s s u e d  a schedu le  of e a c h  group's eim tredmen.t; sessions- - - - 

- - - - - - - -- - 
- - 

and t h e  one p o s t t e s t i n g  s e s s i o n .  The t r e a t m e n t  s e s s i o n s  w e r e  

.conducted by t h e  s choo l  c o u n s e l l o r .  T h i s  c ~ u n s e l l o r  w a s  



known t o  a l l  t h e  p a r t i c i p a n t s  as,  one of t h r e e  . c o u n s e ~ l o r s  

w i t h i n  t h a t  p a r t i c u l a r  &chool  - and wabs a  graduate  s t u d e n t  i n  
2 '  

e d u c a t i o n a l  counsel l$ng.  

Each of t h e  t h r e e  c o u n s e l l i n g  groups - r a t i o n a l  emotive 

counse l l ing  (REC) . s e l f - i n ' s t r u c t i o n a l  t r a i n i n g  (SIT)  , and 

placebo c o n t r o l  (CON) - was scheduled f o r  e i g h t  50Lminute 
C $ - 9' 

s e s s i o n s  over  a  6-week pe r iod .  . A l l  t h r e e  groups met on t h e  
s 1 L * a P 

'same ca lendar  day f o r  each of  t h e  e i g h t  sess ions .  wi th  t h e '  

hqu;ly s e s s i o n  t i m e s  r o t a t e d  s o  - t h a t  each ,groyp had s i m i l a r  

exper iences  t o  t h e  o t h e r  groups i n  meeting a t  d i f f e r e n t  t imes  

dur ing  t h e  school  day. A l l  couns'ell ing s e s s i o n s  were he ld  - 

i n  one room of t h e  school:  a l l  screening;  p r e t e s t i n g .  and 
t 

' p o s t t e s t i n g  s e s s i o n s  were h e l d  i n  t h e  c a f e t e r i a  o f ' t h e  school.  - 

The schoql  t i m e t a b l e  opera ted  on a  4-day c y c l e ;  thereEore ,  
Y 

' t he  8 counse l l ing  s e s s i o n s  were scheduled s o  t h a t  t h e y  
1 

occurred  every  f o u r t h  school  day. cover ing  a  6-week time . 
per iod .  . - .  

The end of  t r ea tmen t  t e s t i n g .  c o n s i s t i n g  of t h e  

, \ 

a d m i n i s t r a t i o n  o f .  t h e  p r e v i o u s l y  desc r ibed  Sel f -Eff icacy  
i 

- -- - 

~ u e s t i o n n a i r e ,  occurred a t  t h e  conclusion of  t 6 e  e i g h t h  and ., 
I , 

r 
- -  - 

f i n a l  s e s s i o n  f o r  each  t r ea tmen t  group. P o s t t e s t i n g .  inc lud ing  

t h e  t h i r d  a d m i n i s t r a t i o n  of  t h e  Self-Eff i cacy  ~ G e s t i o n n a i r e ,  
/ 

occurred  w i t h i n  one week of  t h e  e i g h t h  t r ea tmen t  sess ion .  



The same counse l lo r  who had conducted t h e  p r e t e s t i n g  and 

cou?se l l ing  s e s s i o n s  adminis te red  t h e  end of  t r e a t m e n t  probes 

and t h e  p o s t t e s t s ,  

Treatments 

The t h r e e  t r e a t f i e n t s  r e s u l t e d  from t h e  development of  

REC, SIT, and'CON c o u n s e l l i n g  programmes, fo l lowing t h e  same 

manuals ars used i n  experiment one wh%h were t h e  product  of  

counse l l ing  curriculum- resea rch  by  Merrick (1982) and Wallace 

( 1982 ) . The concurrent  development o f  t h e s e  manuals 'permitted" 
f 

t h e i r  c o n s t r u c t i o n  a long  p a r a l l e l  l i n e s .  Accordingly,  t h e  

format of  a l l  l e s s o n s  was h igh ly  s i m i l a r  and t h e  amount o f  
R 

t ime a l l o t t e d  t o  i n s t r u c t i o n ,  i n t e r a c t i o n ,  . independent a c t i v i t y ,  

and homework was r e l a t i v e l y  uniform a c r o s s  t r ea tmen t s .  

I n  bo th  experiments one and two, t h e  c o u n s e i l o r s  

followed t h e  same manuals. Also,  t h e  two c o u n s e l l o r s  met a t  - 
h 

weekly i n t e r v a l s  over  t h e  d u r a t i o n  of t h e  experiments t o  

review t h e  manuals' p l a n s  f o r  counse l l ing  s e s s i o n s  scheduled,  

f o r  t h a t  week, ensur ing  t h a t  t h e i r  d e l i v e r y  o f  t h e  t r ea tmen t s  

w a s  comparable. An a d d i t i o n a l  purpose o f  t h e s e  weekly 

meetings w a s  t o  review completed s e s s i o n s ,  providf  ng  fzzecTb=ck- - 

t o  t h e  manuals ' d e s i g n e r s  on th>e p r a c t i c a z  x p p P ~ i c a t 5 m r o f  

t h e  c o u n s e l l i n g  t r ea tmen t s  (see Merrick, 1982 ; Wallace, 
'7 



Consideration' of the resul ts  of these meetings and the 

content of logbooks kept by both counsellors led t o  the 

conclusion tha t  the ra t ional  ?motive counselling and the 

self- instruct ional  t raining were conducted in  a highly 

6 

similar fashion in  experiments one and two. .(For a discussion 

/ of these two counselling treatments, please see chapter two.) 
1 

A second conclusion resul t ing from examination of the material 

from the weekly meetings and the counsellors' logbooks was 

t ha t  the placebo control treatment in  experiment two had 

varied a t  times from the manual., (See Haynes, 1982, for  a 

discussion of the variations of the control treatment i n  

experiment two from the manual.) Detailed perusal of the 

b differences between the control manual and the actual  content 

of the control 'treatment i n  experiment 'two revealed tha t  these 

differences violated neither the focus on relationship 
7 % 

enhancement nor the non-diyective orientation which were the 

E 

dominant characteris- control treatment. - - 

Results 

P d .: 
I n  t h i s  section of the thes is ,  descriptive s a t l s t i c s  

- - --- 

(means and standard deviations) for  a l l  treatment -groups 
i 

fo r  the experimental variables a t  each administration of the .- 
eff icacy probes are reported. (See Haynes, 1982, for  a 



a
 

$ a, C
,
 

C
 

. rl m
 

e m
 

U
 

.rl 
C
,
 

m
 

4
 

C
,
 

m
 

C
,
 

m
 

:
 

- rl 4J 
Q

 
-,+

 
k

 
U

 
rn a, 
a
 

W
 
0
 

C
 
0
 

.ti 
[I) 
m

 
3
 

U
 

rn 
-
4

 
a
 

a
 a, 

C
,
 

C
 

a, 
m

 
a, 
k

 
a
 

a, 
k

 
Id 

rn a, 
[I) 

h
 

r
l 
Id 
C
 

a
'

 
rl 
rd 
C

 
0
 

- rl 4J 
rd 

f-4 a, 
k

 
k

 
0
 

U
 5
 

k
 

a, 
4J 
a
 

2 U
 

a, 

S C
 

.rl 

k
 

a, 
4J 
rd 
GI 

h
 

F: 
H
 m

 
C
,
 

2 cr C
 
0
 

. rl 4J 
C

 
'a

, 
4J 
C

 
-rl 

0
 

C
 

m
 

- rl a, 
k

 

s ;
 

C
,
 

rd 
a
 

9 9 
,
/
 

- r
l/ 

,-5 h
 

4J 
- rl k

 
rd 

-rl 
r
l 

- rl B '4-4 

m 

5 -4
 

3 m
 

$
 3 

d
 

U
 

5 U
 

k
 

a,. 
I
)
 



Table 5 

Means and Standard Deviations of A l l  Groups on 
CTBS Measures a t  Pretest  and Post test  i n  

Experiment Two 
i 

Measure Treatment 
Group 

CTBS REC 
' 

Reading S I T  ' 

CON 

CTBS Math REC 
S I T  

SON 

Pretest  - . x SD 
Post test  
K 'SD 

than those on the mathematics subtest. 

- As Table 6 indicates,  a l l  three treatment groups were 
0. 

re la t ive ly  similar on the p re tes t  efficacy probes. In both 

the reading and the mathematics probes a t p r e t e s t ,  the S I T  

group scored the highest, the REC group next, and the CONf 
\- > 

gr,oup scored lowest. On the self-ef •’icacy probes related. 

3 

t o  reading and mathematics performance, the CON group showed 
P 

the greatest  increase frdm pre tes t  t o  end of treatment and 

was the only grgup tha t  showed a decrease from enCi of t rea t -  - 

ment t o  pos t tes t .  The CON group emerged as  the lowest of 

. the three groups on the pos t tes t  probes. The most consistent 

changes were shown by the REC group. On the self-efficacy'  



Table 6 

Means and Standard ~ e v i a t i o n s  of A l l  Groups on. 
Self Efficacy Measures a t  Pretest ,  End of Treatment, 

and Post test  i n  Experiment Two 

Measure ~rea tment  
Group 

Pretest  - 
x SD 

SE .REC 
Reading S I T  

CON 

SE Math REC 

*. S I T  
,CON 

End 
6 SD 

Post test  - 
x SD 

probes related t o  reading and mathematics. performance, thei 

REC group showed an increase from pre tes t  t o  end of treatment, 

- 
then a further  increase from end of treatment t o  pos t tes t .  

A l l  groups showed an increase from pre tes t  t o  end of t rea t -  

ment, with the exception of the S I T  group on mathematics 

performance. The S I T  group then showed the greatest  increase 

from the end of treatment t o  the pos t tes t  probes. Figures 
% 

5 and 6 c l a r i fy  the re la t ive  standings of the three treatment - 
groups on the self-efficacy probes for  reading and mathematics. 

+ - 

Figures 7 aad 8 p lo t  the CTBS and self-efficacy means 
--  

of a l l  three gro;ps on the reading and mathematics subtests,  
c 

I 

and are intended :to fac i l i t a te .  comparisons be tween groups and 



Mean scores-* 

Pre tes t  End of Pos t tes t  
' Treatment 

Figure 5 : Mean scores of a l l  groups on <he ael@- - 

eff icacy reading probes i n  experiment two. 

Legend : REC 
--------- SIT 

1 . . . . . . . . .' CON 



Mean Scores 

Legend : *C . - - * . - . * * .  CON 
---------- SIT ' , 

- 5  

- 4  

- 3  

- 2  

- 1  

7:0 

- 9  

- 8  

- 7  

- 6  

- 5  

- 4  

- 3  

- 2  

- 1  

6.0  

- 9  

- 8  

- 7  

- 6  

5.5 

* 

Pre tes t  End of Post tes t  
Treatment 

- 

TIME 
- - - 

d 
Figure 6: Mean scores for  all groups on the self- 

efficacy mathematics probes i n  experiment .two. 



ffl ffl 
A .-I 

I 
P r e t e s t J  End o f  

T rea tmen t  
TIME 

P o s t t e s t  

F igu re  7: CTBS r e a d i n g  means and s - e l f - e f f i c a c y  r e a d i n g  a 
3 

means o f  a l l  t h r e e  groups a t  t h r e e  p o i n t s  - 
1 f 

p r e t e s t ,  end o f  t r e a t m e n t ,  and p o s t t e s t  - 
i n  exper iment  t w o .  I 

- - -1 
Legend : REC (CTBS) - R E C ~ L S E I  

--------- SIT (CTBS) *---A- SIT (SE) 
1 

CON (CTBS) ......... . -A. . .  .A. CON (sq) 



- - 

Pretes t  End of - Post tes t  
Treatment 

TIME 

Figure 8: CTBS means and self-efficacy 
of a l l  three groups ah 

end of treatment, 
and pos t tes t  - fn experiment two, 

REC (CTl3S) -&-7+mm Legend : 
- 

-------- SIT ICTBS) -A-%-A- SIT (sE), 

.. Q . . . . . . . ,  CON CCTBS) ,.A.. A. CON (SE) 



between CTBS and self-efficacy means. Figure 7 shows tha t ,  

i n  reading, the self-efficacy means and the CTBS means follow" 

a more closely aligned pattern for  the REX group than they 

do for  the other two groups. A t  a l l  three assessment times, 

the self-efficacy means exceed the CTBS means for  both the 

S I T  and CON groups, in  reading. Figure 8 shows tha t ,  i n  

mathematics, the self-efficacy means and the CTBS means again 

follow a more closely aligned pattern fo r  the REC group than 

they do for the other two groups. Also, i n  mathematics,both 

the S I T  and CON groups have se l f -d f i cacy  means t ha t  exceed 

CTBS means, as  they did i n  reading. 

Correlational Analyses 

Refer t o  chapter two, for  a discussion of the calculation 

of average efficacy strength scores. Average efficacy 
#-- 

strength scores were qorrelated with performance resu l t s  on 

the CTBS subtests t o  which they referred. The pre tes t  efficacy 

strength scores were correlated with both pre- and post tes t  

CTBS subtest performances. The end of ,treatment efficacy 

strength scores and the pos t tes t  efficacy strength scores 

were correlated only with the post test  CTBS subtest perfom- - - 

- -- 

antes. These correlations are presented by group i n  Tables, 

7 and 8, 



Table  7 

Experiment Two 
Pearson C o r r e l a t i o n s  ~ e t w e e n  CTBS Reading Scores  

and Average S e l f - E f f i c a c y  S t r e n g t h  Scores  

Table  8 

Experiment Two . 
Pearson C o r r e l a t i o n s  Between CTBS Mathematics Scores  

and Average Self-Ef f i c a c y  S t r e n g t h  Scores  

I Group REC 
1 (n=10) 

Group REC f-' 

1 (n=10) 

CTBS Math I P r e  I P o s t  

CTBS Reading 

~e l f -E•’  • ’ icacy  
.S t rength  Scores  

P r e t e s t  Probes 

End of  Treatment 
-, 

. Probes 

P o s t t e s t  Probes , 

Self-Ef f i c a c y  
S t r e n g t h  Scores  

P r e t e s t  Probes 

SIT 
- 

2 ( n = l l )  

P r e  

0.48 

\ 

Pre 

0.15 

.- 

P o s t  

0.74* 

0.53 

0.44 

e 

P o s t  

- -0.05 

0.2 1 

0.20 

CON 
3 (n=10) - -  

* 

E-nd o f  Treatment 
Probes 

P o s t t e s t  Probes 

I 2 ( n = l l )  3 (n=10) 

Pre  P o s t  P r e  

- 

0.20 0.04 

-0.08 -0.04 

Pre  

0.04 

SIT 

0.42 

0.52 

Pos t  

0.27 

0.63*' 

0.19 

I - I CON 

* p ( -05  - ** p ( . O l  - 



Only t h r e e  s t a t i s t i c a l l y  r e l i a b l e  c o r r e l a t t o n s  emerged. * 

When average e f f i c a c y  s t r e n g t h  scores  f o r  t h e  p r e t e s t  . s e l f -  

e f f i c a c y  probes were c o r r e l a t e d  w i t h  CTBS p o s t t e s t  performance, 

t h e  REC group showed s i g n i f i c a n t  r e l a t i o n s h i p s  i n  b o t h  - - 

reading  and mathematics (r = .74, p  ( .05: = -88, p  ( .01) .  - - 
When average e f f i c a c y  s t r e n g t h  scores  f o r  t h e  end o f  t rea tment  

probes were c o r r e l a t e d  w i t h  performance on t h e  CTBS p o s t t e s t s ,  
.. 

t h e  CON group showed a  s i g n i f i c a n t  r e s u l t  on t h e  reading  

s u b t e s t  (r = -63,  p  ( .05) . When average e f f i c a c y  s t r e n g t h  - 
s c o r e s  f o r  t h e  p o s t t e s t  probes wer; c o r r e l a t e d  w i t h  CTBS 

p o s t t e s t  performances, no s i g n i f i c a n t  r e l a t i o n s h i p s  emerged. 
- 

rP 
I n f e r e n t i a l  T e s t s  

The d i s c u s s i o n  of  r e s u l t s  o f  i n • ’ e r e n t i a l  t e s t s  i n  t h i s  
4 

chap te r  w i l 1 , b e  l i m i t e d  t o  a  d i scuss ion  o f  t h e  s e l f - e f f i c a c y  

I n f e r e n t i a l  t e s t s  f o r  t h e  CTBS v a r i a b l e s  may be 
'7 u aynes,  1982. B r i e f l y ,  ~ a y n e s '  a n a l y s e s  m d i c a t e  

t h a t  a l l  groups (cons idered  t o g e t h e r )  improved from pre- t o  

p o s t t e s t  on 'CTBS reading  
'-, = 49.96, p  ( .01) .  S i g n i f i -  - 

c a n t  between group d i f f e r e n c e s  a t  p o s t t e s t  were apparent  on 

CTBS mathematics (I&, 17 = 4.06, p  < .05) and CTBS r e a d i n g  - -- - - . - 

(E2 .17 = 6.30, p  ( -01). w i t h  b o t h  d i f f e r e n c e s  be& - - - - - - - - 
a t t r i b u t a b l e  t o  h igher  s c o r e s  f o r  tase two experimental  groups 

.- 
\ 

than  f o r  t h e  c o n t r o l  'group. 
f. 



- - -  -- - - 

I n  order t o  t e s t  fo r  between group t r e t m e n k  &fee- - -  -- 

one way analyses of variance (see Appendix H) were perhrmed ' 

on self-efficacy, reading, and mathematics scores a t  each- 

of the three administrations df  the^ self-efficacy probes - 
- 

pretes t ,  end of treatment, and post test .  One signif icant  * 

d 
treatment ef c t  wkts found - on the self-efficacy mathematics ' 9 

- post tes t  probes ( 3 2 , 2 8 )  = 4.36, p ( - 0 5 ) .  This resu l t  e 

Ci 
- 

L 

indicated tha t ,  a f t e r  completion of the three treatment 4 --- - --- -- 

programmes, the experimental groups exceeded the performance 

of the control group on the self-efficacy mathematics probes. . 
. \  f l  

\ No other s ignif icant  treatment e f fec t s  were found., 
I 

To further  analyze the source of treatment e f fec t s  on 7 
the self-'efficacy pos t tes t  mathematics probes, a  p r io r i  

contrasts were conducted. These a  p r i o r i  contrasts were 

P" sed on the experimental hypothesis t h a t  the S I T  treatment 

4 ,  
- 

would be more ef fec t ive  than e i the r  REC o r  CON i n  i t s  

, influence on self-efficacy judgements, and tha t  both t rea t -  
L.I 

ment groups would be more effect ive than the control group. 

\ 
- Therefore, a p r i o r i  t e s t s  coneasted the two treatment groups 

P 

against the contrt&Lgroup and the- fm treatment-_gxoups--- 

J 
against each other, As t h e  t a h l e s - j n  Appendix H A&, 

these c o n t b s t s  indicated tha t  the treatment groups (REC 

a 

and S I T )  scored s ignif icant ly highef than the control group 
* 

B 
- 



--- 

on the self-ef f  icacy p o s t t e s t  mathematics probes (t(28) - - 

2 - 9 1 ,  p  ( .05) ,  and t h a t  there  no . s t a t i s t i c a l l y  r e l i a b l e  - 
i 

difference between the REC and SIT groups. 

In  order t o  examine experimental changes from p r e t e s t  

t o  post te&,  two way analyses of variance (treatment'  x time) 

were conducted (see Appendix H) . These analyses revealed no .- - 
s igni f icant  main e f f e c t s  on treatment by time in te rac t ion  

e f f e c t .  Complete 3 ( p r e t e s t ,  end of treatment, and pos t t e s t )  

x 3 (REC, S IT ,  and CON) analyses of variance were not conducted 

because such analyses were not germane t o  the central-hypo- 

theses of the  study. 



i 
CHAPTER I V  

'. 

+ .  CONCLUSIONS 

This chapter discusses the ' resu l t s  of experiments one 
-_ 

and two. The implications of these resul ts  for  the original  

hypotheses are analyzed. Finally, the theorgt ical  and 
i' 

pract ica l  implications of the findings are discussed. 

Two hypotheses were established i n  chapter one.. It . 

was predicted tha t ,  based on self-efficacy theory, se l f -  

instruct ional  t raining would- be more effect ive than rat ional  

emotive counselling i n  increasing efficacy expectations. 

Secondly, it was hypothesized tha t  self-efficacy measures 

' pertaining t o  t e s t  performance would serv& as  accurate 

pre?iictors of such performance, and would predict  and correlate 

highly with performance measures regardless of the.  counselling 

intervention used t o  t r e a t  t e s t  anxiety. 
5 

Summary of Results 

I n  experiment one, the inferent ia l  t e s t s  (see chapter two) 

revealed tha t  there were no s t a t i s t i c a l l y  s ignif icant  t r ea t -  

ment, time, or  interaction e f fec t s  on the self-efficacy 

reading and mathematics probes. I n  exp.eriment two, the 



i n f e r e n t i a l  t e s t s  (see chapter  t h ree )  reveal* g .. t h a t  there  

was one s t a t i s t i c a l l y  s ign i f i can t  treatment e f f e c t .  On the  

p o s t t e s t  se l f -e f f icacy  mathematics probes, the  performance of 

both experimental groups (REC and S I T )  exceeded t h a t  of the' 

placebo cont ro l  (CON) group. When a  p r i o r i  con t r a s t s  were -. 
conducted on the  se l f -e f f icacy  probes t o  fu r the r  analyze the 

source of t h i s  treatment e f f e c t ,  r e s u l t s  indicated. t h a t  the 
!? 

experimental groups scored s ign i f i can t ly  bigher than the  
* 

.d 
cont ro l  group on the  p o s t t e s t  mathematics probes and t h h  

the re  was no s t a t i s t i c a l l y  rel iab ' le  d i f ference between the 

S I T  and REC groups.  he conclusion is* ?Pat the  predicti?3q 

made i n  hypothesis one, t h a t  S I T  would be more e f f e c t i v e  than 

REC i n  increasing e f f i cacy  expectat ions,  was not supported 

by the  r e s u l t s  of experiments one and two. 

In  experiment one, the  co r re l a t iona l  analyses (see  

chapter  two) revealed one s ign i f i can t  co r re l a t ion  between 

p r e t e s t  se l f -e f f icacy  probes and p r e t e s t  CTBS performance, 

and f ive  co r re l a t ions  t h a t  d id  not reach s ign i f i can t  levels .  

When p r e t e s t  se l f -e f f icacy  probes were cor re la ted  with post- 

t e s t  CTBS performance, two of a  possible s i x  s i g n i f i c a n t  

co r re l a t ions  resul ted.  When end of treatment se l f -ef  f  icacy 

probes were cor re la ted  with p o s t t e s t  CTBS performance, th ree  

of a  possible s i x  s ign i f i can t  cor re la t ions  resu l ted .  ~ i n a l i ~ ,  



the cor re la t ion  between p o s t t e s t  s e l f - e f ~ i d a c ~  probes and 

p o s t t e s t  CTBS performance revealed s ign i f i can t  r e s u l t s  i n  

each of the s i x  instances - ra t iona l  emotive counselling, 

sel f - inst ruct iona ' l  t ra in ing ,  and placebo control  had - 

3 J  s ign i f i can t  cor re la t ions  between pos t t e s t  probes and p o s t t e s t  

performance i n  reading and mathema t i c s .  Therefore, i n  

experiment one, a  s ign i f i can t  trend emerged across p re te s t ,  

end of treatment, and p o s t t e s t  correla t ions ,  indicat ing t h a t  -- 

s e l f  -ef f  icacy meagures per ta ining t o  performance correlated 

highly w i t h  performance measures, regardless of counselling 

i 
intervention used. The-conclusion i s  t h a t  hypothesis two, 

which proposed t h a t  sel f -eff icacy measures would serve a s  

accurate predictors  of performance and would predic t  and 

4w 
cor re la t e  highly with performance measures regardless of 

.treatment used, was supported p a r t i a l l y .  The trend evident 

from the cor re la t iona l  analyses i n  experiment one showsq 
> 

t h a t  se l f -eff icacy measures did cor re la te  s ign i f i can t ly  

with performance measures regardless of treatment b u t  t h a t  

se l f -eff icacy measures did not serve a s  accurate predictors  

of performance a t  a l l  experimental points. 

I n  experiment two, the cor re la t iona l  analyses (see 

chapter three)  revealed no s ign i f i can t  cor re la t ions  between 

p r e t e s t  se l f -eff icacy probes and p re te s t  CTBS performance. 



% .  

1 -- 

When pre tes t  se l f  -ef ficacy probes- were correlated with 

pos t tes t  CTBS performance, two of a  possible s i x  s ignif icant  

correlations resulted. When end of treatment se l f  -eff icacy , 

&fl% * -. 
.probes were correlated w i t h  pos t tes t  CTBS performance, one c; 
/-- ?-% I- b, 

/of a  possible' s i x  s ignif icant  correlations requited. ; Finally,  
I *  

the correlation between post tes t  self-ef ficac-y proBes an8 
@ 

post tes t  CTBS performance revealed no s-ignificant resul ts .  

Therefore, i n  - experiment two, no s ignif icant  tren$ emerged b 

across pre tes t ,  end of treatment, and pos t t e s t  correlations.  

The conclusion i s  tha t  hypothesis two was not supported by 

the resul ts  of experime'nt two. 

f l  , '... 
I n  summary, the resu l t s  of experiments one and two , 

provided no support for  hypothesis one, Self-instructional 

t raiqing did not prove t o  be mare effect ive than ra t ional  

emotive counselling i n  increasing efficacy expectations. 

Comparison of the resul ts  of the correlat ional  analyses of 

experiments one and two with the resul ts  reported i n  other r 

studies of self-efficacy (~andura  & Adams, 197.7 ; Bandura, 

Adams, & Beyer, 4977; Bandura, Adams, Hardy, & Howells, 1980; " 

Bandura & Schunk, 1980). r eveak  tha t  the s ignif icant  

\ 

correlations reported by t h i s  study do not provide suff ic ient  

jus t i f ica t ion  f a r  the support of hypothesis two. Self- 
C 

efficacy measures pertaining t o  performance were not accurate 



- Ps 
~ j r e d i c t ~ & ' o f  perfbrmance,-  n o r  were  t h e y  c o r r e l a t e d  h i g h l y  

1 

I 
$ i t h  performance r e g a r d l e s s  of t r e a t m e n t  used,  e x c e p t  i n  t h e  

I 

I 
I 

case o f u p o s t t e s t  measures i n  edper iment  one. ~ v e n  a t  p o s t -  
I . ,  
1 + 

t e s t  i n  exper iment  one, t h e  r e l a t i o n s h i p  between s e l f - e f  f i c a c y  

and performanck was much weaker t h a n  such r e l a t i o n s h i p s  r e p o r t -  

e d  i n  o t h e r  p r e v i o u s  exper iments  .(Bandura & Adams, 1977; 

1 

Bandura, Adams, & Beyer, 1977: Bandura, Adams, Hardy, & 

H o w e l l s ,  1980; Bandura .& Schunk, 1980) .  
4 

n 

Discuss ion  o f  ~ e s u l 3  3 
T h i s  s e c t i o n  o f  c h a p t e r  f o u r  a d d r e s s e s  t h e  q u e s t i o n  

o f  why t h e  r e s u l t s  o f  t h i s  s t u d y  g e n e r a l l y  d i d  n o t  s u p p o r t  
w 

s e l f - e f f i c a c y  theo ry .  A v a r i e t y  o f  p o s s i b l e  f a c t o r s  

m .--. 
c o n t r i b u t i n g  t o  expe r imen ta l  r e s u l t s  w i l l  b e  explored .  

- The f i r s t  group o f  p o s s i b l e  f a c t o r s  t o  be  examined w i l l  b e  

some which have a n  impact  on an  i n d i v i d u a l ' s  a t t r i b u t i o n  - 
a .  

o f  a t t a i n m e n t s  t o  h e r / h i s  p e r s o n a l  e f f i c a c y  - s e x  d i f f e r e n c e s ,  

e f f o r t  a t t r i b u t i o n s ,  and r a t e  and p a t t e r n  o f  achievements  

-3 
w i l l  b e  d i s c u s s e d .  T h i s  d i s c u s s i o n  w i l l  b e  succeeded by  

an  e x p l o r a t i o n  o f  t h e  importance o f  t h e  d e f i n i t i o n ,  t!he 

f a m i l i a r i t y ,  and t h e  commonality f a t a s k '  t o  s e l f - e f f  i c a c y  P 
judgements i n  t h i s  s tudy .  Co&lBding t h i s  s e c t i o n  o f  c h a p t e r  

, 

f o u r  w i l l  be an a n a l y s i s  o f  t h e  sou rces  o f  i n fo rma t ion  f o r  



-- - \ self-efficacy i n  t h i s  study. This analysis knvolves an :s 
: \ yt 

evaluation of Bandura's theory of the sources bf self-effi&cy 

;, '\ 

information i n  l i gh t  of the resul ts  of t h i s  research. 
'> i' 

I n  both experiments one and two, there was a preponderance 

of female volunteers and participants.  Developmengal influences 
' i 

I .\ operate , to  encourage mlnima 1 expectations of g i r l s  ' ab i l ik ies  . 
\ 

A 

r= \ 
in  many si tuat ions (~andura ,  1980) . The deleterious ef fec ts  

4 

of the cul tura l  modelling of sex-role stereotypes gn female 

students1-performance on achievement tasks has been researched 

e Bandura, 1980, for  discussion and references). 

Y' 

Another slibject of research has been the evaluation of g i r l s '  -. i 

achievements by parents and teachers (Bandura, 1980), revealing 

tha t  there i s  a tendency t o  hwer expectations, t o  c r i t i c i z e  
- 

Z 

in te l lec tual  aspects ,  aqd t o  a t t r ibu te  fa i lures  t o  a b i l i t y  - 

rakher than motivation with female students- as  opposed t o  male 

studgp \\ s .  Adolescent g i r l s ,  theref'ore, may possess a more 

6" 
pers is tent  sense of inefficacy than adolescent boys, and may 

tend t o  a tw ibu te  t h e i r  t e s t  performances more t o  factors  

beyond the i r  control than t o  those within t he i r  power t o  

change. The e f fec t s  of sex-role stereotypes on g i r l s '  

perceived self-efficacy are a possible influence on the resul ts  

of t h i s  study: 



/ r 

- 

Attainm e n t s  ga ined  w i t h  g r e a t  e f f o r t  can be t a k e n  t o  

mean t h a t  an i n d i v i d u a l  h a s  l e s s e r  a b i l i t y .  Such a t t a i n -  

ments a r e  l i k e l y  t a  weaker impact  on s e l f - e f f i c a c y  
. 

( ~ a n d u r a ,  i 9 8 0 ) .  , T h i s  s t u d y  involved  i n i t i a l  v i s i t s  t o  a l l  

g r a d e  10 c lass rooms b y  a  c o u n s e l l o r  who d e s c r i b e d  t h e  i n t e n t ,  

d u r a t i o n ,  and v i a b i l i t y  of t h e  proposed t e s t  a n x i e t y  t r e a t m e n t .  

k 
I 

~ u b s e q k  n d y ,  v o l u n t e e r s  w e r e  encouraged  b y  p u b l i c  a d d r e s s  

4 
n o t i c e s  and p r i n t e d  s t u d e n t  anno 

* 
- p a r e n t a l  cons&nt  forms f o r  a  s c r e e n i n g  s e s s i o n .  I n  t h e  same 

f a s h i o n ,  reminders  f o r  s c r e e n i n g  s e s s i o n  a t t e n d a n c e  and 
P <  

pe rmis s ion  from t e a c h e r s  t o  a l l o w  v o l u n t e e r s  t o  a t t e n d  sc reen-  

i n g  test* were g iven .  The r e s u l t  was a  second,  s i m i l a r l y  

p u b l i c i z e d  consen t  form. P r e t e s t i n g  o f  p a r t i c i p a n t s  was 
Ql 

•’6110 d  by  f i n a l i z a t i o n  of  group meet ing schedu le s ,  r e i t e r a -  F ,  
t i o n  o f  t h e  v a l i d i t y  o f  a l l  t h r e e  t r e a t m e n t s ,  and emphasis  

o f  t h e  importance o f  group a t t e n d a n c e  and c o n f i d e n t i a l i t y .  
u 

T t  i s  p o s s i b l e  t h a t  one r e s u l t  o f  t h e s e  combined ' a c t i o n s  

was t h e  message t o  p a r t i c i p a n t s  t h a t  t h e y  must have a s e r i o u s  

problem t o  w a r r a n t  sucA a t t e n t i o n .  Such a n  a p p r a i s a l  cou ld ,  
- 

i n  t u r n ,  have d imin ished  t h e  impact  of  performance accomplish- 

ments on s e l f - e f f i c a c y .  - \ 

The r a t e  and p a t t e r n  o f  a t t a i n m e n t s  i s  a n o t h e r  a r e a  which 

cou ld  have i m p l i c a t i o n s  f o r  t h e  r e s u l t s  o f  t h i s  s tudy .  
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.a 

L ", 

Bandura (1980) explained tha t  individuals who experience ., 

periodic fa i lure  w i t h i n  a pattern of continual improvement 

are more &ikely t o  experience increased self-gfficacy than 

those who succeed i n i t i a l l y  and then perceive a levelling. of 
A 

achievement. The time period involved i n  this .  study may 

have been too res t r ic ted  t o  allow t h i s  experience of periodic 

fa i lu re  within a pattern of gradual, continual improvement. 

Therefore, the interventions may have had l i t t l e  impact on 'a 

the development of self-eff icacy because of t h i s  time 

limitation. 

This discussion now turns t o  an exploration of the 

importance of the ,definition, famil iar i ty ,  and commonality of 
L .  

<, 

a task t o  self-efficacy judgements i n  t h i s  study\ - < 
2 

Most self-efficacy research has concentrated largely 

on c lear ly  defined tasks which were non-academic (Bandura & 

Adams, 1977;  Bandura, Adams, & Beyer, 1977; Bandura, Adams, 

Hardy, & ~ o w e l l s ,  1980; Biran & Wilson, 1981). These studies . 

were concerned with phobic behaviours which were analyzed m 
and described i n  minute de t a i l ,  a s i tuat ion made possible i 
by the clearly observable nature of the behaviours i n  

1 

Construction of se l f  -eff icacy probes which reflected the' 

pa r t i c ipan t ' s  degree of cer ta in ty  about successful task 

performance was accomplished because of t h i s  character is t ic  



r. 

of the behaviours. Every behaviobr in  these s tudies  was 
a - 

t .  

capable of ana lys i s  in to  a hie$rchical it S :  s e r i e s  o•’ tasks ,  
*.- :, 

7 3"- 
arranged_ i n  orde-F of incre%sing d i f f i c u l t y  . The d e t a i l  and 

f- < 

spec- i f ic i ty  of each task was a s ign i f i can t  f ac to r  i n  the 

rk 
close re la t ionship betwe-en the self -eff icacy probes and the 

, behaviours in  question. 

Even i n  research which has focussed on academic behaviour 

(Banddra & Schunk, 1980; Schunk, 1978, l 9 8 l ) ,  the  tasks  have 

been capable of c l e a r  de f in i t ion  and de ta i led  analysis  i n  a 

- hiexarchical fashion. Their corresponding self -eff icacy 
/" 

.probes a l so  have been defined c l ea r ly ,  with e a s i l y  dist inguish- 

ed graduated steps.  

The behaviour i n  question during t h i s  study was performance 

on the , C T ~  .- reading and mathematics subtests .  None of the 
A .  

par t ic ipants  had had exposure t o  a t e s t  s imi la r  i n  format 

and content t o  the CTBS within the current  school year. 

A s  a " re su l t ,  the communication t o  the par t ic ipants  of the , 

demands of the tasks  involved i n  perform may have' been 

so vague t h a t  discrepancies between self -eff icacy judgements 

and performance resul ted.  A lack of a c l ea r  grasp of the  

s k i l l s  necessary f o r  successful performance and a lack of a 

c l ea r  re la t ionship the self -eff  icacy probes and the 

corresponding leve ls  of task performance may have meant t h a t "  
9 9 



the probes did not re f lec t  the part icipants '  degree of 

cer ta in ty  about successful performance. 

In addition t o  the c lear  defini t ion of a  task and i t s  

JJ 
accompanying probe, the part icipants '  fami l iar i ty  with a  task 

i s  important t o  accurate self-efficacy, judgements. Most 

past  research has involved a high degree" of famil iar i ty  . 

with the behaviour i n  question (~andura  & Adams, 1977; 

Bandura, Adams, & Beyer, 1977;  Bandura, e t  a l ,  1980). 

Therefore, the corresponding self-ef ficacy probes had a 

firm base i n  personal experience. I n  t h i s  study, the s3mple 

probes had a def in i te  fou t ion i n  experience - the 

part icipants  were encouraged t o  perform, compare, i l l u s t r a t e ,  

-t 
and discuss the tasks involved i n  the sample probes. Hence, 

it seems probable tha t  the" participants f e l t  familiar with 

the sample t a s  of performinq,a standing jump of varying \ 
distances and grasped the significance of the corresponding 

self-efficacy probes, asking them t o  judge t h e i r  a b i l i t y  t o  

perform the task successfully. 

However, the CTBS reading and mathematics subtests,  

while chosen for  t he i r  s imilar i ty  i n  subject matter t o  courses 

common t o  a l l  grade 10 part icipants  i n  t h i s  study, may have 
% 

been removed signif icant ly i n  format and content from the 

r ea l i t y  of classroom t e s t  s i tuat ions.  The system of answering 



the ques k ons on the CTBS subtests was not one commonly used' 

in  c lass r  t e s t  s i tuat ions.  Also, few of the part icipants  

were r with the exper ipce  of taking short ,  timed 
- 

2% 

and mathematics. Finally, the necessity 

for  self-assessment of t e s t  performance was new t o  a l l  of 

the participants.  Therefore, the s i tua t ion  of completing the 
.+: 

B 
two CTBS subtests and the i r  corresponding self-efficacy 

probes.may have meant t ha t  the part icipants  had such 

insuff icient  past  experiences from which, t o  draw eff icacy 

information t h a t ' t h e i r  efficacy estimates involved considerable . 
m i s  j  udgement , 

s 

As well a s  def in i t ion  of and famil iar i ty  with a task, 

'the commonality of experience with the task i n  question may 

be important t o  the resul ts  oT t h i s  study. The subject areas 

of reading and mathematics were selected a s  the academic 

performance measures i n  t h i s  study because they were the 

only two subject areas t o  which a l l  grade 10 students were 

exposed during the school terms under consideration. There- 

fore,  it seemed tha t  the CTBS reading and mathematics subtests 
. a 

would involve more commonality of experience than any other 

academic performance measures. I n  r ea l i ty ,  the part icipants  

- were enrolled i n  English courses which varied widely i n  

format, content, and tes t ing  s i tuat ions.  Testing of read,ing 



s k i l l s  i n  other subject areas varied even more widely. 

ThereEore , the relationship between the part icipants  C i 

classroom experiences and the demands of the CTBS reading 
+$ ,; Y / 

subtest ranged from a close relationship fo r  some: pzirt&Z&i.in .. 
t o  a - d i s t d k  one fo r  oth;rs. Similarly, m e  commonality - 

1 
-/ . 

. o f  experience in mathematics, and the representation of t h i s  I. 
- 

. 
experpnee by the CTBS mdthematics subtest was,overestimated. 

* 3- 
A n  analysis of the sources of information f o r ,  se l f -  

- - 
eff icacy i n  t h i s  study, involving an evaluation of-Banduraas 

2A. '. 

theory of sources of self-efficacy information, concludes f* ' 

t h i s  sect ion of chapter four. 
P r  

Bandura (1958, 1980) theorizes tha t  self-efficacy 
/ 

4 
..? information is  drawn from four main sources. ( ~ e f & - t o  

chapter one for  a complete discussion of the sources of se l f -  %;r 
,#  .. 

efficacy information.) He proposes t ha t  enactive performance 
6 

i s  the m6st powerful source of efficacy information becau,se 
* n 

it i s  based on personal mastery experiences. . . Vicarious - 
3 '  

J 
experiences provide the second most powerful source of sc$&f-, 

efficacy information and are i n • ’  luent ia l  par t icular ly  when 
- -  - 

i. 

used i n  cod ina t ion  with other modes. Bandura (1980) describes ' 

vicarious experiences as  having less  influence i n  t h e i r  effecta,  
. $$,h 

on efficacy expectations than d i rec t  experience. The th i rd  \: 
,* 
+ 

strongest source of efficacy i n • ’  ormation i s  verbal persuasiorS4f 
t -y, 



the  fourth  .. i s  emotional arousal.  -. 
7 

-7-L- 
It appears t h a t  what may have happened i n  t h i s  study i s  

t h a t  the  par t ic ipants  d id  not have- su f f i c i en t  pas t  experience - 

with CTBS performance t o  increase t h e i r  e f f icacy  expectations. 
1 

Despite the  presence of vicarious experi nce, verbal 
6 4f 

i 
/ 

pe&uasion, and emotional arousal  a s  sources of e f f icacy  
tz' ; 
5 '  

information, the pa r t i c ipan t s  simply may have been affected 

b$ t h e i r  i n a b i l i t y  t o  draw information from . personal 

experiences t o  such an extent  t h a t  t h e i r  perceptions of se l f -  

a 

ef f icacy  did not increase s igni f icant ly .  I s  it possible 

t h a t  s e l f ~ e f f i c a c y  i s  an index of the degree of enactive 

performance? Perhaps the s ingle  s ign i f i can t  treatment e f f e c t  1 4  

r e f l e c t s  the f a c t  t h a t  S I T  and REC made considerably more use 

of enz-ctive performance a s  a  source of e f f icacy  .. information 

than did the control  treatment, ' Further, it may be t h a t  

enactive performance must assume an even more i n f l u e n t i a l  

posi t ion i n  a  the  theory of sel f -eff icacy t o  

operate a s  some caution should 

be exercised i n  drawing t h i s  conclusion so le ly  from the r e s u l t s  

of the experiments reported i n  t h i s  t h e s i s ,  pa r t i cu la r ly  given 

the p o s s i b i l i t y  (even with t i g h t l y  controlled treatment 

cur r icu la)  of some uncontrolled counselJor confqund across 

the  two experiments. 



Implications for Research, Theory, and Practice 

m 

A concern t o  which future research could address i t s e l f  
1 

i s  the methodology of measurement of self-efficacy judgements. 

precision in the analysis of the demands of a behaviour and 

the c6nstruction of corresponding self-efficacy probes should 

be a p r io r i ty .  F i r s t .  a behaviour should be capable of 

being analyzed in to  a se r ies  of hierarchical tasks, arranged 

i n  order of increasing d i f f i cu l ty .  Also, a behavidur should 
3 

be capable of such clear  defini t ion tha t  the relationship 

between it and the corresponding self-efficacy probe i s  

evident. Finally, the famil iar i ty  of part icipants  with the 

behaviok i n  question and the commonality of t he i r  past 

experiences relat ing t o  t h i s  behaviour should be a consider- 
? 

at ion i n  future research. Participants who have a firm 

base i n  personal experience relat ing to  a behavi 

question could be compared t o  part icipants  who have l i t t l e  

o r  no experience, i n  order t o  c l a r i fy  the role of task 

famil iar i ty  i n  self-efficacy judgements. Similarly. -. 

part icipants  who have a high degree of commonality of past 

experience re la t ing  t o  a behaviour i n  question could be 

compared t o  part icipants  who have-a wide range of experience. 



The influence of the  duration of an intervention on 

self -eff icacy judgements could be considered by future  

research. Experiments one and two covered a  5- t o  6- week 

treatment period, Reseanch t h a t  examined the e f f e c t s  of a  

lengthier  treatment period on ef f icacy  e s t i m a t e s  would be 

valuable. Persistence of e f f e c t s  over time could be examined 

n by a  more extende i n t e  vention period and/or'assessment of 

par t ic ip&<s with subsequent t o ,  intervention.  

/ 
The developmental aspect  of sel f -eff  icacy judgements 

i s  ofis t h a t  Bandura (1980) discusses b r i e f l y ,  ou t l in ing  the 

relaglonship of e f f icacy  est imates t o  ea r ly  childhood, 

adolescence, adulthood, middle years, and old age. Delineation . 

6 of the cha rac te r i s t i c s  pecul iar  t o  the adolescent age group 

and the re la t ionship  between these cha rac te r i s t i c s  and se l f -  
1 

ef  f icacye judgements could be an area of fu ture  research. 

For example, the preoccupation of some adolescents with 
* 

t h e i r  immediate soc ia l  milieux, with t h e i r  peer re la t ionships ,  
I. 

and with t h e i r  in te rac t ion  with au thor i ty  f igures  could be 

explored7 i n  r e l a t ion  t o  the development of self-ef  f icacy in  

academic and non-academic tasks .  

I n  regard t o  the theore t i ca l  implications of t h i s  study, 

se l f -e f f icacy  theory may be linked inextr icably with the mode 
b 

of enactive performance. The r e s u l t s  of the i n f e r e n t i a l  



t e s t s  conducted i n  t h i s  s t u d y  seem t o  i n d i c a t e  a need f o r  

c l o s e r  a n a l y s i s  o f  t h e  t h e o r y  o f  t h e  s o u r c e s  o f  s e l f - e f f i c a c y  

in fo rma t ion .  The c r u c i a l  a s p e c t  o f  t h e  c o g n i t i v e  assessment  

o f  e f f i c a c y  in fo rma t ion  cou ld  d e s e r v e  f u r t h e r  t h e o r e t i c a l  

f. 

c o n s i d e r a t i o n .  

There a r e  a number o f  i s s u e s  stemming from t h i s  s t u d y  

which have i m p l i c a t i o n s  f o r  c o u n s e l l i n g  p r a c t i c e .  The m e r i t s  

o f  g roup  i n t e r v e n t i o n  i n  a p u b l i c  s choo l  s e t t i n g  re emphasized 

b y  t h e  t r e a t m e n t s  used i n  t h i s  s tudy  (see Haynes, t 82: 

Merr ick ,  1983; Wallace ,  1983) .  Group i n t e r v e n t i o n  pe 'rmits  

t h e  maximum use  o f  t ime and i n f l u e n c e  b y  a  s choo l  c o u n s e l l o r .  

However, a l l o t t i n g  more concen t r a t ed .  t i m e  and/or  p l ann ing  a  

more extended t r e a t m e n t  p e r i o d  t h a n  was done b y  t h i s  s tudy  

may be more p r o d u c t i v e ,  d e s p i t e  t h e  f a c t  t h a t  t h e  t ime 

r e s t r a i n t s  i n h e r e n t  i n  many schoo l  c o u n s e l l i n g  s i t u a t i o n s  . 
p r e d i s p o s e  such  d e c i s i o n s  toward s h o r t e r  t r e a t m e n t  p e r i o d s .  

-- - 
Another i s s u e  r e l a t e d  t o  c o u n s e l l i n g  p r a c t i c e  i s  t h e  

i n f l u e n c e  o f  an i n t e r v e n t i o n ' s  placement i n  t h e  s choo l  term 

a y  schoo l  y e a r  on i t s  u l t i m a t e  e f f e c t s .  I n  t h i s  s tudy ,  

t h e  occu r rence  o f  t h e  t r e a t m e n t s  w i t h i n  t h e  f i n a l  t e r m  o f  

t h e  p a r t i c i p a n t s '  f i n a l  y e a r  i n - t h e  two s c h o o l s  i n  q u e s t i o n  

... 
- -- may have had s i g n i f i c a n c e  i n  t e rms  of t h e  r e s u l t s .  



The fact that the hypotheses proposed at the outset of 
'2 

this study were not supported by the results may have 

implications for the impsrtance of refined communication skills 

and classroom observations in school counselling. More 

sophisticated communication skills and more detailed classroom 

observations in this study may have facilitated the forging . 

of closer links between the self-efficacy probes, the CTBS 

'reading and mathematics subtests, and the participants' 

classroom test experience. The importance of these aspects 

of school counselling to the success of future interventions 

should be considered. 

The idiosyncratic nature of an adolescent group may be 

a factor .in the influence of a group treatment programme on 

self-efficacy judgements. It is possible that the Qominance 

of the social aspects of an adolescent group minimizes the 

apparent distinctions between different treatments. Therefore, 

a counsellor's perception of, and consequent awareness of, 

a treatment's unique focus and structure may differ radically 
, 

from an-adolescent participant's perce'ption and awareness, 

because of the participant's preoccupation with group 

interaction. A resulting implication for counselling practice 
3 

is the consideration of the affect.of the peculiar quality 
/ .  

of an adolescent group on a group treatment programme. 



While many of the  foregoing points  r e l a t e  t o  the se l f -  - 

eff icacy focus of t h i s  t h e s i s ,  it should be remenbered t h a t  

the treatment programmes i n  t h i s  study were very powerful 

both i n  a l l ev ia t ing  t e s t  anxiety and in  improving t e s t  

performance (Haynes, 1982)- Consequently, s t ructured group 

be researched more widely because of 

f o r  the  rela-kLonship-bekween self -eff icacy 

and performance, 

. 
Summary 

This study i n i t i a l l y  proposed two hypotheses. F i r s t ,  

it was predicted t h a t  se l f - ins t ruc t iona l  t r a in ing  would be 

more e f fec t ive  than ra t iona l  emotive counselling i n  increasing 

ef f icacy  expectations. The r e s u l t s  of experiments one and 

two revealed t h a t  t h i s  hypothesis *was not supported, The 

second hypothesis was t h a t  sel f -eff icacy measures per ta ining 

t o  t e s t  performance would serv& a s  accurate predictors  of 

such performance, and would predic t  and cor re la te  highly 

with performance measures regardless of the counselling 

intervention used t o  t r e a t  t e s t  anxiety. The r e s u l t s  supported 

t h i s  hypothesis p a r t i a l l y .  In  experiment one, se l f -  

e f f icacy  measures did cor re la te  s ign i f i can t ly  with 



performance measures regardless of treatment but  did not 

serve a s  accurate predictors  of perf&rmance a t  a l l  

experimental points.  In  expgriment two, the second hypothesis 

was not supported. 
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PARTICIPANTS AND PARENTAL LETTER 

OF CONSENT FOR SCREENING 



lnstructional Psychology Research Group m- 
Faculty of Education . v :  4 

S~mon Fraser University 
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November 20 ,  1982 

Dear P a r e n t :  

Taking t e s t s  i s  a l a r g e  par t  o f  h i g h  s c h o o l .  Most t e a c h e r s  u s e  tests 
t o  de t e rmine  how much t h e i r  s t u d e n t s  have  l e a r n e d .  V n f o r t u n a t e l y ,  some 
s t u d e n t s  do n o t  do as w e l l  on tests as t h e y  c o u l d  b e c a u s e  t h e y  g e t  a n x i o u s  
a b o u t  t a k i n g  t e s t s .  F r e q u e n t l y  t e e y  have s t u d i e d  w e l l . a n d  know t h e  i n f o r -  
ma t ion ,  b u t  t h e y  become f r i g h t e n e d  and b l a n k  o u t  when t h e y  b e g i n  to. take 
t h e  t e s t .  T h i s  i s  u n f o r t u n a k e ,  b e c a u s e  t h e s e  s t u d e n t s  c o u l d  be g e t t i n g  
b e t t e r  g r a d e s  i f  t h e y  c ~ u l d  c o n t r o l  t h e i r  a n x i e t y ,  

D u r i n e h e  1981-82 s c h o o l  y e a r ,  we are c o n d u c t i n g  a p r o j e c t  i n -  
$ 

which w e - w i l l  b e  a s k i n g  a b o u t  36  t e n t h  g r a d e  s t u d e n t s  i n  your  schog $l t o ,  It 

p a r t i c i p a t e .  The pu rpose  o f  t h i s  p r o j e c t  is t o  a d d  t o  o u r  k n o w l e d s b t  
e f f e c t i v e  methods o f  h e l p i n g  s t u d e n t s  d e a l  w i t h  t h e i r  a n x i e t y  abou t - ?  

3. 
t e s t s .  

W e  r e q u i r e  a group o f  t e n t h  g r a d e  s t u d e n t s  who e x p e r i e n c e  h i g h  
a n x i e t y  when- they  must t a k e  tests. These s t u d e n t s  w i l l  be a s s i g n e d  t o  
a  c l a s s  i n  which a  t r a i n e d , c o u n s e l l o r  w i l l  t e a c h  s t u d e n t s  how t o  cope 
w i t h  test  a n x i e t y .  These. class+ w i l l  t a k e  place o n e  h&r  a week,'during 
r e g u l a r  s choo l  t i m e ,  o v e r  a p e r i o d  o f  e i g h t  weeks d u r i n g  w i n t e r ,  1982. 
The t e a c h e r s ,  p r i n c i p a l  and  s c h o o l  d i s t r i c t  h a v e  approved  t h e  p r o j e c t .  O W - . .  

We would l i k e  t o  a s s e s s  as many t e n t h  g r a d e  s t u d e n t s  as we can  s o  - c 
t h a t  w e  may b e  s u r e  t h e  s e l e c t e d  group i s  composed of s t u d e n t s  who are , 
a n x i o u s  a b o u t  t a k i n g  t e s t s .  The s c r e e n i n g  p r o c e d u r e  w i l l  o c c u r  i n  a one  
hour  c l a s s  d u r i n g  r e g u l a r  s c h o o l  t i m e .  The q u e s t i o n n a i r e s  t h a t  w i l l  be 
a d m i n i s t e r e d  durkng this one  h o u r  s c r e e n i n g  s e s s i o n  h a v e  one  pu rpose  -- 

fi 
to i ' den t i fy  t h o s e  s t u d e n t s  who are t e s t - a n x i o u s .  W e  a s s u r e  you t h a t  
a l l  i n f o r m a t i p n  w i l l  b e  h e l d  i n  t h e  s t r f c t e s t  c o n f i d e n c e ;  t h i s  i n f o r m a t i o n  
w i l l  b e  a v a i l a b l e  o n l y  t o  t h e  u n i v e r s i t y  p r p j e c t  s t a f f .  Also ,  ik a t  any 
t i m e  between now and t h e  e n d  o f  your  c h  d ' s  p a r t i c i p a t i o n ,  he  o r  s h e  
wi shes  t o  withdraw from t h e  p r o j e c t ,  he  r s h e  s h o u l d  f e e l  f r e e  t o  do s o .  
We would g r e a t l y  a p p r e c i a t e  a phone cal t o  l e t  u s  know, s h o u l d  this occur .  

I f  your  c h i l d  i s  a sked  t o  p a r t i c i p a t e  i n  t h e  r e s e a r c h  p r o j e c t ,  you 
w i l l  b e  c o n t a c t e d  s o  t h a t  you may r e c e i v e  f u r t h e r  i n f o r m a t i o n  and g i v e  
yonr  cogsen t  t o  h i d h e r  p a r t i c i p a t i o n  i n  t h e  c l a s s e s .  

. . . Over 
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%l Consent Form 

The purpose of this form is to obtain your approval for y 
child's participation in the screening session for a research roject F we are conducting during the school year 1981-82. The resear h pro- 
ject, 'Cognitive-Behavioral counselling and Test Anxiety', will focus 
an teaching tenth grade students who experience test anxiety how to 
control their anxiety, 

- - 
The screening session~involves administering questionnaires during 

a one hour class in order to select students who experience test anxiety. c This session will take place during regular school time. Your c iid's 
anonymity is assured. You will be contacted following the s eening if 
your child's participation in the research project is reques ed. 

~leHse sign belqw if you approve of your child's participation in 
the screening session. Also, please have your child sign if he or she 
would like to participate. It is very important at this form be re- f -turned to school within three days after you recei e it, '$hank you. 

' 

-a+" 

I hereby grant permission for my child - to parti- 
(name) 

cipate in the screening session for this project. I am aware that my . . 
. ,  

child may withdraw from participating at any time before-or during the 

project. 

Parent's signature 

Date 

Child's signature -. 

Date \ 
\ \ - 

- 
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Dear Parents,  

During t h e  1981-82 school  year ,  we a r e  conducting a r e sea rch  
p ro j ec t ,  'Cognitive-Behavioral Counselling and Test Anxiety', i n  which 
w e  a r e  asking 36 t e n t h  grade s tuden t s  from your school t o  p a r t i c i p a t e .  . 
The purpose of t h i s  r e s e a r c h ' i s  t o  add t o  our knowledge of. e f f e c t i v e  
methods of helping s t u d e n t s  d e a l  wi th  t h e i r  anx ie ty  about tests. 

i You previously gave your consent f o r  you c h i l d ' s  p a r t i c i p a t i o n  
in he'screening s e s s i o n  f o r  t h i s  research p ro j ec t .  The r e s u l t s  of 
t h a t  screening i n d i c a t e  t h a t  your c h i l d  i s  one of a number of s t uden t s  
who could bene f i t  from i n s t r u c t i o n  i n  ways of dea l ing  wi th  test anxiety .  
We believe t h a t  t he se  s tuden t s  w i l l  ga in  from t h e i r  c l a s s e s  on test 
anxiety  a n y w i l l  enjoy an increased  awareness of var ious  a spec t s  of 
t e s t  s i t ua t i ons .  - 

The c l a s s  s e s s ions  w i l l  t a k e  p lace  with a t r a i n e d  counse l lo r  
f o r  one hour per  week, dur ing r egu la r  school time, over  an eight-Geek ' 

period dur ing win te r ,  1982. The t eachers ,  p r inc ipa l ,  and school  
d i s t r i c t  have approved t h e  p r o j e c t .  

Your c h i l d ' s  i d e n t i t y  w i l l  no t  be revealed i n  any way. A l l  
information w i l l  be he ld  i n  t h e  s t r i c t e s t  confidence. Also, i f  a t  . 
any time between now and t h e  end of your c h i l d ' s  p a r t i c i p a t i o n ,  h e  o r  
she  wishes t o  withdraw from t h e  p ro j ec t ,  he o r  she  should f e e l  f r e e  
t o  do so. Should t h i s  occur ,  w e  would g rea t l y  app rec i a t e  a phone c a l l  >. 

t o  l e t  us know. I f  you would l i k e  t o  ob ta in  copies  of t h e  r e sea rch  
r e p o r t  a t  t he  completion of t h e  p r o j e c t ,  p lease  contac t  me.  You can 
r e g i s t e r  any complaint about  t h e  p ro j ec t  with m e  o r  wi th  D r .  -George 
Ivany, Dean, Faculty of  Education. 
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The purpose of t h i s  
ch i ld  ' s pa r t i c ipa t ion  i n  
t h e  school year 1981-82. 

Consent- Form 

form is t o  obtain your consent f o r  your 
t h e  research pro jec t  w e  a r e  conducting during 

The research pro j  ec-t , .'Cognitive-Behavioral 
Counselling and Test Anxiety1, ail focus on teaching t e n t h  
grade s tudents  who experience.anxiety when they must take'  t e s t s ,  how 
to cope with t h a t  anxiety,  

T+e clas'ses w i l l  take place a t  school during r egu la r  school time. 
They w i l l  take one hour a week over an e ight  week period. 

Please ind ica te  your approval f o r  your c h i l d ' s  p a r t i c i p a t i o n  
in t h e  .screening session. Please have your c h i l d  s i g n  t h e  form 
a l so .  Thank. you. 

I hereby grant  permission f o r  my ch i ld  - t o  p a r t i c i p a t e  
this pro jec t .  I am aware t h a t  my ch i ld  may withdraw from'part ic ipat ing 
any time before o r  during t h e  pro jec t .  

ta * 

Parenz's s ignature  r 
$ 

Child's s ignature  Datp 
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UNIVER* OF WASHINGTON 
SEA , WASHINGTON 98195 

i 

Department of PsychoIogy N r- 2 5 

C h r i  stopher R. Haynes 
Research Asststant 
Instructional Psychology 
Research Group @ - 
Simon Fraser University 
Burnaby, British Cplumbia . -. 
Canada V5A IS6 

Dear, Mr. Haynes , 
< 

Your revision of the Test Anxiety Scale fo r  use with-high school students 
looks l i ke  a f i r s t - r a t e  job. You have my permission t o  use both the 
original Test Anxiety Scale and your revision of i t .  

I very much appreciated the kind words contained in your Tetter. Good 
luck t o  you in your own research. Needless t o  say, I ' d  appreciate hearing 
about your work as i t  develops and as you complete i t .  

e 
- C 

Best regards, 

Sincerely, 

Irwin 'G. Sarason 
Professor 

IGS: jbs 
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SELF-EFFICACY QUESTIONNAIRE 
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Check t h e  number. t h a t  matches how sure  or certain you are t h a t  you can 

standing jump a distance of one foot (.3 metres). - 

10 - very uncertain 
r 

4 0 - maybe 

70 pre t ty  sure - 

l a0  - very cer tain ' 3 



Check the number that matches how sure or certain you are that you can 

standing jump a distance of two feet (;6 metres). - 

very uncertain -, . 

maybe 

pretty sure 

very certain 



4 

Check the  number tha t  match& how sure or certain you a r e  tha t  you can 

standing jump a distance of - six fee t  (2 metres). 

very uncertain 

4 0 maybe - 

70 - pret ty sure 

100 very certain - 



Check the number that matches how sure or certain you are that you can 

answer one question correctly on the reading comprehension test. - 

very uncertain - 

maybe - 

pretty sure - 

100 - very certain 



Check the number that matches how sure or certain you are that you can 
P - 

answer five questions correctly on the reading comprehension test? - 

very uncertain 

maybe 

pretty sure " 

4 

very certain 



Check the number that matches how sure or certain you are that you can 

answer - ten questions correctly on the reading comprehension test. 

t-- C 

lo - very uncertain 

r 40 maybe - 

7 0 pretty sure - 

8 0 

100 very certain - 

B 



Check the  number t h a t  matches how su re  or certain you are that you can 

answer twenty questions correctly on the  reading comprehension tes t?  

10 . - very uncertain 

2 0 

- 

4 0 - maybe 

100 - very cer tain 

70 p re t ty  sure, - 



Check the  number t h a t  matches how s u r e  or certain you a re  t h a t  you can 
- ,  

answer for ty  questions correctly on the  reading comprehension t e s t ?  

very uncertain 
\ 

4 0 maybe - 

70 - pre t ty  sure 

100 very certain - 



, -. Check the number tha t  matches how sure or certain you are  t a t you can 

- answer sixty questions correctly on the reading com prehension test? 

* 

l o  - very uncertain 

40 maybe - 

7 0 pret ty sure - 

100 very certain - 



Check the number that matches how sure or certain you are that you can 

answer - one question correctly on the mathematics test? 

10 - very uncertain 

40 maybe - 

7 0 pretty sure - 

100 - very certain 



Check the  number tha t  matches how sure or certain you a re  tha t  you can 

answer - five questions correctly on the mathematics tes t?  

10 very uncertain - 

40 maybe - 

7 0 
- f  

pret ty sure 

l* - very certain 



Check the  number t h a t  matches how sure or certain you a r e  t ha t  you can 

- answer ten  questions correctly on the  mathematYcs test. - 

- 

10 very uncertain - 

40 maybe - 

7 0 pre t ty  sure - 

100 very certain - 



Check t h e  number t h a t  matches how sure or certain you a r e  t h a t  you can 

answer twenty questions correctly on the  mathematics test. 

very uncertain 

4 0 - maybe 

5 0 

7 0 - pre t ty  sure 

8 0 - 

90 - 

104 - very cer tain 



Check t h e  number t h a t  matches how sure or certain you are tha t  you can 

answer for ty  questions correctly on the  mathematics test. 

10 very uncertain - 

maybe 

70 pre t ty  sure - 

100 very certain - 



Check t h e  number t h a t  matches how sure  or certain you are t h a t  you can 

'answer sixty questions correctly on the  mathematics tes t?  

lo - very uncertain 

4 0 maybe - 

70 - pre t ty  sure 

80 

100 -very certain - 



Check the  number tha t  matches how sure or certain you are tha t  you can , 

improve your tes t  results in one subject by the end of the term? d 

very uncertain - 

- maybe 

pret ty sure - 

- 

very certain - 



Check the  number t h a t  matches how sure  or certain you are t h a t  you can 

improve your test results in  two subjects by the  end of t he  term. 

10 very uncertain s - 

70 pre t ty  sure - 

8 0 

100 very cer tain 



Check the  number tha t  matches how sure or certain you a re  tha t  you can 
I 

improve your results in three subjects by the  end of the term. 

10 - very uncertain 

3 0 - 

4 0 - maybe 

7 0  pret ty sure - 

100 very certain - 



Check the  number tha t  matches how- sure or certain you,are that  you can 

improve your results in four subjects by the  end of the  term. 

10  very uncertain - 

I 
20 

70 - pret ty sure 

100 very certain - 



/ 

1, - 
APPENDIX F 

STANDARDIZED-_ INSTRUCTIONS 
FOR THE ADMINISTRATION O F  

SCREENING T E S T S ,  PRETESTS,  AND POSTTESTS 



- 

I n s t r u c t i o n a l  Psychology Research Group 

F a c u l t y  o f  Education 

Simon F r a s e r  U n i v e r s i t y  - 

Cognit ive-Behavioral  Counsel l ing  and Tes t  Anxiety 

SCREENING TEST INSTRUCTIONS 

M a t e r i a l s  Required : 

Adequate supply o f  Study Habi t  & e c k l i + t s .  - 
TAS/FSS book le t s ,  

Face shee t s .  

Sharpened p e n c i l s .  

1 s t a p l e r .  

1 r e d  pen. 

Direc t ions :  

1. Assemble t h e  s t u d e n t s  toge the r .  They w i l l  need a p e n c i l .  Have t h e  

tests i n  two s t a c k s  a t  t h e  f r o n t  o f  t h e  room. One s t a c k . w i l 1  be t h e  
C 

.Study Habits  C h e c k l i s t ,  t h e  o t h e r  w i l l  be t h e  combined Fear  Survey/ 

Tes t  Anxiety Booklet.  

2. Begin with t h e  fo l lowing  i n t r o d u c t o r y  s ta tement*  

"Taking tests i s  a l a r g e  p a r t  of  h igh  school .  Most 
t e a c h e r s  u s e  t e s t s  t o  de termine  how much- the i r  s t u d e n t s  
have l ea rned .  Unfor tuna te ly ,  some s t u d e n t s  do n o t  d o  
a s  w e l l  o n ' t e s t s  as t h e y  could because they  g e t  anxious  
about  t a k i n g  tests. Frequent ly  they  have s tud ied  w e l l  
and know the i n fu rmat ion ,  b u t  they  become f r igh tened  and 
blank o u t  when t h e y  begin  t o  t a k e  t h e  test .  This is  un- 
f o r t u n a t e ,  because t h e s e  s t u d e n t s  could be  g e t t i n g  
b e t t e r  g r a d e s  i f  t h e y  could c p n t r o l  t h e i r  anxie ty .  The - 

p r o j e c t  you are now involved i n  may h e l p  you t o  d e a l  
w i t h a n y  a n x i e t y  you have a b u t  tests. This  particu3ar - -  - 

screening s e s s i o n  w i l l  a s s i s t  u s  i n  determining who - - 

would most b e n e f i t  from p a r t i c i p a t i o n  i n  t h i s  p r o j e c t . "  - 
-d 

3 .  Explain b r i e f l y  t o  t h e  s t u d e n t s  t h e  s t r u c t u r e  o f  t h e  t e s t i n g  sessibn,:  . 

~. 

i . e .  "There a r e  t h r e e  sets o f  t e s t s  h e r e  and I w i l l  e x p l a i n  what 



you have t o  do  b e f o r e  each  test." 

Continue by handing o u t  t h e  S tudy H a b i t s  C h e c k l i s t  and s a y i n g ,  1 
"This  i s  t h e  Study H a b i t s  C h e c k l i s t ;  p l e a s e  d o  n o t  w r i t e  on t h i s  ye t . "  i 
When e v e r y  s t u d e n t  h a s  a copy you w i l l  s a y  ... 

"You w i l l  n o t i c e  on t h e  f r o n t  a p l a c e  f o r  your  name, 
age ,  s c h o o l ,  s e x , ' a n d  d a t e  o f  b i r t h .  Where it a s k s  
f o r  your  d a t e  o f  b i r t h  I would l i k e  you t o  w r i t e  
o n l y  t h e ~ a r  and month of  your  b i r t h .  Any q u e s t i o n s ?  
O.K., p l e a s e  write t h a t  i n fo rma t ion  on  t h e  f r o n t  
and then  p u t  your  p e n c i l s  down:" 

. - 

Ehphasize f o r  each  test  t h a t  a l l  q u e s t i o n s  s h o u l d  be answered and 

t h a t  t h e y  should  w r i t e . c l e a r l y .  

- 
When everyone is  f i n i s h e d ,  r ead  t h e  i n s t r u c t i o n s  on  t h e  f r o n t  o f  7 

i 

t h e  S.H.C. t o  t h e  group. The example i s  s e l f - e x p l a n a t o r y .  Ask them i 
i 
f 

t o  beg in .  The t e s t  should  t a k e  no  more t h a n  tee minutes .  

When t h e y  have completed t h i s  tes t  g i v e  one copy o f  t h e  FSS/TAS book- 

l e t  t p  each s t u d e n t .  T e l l  them t o  comple te  t h e i r  names.and s c h o o l s  

on t h e  f r o n t .  

,Read t h e  i n s t r u c t i o n s  t o  them a s  b e f o r e  and have them comple te  t h e  

f i r s t  t e s t  i n  t h e  book1et)which is t h e  TA-S. E x p l a i n  c l e a r l y  t h a t  

t hey  a r e  n o t  t o  t u r n  t o  t h e  second t e s t  u n t i l  t o l d  tg do  so. N o  one 

should beg in  t h e  second tes t  u n t i l  you have  e x p l a i n e d  t h e  i n s t r u c t i o y s .  
I 
i 

Read t h e  i n s t r u c t i o n s  f o r  t h e  f i n a l  t e s t  (FSS), emphasizing t h e  f a c t  I 

t l a t  t h e y  need n o t  s i t  and t h i n k  a b o u t  each  answer  f o r  a long  t ime.  

When a l l  t e s t s  have  been completed a s k  them t o  p l a c e  the S.H.C. on 

t o p  of  t h e  FSS/TAS b o o k l e t  and t h e n  c o l l e c t  a l l  tests. i 

Take your  supp ly  of  f a c e  s h e e t s  and s t a p l e  t o g e t h e r  a f a c e  s h e e t  i 
I 
B 

and t h e  two t e s t  b o o k l e t s  completed by each  s t u d e n t .  The o r d e r  should  

be: f a c e  s h e e t ,  Study H a b i t s  C h e c k l i s t ,  TASYFSS book le t .  A t  t h i s  

p o i n t  you may wish t o  a l p h a b e t i z e  a l l  t e s t s .  



12. On t h e  f r o n t  of t h e  face  s h e e t  w r i t e  i n  t h e  appropr ia te  school  code, 

I.D. number, and s e x  code. , 

13. I n  t h e  spaces  l e f t  blank f o r  age, use  t h e  y e a r  t o  month conversion 

t a b l e  and w r ' i t e  i n  t h e  appropr ia te  number of months. 
k 

14. In  o r d e r  t o  conver t  the Study Habits  Check l i s t  responses  i n t o  a form 

B 

t h a t  can be keypunched, you w i l l  need t o  go through each s t u d e n t ' s  

t e s t  and do t h e  fol lowing:  

(a).  For each s e c t i o n  t h e  s tuden t  has  marked a n  X i n ,  d e t e r m h e  

\ 
which number on a s c a l e  of 1 t o  5 t h a t  t h i s  would correspond 

to .  The column on t h e  l e f t  w i l l  be one and on t h e  extreme 

r i g h t ,  f i v e .  

(b)  Once t h e  number has  been determined write it i n  t h e  margin 

wi th  a red  pen. I f  t h e r e  i s  no response,  e n t e r  a "9". 

(c)  DO ' t h i s  f o r  a l l  responses  and on a l l  Study ~ a b i t s  Che5kl is t  

book le t s .  
I 

15. Look through each tes t  and check i f  an answer is provided f o r  each 

i t e m .  If a n  i t e m  i s  blank i n s e r t  a "9". B r i e f l y  check each s h e e t  

f o r  l e g i b i l i t y .  
/ 

16. Return a l l  tests t o  I.P.R.G., S.F.U. 



Instructional Psychology Research Group 

Faculty of Education 

Simon Fraser.University ' 

Cognitive-Behavioral Counselling and Test Anxiety 

Y E A R  T O  M O N T H  C O N V E R S I O N  T A B L E S  
i 

AGE IN MONTHS TAKEN FROM THE 1ST DEC. 1981 

Date of Birth Months 
- 

1964 - 12 2 04 



I n s t r u c t i o n a l  Psychology Research Group 
Faculty of Education 

Simon Fraser  UniversYty 
Cognitive-Behavioural Counsell ing and T e s t  F x i e t y  

TEST INSTRUCTIONS 

Mate r ia l s  r equ i red :  

Adequate supply of Self-Evaluation Quest ionnaires  (STA1 X - 1  and X-2). 
Canadian T e s t s  of  Basic S k i l l s  Booklets  (Form 5 ) .  
CTBS - answer s h e e t s .  
Tes t  Anxiety Inventory.  
Face shee t s .  
Sharpened p e n c i l s .  
1 s t a p l e r  ( loaded) .  
1 time piece .  

Direc t ions  : 

Assemble t h e  s t u d e n t s  together .  They w i l l  need a penc i l .  Have t h e  tests 
i n  f o u r  (4)  s t a  a t  t h e  f r o n t  o f  t h e  room. One s t a c k  w i l l  be t h e  STA 1 
( X 1  and X2). 0 t a c k  w i l l  be t h e  CTBS book le t s  wi th  t h e  answer s h e e t s  
i n s i d e  t h e  f r o n t  cover. 'l?le t h i r d  s t a c k  w i l l  be t h e  TA 1. F i n a l l y ,  you 
w i l l  have a s t a c k  o f  cover sheets .  

Begin with t h e  fo l lowing in t roduc to ry  s ta tement .  

" A s  you a r e  aware you a r e  a l l  involved i n  a p r o j e c t  designed t o  h e l p  you 
d e a l  with t h e  a n x i e t y  you f e e l  about t a k i n g  tests. P a r t  of  t h i s  p r o j e c t  
i s  designed t o  l e t  u s  know j u s t  how e f f e c t i v e  we have been in '  he lp ing 
you overcome anx ie ty .  This sess ion  w i l l  h e l p  u s  t o  e v a l u a t e  how wel l  
we do. l1 8 

Explain b r i e f l y  t h e  s t r u c t u r e  of t h e  testiqq sess ion .  

"There a r e  f o u r  tes ts  t o  be completed a l t o g e t h e r .  This w i l l  r e q u i r e  you 
t o  l i s t e n  t o  my i n s t r u c t i o n s  and t o  f o l l o y  them c a r e f u l l y . "  

-6, 

Continue by handing o y t  STA 1. Hand t h i s  o u t  wi th  t h e  s i d e  marked X2 
face  up. When you have done t h i s  say t h e  fol lowing.  

d I1This is a S e l f - h r a l u a t  n Questionnaire.' P lease  p u t  your name on t h e  
top. Make s u r e  t h a t  t h e  s i d e  you a r e  w r i t i n g  on says ,  'STA 1 Form X2'." 

Continue by read ing  through t h e  d i r e c t i o n s  wi th  t h e  c l a s s .  Emphasize t h e  
four  c a t e g o r i e s  t h a t  range from "Almost never1' t o  " ~ l m o s t  Always." Ask 
t h e  s t u d e n t s  t o  beg in  and t o  p u t  down t h e i r  p e n c i l s  when t h e  ques t ionna i re  
i s  complete. Time a l l o c a t e d  t o  t h i s  tes t  i s  1 0  minutes. 

A s  t h e  c l a s s  f i n i s h e s ,  hand o u t  t h e  CTBS (Form 5) book le t s  complete wi th  
answer s h e e t s  i n s i d e  t h e  f r o n t  cover. 

"This i s  t h e  Canadian Test  of Basic S k i l l s .  I t  looks l i k e  a very long 
test bu t  w e  w i l l  be us ing  only   art of  it today." 

Every s t u d e n t  w i l l  now have a booklet.  



0 ,  

"Take o u t  t h e  answer s h e e t  marked Reading Comprehension and write your 
name and school  i n  t h e  t o p  r i g h t  hand corner." 

, 

6. When t h i s  i s  complete have t h e  s t u d e n t s  t u r n  t o  Page 3 o f  t h e  CTBS. 
Read t h e  s e c t i o n  marked "Direc t ions"  and exp la in  t h e  sample i tem t o  t h e  
s tudents .  Continue by saying,  - 

h 

"In t h i s  bookle t  yod w i l l  s e e  it s a y s  you have 40 minu.tes. We w i l l  do 
t h i s  p a r t i c u l a r  test f o r  o n l y  6 minutes. Tou w i l l  begin  a t  q u e s t i o n  1 
and you w i l l  answer a s  many q u e s t i o n s  as poss ib le .  You may begin  now. 
1 - w i l l  t e l l  you when 15 minutes has  elapsed." 

/ 
7. Begin t iming and i n  19 minutes say ,  

. . 
"You have now had l g m i n u t e s ,  p l e a s e  p u t  ydur p e n c i l s  down. Now t a k e  
o u t  t h e  second answer s h e e t  marked 'Mathematics'. Pu t  your name and 
school  on t h e  t o p  and then t u r n  t o  Page 21." 

8. On Page 2 1  o f  t h e  CBTS once aga in  read  t h e  d i r e c t i o n s  and t h e n  inform - - 
. , - t he  s t u d e n t s  a s  b e f o r e  . t h a t  t h e y  w i l l  have only  12 minutes t o  complete 

t h i s  test .  Have t h e  s t u d e n t s  s t a r t  and begin t iming them. 

9. continue i n  15 minutes by saying,  3 

"You have now had 1 5 m i n u t e s .  P lease  s t o p  w r i t i n g  and p u t  your p e n c i l s  2 

down. P lease  c l o s e  your book le t  and p u t  it a t  one s i d e  o f  your desk. 
Keep t h e  answer s h e e t s  o u t .  Now w e  w i l l  go back t o  t h e  f i r s t  t e s t  I 
gave you. P lease  t u r n  t o  t h e  back o f  t h e  Self-Bvaluat ion Quest ionnai re ;  

, it w i l l '  say  on t h e  t o p  STA-1 Form X-1. Put  your name on t h e  t o p  as before."  I 

# - 
10 .  Continue by read ing  t h e  d i r e c t i o n s  a t  t h e  t o p  of  t h e  STA 1 Form X-1. t 

Make a  s p e c i a l  n o t e  o f  p o i n t i n g  o u t  t h e  d i f f e r e n c e  i n  t h e  s c a l e  desc r ip -  'I 

t i o n ,  i .e .  it ranges  from "Not a t  a l l "  t o  "Very much so." 3 

"You may now begin  t h i s  test .  I t  should no t  
work quickly  and q u i e t l y .  e"* (u h' l;;( 

- Time a l l o c a t e d  i s  10  minutes. 

11. While t h e  s t u d e n t s  a r e  doing t h i s  t e s t  t h e  t eacher  w i l l  c o l l e c t  t h e  
CTBS book le t s  making s u r e  s t u d e n t s  have no t  l e f t  answer s h e e t s  i n s i d e  
t h e  covers.  a 12. After  t e n  minutes,  o r  befoke i f  every one has i n i s h e d  . . . 
"'Thank you f o r  be ing so  coopera t ive  i n  helping me complete t h i s  t a s k .  
We have n e a r l y  f i n i s h e d  a l l  t h e  tests." 

13. Take t h e  s t a c k  of  T e s t  Anxiety Inven to r i e s  and d i s t r i b u t e  one t o  each 
s tudent .  Say t h e  fo l lowing,  

"This i s  a  Tes t  A t t i t u d e  Inventory.  P lease  w r i t e  jGKt your name on t h e  ' 
top. It 



14. Now read the directions to the group as printed. at the top.  h he 20 
questions in this test should take no more than 10 minutes, and most 
students will probably be finished before that.- 

PLEASE NOTE : INSTRUCTION 15 APPLIES -TO MARY HILL AND PORT MOODY* SCHOOLS 
ONLY (CODE 1 AND CODE 3 ) .  IF YOU ARE NOT INVOLVED W I T H  ONE OF 
THESE SCHOOLS PROCEED WITH INSTRUCTION'16. 

15, When all students have finished distribute the Self-~ffiqacy Probes. Ask 
the students to write their names on the top as indicated. Read through 
the instructions with the students and allow them five minutes to complete 
I - the probes. 

16, Every student should now have on their desk the following answer sheets. 

- a copy of the STA 1 (X-1 and X-2) 
- a Reading Comprehension answer sheet for the CTBS 
- a Math answer sheet for the CTBS 
- a TA 1 sheet 
- the Efficacy Probes (Code 1 and 3 schools only) 
The Counsellor will now take the face sheets and the stapler and will 
coliect the test's of each student, taking the tests and stapling them to 
the face sheet. Ask the students the following: 

t .  

"I will now collect all four answer sheets (all five for Code 1 and 3 
schools). Please make sure you have your name on each test, Thank you 
for helping me to get through this task smoothly. Please don't leave 
until I tell you to do so." 

# 

When all answer sheets and tests are collected and stapled to a face 
sheet the students may be dismissed. 

* 
The counsellor will now take the tests and complete the information on 
the face sheet. > 

/ 

In completing the face sheet you will need the student list and corres- 
ponding I.D. numbers. The following information will also assist your 

t. 

School 

Mary Hill Secondary 
W. J. Mouat (Clearbrook) 
Port Moody 
West Vancouver 

Treatment Group 
w 

Rational Emotive Counselling 
Self Instructional Training 
Control 

School Code ~&er 

1 
2 
3 
4 

Treatment Group Code 



21. Return a l l  t e s t s  t o  IPRG, SFU. 

22. Thank you f o r  following the d i r ec t i ons  ca re fu l ly .  



APPENDIX G 

EXPERIMENT ONE 

ANALYSES OF VARIANCE TABLES 
FOR THE SELF-EFFICACY VARIABLES 



"Table  1 

One-way Ana lys i s  of  Var iance on t h e  
Se l f - E f f i c a c y  Reading P P e t e s t  Probes  

Experiment One 

Source SS df M S  F P 

Between Groups 1.1268 2 0.5634 0.371 0.6928 
Wi th in  Groups 51.6300 34 1.5185 
T o t a l  52.7568 36 

Table  2 

One-way Ana lys i s  of  Var iance on t h e  
S e l f  -Ef f i c a c y  Reading End o f  Treatment  Probes  

Experiment One 

Source SS d f  MS F P 

Between Groups 4.5072 2 2.2536 1.473 0.2435 
Within  Groups 52.0186 34 1.5300 .' 
Tota 1 56.5258 36 

Table  3 

One-way Ana lys i s  o f  Var iance on t h e  
S e l f - E f f i c a c y  Reading ~ o s t t ' e s t  Probes  

Experiment One 

Source SS d f MS F P 
- - - - - - - - - pp - - - - 

Between Groups 5.9257 2 2,9629 1.635 0,2100 
Wi th in  Groups 61.6241 /34 1.8125 
T o t a l  67.5499 36 ----d 



Table  4 

One-way A n a l y s i s  of  Var iance on t h e  
S e l f - E f f i c a c y  Mathematics P r e t e s t  Probes  

Experiment One 

Source SS d f MS F P 

Between Groups 6.0672 2 3.0336 1..132 0.3341 
Wi th in  Groups 91.0872 34 $2 .6790  
T o t a l  97.1544 36 

Table 5 

one-way A n a l y s i s  o f  Var iance on t h e  
S e l f - E f f i c a c y  Mathematics End of  Treatment  Probes  

Experiment One 

Source SS d f MS F -- P 

Between Groups 3.5140 2 1.7570 1.604 0.2159 
Within  Groups 37.2335 34 Y  ̂1.0951 
T o t a l  40,7475 36 

Table  6 

One-way A n a l y s i s  ok Variance on t h e  t 
S e l f - E f f i c a c y  Mathematics P o s t t e s t  Probes  

Experiment One 

Source SS d f MS F P 

Between Groups 3.6195 2 1,8097 1.275' 0.2923 
Wi th in  Groups* 48.2414 34 1.4189 
T o t a l  51.8609 36 



Table  7 . 

Two-way Repeated Measures Anova on t h e  
S e l f - E f f i c a c y  Reading Probes  a t  Pre-  and P o s t t e s t  

- Experiment one 

Source 
- - 

Between Groups " 

Treatment M 2 8  2 1.314 0.700 0.504 
Errorb 63.861 34 1.878 

Wi th in  S u b j e c t s  
Time 5.132 1 5.132 3.533 0.069 
T r e a t  x Time 4.418 . 2 2.209 1 .521 0.233 
Error, 49.391 34 1.453 

T o t a l  425.43 73 

Table  8 

Two-way Repeated Measures Anova on t h e  
S e l f - E f f i c a c y  Mathematics Probes  a t  Pre- and P o s t t e s t  

Experiment One . 1 

Source SS . d f  MS F P 

Between S u b j e c t s  
Treatment 6.142 2 3.071 0.895 -0.418 
Er roq ,  116.709 34 

Within  S u b j e c t s  
Time 2'.478 1 2.478 3.726 0.062 
T r e a t  x T i m e  3.365 2 1.683 2.530 0.095 Q? 
Error,  

T o t a l  



APPENDIX H 

EXPERIMENT TWO 

ANALYSES OF VARIANCE TABLES 
FOR THE SELF-EFFICACY VARIABLES 

u 



Table  1 

One-way Ana lys i s  o f  Var iance on t h e  
Self-Ef f i c a c y  Reading P r e t e s t  Prabes  

Experiment Two 
\ 

Source SS d f  MS F P 

Between Groups 6.5549 2 3.2775 1 .131 3.3370 
Within  Groups 81.1311 28 2.8975 
T o t a l  87.6861 30 

/ .  
Table  2 

One-way A n a l y s i s  o f  Var iance on t h e  
S e l f - E f f i c a c y  Reading End o f  Treatment  Probes  

- 

Source SS d f  MS F P 

Between Groups 0.4169 2 0.2085 0.173 0.8420 
Wi th ih  Groups 33.7252 28 .1.2045 
T o t a l  34.1421 . 30 

. ,  

Table  3 

One-way A n a l y s i s  o f  Var iance on t h e  
Se l f -Ef f  i c a c y  Reading P o s t t e s t  Probes  

Experiment Two 

Source SS d f  MS F P 

Between Groups 8.1206 2 4.0603 2.826 0.0762 
Wi th in  Groups 40.2321 28 1.4369 

48.3527 30 T o t a l  
i 



Table  4 

One-way A n a l y s i s  o f  Var iance on 
S e l f - E f f i c a c y  Mathematics P r e t e s t  

Experiment Two 

t h e  
Probes  

. 
Source SS d f  MS F P  

~b$tween Groups 1.2317 2  0.6158 0.270 0.7657 
Wi th in  Groups 63.9745 28 2.2848 

I T o t a l  65.2062 30 
J 

Table  5  ' 

One-way A n a l y s i s  o f  Var iance on t h e  ' 

s e l f - ~ f  f  &acy Mathematics End o f  Treatment  Probes  
Experiment Go 

Source 
> .  

Between Groups 2  ,'9767 2  i. 4883 1.007 0.3781 
Wi th in  Groups 41,3731 28 1.4776 9 

T o t a l  44,3498 30 

Table  6  
3 

e2 :& 
One-way Ana lys i s  o f  Var iance on 

S e l f - E f f i c a c y  Mathematics P o s t t e s t  
Experiment ~ w d  

t h e  
Probes  

d f  Source  SS MS F P  

Between Groups 
Wi th in  Groups 
T o t a l  



Table 7 

Two-way Repeated Measures ANOVA on t h e  
S e n - E f f i c a c y  Reading Probes a t  Pre- and P o s t t e s t  

Experiment Two 

Between S u b j e c t s  
Treatment 14.585 2 7.282 2.503 0.100 

81,466 28 2.910 - 
Time 11.012 1 11.012 7.729 0'.010 
~ i e a t  x T i m e  0,252 2 0,126 , 0.088 0.916 - 

Errorw ' 39.895 . 2 8  1.425 
T o t a l  147.19 61  

, - Table  8 

* 

Source SS d f  MS F P 

/ 
Two-way Repeated Measures ANOVA on t h e  

S e l f - E f f i c a c y  Mathematics Probes a t  B r e -  and P o s t t e s t  
Experiment Two 

Between S u b j e c t s  
Treatment 9.965 2 4.983 1.939 0,163 
E r r o r b  71.948 28 2.570 - 

Within  S u b j e c t s  
. Time 3.522 1 3.522 3.220 0.084 

T r e a t  x Time 3.336 HZ 1.6 1.525 0,235 
30.633 28 1.0 Error, 

T o t a l  119.404 6 1  

- - -  

6 ,  



T a b l e  9 

A P r i o r i  C o n t r a s t s  on the Self - E f  f icacy 
M a t h e m a t i c s  P o s t t e s t  P r o b e s  , 

E x p e r i m e n t  Two 

V a l u e  S E  T df P  

C o n t r a s t  l' 1.3135 0.4513 2.910 28 0.007* 
T 

C o n t r a s t  2 -0.2143 0.5131 -0.418 28 0.679 



BIBLIOGRAPHY 

A l p e r t ,  R., & Haber, R. Anxiety i n  educa t iona l  achievement 
s i t u a t i o n s .  J o u r n a l  of  Abnormal ~ o c h l  Psycholoqy, 
1960, - 61, 207-215. 

0 

Bandura, A.  P r i n c i p l e s  of Behavior Modif icat ion.  New York: 
Hol t ,  Rinehar t  & Winston, 1969. " 

Bandura, A .  Se l f -e f f i cacy :  Toward a uni fy ing  theory  of 
behavior  change. Psycholoqica l  Rev iew 1977, 84, 
191-215 ( a ) .  

Bandura, A .  S o c i a l  Learninq Theory. Englewood C l i f f s ,  
N . J .  : P r e n t i c e  Ha l l  Inc . ,  1977 (b) . 

+/- 

Bandura, A .  Re f l ec t ions  on s e l f - e f f i c a c y .  Advances i n  
Behaviour Research and Therapy, 1978, - 1, 237-269. 

J 

Bandura, A.  Gauging t h e  r e l a t i o n s h i p  between s e l f - e f f i c a c y  
judgement and a c t i o n .  Coqnit ive Therapy and Research, 
1980, - 4 ( 2 ) ,  263-268. 

Bandura, A .  S e l f - r e f e r e n t  thought:  A developmental a n a l y s i s  
of s e l f - e f f i c a c y .  I n  J . H .  F l a v e l l  and L. Ross ( ~ d s . ) ,  
S o c i a l  Coqnit ive Development: F r o n t i e r s  and Poss ib le  
Futures ,  Cambridge; Cambridge U n i v e r s i t y  P r e s s ,  1981. , 

u 

Bandura, A .  Se l f -e f f  i cacy  mechanism i n  human agency. 
. American Psycholoqis t ,  1983, 1, 22-32. 

Bandura, A . ,  & Adams, N.E.  Analys is  of  s e l f - e f f i c a c y  theory  
of  behav io ra l  change. Cognit ive Therapy and Research, 
1977, - 1, 287-210. 

Bandura, A . ,  Adahs, N.E. ,  & Beyer, J. Cognit ive processes  
mediat ing behav io ra l  change. J o u r n a l  of P e r s o n a l i t y  
and S o c i a l  Psycholoqy, 1977, - 35, 125-139. 

~ a k d u r a ,  A . ,  Adarns, N:E., Hardy, A . B . ,  & ~ o w e l l s ,  G.N. 
T e s t s  of t h e  g e n e r a l i t y  of s e l f - e f f i c a c y  theory.  
Coqnit ive Therapy and Research, 4 ( l ) ,  1980, 39-66. 



Bandura, A . ,  J e f f r e y ,  R.W., & Gajdos,  E ,  G e n e r a l i z i n g  change 
th rough  p a r t i c i p a n t  modeling w i t h  s e l f - d i r e c t e d  mastery .  
Behavior Research and Therapy, 1975, 13, 141-152. 

Bandura, A , ,  & Schunk, P.H. C u l t i v a t i n g  competence, s e l f -  
e f  f i & c y  and i n t r i n s i c  i n t e r e s t  th rough  proximal  s e l f -  

e m o t i v a t i o n .  J o u r n a l  of  P e r s o n a l i t y  and S o c i a l  Psycholoqy, 
1980. 

a 

Bandura, A . ,  & Simon, K.M. The r o l e  of p rox imal  i n t e n t i o n s  
' i n  s e l f - r e g u l a t i o n  o f  r e f r a c t o r y  b e h a v i o r ,  Coqn i t i ve  

Therapy and Research,  1977, - 1 ( 3 ) ,  177i193.  
L 

Bi ran ,  M , ,  & Wilson,  G.T. Treatment of  phobic  d i s o r d e r s  u s i n g  
'-. - 

c o g n i t i v e  .and exposure  methods: A s e l f - e f f i c a c y  a n a l y s i s .  
J o u r n a l  o f  Consu l t i nq  and C l i n i c a l  Psycholoqy,  1981, 
49 ( 6 )  , 886-899. - - 

P ~ r o w n ,  S .M. Variables a s soc i aged  w i t h  overachievement  -and 
underachievement.  Unpublished d o c t o r a l  d i s s e r t a t i o n ,  
U n i v e r s i t y  o f  Pennsy lvania ,  1964. 

Brown, I . ,  Jr . ,  & Innouye, D.K. Learned h e l p l e s s n e s s  th rough  
mode l i n g  : The r o l e  o f  pe rce ived  s i m i l a r i t y  i n  competence. 
J o u r n a l  o f  P e r s o n a l i t y  and S o c i a l  Psycholoqy,  1978, 

C o t t e l l ,  R .B . ,  & S c h e i e r ,  I . H .  Handbook f o r ,  t h e  IPAT a n x i e t y  
s c a l e .  champiign, I l l i n o i s :  I n s t i t u t e  f o r  P e r s o n a l i t y  
and A b i l i t y ,  1963 (manual) . 

D o l l a r d ,  J. ,  & M i l l e r ,  N.E. P e r s o n a l i t y  and psychotherapy:  
An a n a l y s i s  i n  t e r m s  o f  l e a r n i n q ,  t h i n k i n q  and c u l t u r e ,  
New York: McGraw H i l l ,  1950. 

E l l i s ,  A .  Reason and emotion i n  psychotherapy,  New York: 
Lyle  S t u a r t ,  1962. 

- 

E l l i s ,  A.  Humanist ic psychotherapy.  New York: McGraw H i l l ,  

E l l i s ,  A ,  Growth t h r o u b k r e a s o n .  North Hollywood, 
C a l i f o r n i a :  . W i l t s h i r e ,  1975. 



F r o s t ,  B.P. Anxie ty  and e d u c a t i o n a l  achievement.  B r i t i s h  
Jou rna l  o f  Educa t iona l  Psycholoqy, 1968, - 38', 293-302. 

'r 

Gaudry, aE. ,  & Bardshaw, G.D. The d i f f e r e n t i a l  e f f e c t  of  
a n x i e t y  on performance i n  p r o g r e s s i v e  and t e r m i n a l  
s choo l  examina t ions .  A u s t r a l i a n  J o u r n a l  o f  Psycholoqy,  
1970, 22, 1-4. 

- - - -- . 
Gaudry, E . ,  & S p i e l b e r g e r ,  C. D.  Anxiety  and e d u c a t i o n a l  

achievement.  Sydney: John  Wiley & Sons,  A u s t r a l a s i a  
P ty .  Ltd . ,  1971. - 

3 Gauth ie r ,  J., & Ladouceur, R. The i n f l u e n  e  of s e l f - e f f i c a c y  
r e p o r t s  on performance.  Paper  p r e s e n t e d  a t  t h e  Z 1 

Four t een th  Annual Meeting o f  t h e  A s s o c i a t i o n  f o r  t h e  -i 
d 

Advancement o f  Behavior  Therapy,  New York, November 
1980. 

5 
G o l d f r i e d ,  M.R., Linehan,  M.M.,  & Smith,  J . L .  Reduction o f  : 

t e s t  a n x i e t y  t h rough-  c o g n i t i v e  r e s t r u c t u r i n g .  J o u r n a l  % 

o f  Consul t inq  and C l i n i c a l  Psycholoqy, 1978, 4 6 ( 1 ) ,  1 - 
32-39. 

Haynes, C.R.  S e l f  i n s t r u c t i o n a l  t r a i n i n q  and r a t i o n a l  
emotive c o u n s e l l i n q  w i t h  t e s t  anxious  h i q h  schoo l  

i a 
i 

s t u d e n t s .  M.A. t h e s i s ,  Simon F r a s e r  U n i v e r s i t y ,  1982. I l 
Holroyd, K.A.  Cogn i t i on  and d e s e n s i t i z a t i o n  i n  t h e  group  

t r e a t m e n t  o f  t e s t  a n x i e t y .  J o u r n a l  o f  Consu l t i nq  and 
J 

P 3i 
C l i n i c a l  Psycholoqy,  1976, 4 4 ( 6 ) ,  991-1001. 1 

Jaremko, M.E. The use  o f  s t r e s s  i n o c u l a t i o n  t r a i n i n g  i n  t h e  
r e d u c t i o n  of  p u b l i c  e a k i n g  a n x i e t y .  J o u r n a l  o f  $ 

d 3 '  
> C l i n i c a l  Psycholoqy,  980, - 3 6 ( 3 ) .  3 

I 

Kazdin, A .E .  E f f e c t s  o f  c o v e r t  modeling and model r e i n f o r c e -  
ment on a s s e r q i v e  behav io r .  J o u r n a l  o f  Abnormal 
Psycholoqy,  1974, 83, 240-252. 

Kazdin,  A . E .  Imagery e l a b o r a t i o n  and s e l f - e f f i c a c y  i n  t h e  
c o v e r t  modeling t r e a t m e n t  o f  u n a s s e r t i v e  behav io r .  
J o u r n a l  o f  Counse l l i nq  and C l i n i c a l  Psycholoqy,  1979, 
47 ( 4 )  , 725-733. - 



King, E .  Canadian t e s t s  o f  b a s i c  s k i l l s  (High School  E d i t i o n ) .  
scarbor"ough, O n t a r i o :  Nelson Canada Ltd. ,  1982 
(manuel) . 

L i e b e r t ,  R.M., & Morr i s ,  L.W. . Cogni t ive  and emot iona l  
components o f  t e s t  a n x i e t y :  A d i s t i n c t i o n  and some 
' i n i t i a l  d a t a .  Psycho loq ica l  Repor t s ,  1967, 3, 975- 
978. 

Maes, W.R., & Heimann, R.A. The comparison o f  t h r e e  
approaches  t o  t h e  r e d u c t i o n  o f  t e s t  a n x i e t y  i n  h i s h  
s choo l  s t u d e n t s .  Unpublished manuscr ip t ,  Arizona 
S t a t e  U n i v e r s i t y ,  October  1970. 

Mandler, G . ,  & Sarason ,  S.B. A s tudy  of  a n x i e t y  and l e a r n i n g .  
J o u r n a l  of  Abnormal and S o c i a l  Psycholoqy,  1952, 9, 
166-173. . , 

-/"-' 

Meichenbaum, D.H. Cogn i t i ve  m o d i f i c a t i o n  of  t es t  anx ious  
c o l l e g e  s t u d e n t s .  J o u r n a l  o f  Consu l t i nq  and C l i n i c a l  
Psycholoqy, 1972, - 39, 370-380. 

Meichenbaum, D.H. Coqni t ive-Behavior  ~ ~ d T f i c a t i o n .  New 
York: Plenum P r e s s ,  1977. 

Merr ick,  R. The development o f  a  r a t i o n a l  emotive c o u n s e l l i n g  

J- handbook f o r  t h e  t r e a t m e n t  o f  t e s t  a n x i e t y  i n  h i g h  schoo l  
s t u d e n t s .  M.A. P r o j e c t  I n  p r e p a r a t i o n ,  Simon F r a s e r  
U n i v e r s i t y ,  1983. 

M i l l e r ,  N . E . ,  & D o l l a r d ,  J .  S o c i a l  k a r n i n q  a ~ d  i m i t a t i o n .  
New Haven: Yale U n i v e r s i t y   rei is, 1941. 

Montgomery, A . G .  Comparison o f  t h e  e f f e c t i v e n e s s  of  s y s t e m a t i c  
d e s e n s i t i z a t i o n ,  r a t i o n a l  emotive t h e r a p y ,  implos ive  
t h e r a p y ,  and no t h e r a p y ,  i n  reduc inq  tes t  a n x i e t y  i n  
c o l l e q e  s t u d e n t s .  Doc to ra l  d i s s e r t a t i o n ,  Washington 
U n i v e r s i t y ,  1971 ( A b s t r a c t ) .  

M o r e l l i ,  E . A .  S e l f - e f f i c a c y  and a t h l e t i c  performance of 
800 meter  runne r s .  M.A. t h e s i s ,  Simon F r a s e r  Univers ' i ty ,  
1981. 



Osarchuk, M.M. A comparison o f  a c o q n i t i v e ,  and a behav io r  
t h e r a p y  w i t h  t e s t  anx ious  c o l l e q e  s t u d e n t s .  Unpublished 
d o c t o r a l  d i s s e r t a t i o n ,  Adelphi ,  U n i v e r s i t y  o f .  New York, 
1974. 

P r e s t o n ,  R . C . ,  & B o t e l ,  M. S tudy Hab i t s  C h e c k l i s t .  Sc ience  
Research A s s o c i a t e s ,  I n c . ,  1967 (manual) . 

Rachman, S . J . ,  & Wilson,  G.T. The e f f e c t s  o f  p sycho loq ica l  
t he rapy .  Oxford: Pergamon P r e s s ,  1980. 

Ross, G.R. The development and v a l i d a t i o n  o f  a scale o f  
d y s f u n c t i o n a l  s e l f  - reqard .  Unpublished d o c t o r a l  
d i s s e ~ t a t i m n ,  U n i v e r s i t y  of  South F l o r i d a ,  1978. 

Sarason ,  I.G. T e s t  a n x i e t y ,  g e n e r a l  a n x i e t y ,  and i n t e l l e c t u a l  
performance.  J o u r n a l  o f  Consul t ing  Psychology,  1957, 
21, 485-490. 
7 

P 
Sarason ,  I . G .  The t e s t  a n x i e t y  s c a l e :  Concept and r e sea rch .  + 

I n  C.D. S p i e l b e r g e r  & I.G. Sarason ( ~ d s . )  , S t r e s s  and 
a n x i e t ?  (Vol. 5) . Washington, D.C. : Hemisphere Publ i sh-  
i ng ,  1978. 

Sappington,  A . A . ,  R u s s e l l ,  C. ,  T r i p l e t t ,  V . ,  & Goodwin, J. 
S e l f - e f f i c a c y  e x p e c t a n c i e s ,  response-outcome e x p e c t a n c i e s ,  
emot iona l ly  based  e x p e c t a n c i e s ,  and t h e i r  r e l a t i o n s h i p  
t o  a v o i d a n t  b e h a v i o r  and i t s  r e d u c t i o n  th rough  the rapy .  

1 

J o u r n a l  of  C l i n i c a l  Psycholoqy,  1981, 3 7 ( 4 ) ,  737-746. s 

Schunk, D.H. S e l f - e f f i c a c y  i n  achievement b e h a v i o r .  
Unpublished d o c t o r a l  d i s s e r t a t i o n ,  S t a n f o r d  U n i v e r s i t y ,  
1979. 

Schunk, D.H. Modeling and a t t r i b u t i o n a l  e f f e c t s  on c h i l d r e n '  5 
acliievement: .A s e l f - e f f i c a c y  a n a l y s i s .  J o u r n a l  o f  
Educa t iona l  Psycholoqy,  1981, z(1) , 93-105. 

Spence, K .  (1958) c i t e d  i n  E.  Gaudry & C.D. S p i e l b e r g e r  
(Eds. ) , Anxie ty  and e d u c a t i o n a l  achievement.  Sydney: 

John Wiley & Sons,  A u s t r a l a s i a  P ty .  L td . ,  1971. 

S p i e l b e r g e r ,  C.D. T e s t  a n x i e t y  i nven to ry .  P a l o  A l t o ,  
C a l i f o r n i a  : 1980 (manual) . 

+ 



S p i e l b e r g e r ,  C.D. ,  Gorsuch, R.L.., & Lushene, R.F. 
The S t a t e - T r a i t  Anxie ty  Inven to ry  (STAI) , Pa lo  A l t o ,  
C a l i f o r n i a :  C o n s u l t i n q  P s y c h o l o g i s t s  P r e s s ,  1970 
(manual) . 

Tay lo r ,  J . A .  A p e r s o n a l i t y  s c a l e  o f  m a n i f e s t  a n x i e t y .  
J o u r n a l  o f  Abnormal and S o c i a l  Psycholoqy, 1953, 48, 
285-290. 

Wal lace ,  L. The development o f  a s e l f - i n s t r u c t i o n a l  manual 
f o r  t h e  t r e a t m e n t  o f  t e s t  a n x i e t y  i n  h i q h  schoo l  
s t u d e n t s ,  M.A. p r o j e c t .  I n  p r e p a r a t i o n ,  Simon F r a s e r  
U n i v e r s i t y ,  1983. 

Wine, J . D .  T e s t  a n x i e t y  and t h e  d i r e c t i o n  of a t t e n t i o n .  
Psycho loq ica l  B u l l e t i n ,  197P, 76, 92-104. a 

i 
- 

i b 
Winer, B.J .  S t a t i s t i c a l  p r i n c i p l e s  -in expe r imen ta l  des iqn .  

New York: McGraw H i l l ,  1971. 

Wolpe , J. Fea r  Survey Schedule .  Educa t iona l  and I n d u s t r i a l  
T e s t i n g  S e r v i c e ,  C a l i f o r n i a ,  1969 (manual) . 

Wuensche, M. I n t e r v i e w i n q  s k i l l s  and t e s t  a n x i e t y  t r e a t m e n t .  
M.A. t h e s i s .  I n  p r e p a r a t i o n ,  Simon F r a s e r  U n i v e r s i t y ,  
1983. 

- Yerkes,  R.M., & Dodson, J . D .  The r e l a t i o n  o f  s t r e n g t h  o f  
s t i m u l u s  t o  r a p i d i t y  o f  hab i t - fo rma t ion .  J o u r n a l  o f  
Comparative ~ e u r o l o ~ ~  and ,Psycholoqy ,  1908, - 18, 459- 
482. 

Zimrnerman, B.J., & Ringle ,  J. E f f e c t s  of  model p e r s i s t e n c e  _ 
and s t a t e m e n t s  of  conf idence  on c h i l d r e n ' s  s e l f - e f f i c a c y  
and problem s o l v i n g .  J o u r n a l  o f  E d u c a t i o n a l  Psychology, 
1981, - 73 ( 4 )  , 485-493. 




