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In view of the possible relationship between explanatory 

styles and classroom performance, the problem addressed in 

this study was to determine if a significant association 

exists between attributions and academic achievement among 

students in a program of religious training at a Bible 

college. The research was designed to ascertain if 

optimistic attributions are more frequently associated with 

students in programs of religious education than with 

students in a public state-supported university environment. 

The study was conducted with students at The Criswell 

College and Graduate School of the Bible, located in Dallas, 

Texas, and on students at the University of North Texas, 

located in Denton, Texas. The samples consisted of 100 

students from both schools. 

In the Fall semester of 1991, subjects completed the 

Academic Attributional Style Questionnaire and the Coping 

with Academic Failures Questionnaire which were developed by 

Peterson and Barrett (1987). At the conclusion of the 



semester and with the explicit consent of the subjects, GPAs 

were obtained for all the participants. 

No significant correlation was found between optimistic 

explanatory styles and the academic achievement of Bible 

college students. This was true when scores from the 

Academic Attributional Style Questionnaire were compared with 

the GPAs and with the Coping with Academic Failures 

Questionnaire of students from The Criswell College. 

A significant positive difference was found to exist 

between the explanatory styles of students at The Criswell 

College and students at the University of North Texas. 

Students in religious courses of study tended toward 

attributions for negative events that were external, 

unstable, and specific. The University of North Texas 

students tended toward attributions for negative events that 

were internal, stable, and global. 
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CHAPTER I 

INTRODUCTION 

Explanatory style refers to the manner in which 

individuals explain to themselves the bad or negative events 

that they encounter (Seligman, 1990). This self-talk may be 

categorized in three dimensions. First, it may attribute the 

problem to something for which the individual is responsible, 

or it may locate the source of the experience in another 

person, persons, or external circumstances. Second, the 

explanation may view the cause of the problem as something 

that will persist over time or as something that will be 

short-lived. Third, the explanatory style may postulate the 

cause of the problem as a factor that will affect broad areas 

of the individual's life, or it may see the source of the 

problem as affecting only a specific or circumscribed area of 

life. 

Abramson, Seligman, and Teasdale (1978) employed 

explanatory style in reformulating the theory known as 

learned helplessness. The original concept of learned 

helplessness was introduced in 1967 (Overmier and Seligman; 

Seligman and Maier). 

Seligman demonstrated in the early research that mongrel 

dogs which were exposed to painful circumstances over which 



they had no control lost the motivation to attempt to escape 

from similar circumstances that were within their power to 

stop. He called this condition learned helplessness. 

When applied to humans, similar results have been 

documented. For instance, subjects who had previously been 

exposed to uncontrollable loud music tended to be slower in 

stopping subsequent noise that was within their power to 

silence, than those who had not been exposed to 

uncontrollable loud music. Others in the same situation made 

no effort to stop the noise when they had the opportunity to 

do so (Hiroto, 1974). 

When questions arose as to why some human subjects 

appeared to be susceptible to learned helplessness and others 

did not, attributional style was used to explain the 

difference. Abramson et al. theorized that when a 

catastrophe strikes people wonder why it occurs. Their 

answer to the question "why?" will be decisive in their 

response to future events of a similar negative nature. 

Specifically, if they explain an uncontrollable bad event in 

terms that are personal, permanent, and pervasive, they will 

succumb to learned helplessness. 

Learned helplessness results in decreased motivation, 

poor problem solving, depressed affect, and poor health. 

There tends to be a high correlation between learned 



helplessness and the presence of depression among 

individuals. 

Most of the research on learned helplessness has applied 

the concept to an examination of the explanatory styles of 

depressed people. Seligman's theory, however, supports the 

notion that all human affairs in which helplessness may be a 

factor will be subject to explanatory styles. 

Because college students frequently encounter negative 

experiences in their academic pursuits, one might expect that 

those who respond to such events with personal, permanent, 

and pervasive explanations will not do as well as their peers 

who explain setbacks or frustrations in external, temporary, 

and specific terms. In other words, one would expect to find 

an association between explanatory styles of college students 

and academic performance. This study attempted to determine 

if such a relationship does exist. 

Seligman (1990, pp. 203-204) theorizes that religious 

faith tends to produce hope within those who practice it. 

While some.religions are more optimistic than others, they 

all tend to provide a buffer against the adversities of life. 

One would expect, therefore, that subjects from a Bible 

college would be more optimistic than subjects from a college 

or university that does not appeal exclusively to religiously 

oriented students. 



Statement of the Problem 

In view of the possible relationship between explanatory 

styles and classroom performance, the problem addressed in 

this study was to determine if a significant association 

exists between attributions and academic achievement among 

students in a program of religious training at a Bible 

college. The research sought to reveal if optimistic 

attributions are more frequently associated with students in 

programs of religious education than with students in a 

public state-supported university environment. 

Purposes of the Study 

The purposes of this study were: 

1. to ascertain the explanatory styles of students in a 

program of religious education; 

2. to determine whether a relationship exists between 

the explanatory styles and academic achievement of Bible 

college students; 

3. to compare and contrast the explanatory styles of a 

sample drawn from a Bible college environment with a sample 

drawn from a public state-supported university environment. 

Little research has been conducted on the applications 

of attributional styles or learned helplessness in academic 

environments. No published research to date has been 

conducted regarding the performance of Bible college 

students. 



This study builds upon the research of Peterson and 

Barrett (1987). Their work revealed a positive association 

between the explanatory styles of 87 students at Virginia 

Tech and their GPAs. The Academic Attributional Style 

Questionnaire and the Coping with Academic Failures 

Questionnaire, which were validated and tested for 

reliability in the previous study, were used in the present 

inve st igat ion. 

Hypotheses 

To carry out the purpose of this study the following 

hypotheses were tested: 

HI: There is a positive correlation between optimistic 

explanatory styles and the academic achievement of Bible 

college students. 

H2: The explanatory styles of Bible college students 

will be significantly more optimistic than those of their 

counterparts in a public state-supported university 

environment. 



CHAPTER II 

REVIEW OF THE LITERATURE 

Most of the studies of attribution in regard to personal 

motivation and achievement rest upon the theoretical 

framework that was formulated by Weiner (1972, 1974) . 

Building upon the research of Heider (1958) and Kelley 

(1965), Weiner ascribed success or failure to two dimensions: 

the internal-external dimension, or locus, and the stable-

unstable dimension, or stability. 

The concept of attribution as it is used in this study 

grows out of the work of Seligman and his associates, who 

employed it to reformulate the theory of learned 

helplessness. The initial work on learned helplessness was 

done in 1967 (Overmier and Seligman, Seligman and Maier). 

The theory was revised in 1978 (Abramson et al.). 

Development of the Original Theory 

Seligman encountered the phenomenon that led to his 

eventual framing of the learned helplessness construct when 

he entered the University of Pennsylvania as a graduate 

student in 1964. Dogs that had been trained in a Pavlovian 

conditioning experiment using pairs of tones and electrical 

shock failed to jump over a barrier in a shuttle box to 



escape further shock. It was Seligman's conclusion that the 

dogs had been taught to be helpless in the conditioning 

process. The first investigations that he conducted with 

Overmier and Maier reflected this experience. They have 

become the conventional research paradigm for learned 

helplessness as well as what Seligman has subsequently come 

to designate as learned optimism (1990) . 

In the original study by Seligman and Overmier, three 

experiments with dogs were performed. In each case, the 

first three groups of dogs were exposed to inescapable shock. 

The animals were secured in a "rubberized, cloth hammock 

located inside a shielded, white, sound-reducing cubicle" 

(Overmier and Seligman, p. 28). 

The fourth group of dogs served as a control. They were 

given no shock treatment. 

Twenty-four hours after the treatment, the dogs were 

taken to a shuttle box. It was made of two compartments 

separated by a barrier which could be adjusted to the 

shoulder height of the animal being tested. 

When animals from the control group were placed in the 

shuttle box, they discovered within a few moments that by 

jumping over the barrier they could escape the shock. 

Interestingly, a large number of the dogs from the 

inescapable shock group made no effort to escape from the 

electrical shock. This was true in spite of the fact that 



they could see the other part of the box that afforded 

relief. 

Variations in the Initial Study 

In the three experiments that constituted the first 

study, several aspects of the procedure were varied. In the 

first experiment, the amount of electrical shock in the 

treatment was modified. The higher the degree of shock, the 

more interference there appeared to be. However, since the 

degree of difference was not significant, "The interference 

phenomenon does not . . . appear to be dependent upon the use 

of specific shock exposure parameters, but appears to be a 

general phenomenon resulting from exposure to inescapable 

shock" (Overmier and Seligman, p. 30). 

In the second experiment, the electrical shock in the 

shuttle box was varied"to test for adaptation response. The 

interference phenomenon persisted and was unaffected by 

increased levels of shock in the shuttle box. This called 

into question the adaptation explanation as to why the dogs 

in the second group did not respond. 

The third experiment was concerned with time. In the 

experiment the dogs were placed in the shuttle box 48 hours 

after receiving treatment. It was found that the effects of 

inescapable shock upon instrumental escape-avoidance 

disappeared rapidly. 



In discussing their findings, Overmeir and Seligman 

rejected the conventional Skinnerian approaches that would 

have been used to explain the response of the inescapable 

shock group of dogs. They suggested instead that the 

interference in the avoidance process took place because the 

animals had learned that "all instrumental responses or 

attempts to respond occur in the presence of the aversive 

stimuli and are of no avail in eliminating or reducing the 

severity of the trauma" (p. 33). The concept was designated 

as learned helplessness. 

Additional Seminal Research 

Another pioneering study by Seligman and Maier (1967) 

produced similar results. In addition, it demonstrated that 

previous experience with escapable shock would tend to 

nullify the effects of inescapable shock. 

This research was conducted using a triadic model. One 

group of dogs was exposed to escapable shock in the hammock 

device used by Overmeir and Seligman. They could turn off 

the shock by pushing a panel with their noses. 

The second group of dogs was exposed to inescapable 

shock. "They would get exactly the same shocks as the first 

[group], but no response they made would have any effect" 

(Seligman, 1990, p. 22). 

The third group of dogs served as a control. They were 

given no shock treatment. 
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Twenty-four hours after the treatment, the dogs were 

taken to the shuttle box. 

Dogs which learned to escape shock by panel 

pressing in the harness did not differ from 

untreated dogs in subsequent escape/avoidance 

learning in the shuttle box. Dogs from which shock 

treatment was independent of responding in the 

harness showed interference with subsequent escape 

learning. (Seligman and Maier, p. 4) 

The second experiment by Seligman and Maier covered a 

three-day period. On day one the preescape subjects received 

ten escape/avoidance trials with escapable shock in the 

shuttle box. On day two they received inescapable shock in 

the harness. On day three subjects received another thirty 

escape/avoidance trials in the shuttle box. 

The no preescape group received no shuttle box training. 

The first day of training, they were exposed to the 

inescapable shock sessions that the preescape group 

experienced on day two. The next day, the no preescape group 

was given 40 trials in the escape/avoidance shuttle box. 

A third group served as a control. The animals in this 

category were designated as the no inescapable group. They 

received the same treatment as the preescape group except 

that they were given no shock on the second day. 
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The no preescape group "showed significant interference 

with escape/avoidance responding in the shuttle box on Day 3. 

The Preescape and the No Inescapable group did not show such 

interference" (p. 5). 

The initial work by Seligman, Overmier, and Maier 

substantiate the following claims: First, dogs exposed to 

inescapable shock subsequently did not demonstrate 

escape/avoidance behavior when subjected to electrical shock 

in the shuttle box. This seemed to suggest that helplessness 

is learned. 

Second, dogs with prior experience in escapable shock 

situations readily practiced avoidance techniques even though 

for an interim period they were placed in an inescapable 

shock environment. This suggested the phenomenon that is 

referred to as "immunization." It essentially means that 

when the subject has learned to exercise control, this 

prevents learned helplessness from occurring. 

Learned Helplessness in Various Animal Studies 

In the aftermath of the 1967 studies on dogs, a host of 

similar experiments were replicated on other animals. These 

included research on rats (Seligman and Beagley, 1975; 

Seligman, Rosellini, and Kozak, 1975; Volpicelli, Ulm, 

Altenor, and Seligman, 1983), on cats (Seward and Humphrey, 

1967; Thomas and Dewald, 1977), and on fish (Frumkin and 

Brookshire, 1969). 
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Certain findings were peculiar to particular species. 

For example, learned helplessness in rats does not dissipate 

across time as it does in dogs (Seligman et al., 1975). 

However, in each species, the same general findings were 

observed. Inescapable shock produced the phenomenon of 

learned helplessness. Prior training in avoidance control 

resulted in immunization against learned helplessness. 

Early Studies of Learned Helplessness 

in Human Subjects 

Hiroto (1974) was one of the first researchers to 

conduct experiments about learned helplessness in humans. 

The rationale for doing this was the similarity he saw 

between learned helplessness and Rotter's (1966) construct of 

internal and external control of reinforcement in social 

learning. 

In Rotter's model, internal and external locus of 

control has to do with the extent to which people believe 

that reinforcements depend upon their actions. A person in 

the category of an "internal" perceives reinforcement as a 

consequence of his responses. A person in the category of 

an "external" perceives reinforcement as unrelated to his 

behavior. 

In the case of Rotter's model, and in the concept of 

learned helplessness, the notion of control is crucial. 
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Hiroto constructed his experiment to investigate helplessness 

in internal and external subjects. 

The subjects in the study were students at the 

University of Portland who scored 1 standard deviation above 

or below the mean on James's Dekalb Survey Test of internal 

and external tendencies. The instrument is based on the 

early work of Rotter (1954) and Phares (1955) . 

The procedure for the study involved exposing three 

groups of students to loud noise. The first, or escape, 

group received unavoidable but escapable pretreatment. They 

could terminate the noise by pressing a button. The second, 

or inescapable, group received unavoidable and inescapable 

pretreatment. Nothing they did would terminate the noise. 

The third, or no treatment, group received no pretreatment. 

The groups were then put into the equivalent of the 

shuttle box. They were each exposed to noise over which they 

could exercise control. Hiroto discovered that the sort of 

responses that had happened in animals also took place in 

humans, though the results were less dramatic. 

The inescapable group "was retarded in escape-avoidance 

measures relative to the E [escape] and NP [no-pretreatment] 

groups, with the latter groups not differing from each other" 

(p. 189). Hiroto also found that externals were more 

helpless than internals. 
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Hiroto and Seligman (1975) replicated the 1974 work and 

proved that the debilitation that results from lack of 

control is generalizable across tasks and motivational 

systems. Using four unsolvable discrimination problems and 

subsequent anagrams, the study revealed that "learned 

helplessness can be produced within cognitive tasks, without 

aversive unconditioned stimuli or instrumental 

components. . . . Cross-modal helplessness was also found" 

(p. 325). 

The work by Hiroto (1974) demonstrated that learned 

helplessness can be experimentally produced in human 

subjects. However, two interesting findings from Hiroto's 

work were even more significant. One out of three of the 

subjects exposed to the treatment designed to produce learned 

helplessness did not succumb to it. Furthermore, 1 in 10 

subjects from the control group did not respond to the noise 

when they had the opportunity to terminate it. The need to 

explain these two anomalies led to the revision of the 

original helplessness theory using an attributional 

framework. 

Weaknesses in the Original Theory 

As this survey has indicated, the original theory of 

learned helplessness was the result of research on animals, 

not humans. "The cornerstone of the hypothesis is that 

learning that outcomes are uncontrollable results in three 
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deficits: motivational, cognitive, and emotional" (Abramson 

et al.,p. 50). The subject must come to expect that the 

outcome of his situation is uncontrollable. When this 

happens, the motivation is diminished as witnessed in the 

fact that voluntary responses decrease. The subject then has 

difficulty learning that he has some degree of control. 

Emotionally, depression follows because the subject has no 

sense of control. 

Studies on human subjects revealed two weaknesses in the 

initial theory of learned helplessness which were later 

addressed by Abramson et al. (1978). First, the old theory 

failed to distinguish between personal and universal 

helplessness. The human subject may believe that a problem 

cannot be solved. In terms of Hiroto's study, neither the 

subject nor anyone else can control the noise. This is 

universal helplessness. Alternately, the subject may believe 

that the problem can be solved but that he is unable to do 

so. This is referred to as personal helplessness. 

The subject may, therefore, attribute failure to solve a 

math problem to his personal limitations. Nothing that he 

does will make a difference, though other students with more 

ability might be able to solve the problem. Alternately, he 

may conclude that the problem is unsolvable. Neither he nor 

any other student has the ability to solve the problem. 
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The attribution that the student makes about his present 

inability will tend to determine how he approaches future 

problems. 

When people believe that outcomes are more likely 

or less likely to happen to themselves than to 

relevant others, they attribute these outcomes to 

personal factors. Alternatively, persons make 

external attributions for outcomes that they 

believe are as likely to happen to themselves as to 

relevant others. (p. 52) 

Another important implication of the distinction between 

universal and personal helplessness is an understanding of 

how helplessness affects self-esteem. Festinger (1954) 

believes that self-esteem is the result of social comparison. 

If one compares favorably or comparably with others, one's 

self-esteem is elevated. However, if the comparison is 

unfavorable or not comparable, one's self-esteem is 

diminished. 

The revised theory of helplessness conforms to 

Festinger's belief and explains which experiences are likely 

to affect self-esteem. 

Our analysis suggests that individuals who believe 

that desired outcomes are not contingent on acts in 

their repertoires but are contingent on acts in the 

repertoires of relevant others, will show lower 
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self-esteem than individuals who believe that 

desired outcomes are neither contingent on acts in 

their repertoires nor contingent on acts in the 

repertoires of relevant others. That is, an 

unintelligent student who fails an exam his peers 

pass will have lower self-esteem than a student who 

fails an exam that all his peers fail as well. 

(Abramson et al., p. 55) 

While the dichotomy between universal and personal 

helplessness affects self-esteem, it does not affect the 

cognitive and motivational dimensions of helplessness. Both 

of these areas, however, are addressed in a consideration of 

the second inadequacy of the old theory. 

The old theory was also vague about generality and 

chronicity of helplessness. Some experiences of helplessness 

are very general. Abramson et al. use the illustration of an 

accountant who is fired and who subsequently functions poorly 

in a number of areas. "He cannot get started on his income 

tax, he fails to look for a new job, he becomes impotent, he 

neglects his children, and he avoids social gatherings" 

(p. 56). Helplessness of this sort is said to be 

generalized. 

On the other hand, the same accountant may become 

helpless only in a few areas. "He does not do his income tax 

and fails to look for a new job, but he remains an adequate 
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lover, father, and party-goer" (p. 56). When helplessness 

occurs in a narrow area(s) of life, it is said to be 

specific. 

The time frame of helplessness also varies from 

individual to individual and from situation to situation. 

That which is long-term or which recurs is called chronic. 

That which is short-lived and which does not recur is said to 

be transient. 

In the old theory, "The deficits . . . could crop up in 

new situations if either the responses called for or the 

outcomes desired were similar to the responses and outcomes 

about which original learning had occurred" (p. 56). 

However, no explanation was given for why helplessness was 

sometimes global and sometimes specific. 

Seligman did attempt to explain why helplessness is 

sometimes chronic and sometimes transient (1975, pp. 67-68). 

Helplessness that is transient is assumed to be the result of 

proactive or retroactive interference. That is to say, the 

helplessness was forgotten because of prior or later 

learning. That which was not forgotten was chronic in 

nature. 

The Revised Learned Helplessness Theory 

The revised theory explains the global-specific and the 

chronic-transient dimensions of helplessness in terms of the 

attributions one makes about responses and outcomes that are 
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independent. The attributions determine expectations about 

the future interplay between responses and outcomes. Some 

attributions have global, others only specific, implications. 

Some attributions have chronic, others only transient, 

implications. 

Consider an example: One submits a paper to a 

journal and it is scathingly rejected by an editor. 

Consider two possible attributions the author might 

make: "I am stupid" or "The editor is stupid." 

The first, "I am stupid," has much more disastrous 

implications for the author's future paper-

submitting than the second. If "I am stupid" is 

true, future papers are likely to be rejected as 

well. If "The editor is stupid" is true, future 

papers stand a better chance of being accepted as 

long as the author does not happen on the same 

editor. (Abramson et al., p. 56.) 

Alloy, Peterson, Abramson, and Seligman (1984) tested 

the logic of the attribution reformulation in regard to the 

global-specific continuum. They found that students who 

exhibit a style of attributing negative outcomes to global 

factors did show helplessness deficits in new situations that 

were both similar and dissimilar. Those who exhibited a 

style of attributing negative outcomes to specific factors 
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tend to show helplessness only in new situations that are 

similar to former ones. 

Attributional Dimensions of the 

Revised Theory 

According to the revised theory of learned helplessness, 

the attributions that one makes will be internal or external, 

stable or unstable, and global or specific. Peterson and 

Barrett summarize and illustrate three categories that relate 

to learned helplessness: 

An internal cause points to something about the 

self ("it's me"), whereas an external cause points 

to other people or circumstances ("it's the heat in 

this place"). A stable cause invokes a long-

lasting factor ("it's never going to go away"), 

whereas an unstable cause is transient ("it was a 

one-time thing"). Finally, a global cause is one 

that affects a wide domain of activity ("it's going 

to undercut everything I do"), whereas a specific 

cause is circumscribed ("it has no bearing on my 

everyday life"). (p. 603) 

As a case in point, if one explains failure on a 

mathematics test in internal, stable, and global terms 

( e.g., "I am stupid"), the deficits will be far reaching. 

If, on the other hand, one explains failure on a mathematics 

test in external, unstable, and specific terms (e.g., "That 
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was a poor test instrument"), the deficits will be minimal. 

The deficits include such concerns as passivity, poor 

problem-solving ability, and depression (Peterson and 

Seligman, 1984). 

In their reformulation of the helplessness model, 

Abramson et al. deal in detail with the implications it holds 

for an understanding of depression. They also suggest means 

by which attribution might be used to ameliorate the 

depressed condition. 

Learned Helplessness and Depression in Students 

Much of the research by Seligman and his associates which 

has applied learned helplessness to the human condition has 

investigated its use in the understanding and treatment of 

depression. A review of several of the studies in this area 

and in various areas of performance is relevant to the topic 

under investigation because of its implications for academic 

performance. Concerning this point, Peterson and Barrett 

make the following observation: 

When people face frustration and failure and have a 

negative explanatory style, they tend to behave in 

a fatalistic and passive manner. Very few college 

students pass through a course without experiencing 

setbacks along the way: a difficult problem set, a 

failed quiz, a lost textbook, an unintelligible 

lecture, and so on. Successful students are those 
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who respond to such events with renewed effort, 

whereas unsuccessful students are those who give 

up. (p. 603) 

Seligman (1975, pp. 75-106) showed common symptoms, 

causes, and cures between learned helplessness and 

depression. He suggested that 

reactive depression, as well as learned 

helplessness, has its roots in the belief that 

valued outcomes are uncontrollable. The central 

goal of therapy for depression, therefore, is the 

patient's regaining his belief that he can control 

events important to him. (p. 105) 

Miller and Seligman (1973) found that depressed and 

nondepressed students approached chance tasks with the same 

degree of expectancy. However, depressed students tended to 

perceive reinforcement as independent of their responses to a 

greater degree than did nondepressed peers. 

Miller and Seligman (1975) discovered similarity of 

impairment in students who were naturally depressed and those 

in whom learned helplessness was induced. Both sets of 

students did poorly in problem solving exercises as compared 

to nondepressed students. 

Klein, Fencil-Morse, and Seligman (197 6) presented 

evidence that depression, low intellectual performance, and 
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learned helplessness go together. They make the following 

statement: 

When depressed subjects attributed their failure to 

the difficulty of the problems rather than to their 

own incompetence, performance improved strikingly. 

So, failure in itself is apparently not sufficient 

to produce helplessness deficits in man, but 

failure that leads to a decreased belief in 

personal competence is sufficient, (p. 508) 

Miller and Seligman (197 6) compared the deficits of 

depressed and of helpless subjects. They proved to be 

essentially identical following failure in skill tests. 

Following the revision of the helplessness model, 

Seligman, Abramson, Semmel, and von Baeyer (197 9) compared 

the attributional styles of depressed and nondepressed 

college students. The depressed students employed internal, 

stable, and global causes to bad outcomes. 

Nolen-Hoeksema, Girgus, and Seligman (1986) conducted a 

longitudinal investigation of depression, life events, and 

explanatory styles among 168 third, fourth, and fifth graders 

in two central New Jersey elementary schools. As the 

reformulated theory of learned helplessness would predict, 

helpless explanatory styles were associated with high levels 

of recurring depression across the year-long study. 
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The personal, permanent, and pervasive explanations for 

bad events were also significantly associated with low 

academic achievement and with helpless behavior in the 

classroom. "On the other hand, children who were not 

depressed and who were not having achievement problems tended 

to explain bad events by external, unstable, and specific 

causes and good events by internal, stable, and global 

causes" (p. 440) . 

Interestingly, one notes in the study by Nolen-Hoeksema 

et al. that "children who showed the maladaptive explanatory 

style in the absence of current depression were more prone to 

show depression at later testing periods" (p. 440). While 

this does not prove that helpless explanatory styles 

contribute to, rather than result from, depression, it does 

suggest that helpless attributions may cause instances of 

depression. Other aspects of the study indicate that such 

attributions may derive from periods of depression. 

Learned Helplessness Among Various Groups 

of Depressed Individuals 

When studying the therapeutic implications of the 

learned helplessness theory of depression on a clinical 

population, Raps, Reinhard, and Seligman (1980) found that 

low performance on cognitive anagram tasks was associated 

with both helplessness and depression. 
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Raps, Peterson, Jonas, and Seligman (1982) tested 48 

inpatients and 24 outpatients on cognitive tasks. They 

discovered that poor performance and depressive symptoms 

increased with the length of stay in the hospital though 

health conditions improved. The study indicated that passive 

and inanimate behavior may result from learned helplessness 

engendered by hospitalization. 

Anderson, Horowitz, and French (1983) studied the 

attributional styles of lonely and depressed people. A 

questionnaire was formulated consisting of 20 hypothetical 

questions, ten that were interpersonal in nature and ten that 

were not interpersonal. This instrument was administered to 

304 students along with the Beck Depression Inventory and the 

UCLA Loneliness Scale. The study showed an association 

between loneliness and depression and the personal, 

pervasive, and permanent attributions of learned 

helplessness. This study is important because of its 

implications for the interpersonal nature of academic 

pursuits in the context of higher education. 

Explanatory Styles Across Time 

Burns and Seligman (1989) used a technique known as 

Content Analysis of Verbatim Explanations (CAVE) to analyze 

the explanatory styles of individuals across the life span. 

(For a description of the CAVE technique, consult Schulman, 

Castellon, and Seligman, 1989.) Seventy-two individuals 
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answered questions about their current life and made diaries 

and letters from their youth available. On average, the 

material covered 52 years of life. 

The study revealed that explanatory styles were stable 

concerning negative events; however, no stability was found 

for positive events. The results of the study suggested that 

negative explanatory style may constitute risk for 

depression, low achievement, and physical illness. 

Learned Helplessness in Various 

Fields of Endeavor 

Learned helplessness has been used to predict or 

evaluate performance and/or survival in several areas of 

endeavor. These include athletics, politics, health, and 

business. 

Seligman, Nolen-Hoeksema, Thornton, and Thornton (1990) 

used the Attributional Style Questionnaire (ASQ) to study the 

explanatory styles of two university swimming teams. Those 

subjects with pessimistic explanatory styles (i.e., personal, 

permanent, and pervasive) demonstrated poorer competitive 

performance than subjects with optimistic explanatory styles. 

When all of the swimmers were subjected to false negative 

times, performance deteriorated among individuals with 

pessimistic explanatory styles. At the same time, the 

performance of athletes with optimistic styles did not 

deteriorate. 
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Zullow, Oettingen, Peterson, and Seligman (1988) 

reported on a host of political events in which the CAVE 

technique was used to analyze politicians and political 

events. The study demonstrates that pessimistic ruminations 

can be used to predict political outcomes. Lyndon Johnson's 

press conferences during various stages of the Vietnam War, 

acceptance speeches of presidential candidates from 1948 to 

1984, and depression among workmen in the bars of East Berlin 

and West Berlin were studied. Among other results, the 

survey found that 9 out of 10 of the candidates for president 

whose speeches betrayed pessimistic ruminations lost 

elections. 

Research has revealed that uncontrollable negative 

events correspond with poor immune functioning and illness in 

animals (Laudenslager, Ryan, Drugan, Hyson, and Maier, 1983; 

Sklar and Anisman, 197 9; Visintainer, Volpicelli, and 

Seligman, 1982). In some instances, death in animals 

correlates with helplessness (Seligman, 1975; Rosellini, 

Binik, and Seligman, 1976). 

Peterson and Seligman (1987) cite several studies in 

which illness and/or death appears to be associated with 

learned helplessness or loss of control. Of particular note 

is Engel's research (1971) on 170 cases of stress-induced 

death. Often the stress involved loss of control. 
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An extreme example is that of voodoo death (Cannon, 

1942). Persons who perceive themselves to be under the 

uncontrollable curse of a witch doctor may die within days or 

hours. 

Peterson and Seligman (1987) used the CAVE technique to 

study members of the Hall of Fame, the Grant Study, and 

college students. They concluded that a link is suggested 

between personal, permanent, and pervasive explanatory styles 

for bad events and morbidity or mortality. The nature of 

this relationship is not yet known. 

In a study of 99 graduates of the Harvard University 

class of 1942-43 ( Peterson, Seligman, and Vaillant, 1988), 

it was concluded that individuals with stable, global, and 

internal explanations of bad events are at risk of poor 

health in mid-life. 

Seligman and Schulman (1986) used the ASQ to predict the 

performance of life insurance salesman. The cross-sectional 

study focused on the work of 94 sales agents. The personnel 

scoring in the top half of the ASQ sold 37% more insurance 

over a two-year period than those scoring in the bottom half. 

In a related study of 103 new agents, those in the top half 

of the ASQ remained at their jobs at twice the rate as those 

in the bottom half of the instrument. Significantly, the two 

studies "support the claim that a pessimistic explanatory 
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style leads to poor productivity and quitting when bad events 

are experienced . . . " (p. 832). 

Learned Helplessness and 

Intellectual Achievement 

As this survey indicates, most of the investigations of 

attribution and learned helplessness in humans have focused 

on depression. Limited consideration has also been given to 

the areas of achievement or performance in athletics, 

politics, health, and business. Only a few studies have 

dealt with intellectual achievement, and most of them have 

been limited to the elementary school level. 

Weiner (1972, 1974) has demonstrated that students whose 

performance deteriorates in the aftermath of failure tend to 

explain their failure in stable terms such as a lack of 

ability. By way of contrast, students whose performance 

improves in the aftermath of failure tend to explain their 

failures in transient terms such as lack of effort. 

Diener and Dwerk (1978) studied the cognitions of 

children at the moment they encountered failures in the 

classroom. As students went from success to failure, 

helpless children revealed a marked decline in the maturity 

and sophistication of the strategies they employed for 

problem solving. Mastery-oriented children maintained the 

level of maturity, and in some instances, their problem-

solving efforts became more sophisticated. 
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Before the failure, both groups of students made similar 

attributions. With the onset of failure, marked differences 

began to emerge. The helpless students began to attribute 

failure to lack of ability or loss of ability. They also 

began to express negative attitudes toward the task as well 

as a desire to escape from the situation. 

Mastery-oriented students did not make attributions of 

failure. While acknowledging mistakes, they did not view the 

situation as a failure nor did they believe that it would 

last long. 

Several additional findings (Diener and Dweck, 1978; 

Dweck, 1975; Dweck and Reppucci, 1973) indicate that helpless 

and mastery-oriented students have different perspectives or 

attributions for past successes. Helpless children appear to 

forget or view past successes as irrelevant to future 

success. 

Mastery-oriented students appear to recall past 

successes very vividly. They seem to view them as proving 

their ability, and they seem to anticipate future success on 

the basis of past success. 

Dweck and Licht (1980) believe that following failures 

helpless students substantially underestimate their past 

successes and significantly exaggerate their past failures. 

Helpless children seem to utilize all available avenues to 

discount their successes. 
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Learned Helplessness in Higher Education 

At present there is evidence of only three studies of 

learned helplessness that have been made in higher education 

environments. Peterson and Barrett (1987) evaluated the 

explanatory styles of 87 freshmen at Virginia Tech. Students 

completed four questionnaires. The first addressed their 

academic goals. Second, they completed the Beck Depression 

Inventory. Third, they were given the Academic Attributional 

Style Questionnaire. Finally, they filled out an instrument 

on coping with academic failures. 

The study demonstrated that "Freshmen students who 

explain bad academic events with internal, stable, and global 

causes are at risk for poor grades during their first year of 

college" (p. 606). The study also revealed that students 

with negative explanatory styles tended not to have specific 

academic goals or to avail themselves of academic advisors. 

The other two studies in higher education are noted by 

Seligman in Learned Optimism. Both were conducted at the 

University of Pennsylvania and at West Point in 1987. Each 

used the Attributional Style Questionnaire. 

In the case of over 300 students who took the 

questionnaire at the University of Pennsylvania, 

Fully one-third of the students had done either 

much better or much worse than their SATs, high-

school grades, and achievement tests predicted. Of 
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three hundred freshmen about twenty did much worse 

and about eighty did much better 

Freshmen who rose to the occasion and did 

much better then their level of "talent" were, on 

the average, optimists when they entered. Those 

who did much worse then they should have had 

entered as pessimists, (pp. 151-152) 

At West Point, optimistic students obtained better 

grades than the SAT scores predicted. The pessimists 

received worse grades than their test scores anticipated they 

would achieve. 

Optimism Among Religious Individuals 

It is Seligman's (1990) opinion that religion 

contributes to an optimistic outlook on life. 

Organized religion provides a belief that there is 

more good to life than meets the eye. Failures of 

individuals are buffered by belief in being part of 

a much larger whole: Buffering takes place whether 

the hope is as concrete as a golden afterlife or as 

abstract as being part of God's plan or just part 

of the continuity of evolution. (p. 203) 

Research to support Seligman's claim is limited. 

However, Brown has shown that staunch churchgoers experience 

less depression than nonchurchgoers (p. 203). 



CHAPTER III 

SIGNIFICANCE OF THE STUDY 

This study is potentially significant for several 

reasons. First, it may serve to substantiate that 

attributions are effective means of predicting academic 

performance among college students. While I.Q. and entrance 

examinations have proven valuable tools, they are often 

unreliable in prognosticating student achievement. Since 

explanatory styles have proven stable across time, if a 

positive relationship is found between optimistic 

explanations or negative events and college achievement, the 

association might have predictive value. 

Second, if academic performance is associated with 

attributional styles, then a new tool may have been found to 

enhance student achievement. This would be the case because 

it has been found that attributional styles can be changed. 

Theoretical Foundation 

The theoretical foundation for this study was the 

revised formulation of learned helplessness by Abramson et 

al. (1987) . In the reformulation, explanatory style is used 

to account for the differences that people manifest in their 

responses to negative events. 
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Helplessness is manifested in those individuals who 

attribute the causes of bad situations to internal, stable, 

and universal factors. Peterson and Barrett (1987) theorize 

that students who attribute setbacks to "something about 

themselves and to factors that are long lasting and pervasive 

(xI'm stupid') . . . are not going to work very hard for very-

long" (p. 603). One would assume that this will result in 

poor academic performance. 

Optimism is manifested in those individuals who 

attribute the causes of bad situations to external, unstable, 

and specific factors. It would theoretically follow that 

students who attribute setbacks to causes that are external, 

specific, and of a temporary nature ("The teacher didn't 

think through that assignment") are more likely to strive for 

excellence. 

The work of Peterson and Barrett, as well as other 

studies of achievement and attribution, suggest that academic 

performance is associated with explanatory style. Weiner 

(1974, 1978, 1979, 1985a, 1985b) has shown that explanations 

of past success or failure often are associated with 

subsequent performance. 

Definition of Terms 

The following terms have restricted meaning in this 

study: 
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1. Explanatory style is the habitual manner in which 

people explain the events they experience. 

2. Attribution is a synonym for explanatory style. 

3. Internality is an explanatory style which attributes 

the causes of events to something about the individual (who 

he is or what he has done). This is also referred to as 

personal attribution or explanation. 

4. Externality is an explanatory style which attributes 

the cause of events to something in other people or 

circumstances. Internality and externality form the first 

dimension of the typical explanatory style. 

5. Stability is an explanatory style which attributes 

the cause of events to long-lasting factors. This is also 

referred to as permanent attribution or explanation. 

6. Instability or "unstability" is an explanatory style 

that attributes the cause of events to transient factors. 

Stability and instability form the second dimension of the 

typical explanatory style. 

7. Globality is an explanatory style which attributes 

events to causes that will affect a wide domain of the life 

or of activities. This is also referred to as pervasive 

attribution or explanation. 

8. Specificity is an explanatory style which attributes 

the cause of an event to a limited domain of life or of 
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activities. Globality and specificity form the third 

dimension of the typical explanatory style. 

9. Learned helplessness is the composite deficits— 

motivational (e.g., less initiative, less persistence), 

emotional (e.g., sadness, decreased self-esteem), and 

cognitive (e.g., inability to recognize situations in which 

one may control outcomes)--that derive from personal, 

permanent, and pervasive attributions for uncontrollable, bad 

events. The term may refer to "inappropriate passive 

behavior." "to the role of noncontingent events in producing 

passivity," and/or "to the cognitive mediation of passivity" 

(Peterson and Seligman, 1987, p. 238). 

10. Immunization refers to the phenomenon that exists 

when subjects who have learned to exercise control do not 

succumb to learned helplessness when subjected to 

uncontrollable situations. 

Basic Assumptions 

Several assumptions were made with regard to this study: 

1. The explanatory styles of the students will remain 

consistent across the semester. As the review of the 

literature shows, this is usually the case. Negative 

attributions in particular hold consistent across a lifetime. 

However, optimistic attributions are not as stable (Burns and 

Seligman, 1989) . 
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2. The significance of explanatory styles will hold 

across cultures. There is no evidence that racial or 

cultural backgrounds modify the effects of personal 

attributions. For this reason, it would follow that racial 

and cultural backgrounds will not affect this study. Some 

cultures might conceivably be more helpless or optimistic 

than others; however, the theory of learned helplessness 

predicts that performance will be affected nonetheless. 

The Population 

This study was conducted with students at The Criswell 

College and Graduate School of the Bible, located in Dallas, 

Texas, and on students at the University of North Texas, 

located in Denton, Texas. 

The Criswell College, which is fully accredited by the 

Southern Association of Colleges and Schools, seeks to offer 

professional training for religious workers. The total 

enrollment in the fall of 1991 was 317. Of this number, 255 

were undergraduates and 62 were graduates. 

The religious environment of the Criswell College is 

reflected in the educational philosophy of the school. 

a. The Bible must be the supreme textbook. 

b. The great gospel doctrines of the Bible 

must be taught clearly, forcibly, and as truths 

that inflame the heart. 
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c. Those who teach must all be in 

wholehearted agreement with the essential doctrines 

of "the faith which was once delivered to the 

saints" (Jude 3). 

These doctrines include the sole authority, 

verbal inspiration, and inerrancy of the Holy 

Scriptures; the Father, the Son, and the Holy 

Spirit as three Persons, but one God; the full 

deity and full humanity of the Lord Jesus Christ; 

His virgin conception, His penal substitutionary 

atonement, His death, bodily resurrection, and 

visible return; justification by grace alone 

through faith alone; the eternal bliss of the 

believer, and the eternal punishment of the 

unconverted. . . . 

d. Learning in the classroom must go hand in 

hand with actual Christian service, especially in 

evangelism. 

e. Evangelism at home and evangelism abroad 

must never be divorced, but must be seen together 

as one task. A concern for mission work in foreign 

countries must be encouraged (Cataloguer 

pp. 25-26) 

The University of North Texas has an enrollment of 

27,000 students. It was classified by the Carnegie 
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Foundation for the Advancement of Teaching in 197 6 and 1987 

as a "Class I Doctorate-Granting Institution" (Graduate 

Catalog, p. 17). 

The mission of the university includes "effective 

teaching of students, discovery and advancement of knowledge 

through scholarship, and performance and assistance to the 

society outside the university through acts collectively 

known as public service." To fulfill this mission, 

the university is committed to promoting academic 

integrity, freedom of thought, and inquiry and 

standards of quality that will earn the university 

respect in all of its communities of interest, 

including the national and international community 

of higher education. (Graduate Catalogf p. 18) 

Selection of Sample 

The samples consisted of 100 students at The Criswell 

College and 100 students at the University of North Texas. 

All subjects were undergraduates. 

In the application form for admission to The Criswell 

College, students are required to give an account of their 

"personal conversion and ongoing relationship with God." The 

circumstances surrounding "God's call" and their "surrender 

to the gospel ministry" are also required (Catalogue, 

p. 117) . These criteria indicate the religious nature of the 

students who attend the college. 
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The admission requirements to the University of North 

Texas are academic in nature. No religious qualifications 

are made for perspective students. 

To facilitate the administration of the instruments and 

the collection of the data, the questionnaires for this study 

were presented to students in randomly selected classes 

meeting during the fall semester of 1991. 

After the data collection process was completed, the 

questionnaires were manually checked to eliminate multiple 

responses from the same students and to remove those that had 

missing information. The excess responses were randomly 

eliminated to arrive at one hundred respondents. 

Limitations of the Study 

There are three limitations to this study: First, the 

Bible school in this study was not randomly drawn from the 

universe of American Bible colleges. The use of a 

convenience sample may restrict the generalizability of the 

findings. 

Second, the university in this study was not randomly 

drawn from the universe of American "Class I Doctorate-

Granting Universities." The use of a convenience sample may 

restrict the generalizability of the findings. 

Third, the students within the college and university 

selected were not randomly selected. 
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Procedure 

Subjects completed the questionnaires that are described 

below. At the conclusion of the fall semester and with the 

explicit consent of the subjects, GPAs were obtained for the 

semester. 

Comparisons were made of the scores from the 

questionnaires with the GPAs using the statistical analysis 

described below. The data was then compared and contrasted 

from the college and from the university from which the 

samples were drawn. 

Instruments 

The Academic Attributional Style Questionnaire was 

developed by Peterson and Barrett (1987) (See Appendix A). 

It was patterned after the Attributional Style Questionnaire, 

which Peterson also helped to formulate (1982) . In a study 

at Virginia Tech, the reliability of the instrument was 

estimated at .84 using Cronbach's (1951) coefficient alpha. 

Like the ASQ (Peterson, Semmel, Baeyer, Abramson, 

Metalsky, and Seligman, 1982; Tennen and Herzberger, 1986; 

Schulman, Seligman, and Amsterdam, 1987), the AASQ measures 

the degree to which subjects attribute events across the 

spectrums of internality-externality, stability-instability, 

and globality-specificity. Whereas the ASQ asks participants 

to respond to a variety of events, some of which are 

interpersonal in nature, the AASQ asks for a response to 
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twelve negative academic events that are frequently 

encountered by students in higher education. The twelve 

questions are: 

1. You cannot get all the reading done that your 

instructor assigns. 

2. You fail a final examination. 

3. You show up for a class and find to your 

surprise that there is a quiz. 

4. You are on academic probation. 

5. You do not have high enough grades to switch to 

your desired major. 

6. You cannot solve a single problem in a set of 

twenty assigned as homework. 

7. You are dropped from the college because your 

grades are too low. 

8. You cannot get started working on a paper. 

9. You cannot find a book in the library. 

10. The required textbook for a course is 

unavailable in the college bookstore. 

11. You get a D in a course required for your 

major. 

12. You cannot understand the points a lecturer 

makes. 

On the instrument, subjects are asked to imagine that 

each one of the twelve hypothetical events is happening to 
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them. The following instructions are given after each event 

that is described: 

If such a situation were to happen to you, what do 

you feel would have caused it? While events have 

many causes, we want you to pick only one—the 

major cause of this event if it happened to you. 

Please write this cause in the blank provided after 

each event. (AASQ) 

It is significant that the instrument does not provide 

the subjects with possible causes. This follows the form of 

the ASQ. There were two reasons for this format (Peterson et 

al., 1982). First, the subjects might interpret possible 

causes of an event differently than the originators of the 

instrument. For instance, what the creators of the 

questionnaire considered to be unstable might be viewed by 

some subjects as stable. 

Second, Abramson et al.(1978) in the reformulation of 

the helplessness hypotheses contend that the three categories 

of explanatory styles are orthogonal. For that reason, even 

if the creators of the instrument and those taking it agree 

on the general significance of a particular explanation, they 

might differ on one or more of the implications of the 

explanation along the three dimensions of attribution. 

After each of the twelve hypothetical situations, 

students are asked to answer the following questions: 
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Is the cause of this due to something about you or 

something about other people or circumstances? In 

the future, will this cause again be present? Is 

this cause something that affects just this type of 

situation, or does it also influence other areas of 

your life? 

The answers are given on a 7-point Likert scale. Each 

of the event attributions is scored in the direction of 

increasing internality, stability, and globality. The scores 

were averaged for each of the three dimensions across the 

imaginary situations and then across the dimensions. 

Following the completion of the AASQ, the subjects 

completed the Coping with Academic Failures Questionnaire 

(See Appendix B). This is a forced choice instrument that 

was also designed by Peterson and Barrett (1987). It serves 

as a gauge of how students respond to frustrating academic 

situations. The reliability of the instrument was 

established in the 1987 study by Peterson and Barrett at .61 

by using Cronbach's (1951) coefficient alpha. 

In scoring themselves, students are given 8 possible 

responses to 12 different adverse situations that they might 

encounter in the context of higher education. The 12 

hypothetical situations are identical to those on the AASQ. 

Four of the responses are optimistic. These include 

seeking help from a professor; seeking help from a friend, 
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classmate or tutor; seeking help from an academic advisor; or 

not seeking help but working harder. The other four 

responses are negative. These include not seeking help and 

working less, feeling angry, feeling depressed, or putting 

the experience out of one's mind. 

Positive responses were given a score of 2, and negative 

responses will be given a score of 1. Scores were summed 

with a possible range from 12 to 24. Lower scores reflect a 

helpless response, and higher scores reflect an optimistic 

response. 

Analysis of Data 

The Statview 512+ statistical package for the Macintosh 

was used for the analysis of the data collected. Responses 

were coded for anonymity. 

The correlation between attributional styles and GPAs 

was analyzed using the Pearson Product-Moment Correlation 

Coefficient. The comparison between data from the sample at 

The Criswell College and the sample drawn from the University 

of North Texas was made using t-tests. Appropriate tables 

were utilized for purposes of reporting and interpreting 

data. 



CHAPTER IV 

RESULTS 

This chapter presents the results of the statistical 

analysis of the data collected throughout the course of the 

study. It is arranged according to the research hypotheses. 

The responses from each of the subjects at The Criswell 

College and from each of the subjects at the University of 

North Texas were tabulated. The mean scores for each 

participant on the subscales of internality-externality 

(AASQ-1), stability-instability (AASQ-2), and globality-

specificity (AASQ-3) on the Academic Attributional Style 

Questionnaire were calculated. The summation mean (AASQ-SM) 

for each subject on the AASQ was then computed across the 

three subscales. Finally, each student's score on the Coping 

with Academic Failures Questionnaire was determined. 

In Appendix C, the GPA, the summation mean and the means 

of the subscales of each subject on the AASQ from The 

Criswell College are reported. In addition, the score of 

each subject on the CAFQ is also given. In Appendix D, the 

same information for each subject from the University of 

North Texas is reported. 

A careful observation of the results shows that little 

correlation exists between the GPA and summation mean among 
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the students at either school. This observation is confirmed 

statistically. A limited correlation is also to be noted 

between the GPA and the means of scores for each participant 

on the subscales of internality-externality (AASQ-1), 

stability-instability (AASQ-2), and globality-specificity 

(AASQ-3). 

A comparison between the GPA and each student's score, 

for the Coping with Academic Failures Questionnaire appears 

to show a small level of correlation. This observation is 

also confirmed statistically. 

In table 1 the means and standard deviations for the 

GPA, AASQ, and CAFQ of the students at The Criswell College 

are given. The AASQ data are presented for the summation 

scores as well as the three subscales of the instrument. 

Table 1 

Mean and Standard Deviation for Scores 
from The Criswell College 

Instryment M SJB 

GPA 3.017 .765 

AASQ 4.197 .702 

Internal-External 4.807 .785 

Stable-Unstable 3.993 1.750 

Global-Specific 3.791 1.092 

CAFQ 20.220 2.911 
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In table 2 the means and standard deviations for the 

GPA, AASQ, and CAFQ of the students at the University of 

North Texas are given. As with Table 1, the AASQ data are 

presented for the summation scores as well as the three 

subscales of the instrument. 

Table 2 

Mean and Standard Deviation for Scores 
from the University of North Texas 

Instrument H 

GPA 2 .770 .715 

AASQ 4 .407 . 676 

Internal-External 4 . 694 .867 

Stable-Unstable 4 .394 .800 

Global-Specific 4 .139 1.187 

CAFQ 19.010 2.876 

Results Pertaining to the First Hypothesis 

The first research hypothesis states that there is a 

positive correlation between optimistic explanatory styles 

and the academic achievement of Bible college students. In 

order to test this hypothesis, the correlation between 

attributional styles and GPAs as well as the correlation 

between attributional styles and the scores on the Coping 

with Academic Failures Questionnaire were analyzed using the 



49 

Pearson Product-Moment Correlation Coefficient. In Table 3 

the results of this analysis are given. 

Table 3 

Product-Moment Correlation between the AASOs of 
Criswell Students and their GPAs and CAFO Scores 

EXPLANATORY STYLE GEA CAFQ 

AASQ-SM .138 -.039 
(Summation Mean) 

AASQ-1 .066 .010 
(Internal-External) 

AASQ-2 .040 -.074 
(Stable-Unstable) 

AASQ-3 .182 -.015 
(Global-Specific) 

NOTE: n = 100 

With the exception of the correlation between GPAs and 

the globality-specificity subscale (AASQ-3), none of the r 

values on Table 1 are significant at the .05 level. Though 

the globality-specificity subscale correlated with the GPAs 

is above the critical level of significance for a Pearson 

Product-Moment Correlation, an r value of .182 is at best a 

low positive correlation. For this reason, the first 

research hypothesis was rejected. 

For the purpose of further analysis, a correlation 

matrix depicting the interrelationships among the GPAs, 



50 

AASQs, and CAFQs of the students from The Criswell College is 

given in Appendix E. The table includes the 

intercorrelations among the subscales on the AASQ instrument. 

The same information for the students from the University of 

North Texas is provided in Appendix F. 

Results Pertaining to the Second Hypothesis 

The second research hypothesis states that the 

explanatory styles of Bible college students will be 

significantly more optimistic than those of their 

counterparts in a public state-supported university 

environment.. To study this hypothesis a t-test was 

performed contrasting the summation mean of the AASQ for 

subjects at The Criswell College with the summation mean of 

the AASQ for subjects at the University of North Texas. In 

Table 4 the results of this analysis are given. 

Table 4 

t Test for Criswell and North Texas Attributional Styles 

Students til SJ2 £ 

Criswell 4.197 .702 

North Texas 4.407 .676 -2.255* 

*p < .05 
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As indicated in Table 2, there is a significant 

difference between the attributional styles of students at 

The Criswell College and the attributional styles of students 

at the University of North Texas. The lower mean score for 

The Criswell College students indicates that their 

explanatory style is more optimistic than that of their 

counterparts at the University of North Texas. For this 

reason, the second research hypothesis was accepted. 



CHAPTER V 

DISCUSSION AND CONCLUSIONS 

The purpose of this research was to determine if a 

significant positive association exists between the 

explanatory styles of Bible college students and their 

academic achievement. The investigation also sought to 

reveal if optimistic attributions are more frequently found 

among students in programs of religious study than among 

students in a public state-supported university environment. 

This chapter will present a summary of the findings with 

regard to the three hypotheses that guided this study. The 

results will then be discussed in light of previous research 

in the area of attribution as it relates to personal 

achievement and motivation. Following the discussion, 

specific conclusions will be drawn and recommendations for 

further studies on this topic will be made. 

Summary of Findings 

Concerning the first research hypothesis, no significant 

correlation was found between optimistic explanatory styles 

and the academic achievement of Bible college students. This 

was true when scores from the Academic Attributional Style 

Questionnaire were compared with the GPAs and with the Coping 
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with Academic Failures Questionnaire of students from The 

Criswell College. 

It should be noted that similar insignificant 

correlational results were also obtained on the sample drawn 

from the University of North Texas (See Appendix F). This 

finding will be discussed later in the chapter. 

Concerning the second research hypothesis, a significant 

positive difference was found to exist between the 

explanatory styles of students at The Criswell College and 

students at the University of North Texas. Students in 

religious courses of study tended toward attributions for 

negative events that were external, unstable, and specific. 

Discussion 

In light of the previous research on the relationship of 

attributions to motivation and performance, this study 

produced one result that was unexpected. No positive 

correlation was found between the optimistic attributional 

styles and the academic achievement of Bible college 

students. 

From some of the earliest studies of the effects of 

learned helplessness on human subjects (Hiroto, 1974) to more 

recent investigations of learned helplessness in regard to 

athletics (Seligman, Nolen-Hoeksema, Thornton, & Thornton, 

1990), politics (Zullow, Oettingen, Peterson, & Seligman, 

1988), health (Peterson and Seligman, 1987), and business 
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(Seligman and Schulman, 1986), evidence has accumulated to 

suggest that optimistic explanatory styles are positively 

correlated with motivation and achievement. Theoretically, 

all human affairs in which helplessness may be a factor 

should be subject to explanatory styles. 

On the basis of this growing body of research, Peterson 

and Barrett (1987) conducted the first investigation of the 

effects of learned helplessness on students enrolled in 

programs of higher education. In that study which was 

similar to the present work, they found a positive 

association between the explanatory styles and GPAs of 87 

students at Virginia Tech. 

While the makeup of the students at The Criswell College 

might arguably differ from the makeup of the students at 

Virginia Tech, one would assume that the students at the 

University of North Texas would be comparable to the students 

at Virginia Tech. However, as it was noted earlier, no 

significant correlation was found between attributional 

styles and academic performance from the sample on the 

University of North Texas campus. 

In light of the research cited above, one might question 

whether the result in the present study concerning the first 

research hypothesis is an anomaly. In view of the fact that 

insignificant correlations were also obtained in the sample 
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of students from the University of North Texas, it seems 

reasonable to accept the generalizability of the finding. 

While this research was subject to the limitations noted 

in the third chapter, such constraints are common to 

virtually all studies conducted outside a laboratory 

environment. For example, neither the institutions from 

which the samples were drawn nor the specific subjects which 

were studied were chosen at random. The use of readily 

accessible intact groups is a common practice in studies of 

this nature. 

The earlier research by Peterson and Barrett (1987) did 

find a significant correlation between positive attributional 

styles and academic performance at the .01 level. The actual 

level of correlation, however, was only -.28. At best, such 

a correlation is very low. 

The Peterson and Barrett study factored out academic 

ability as measured by SAT scores and student depression as 

measured by the Beck Depression Inventory. If the confounds 

of ability and depression were held constant, the 

correlations in the present study might have been different. 

However, the need to hold such factors constant is 

questionable. The more intelligent students would tend to be 

more optimistic. That is to say, they would be more likely 

to have a greater sense of control over their circumstances 

than students with less academic ability. Furthermore, the 
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review of the literature indicates that depression and 

attributional styles tend to be highly correlated. 

It appears, therefore, that higher education is an area 

in which the benefits of learned optimism are not as 

significant as they are in some other fields of endeavor. 

This possibility will be developed further in the discussion 

of the second research hypothesis. 

The second research hypothesis anticipated that a 

significant positive difference would exist between the 

explanatory styles of the students from a Bible college and 

the optimistic explanatory styles of their counterparts in a 

public state-supported university environment. Based on the 

statistical analysis of the data, this hypothesis was 

accepted. 

Though this study deals exclusively with students 

enrolled in a course of study that would be classified as 

teaching an evangelical Christian position, the finding 

concerning the second hypothesis appears to support 

Seligman's notion that religious faith tends to make its 

followers more optimistic about life. To a significant 

degree, the students from The Criswell College chose to 

explain academic failure in terms that were external, 

unstable, and specific. In several instances, students 

attributed negative experiences to providence or various 

spiritual dynamics (e.g., fallen nature of man, demonic 



57 

activity, etc.). By way of contrast, the sample drawn from 

the University of North Texas tended toward attributions for 

bad events that were internal, stable, and universal. 

Most religious faiths operate on both an objective and a 

subjective level. Objectively, there is a body of dogma to 

which the faithful volitionally commit themselves. This 

dogma typically embraces a world view and some means of 

achieving or experiencing salvific ends. Subjectively, the 

faithful must apply the dogma to daily life. This entails 

interpreting experiences in light of the world view that the 

body of dogma espouses and attempting to live consistently 

with the moral requirements of the faith. 

Inherent within many religious systems is the teaching 

that the faithful will be rewarded in this life or in the 

life to come or both. Such a position lends itself to an 

optimistic perspective on negative life experiences. 

Numerous biblical concepts, which the subjects at The 

Criswell College would be taught and would likely believe, 

hold out the hope of such a future for the faithful. For 

example, the Apostle Paul states that " . . . we have been 

saved in hope, but hope that is seen is not hope; for why 

does one also hope for what he sees?" (Ro. 8:24) . In a 

similar vein, the Apostle expresses the desire that " . . . 

the God of hope fill you with all joy and peace as you trust 



58 

in him so that you may overflow with hope by the power of the 

Holy Spirit" (Ro. 15:13). 

Thus, the believer is taught to anticipate hope as a 

product of his faith. In fact, a hopeful response is said to 

hold the promise of eternal rewards. For instance, 2 

Corinthians 4:17 affirms that " . . . our light and momentary 

troubles are achieving for us an eternal glory that far 

outweighs them all." 

The research cited in the review of the literature 

indicates that such areas as self-esteem, motivation, 

emotional well-being, and physical health are all enhanced by 

optimistic explanatory styles for negative events. Because 

religious faith tends to produce such optimism, one would 

assume that the practice of a system of religious faith tends 

to be of practical benefit to its adherents in such areas. 

In light of the above deduction, one must question why 

the optimistic explanatory styles of The Criswell College 

students does not produce a difference in their academic 

performance as compared with students at North Texas. There 

are at least two possible explanations for this phenomenon. 

The first possible explanation has to do with 

responsibility. By definition, people who demonstrate the 

traits of helplessness tend to explain negative events in 

terms which are internal. With this sort of self-talk, a 
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high level of responsibility is assumed (Seligman, 1990, pp. 

52-53). 

Those individuals with more optimistic explanatory-

styles attribute bad events to external sources. What 

Seligman refers to as "learned optimism" may erode personal 

responsibility. For that reason he warns that people should 

not " . . . change their beliefs from internal to external 

wholesale" (p. 52). 

Because of the subjective application that some students 

make of the dogma they are taught in a course of religious 

study or because of the dogma itself, explanatory styles may 

be induced that preclude the student from feeling the need 

for rigorous academic work. In other words, some students 

may feel that they do not need to study since God will take 

care of them. 

Because of the objective and subjective nature of 

religious faith and because of the range of academic 

performance among the students surveyed at The Criswell 

College, this is not necessarily an indictment of the 

religious dogma of the school. Instead, the finding may 

result from a misapplication of that dogma. In this regard, 

it is interesting to note that the better grades among the 

Criswell students were made by those students with more 

internal explanatory styles. 
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A second possible explanation for the rejection of the 

third research hypothesis is found in the effects of 

pessimism and optimism on one's perception of reality. 

Seligman asks, "But what, then, is the role of pessimism? 

Perhaps it corrects for something we do only poorly when we 

are optimistic and not depressed—namely, appreciate reality 

accurately." He adds that " . . . depressed people see 

reality correctly while nondepressed people distort reality 

in a self-serving way" (p. 108). 

Alloy and Abramson (1979) have demonstrated that 

Seligman's statement is correct. According to their 

research, depressed individuals tend to be more accurate in 

their assessment of the control they exercise over a 

particular situation than their nondepressed counterparts. 

The researchers found that the more optimistic individuals 

believe that they have control of various circumstances even 

when in reality they do not. 

It would appear that in some areas of life one is better 

served by a helpless explanatory style than by an optimistic 

explanatory style. When critical decision making is required 

of the kind found in higher education, helplessness in 

measure is an asset. This fact may help to explain why the 

more optimistic students at The Criswell College did not 

perform differently in the academic arena than did their 

counterparts at the University of North Texas. 
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Conclusions 

The primary conclusion one may draw from this study is 

that a significant difference exists between the explanatory 

styles of students enrolled in a course of religious study in 

a Bible college environment as compared with a sample of 

students from a public state-supported university 

environment. Students in the religious setting tend to 

explain negative life experiences with attributions which are 

external, unstable, and specific. Students in a sample from 

a public state-supported university environment tend to 

explain negative life experiences with attributions which are 

comparatively internal, stable, and universal. The latter 

explanatory style is more consistent with the composite 

deficits of learned helplessness. This conclusion suggests 

that a religious system of belief tends to be associated with 

an optimistic explanatory style. 

A second conclusion one may draw from the study is that 

no significant relationship appears to exists between the 

explanatory styles and the academic achievement of Bible 

college students. There are at least two possible causes for 

this phenomenon. First, it may result from the effects of 

optimism on one's sense of personal responsibility. Second, 

it may result from the effects of optimism on one's 

perception of reality. 
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Recommendations 

The preceding discussion of the findings warrants two 

recommendations for further study. First, it is recommended 

that a study be done to determine the extent to which the 

experience of a Bible college education positively affects 

optimistic explanatory styles. Use of the AASQ on incoming 

freshmen and graduating seniors would facilitate such 

research. 

The present research does not address the issue of 

whether the students who are typically attracted to religious 

studies are more optimistic by nature or previous religious 

training than those who typically attend a state-supported 

university or whether the experience of the religious 

training causes the students to become more optimistic. If 

aspects of the religious training are found to enhance 

optimistic explanatory styles, and if those styles do not 

relate to the dogma of specific religious beliefs, it is 

conceivable that they might be applied to other settings of 

higher education to assist students struggling with the 

effects of learned helplessness. 

Second, it is recommended that further study be done on 

how the sense of responsibility and the assessment of reality 

are affected by optimistic explanatory styles in a setting of 

higher education. Since the preponderance of research 
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verifies the desirability of an optimistic explanatory style, 

a better understanding of any negative associations that come 

from such attributions might serve to guide counselors in 

working with students to improve their academic performance 

by modifying their attributions. 
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PERSONAL INFORMATION SHEET 

Name: 

Age: 

Gender: Male Female 

Classification: Freshman Sophomore Junior Senior Graduate 

I understand that by taking part in this study I am giving permission for 
my grade point average to be used for research purposes. I also realize 
that my name will not be used in any disclosure of the research or 
subsequent publications derived from this research. I further understand 
that any correlations made between my name, GPA, and this study will 
subsequently be destroyed. 

(Signature) (Date) 
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CONSENT FORM 

Specific Records Requested: Student Transcript 

Purpose for Which the Records Will Be Used: Research for a dissertation 
on The Association Between Attributional Styles and Academic 
Performance of Students in Higher Education 

To Whom the Records Will Be Send: Charles W. Ward 
1721 Saxon Drive 
Bedford, TX 76201 

I grant my consent for my student transcript to be used for research 
purposes. I do not wish to receive a copy of the requested records. 

Signature Date 

Please print your name clearly on the above line. 
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INTERPRETATION OF ACADEMIC EVENTS 

Please try to imagine yourself in the situations that follow. If such a 
situation were to happen to you, what would you feel would have caused it? 
While events have many causes, we want you to pick only one-the maior 
cause if this event happened to vou. 

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

To summarize, we want you to: 

1. Read each situation and vividly imagine it happening to you. 

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

3. Write the cause in the blank provided. 

4. Answer three questions about the cause. 
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1. You cannot get all the reading done that your instructor assigns. 
A. Write down the one major cause: 

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

totally due totally due 
toothers 1 2 3 4 5 6 7 tome 

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

n e v e r always 
present 1 2 3 4 5 6 7 present 

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

just this a2j 
situation 1 2 3 4 5 6 7 situations 

2. You fail a final examination. 
A. Write down the one major cause: 

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

totally due t o t a l l d u e 

toothers 1 2 3 4 5 6 7 tome 

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

n e v e r always 
present 1 2 3 4 5 6 7 present 

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

just this a l l 

situation 1 2 3 4 5 6 7 situations 
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3. You show up for a class and find to your surprise that there is a quiz. 
A. Write down the one major cause: 

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

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

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

never always 
present 1 2 3 4 5 6 7 present 

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

just this all 
situation 1 2 3 4 5 6 7 situations 

4. You are on academic probation. 
A. Write down the one major cause: 

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

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

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

never always 
present 1 2 3 4 5 6 7 present 

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

just this all 
situation 1 2 3 4 5 6 7 situations 
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5. You do not have high enough grades to switch to your desired major. 
A. Write down the one major cause: 

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

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

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

never always 
present 1 2 3 4 5 6 7 present 

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

just this all 
situation 1 2 3 4 5 6 7 situations 

6. You cannot solve a single problem in a set of twenty assigned as 
homework. 
A. Write down the one major cause: 

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

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

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

never always 
present 1 2 3 4 5 6 7 present 

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

just this all 
situation 1 2 3 4 5 6 7 situations 
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7. You are dropped from the college because your grades are too low. 
A. Write down the one major cause: 

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

totally due totally due 
toothers 1 2 3 4 5 6 7 tome 

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

never always 
present 1 2 3 4 5 6 7 present 

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

just this all 
situation 1 2 3 4 5 6 7 situations 

8. You cannot get started working on a paper. 
A. Write down the one major cause: 

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

totally due totally due 
toothers 1 2 3 4 5 6 7 tome 

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

n e v e r always 
present 1 2 3 4 5 6 7 present 

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

just this all 
situation 1 2 3 4 5 6 7 situations 
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9. You cannot find a book in the library. 
A. Write down the one major cause: 

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

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

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

never always 
present 1 2 3 4 5 6 7 present 

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

just this all 
situation 1 2 3 4 5 6 7 situations 

10. The required textbook for a course is unavailable in the college 
bookstore. 

A. Write down the one major cause: 

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

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

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

never always 
present 1 2 3 4 5 6 7 present 

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

just this all 
situation 1 2 3 4 5 6 7 situations 
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11. You get a D in a course required for your major. 
A. Write down the one major cause: 

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

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

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

never always 
present 1 2 3 4 5 6 7 present 

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

just this all 
situation 1 2 3 4 5 6 7 situations 

12. You cannot understand the points a lecturer makes. 
A. Write down the one major cause: 

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

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

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

never always 
present 1 2 3 4 5 6 7 present 

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

just this all 
situation 1 2 3 4 5 6 7 situations 
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REACTIONS TO ACADEMIC EVENTS 

Please try to imagine yourself in the situations that follow. If such a 
situation happened to you, what would be your reaction? While many 
reactions are possible, we want you to pick only one—your major reaction 
if that event happened to you. Don't pick what you believe is a "correct" 
or "wise" reaction, but WHAT YOU ACTUALLY WOULD DO. For each 
situation, choose the reaction from the following list that most closely 
describes your probable reaction to it. Write the letter corresponding to 
your reaction in the space before each situation. 
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reaction A - seek help from a professor 
reaction B - seek help from a friend, classmate, or tutor 
reaction C - seek help from an academic advisor 
reaction D - not seek help but work more 
reaction E - not seek help but work less 
reaction F - feel angry 
reaction G - feel depressed 
reaction H - put it out of my mind 
reaction I - no reaction at all 

1. You cannot get all the reading done that your instructor assigns. 

2. You fail a final examination. 

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

4. You are on academic probation. 

5. You do not have high enough grades to switch to your desired 
major. 

6. You cannot solve a single problem in a set of twenty assigned as 
homework. 

7. You are dropped from the college because your grades are 
too low. 

8. You cannot get started working on a paper. 

9. You cannot find a book in the library. 

10. The required textbook for a course is unavailable in the college 
bookstore. 

11. You get a D in a course required for your major. 

12. You cannot understand the points a lecturer makes. 
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GPA. Academic Attributional Stvle Questionnaire. Internality-
Externality (AASO-l) , Stability-Instability (AASQ-2K 
Globality-Specificitv (AASO-3). and Coping with Academic 
Failures Questionnaire Scores for Criswell College Subjects 

Student GPA AASO Mean AASO-1 AASO-2 AASO-3 CAFO 

1 3.538 3. 917 4.670 3.330 3.750 19 

2 3.500 . 3.306 3.670 • 4.080 2 .170 19 

3 3.468 4.694 4.580 4.830 4.670 18 

4 3.937 3.250 4.750 2.500 2.500 21 

5 3.965 4.000 4 .580 3.670 3.750 24 

6 3.576 2 .444 2.580 2.830 1. 920 19 

7 3.600 4 .472 4.830 4.330 4 .250 21 

8 3.000 4.333 5.000 4.580 3.420 20 

9 1.583 4 .417 4.750 4 .250 4.250 18 

10 2.846 5.861 5.830 6.080 5.670 23 

11 3.740 4.611 5.420 2.750 5. 670 23 

12 3.840 4 .528 4.170 5.920 3.500 19 

13 2.692 4.472 5.580 3.830 4.000 17 

14 2.500 4.583 5.080 4 .250 4.420 13 

15 2.090 3.639 3.330 5.330 2 .250 21 

16 3.538 4.306 6.170 3.080 3.670 22 

17 3.954 2.806 4.170 2 .420 1.830 24 

18 3.125 4.417 5.080 4.250 3.920 22 

19 3 .347 4 .028 3.830 4 .000 4.250 21 

20 3.590 4.556 4.830 5.000 3.830 23 

21 1.058 2.667 4.330 2.170 1.500 19 

(Continued on page 7 9) 
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u d e n t GPA AASQ Mean AASQ-1 AASQ-2 AASQ-3 CAFQ 

22 3 . 4 2 8 4 .278 4 .580 4 .170 4 . 0 8 0 14 

23 2 . 5 0 0 5 . 1 9 4 5 . 5 8 0 5 . 1 7 0 4 . 8 3 0 17 

24 3 . 1 0 0 4 .889 5 .670 4 . 1 7 0 4 . 8 3 0 23 

25 2 .419 3 . 6 9 4 3 . 5 8 0 3 . 8 3 0 3 . 6 7 0 18 

26 3 . 9 2 3 4 . 694 4 . 2 5 0 4 . 7 5 0 5 . 0 8 0 21 

27 2 . 7 1 4 4 . 4 4 4 4 . 5 8 0 3 . 7 5 0 5 . 0 0 0 23 

28 3 . 1 8 1 3 . 9 1 7 5 . 2 5 0 3 . 8 3 0 2 . 670 19 

29 4 .000 4 . 8 8 9 4 .420 5 . 0 8 0 5 . 1 7 0 22 

30 3 . 3 7 0 4 .583 4 .750 4 . 3 3 0 4 . 670 24 

31 2 .833 4 .583 5 . 3 3 0 4 . 9 2 0 3 . 5 0 0 18 

32 2 . 4 9 4 3 . 2 5 0 3 . 3 3 0 3 . 4 2 0 3 . 0 0 0 23 

33 3 . 0 4 3 4 . 1 6 7 3 . 7 5 0 4 .580 4 . 1 7 0 20 

34 2 . 9 2 8 5 . 1 6 7 4 . 0 0 0 5 . 7 5 0 5 . 7 5 0 22 

35 2 .756 4 . 2 7 8 4 .170 4 . 4 2 0 4 .250 24 

36 2 .562 4 . 0 0 0 5 .000 2 . 8 3 0 4 . 1 7 0 19 

37 2 . 7 8 9 4 . 3 8 9 4 .500 4 . 0 8 0 4 . 5 8 0 21 

38 3 . 5 8 9 3 . 8 8 9 4 . 0 8 0 3 . 7 5 0 3 . 8 3 0 15 

39 3 . 2 2 2 4 . 6 9 4 5 . 8 3 0 5 . 5 8 0 2 . 670 22 

40 3 . 647 3 . 7 5 0 5 . 8 3 0 3 . 1 7 0 2 . 2 5 0 23 

41 3 . 8 6 1 4 .306 5 .330 4 . 0 8 0 3 . 5 0 0 24 

42 3 . 2 5 0 3 . 7 7 8 5 . 3 3 0 3 . 1 7 0 2 . 8 3 0 21 

43 3 . 7 2 9 4 . 1 3 9 4 .420 3 . 5 8 0 4 . 4 2 0 24 

44 1 . 1 0 9 4 .583 5 .670 4 .500 3 . 5 8 0 15 

( C o n t i n u e d on page 80) 
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S t u d e n t GPA AASQ Mean AASQ-1 AASQ-2 AASQ-3 CAFQ 

45 4 .000 4 . 0 2 8 5 .330 3 . 0 8 0 3 . 6 7 0 20 

46 2 .766 2 . 7 5 0 3 . 0 0 0 2 . 3 3 0 2 . 9 2 0 23 

47 3 . 5 2 0 4 .556 5 .080 4 .420 4 . 1 7 0 19 

48 2 . 0 7 6 4 .722 4 . 920 4 . 9 2 0 4 . 3 3 0 24 

49 4 .000 3 . 3 6 1 4 .170 2 . 9 2 0 3 . 0 0 0 15 

50 3 . 0 0 0 3 . 7 7 8 4 . 1 7 0 4 . 0 0 0 3 . 1 7 0 19 

51 3 . 2 5 0 4 . 917 4 .750 4 .750 5 . 2 5 0 18 

52 3 . 4 1 6 3 . 0 8 3 5 . 5 0 0 1 . 7 5 0 2 . 0 0 0 22 

53 2 . 6 6 6 4 .222 5 .250 4 . 0 0 0 3 . 4 2 0 21 

54 2 . 571 4 .722 5 .920 4 . 1 7 0 4 .080 23 

55 2 . 2 0 0 4 .056 4 . 0 8 0 4 . 2 5 0 3 . 8 3 0 20 

56 3 . 8 7 5 4 . 611 5 . 0 8 0 3 . 6 7 0 5 . 0 8 0 23 

57 3 . 7 2 7 4 . 5 0 0 6 .330 3 . 6 7 0 3 . 5 0 0 21 

58 2 . 2 5 0 3 . 4 4 4 5 . 5 0 0 2 . 5 8 0 2 . 2 5 0 22 

59 3 . 0 0 0 4 .944 5 . 5 0 0 4 . 9 2 0 4 . 4 2 0 21 

60 3 . 4 4 4 3 . 7 2 2 5 . 2 5 0 2 . 9 2 0 3 . 0 0 0 19 

61 2 . 5 0 0 4 . 3 3 3 5 . 4 2 0 4 . 5 8 0 3 . 0 0 0 21 

62 3 . 7 5 0 4 . 0 0 0 4 .000 4 . 0 0 0 4 . 0 0 0 18 

63 2 . 5 0 0 4 . 9 1 7 6 .170 4 . 0 8 0 4 . 5 0 0 14 

64 4 . 0 0 0 4 . 7 5 0 4 . 4 2 0 5 . 4 2 0 4 . 4 2 0 19 

65 3 . 7 3 6 5 . 4 1 7 5 . 5 0 0 5 . 2 5 0 5 . 5 0 0 21 

66 3 . 4 1 2 4 . 8 9 9 5 .830 4 . 0 0 0 4 . 8 3 0 20 

67 3 . 9 4 6 3 . 5 0 0 4 . 1 7 0 3 . 4 2 0 2 . 9 2 0 17 

( C o n t i n u e d on page 81) 



( C o n t i n u e d ) 

81 

i d e n t GPA AASQ Mean AASQ-1 AASQ-2 AASQ-3 CAFQ 

68 2 .494 3 . 8 0 6 4 . 6 7 0 3 . 7 5 0 3 . 0 0 0 24 

69 3 . 5 3 8 3 . 6 6 7 4 .500 3 . 5 8 0 2 . 9 2 0 15 

70 3 . 1 6 6 4 .194 4 .250 3 . 9 2 0 4 . 4 2 0 19 

71 3 . 6 2 5 5 . 7 7 8 6 .420 4 . 7 5 0 6 . 1 7 0 19 

72 2 .400 5 . 1 6 7 5 . 2 5 0 5 . 5 0 0 4 . 7 5 0 12 

73 3 . 8 3 3 3 . 7 2 2 4 . 8 3 0 3 . 6 7 0 2 . 6 7 0 18 

74 2 . 608 4 .250 4 . 5 8 0 4 .420 3 . 7 5 0 21 

75 2 . 9 4 7 3 . 5 8 3 5 . 0 0 0 3 . 1 7 0 2 . 5 8 0 17 

76 1 . 7 5 0 4 . 6 6 7 5 . 1 7 0 2 . 5 0 0 6 . 3 3 0 14 

77 3 . 3 8 4 5 . 7 7 8 5 .670 6 . 7 5 0 4 . 920 24 

78 1 .700 3 . 3 3 3 4 .250 2 . 920 2 . 8 3 0 20 

79 4 . 0 0 0 3 . 4 1 7 4 .750 2 . 5 8 0 2 . 9 2 0 21 

80 1 .904 3 . 9 7 2 4 . 9 2 0 4 . 3 3 0 2 . 6 7 0 18 

81 3 . 1 2 5 3 . 9 4 4 4 . 7 5 0 3 . 9 2 0 3 . 1 7 0 21 

82 1 . 5 8 3 4 . 3 0 6 5 .330 4 . 6 7 0 2 . 920 16 

83 2 . 0 9 0 3 . 3 0 6 3 . 2 5 0 4 . 5 8 0 2 .080 20 

84 2 . 647 4 . 694 3 . 6 7 0 4 . 9 2 0 5 . 5 0 0 21 

85 2 .756 4 .056 4 .920 3 . 5 8 0 3 . 670 15 

86 2 . 7 5 6 4 . 0 2 8 4 . 8 3 0 3 . 8 3 0 3 . 4 2 0 22 

87 3 . 2 7 5 3 . 2 2 2 5 . 2 5 0 2 . 3 3 0 2 . 0 8 0 22 

88 2 . 9 8 1 4 . 1 6 7 4 .750 4 . 1 7 0 3 . 5 8 0 24 

89 3 . 8 0 0 4 .250 4 .580 4 .750 3 . 4 2 0 21 

90 2 . 5 8 8 4 . 1 3 9 3 . 6 7 0 4 . 2 5 0 4 . 5 0 0 23 

( C o n t i n u e d on page 82) 
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(Continued) 

Student GPA AASQ Mean AASQ-1 AASQ-2 AASQ-3 CAFQ 

91 2 .526 3.722 4.500 3.670 3.000 23 

92 .500 2.556 3.250 2 .170 2.250 24 

93 .666 3.583 5.830 2.670 2.250 24 

94 3.625 4.167 5.670 2.330 4.500 23 

95 3.468 4.556 4.330 4.830 4.500 18 

96 2.419 3.750 3.920 3.830 3.500 17 

97 3.740 4 . 611 5.420 2.080 6.330 24 

98 2.833 4.444 5.420 4.080 3.830 20 

99 3.590 4 .444 5.000 4.580 3.750 23 

100 2.846 6.361 6.330 6.750 6.000 21 
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84 

GPA, Academic Attributional Stvle Questionnaire. Interna 1 i 1-y-
Externalitv (AASQ-1), Stability-Instability (AASO-2). 

Global it v-Specificitv (AASO-3), and Copincr with Academic 
Failures Questionnaire Scores for North Texas Snb-iects 

Student GPA AASO Mean AASO-1 AASO-2 AASO-3 CAFO 

1 2 .518 5.000 5.250 4 .250 5.500 20 

2 3.866 3.861 3.580 3.920 4.100 20 

3 2 .250 4.833 5.080 5.000 4.400 18 

4 3.733 4.306 4.670 4 .250 4 .000 20 

5 2 .545 4 .750 4.670 4 .850 4.800 22 

6 1.840 4 .139 4.920 4.250 3.300 19 

7 2.096 3.778 5.750 3.170 2.400 15 

8 1.200 2.972 3.170 3.580 2.200 14 

9 3.658 5.556 4.920 6.170 5. 600 16 

10 2.333 3.944 4.750 4.080 3.000 20 

11 2.736 4 .139 4.250 4.750 3.400 16 

12 3.230 3.472 5.670 2.830 1. 900 23 

13 3.418 2.722 4 .420 2.420 1.300 23 

14 3.206 5.083 4.750 5.330 5.200 15 

1 5 2 .272 4.806 6.170 3.830 4.400 15 

16 2.451 3.472 4.080 4 .500 1.800 17 

17 2.573 3.528 4.920 3.750 1.900 15 

18 2.800 3.806 3.580 3.920 3.900 16 

19 3.250 3.778 3.670 3.920 3.800 18 

20 2.250 4.833 4 .750 4.580 5.200 18 

21 3.906 2 .750 4.500 2.330 1.400 20 

(Continued on page 85) 



( C o n t i n u e d ) 

85 

S t u d e n t GPA AASQ Mean AASQ-1 AASQ-2 AASQ-3 CAFQ 

22 3 . 1 2 6 4 .556 4 . 5 8 0 4 .580 4 . 5 0 0 21 

23 3 . 1 8 7 4 .694 3 . 5 0 0 5 . 6 7 0 4 . 900 22 

24 3 . 5 3 8 4 .472 4 .000 4 .750 4 . 7 0 0 18 

25 2 . 291 4 . 639 5 .830 3 . 9 2 0 4 .200 18 

26 2 .000 6 .222 6 .920 5 . 0 0 0 6 . 8 0 0 19 

27 1 . 7 5 0 5 . 3 8 9 5 .500 5 . 2 5 0 5 . 4 0 0 16 

28 3 . 5 0 0 4 . 1 1 1 5 . 5 0 0 4 . 0 8 0 2 .800 19 

29 2 . 7 5 0 4 .556 4 . 6 7 0 4 . 3 3 0 4 . 7 0 0 15 

30 3 . 1 1 4 3 . 8 6 1 1 .920 5 . 9 2 0 3 . 8 0 0 15 

31 3 . 0 0 0 3 . 7 5 0 4 . 0 0 0 4 . 0 0 0 3 . 3 0 0 14 

32 2 .857 5 . 3 0 6 5 . 2 5 0 5 . 2 5 0 5 . 4 0 0 16 

33 2 . 1 5 3 4 .389 3 . 4 2 0 4 . 8 3 0 4 . 900 19 

34 2 . 3 2 4 4 . 3 6 1 5 . 1 7 0 3 . 9 2 0 4 . 0 0 0 18 

35 2 . 4 0 9 4 . 0 2 8 3 . 8 3 0 4 . 9 2 0 3 . 3 0 0 24 

36 2 . 8 4 3 4 . 2 7 8 4 . 5 8 0 4 . 4 2 0 3 . 8 0 0 19 

37 2 . 6 9 4 4 . 6 1 1 4 . 6 7 0 4 . 8 3 0 4 . 3 0 0 21 

38 1 . 8 0 0 4 . 1 9 4 3 . 9 2 0 4 . 1 7 0 4 . 5 0 0 19 

39 3 . 4 6 1 3 . 7 7 2 5 . 0 0 0 3 . 8 3 0 2 . 3 0 0 20 

40 3 . 0 8 0 4 . 1 3 9 4 .670 4 .000 3 . 8 0 0 19 

41 3 . 0 9 7 4 . 6 1 1 6 .170 3 . 8 3 0 3 . 8 3 0 21 

42 1 . 3 7 5 4 . 3 0 6 4 . 2 5 0 4 . 1 7 0 4 . 1 7 0 21 

43 2 . 8 0 0 4 .250 3 . 9 2 0 4 .250 4 . 2 5 0 20 

44 3 . 4 2 8 5 . 0 2 8 4 .920 5 . 5 0 0 5 . 5 0 0 

( C o n t i n u e d on 

16 

page 8i 



( C o n t i n u e d ) 

86 

i d e n t GPA AASQ Mean AASQ-1 AASQ-2 AASQ-3 CAFQ 

45 2 .513 4 .528 6 .000 4 .080 3 . 5 0 0 17 

46 2 .844 4 . 1 6 7 6 .000 3 . 3 3 0 3 . 2 0 0 24 

47 4 .000 4 . 8 0 6 5 . 0 0 0 5 . 2 5 0 4 .200 17 

48 3 . 5 3 8 3 . 3 8 9 4 .670 2 . 7 5 0 2 . 8 0 0 23 

49 4 .000 3 . 8 8 9 5 . 5 8 0 3 . 5 0 0 2 . 6 0 0 18 

50 1 .727 4 .278 1 .750 5 . 7 5 0 5 . 3 0 0 13 

51 .538 4 .389 3 . 6 7 0 4 .500 5 . 0 0 0 12 

52 2 . 4 0 0 3 . 9 4 4 5 . 3 3 0 3 . 8 3 0 2 . 7 0 0 20 

53 3 . 3 7 5 5 . 1 9 4 5 . 7 5 0 4 . 9 2 0 4 . 9 0 0 21 

54 2 . 6 6 6 4 . 0 0 0 5 . 1 7 0 3 . 3 3 0 3 . 5 0 0 21 

55 2 . 9 1 5 3 . 5 0 0 4 .750 3 . 7 5 0 2 . 0 0 0 19 

56 2 . 7 4 0 4 . 9 4 4 5 .580 4 . 3 3 0 4 . 9 0 0 24 

57 1 . 5 0 0 4 .500 4 . 3 3 0 4 . 6 7 0 4 . 5 0 0 14 

58 3 . 1 6 0 4 . 361 4 . 920 4 .420 3 . 8 0 0 24 

59 2 . 5 0 0 5 . 0 2 8 4 .250 5 . 6 7 0 5 . 2 0 0 17 

60 2 . 8 3 6 4 . 8 3 3 4 . 1 7 0 5 . 1 7 0 5 . 2 0 0 18 

61 3 . 0 4 5 4 .444 4 . 6 7 0 4 . 6 7 0 4 .000 17 

62 1 . 7 1 0 4 .714 4 . 4 2 0 5 . 0 8 0 4 . 600 18 

63 2 . 2 5 0 4 .028 5 . 0 0 0 3 . 8 3 0 3 . 3 0 0 19 

64 2 . 7 9 4 3 . 9 7 2 4 . 5 8 0 3 . 3 3 0 4 . 0 0 0 24 

65 3 . 4 63 4 . 3 6 1 4 . 8 3 0 4 . 1 7 0 4 . 1 0 0 22 

66 2 . 3 6 3 4 . 5 8 3 5 . 2 5 0 4 . 8 3 0 3 . 7 0 0 17 

67 2 . 9 8 6 4 . 667 4 .330 4 . 3 3 0 5 . 3 0 0 20 

( C o n t i n u e d on p a g e 87) 



( C o n t i n u e d ) 

87 

S t u d e n t GPA AASQ Mean AASQ-1 AASQ-2 AASQ-3 CAFQ 

68 1 .500 4 . 9 7 2 4 . 2 5 0 5 . 4 2 0 5 . 3 0 0 20 

69 2 . 1 9 4 4 . 2 2 2 5 . 2 5 0 4 . 0 0 0 3 . 4 0 0 20 

70 4 .000 4 . 4 1 7 5 . 3 3 0 4 . 0 8 0 3 . 8 0 0 23 

71 4 . 0 0 0 5 . 972 6 .330 5 . 8 3 0 5 . 8 0 0 21 

72 2 . 6 0 9 5 . 0 2 8 5 . 3 3 0 4 . 9 2 0 4 . 8 0 0 23 

73 3 . 4 6 1 4 . 6 6 7 3 . 9 2 0 4 . 5 0 0 5 . 600 21 

74 2 . 1 0 2 3 . 7 7 8 5 .000 3 . 2 5 0 3 . 1 0 0 22 

75 4 . 0 0 0 5 . 5 8 3 5 . 0 8 0 5 . 7 5 0 5 . 9 0 0 24 

76 2 . 5 0 0 4 . 4 1 7 5 . 6 7 0 3 . 7 5 0 3 . 8 0 0 22 

77 3 . 7 4 0 4 .222 4 . 3 3 0 4 . 5 0 0 3 . 8 0 0 18 

78 2 . 6 8 1 4 . 8 8 9 4 . 2 5 0 5 . 3 3 0 5 . 1 0 0 21 

79 3 . 2 0 0 3 . 6 6 7 4 . 1 7 0 3 . 5 0 0 3 . 3 0 0 15 

80 3 . 2 1 9 4 .028 4 . 0 8 0 4 . 0 0 0 4 . 0 0 0 17 

81 1 . 9 4 2 4 . 361 4 . 5 8 0 4 .170 4 . 3 0 0 19 

82 2 . 3 0 7 4 .528 5 . 0 8 0 4 . 3 3 0 4 . 2 0 0 20 

83 1 . 3 3 3 4 . 4 4 4 4 . 7 5 0 4 . 2 5 0 4 . 3 0 0 24 

84 3 . 5 0 0 3 . 5 8 3 3 . 7 5 0 3 . 2 5 0 3 . 8 0 0 16 

85 2 . 3 5 8 5 . 4 7 2 5 . 9 2 0 5 . 1 7 0 5 . 3 0 0 19 

86 2 . 8 6 9 4 .306 4 . 0 8 0 4 . 7 5 0 4 . 1 0 0 17 

87 2 . 9 4 2 3 . 6 3 9 3 . 6 7 0 3 . 3 3 0 3 . 9 0 0 18 

88 2 . 1 9 7 4 . 0 8 3 5 .250 3 . 9 2 0 3 . 1 0 0 22 

89 3 . 2 1 4 4 . 0 0 0 3 . 9 2 0 4 . 5 8 0 3 . 5 0 0 15 

90 2 . 7 6 8 4 .222 4 .080 4 . 5 0 0 4 . 1 0 0 

( C o n t i n u e d on 

17 

page 81 
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(Continued) 

Student GPA AASQ Mean AASQ-1 AASQ-2 AASQ-3 CAFQ 

91 2.921 4.444 4.170 4.250 4 . 900 21 

92 1.800 6.222 5.500 6.750 6.400 16 

93 3.506 4 . 944 4.170 5.580 5.100 22 

94 3.62 6 3.667 3.750 • 4.000 3.300 20 

95 3. 600 6.000 7.000 4 .000 7.000 21 

96 2.200 5.806 5.420 4 .420 7. 600 21 

97 2.333 4.667 4.330 5.250 4.400 21 

98 2.642 3.528 3.830 4 .830 1. 900 23 

99 3.552 4 .556 4.670 4 .420 4.600 17 

100 3. 600 4.889 4.830 4 .250 5.600 16 
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Tntfirrnrrelat.ions Among GPA. Academic Attrlbutional Style 
Questionnaire. Internalitv-Externalitv (AASQ-11. Stabi 1 i ty-
Instability (AASQ-2). Globalitv-Soecificity (AASO-.^ . and 
Coping with Academic Failures Questionnaire Means for 
Criswell College Subjects 

Variables 1 2 3 4 5 6 

1. GPA .138 .066 .040 .182 .120 

2. AASQ Summation .561 .749 .832 -.039 

3. Internal-External .102 .269 .010 

4. Stable-Unstable .445 -.074 

5. Global-Specific -.015 

6. CAFQ 
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92 

Intercorrelations Among GPA. Academic Attributional Style 
Questionnaire. Internality-Externality (AASO-1). Stability-
Instability (AASQ-2K Global it v-Specificitv (AASQ-3K and 
Coping with Academic Failures Questionnaire Means for 
University of North Texas Subjects 

Variables 1 2 3 4 5 6 

1. GPA -.065 .066 -.093 -.093 .207 

2 . AASQ Summation .458 .711 .897 .022 

3. Internal-External -.134 .142 .274 

4 . Stable-Unstable . 639 -.183 

5. Global-Specific -.043 

6. CAFQ 
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