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The purpose of this study was to investigate whether a 

particular mathematics program, which has been proven 

effective in changing student proficiency in mathematics, 

will also alter student emotional reactions to failure. 

The program selected for this study is unique in that 

through a series of diagnostic tests and remedial lessons, 

the student and teacher can accurately pinpoint the 

student's processing errors in mathematics. 

The sample consisted of 126 eighth grade mathematics 

students from a public middle school. There were five 

independent variables: sex, race (black vs. white), 

attributional style (internal vs. external), proficiency 

level in mathematics (high vs. low), and grouping for 

instruction (Enright Program vs. control). The dependent 
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variables consisted of test scores collected before the 

mathematics program and immediately after completion of the 

program on the affective factors of anxiety, hostility, and 

depression. 

The results showed a significant difference in student 

emotional reactions to failure after being exposed to the 

Enright Arithmetic Program as compared to students in the 

control group. The students in the Enright group had 

significantly less negative affective reactions to failure 

in relation to all three of the dependent variables after 

working with the Enright Arithmetic Program than did the 

students who were not afforded the opportunity to work with 

the program. 

This study thus demonstrated that the Enright 

Arithmetic Program not only improves student proficiency 

levels in mathematics, but also alters students' emotional 

reactions to a stressful failure situation in the classroom 

in a positive way. 

vii 



TABLE OF CONTENTS 

ACKNOWLEDGEMENTS . 

ABSTRACT . . . 

LIST OF TABLES . 

LIST OF FIGURES 

Chapter 
I. INTRODUCTION 

II. 

III. 

Background of the Problem 
Statement of the Problem 
Purpose of the Study 
Description of the Problem 
Theoretical Framework 
Conceptual or Substantive Assumptions 
Research Questions 
Statement of the Hypotheses 
Importance of the Study 
Definition of Terms 
Limitations 

REVIEW OF THE LITERATURE 

Psychological Theories Associated with 
Failure 

Implications of the Learned Helplessness 
Theory 

Experimental Evidence 
Demographics 
Treatment 
The Enright Arithmetic Program 

DESIGN OF THE STUDY 

Research Methodology 
Subjects and Selection Procedures 
Research Design 
Instrumentation 
Data Collection and Recording 

viii 

v 

vi 

X 

xi 

1 

17 

70 



Statistical Analysis 
Methodological Assumptions 
Limitations 

IV. RESULTS AND DISCUSSION 

Characteristics of the Sample 
Analysis of the Data 
Statistical Analysis of the Hypotheses 
Additional Findings 
Discussion 

v. SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

APPENDICES 

REFERENCES 

VITA . . . 

Summary 
Conclusions 
Recommendations for Future Research 
Additional Comments 

ix 

84 

106 

114 

142 

157 



Table 
1. 

2. 

3. 

4. 

5. 

LIST OF TABLES 

Personal Helplessness and Universal 
Helplessness . . . . . . . . . . . 

Formal Characteristics of Attribution and 
Some Examples . . . . . . . . . . . . . . 

Frequency Table Showing the Breakdown between 
Students and Their Ages . . . . . . . 

Frequency Table Showing the Breakdown of 
Students and ITBS Scores . . . . . . . 

The Attributional Style of Students by 
Sex and Race . . . . . . . 

30 

36 

75 

76 

86 

6. The Ability Level of the Students by Sex 
and Race . . . . . . . . . . . . . . . . 8 7 

7. Results of the Analysis of Covariance 
Contrasting Group I (the Enright Group) by 
Group II (the Control Group) in the Areas of 
Anxiety, Hostility and Depression 90 

8. Analysis of Data Related to Hypothesis 2 
and Covariance of Sex by Groups . . . 92 

9. Analysis of Data Related to Hypothesis 3 
and Covariance of Race by Groups . . . . . 94 

10. Analysis of Data Related to Hypothesis 4 
and Covariance of Proficiency by Groups 96 

11. Analysis of Data Related to Hypothesis 5 
and Covariance of Attributional Style 
by Groups . . . . . . . . . . . . 98 

12. Additional Combinations of Factors Found 
to be Significant . . . . . . . . . . 100 

X 



Figure 
1. 

2. 

LIST OF FIGURES 

Stability of Elements ........ . 

Flow Chart Showing the Different Stages of 
Human Reactions to Positive and 
Negative Outcomes . . . . . . . . . . . . 

xi 

58 

61 



CHAPTER I 

INTRODUCTION 

In America today there is a significant number of 

young people who are failing academically and eventually 

dropping out of school. The growing amount of educational 

literature about failure and success and their effect upon 

students is evidence of the importance attached to this 

national dilemma. In our success-oriented nation, failure 

becomes a stigma which reflects upon the individual, the 

educational system, society, and the nation. The problem 

of student failure is extremely complex. Academic achieve

ment depends upon many factors, including the roles of the 

individual, the family, society, and the educational 

system. 

Some extremely intelligent young men and women fail 

academically. To an outside observer these children fail 

for no apparent reason. Failure is a more complex process 

than can be explained simply by a lack of intelligence. 

Observation would suggest that some children are devastated 

by failure, while others are motivated by it. The question 

is, how do we as educators teach students to be motivated 

by failure instead of being hindered by it? 
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Background of the Problem 

During the Industrial Revolution, America went from an 

agricultural to an industrial society. It became the 

responsibility of the educational system to train young men 

and women to be useful members of a newly created work 

force. To this end, education in America prior to the 

1950s was highly structured. The curriculum was demanding 

and offered few elective courses. 

Post-war American confidence in its world superiority 

was shattered by the advent of Sputnik. In order to 

surpass the Russians, America accelerated the transforma

tion from an industrial to a technological society. Again, 

the burden of training future technicians fell upon the 

educational system. 

There was a great push in this country to learn more 

and faster, particularly in the areas of mathematics and 

science. However, at the same time, American opinion of 

educational methodology was changing. Such books as Death 

At An Early Age by Kozol (1967) portrayed American educa

tion as punitive and extremely destructive to a child's 

self-image. 

Public pressure, with the help of the courts, forced 

the educational system to become less restrictive, and more 

attentive to the student's emotional development (Wynne, 

1981). Innovative programs began springing up. The ''new 

math" was designed to rescue students from the monotony of 
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mathematics by emphasizing the reasoning behind the 

different algorithms. Unfortunately, this new direction in 

math instruction employed a level of abstract thinking that 

many students were unable to grasp. The resulting confu

sion in mathematics, coupled with the intensified pressure 

to learn necessary technical skills, caused emotional 

problems for the students (Murray, 1984). 

In order to combat this new wave of student unrest, 

positive reinforcement became the predominant ideology. 

Educators nationwide became caught up in the idea of 

avoiding the trauma of failure at any cost. Unfortunately, 

avoidance of failure was accomplished by reducing the 

difficulty of the curriculum (Powell, Farrar, & Cohen, 

1985). This turn of events only intensified the differ

ences in demands made by industry, the government, and the 

public. 

In 1981, the national Department of Education, 

concerned by what it called a widespread doubt about the 

quality of education in this country, appointed the 

National Commission on Excellence in Education (Murray, 

1984). For more than 18 months, the Commission heard 

documented testimony from educators, parents, scholars, and 

public officials. The result of the Commission's study was 

a highly publicized report, A Nation at Risk. Excerpts 

from the report revealed several facts: 
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1. Nearly forty percent of seventeen-year-olds could 
not draw inferences from written materials; two
thirds could not solve a mathematics problem 
requiring a sequence of steps. 

2. Secondary school curricula have been homogenized, 
diluted and diffused to the point that they no 
longer have a central purpose. 

3. By 1980, remedial mathematics courses constituted 
a quarter of all mathematics courses taught in 
public universities (Murray, 1984, p. 100). 

Today, in the public school systems across the state 

of Florida teachers are encouraged to design lessons that 

correspond to the student's instructional level and 

academic proficiency. In Broward County, teachers who 

report large numbers of student failures are encouraged to 

reevaluate their curriculum in terms of whether it meets 

the student's level of proficiency. 

Apprehension about student failure has not only 

reduced the levels of curriculum being taught, but it has 

also fostered a generation of parents who have a lack of 

confidence in their own math abilities. Children come to 

school ingrained with the notion that certain subjects, 

such as math, are difficult. Because mathematics is highly 

structured, there is little room for error. The criterion 

for right or wrong answers is very rigid. The nature of 

mathematics, coupled with the apparent lack of confidence 

on the part of students entering school, increases the 

possibility of children entering a mathematics course with 

a preconceived notion of failure. 
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Statement of the Problem 

Quite often students begin school with a very poor 

self-image. Their feelings of inadequacy frequently are 

fostered by popular teaching techniques (Valle & Frieze, 

1976). Students appear to be quite sensitive to contrived 

situations. A well-meaning teacher may at times diminish 

the curriculum to prevent failure and in doing so may 

retard student academic growth (Powell, Farrar, & Cohen, 

1985). The federally funded programs that provide smaller 

classes for less proficient students often isolate those 

students. This isolation tends to demean the students by 

setting them apart as academically incompetent (Bell & 

Ferret-Clermont, 1985). 

Academic failure is the result of a variety of 

factors--academic, emotional, and psychological. Many 

children will sabotage their own success to validate their 

feelings of inadequacy (Canfield & Wells, 1976). There

fore, merely telling a child that he or she has the 

potential for success is not enough. Children must be 

shown, through examples, that they have the capabilities to 

overcome failure and that the fear of failure can be 

debilitating in itself. 

Purpose of the Study 

The purpose of this study was to investigate whether a 

particular mathematics program, which has been proven 
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effective in changing student proficiency in mathematics, 

also changes students' emotional reactions to failure. The 

program being investigated differs from other mathematics 

programs in that it offers students specific feedback for 

processing problems in mathematics. The question is 

whether it teaches students that an unsuccessful outcome is 

the result of inappropriate strategies and not necessarily 

a product of the lack of innate intelligence and conse

quently, improves students' affective responses to failure 

instances. 

In order to test this question, students in two groups 

were subjected to unavoidable failure before and after a 

unit of study in mathematics. Immediately after the 

unsuccessful event, their emotional reactions to the 

failure were measured. The only difference between the 

groups was that one group used the experimental mathematics 

program and the other group was taught entirely with tradi

tional teaching techniques. 

The hypothesis was that the program being tested 

should not only alter student cognitive processes, but 

should also change student perceptions as to the causes of 

failure. By altering student perceptions of the causes for 

their failure, their emotional reactions to failure should 

be altered as well. 
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Description of the Problem 

An interrelationship exists among feeling, thinking, 

and acting (Corey, 1986). Students who perceive themselves 

capable of success can become highly motivated. A high 

level of motivation will certainly increase a child's 

production level. Increased production is associated with 

success, and success usually brings on a good feeling about 

oneself. 

Traditionally, positive reinforcement programs have 

been used to help students feel good about themselves, 

raise their levels of motivation, and increase produc

tivity. The problem with positive reinforcement programs 

is they create an expectation of constant success on the 

part of the child. By emphasizing only positive outcomes, 

the child believes that these are the only outcomes that 

have any validity (Hoy, 1986). The child will eventually 

experience a negative outcome. When this happens, the 

child is left unprepared, he or she feels betrayed, and the 

teacher is perceived in a negative manner. Unfortunately, 

the resulting expectational shift causes many of the 

positive feelings the child felt about himself or herself 

to become negative feelings about the self (Weiner & 

Litman-Adizes, 1980). 

A possible solution to this dilemma could be found in 

a program that does not ignore failure, but allows children 

to learn from it. By removing the fear of failure, 
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children no longer have to be threatened by it. A program 

that teaches that failure is due to inappropriate strate

gies instead of innate intelligence would free the student 

from the burden of being traumatized by negative outcomes. 

Theoretical Framework 

The learning program being tested in this research 

project is the Enright Arithmetic Program. This program 

was designed to alter inappropriate cognitive processes of 

underachieving mathematics students. Through a systematic 

program of analysis and remediation of faulty working 

strategies, students should learn that incorrect answers in 

mathematics are not related to their innate intelligence. 

Also, learning and applying new strategies, students should 

become more successful in future problem-solving situa

tions. 

In order to test the Enright Arithmetic Program in the 

affective domain, this study utilized two psychological 

paradigms: Rational-Emotive Therapy (RET) and the Learned 

Helplessness paradigm. 

RET deals with a variety of cognitive, affective, and 

behavioral problems (Corey, 1986). This area of psycho

therapy theorizes a triadic relationship among thinking, 

feeling, and acting. The theory supposes that a change in 

any aspect of the triangle will affect the other two parts 

(Ellis, 1979). The RET practitioner operates under the 



9 

assumption that it is his clients' perceptions or beliefs 

about a particular situation that make the situation 

positive or negative. People have a capacity for correct 

thinking; however, inappropriate perceptions may color 

their thoughts to the extent that the perceptions influence 

their lives in a negative way. The RET theory lends 

credence to the notion that a mathematical program designed 

to change student cognitive processes should also affect 

student emotional reactions to negative outcomes. 

The learned helplessness theory (Seligman, 1977) 

provides an account of the debilitating consequences of 

uncontrollable events. According to the theory, an 

individual who perceives himself to be in an uncontrollable 

situation will suffer deficits in motivation, cognition, 

and emotion. The motivational deficit is a result of 

concluding that no response exists in the individual's 

repertoire that will make the outcome a positive one. The 

cognitive deficit refers to the cognitive processes that 

would not have been retarded had the individual not 

perceived himself or herself as helpless. Finally, the 

emotional deficit results from the powerlessness of the 

person in the situation and manifests itself as frustra

tion, anger, and depression. 

According to the learned helplessness paradigm, it is 

the nature of the human organism, once the individual 

perceives himself or herself as helpless, to identify the 
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source of the uncontrollability. The reformulated model of 

learned helplessness (Abramson, Garber, Edwards, & 

Seligman, 1978; Weiner, 1974; Weiner et al., 1971) includes 

an attributional stage that accounts for the present 

uncontrollability. This stage may be used to predict 

reactions to future uncontrollable situations. Through the 

use of specific tests, a person's attributional style, 

namely, his or her beliefs as to the causes of good and bad 

events, can be effectively diagnosed and used to predict 

future reactions to problems. The student who associates 

negative events with low innate ability will have a greater 

potential for becoming helpless than one who associates 

those events with external causes. Any teaching technique 

that teaches students to search for the logical, cognitive 

basis of a problem instead of automatically assuming the 

causes are ability-related should improve student emotional 

reactions to a negative outcome. 

Conceptual or Substantive 
Assumptions 

Transposition is the ability of the human organism to 

project learned or perceived attributions about one set of 

circumstances upon a perceived similar set of circum-

stances. The number of attributions associated with a 

problem is directly related to the difficulty in solving 

the problem. The more attributions, the more difficult it 

becomes for the individual to sort out the correct 
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combination of thought patterns in order to correctly 

interpret the problem and to find a successful solution 

(Posner, 1973, p. 83). Students who learn a process of 

defining a problem, identifying the needed data, and then 

solving the problem, may use this process in attacking more 

difficult problems with greater numbers of attributions to 

sort out. The following assumptions were made: 

1. Every eighth grade child of normal intelligence 

who does not have a math-related specific learning dis

ability can learn eighth grade mathematics. 

2. Every eighth grade child can improve his or her 

math grades and mathematical knowledge measurably. 

3. The Children's Attributional Styles Questionnaire 

will accurately diagnose the student's attributions toward 

positive and negative outcomes. 

4. Using a child's attributional style for positive 

and negative outcomes, it is possible to predict a child's 

emotional reactions to outcomes (positive or negative) in 

the future. 

5. Teaching strategies that alter a child's percep

tions of reasons for failure from internal, stable causes 

(ability) to internal, unstable causes (inappropriate 

strategy) will lessen the child's emotional reaction to 

failure. 
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Research Questions 

In order to ascertain the effects of the Enright 

Arithmetic Program upon student emotional reactions to a 

stressful classroom situation (failure), the following 

questions were investigated: 

1. Will the Enright Program make a significant 

difference in the levels of anxiety, hostility, and 

depression demonstrated by the student following a stress

ful classroom experience? 

2. Does the response of females differ significantly 

from the response of males to the application of the 

Enright Arithmetic Program? 

3. Does the response of black students differ 

significantly from the response of white students to the 

application of the Enright Arithmetic Program? 

4. Does the student with less mathematical ability, 

as measured by the Iowa Test of Basic Skills, respond 

differently from the student with greater mathematical 

ability to the use of the Enright Arithmetic Program? 

5. Does the student who internalizes negative 

outcomes respond differently to the application of the 

Enright Arithmetic Program than does the student who 

externalizes negative outcomes? 
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Statement of the Hypotheses 

The data used in this research project to either 

support or reject the following hypotheses resulted from 

the students' responses to the Multiple Affects Adjective 

Checklist--Revised (MAACL-R): 

1. The Enright Arithmetic Program will make a 

significant difference in the levels of anxiety, hostility, 

and depression felt by students as a reaction to a stress

ful situation in the classroom. 

2. The Enright Arithmetic Program will significantly 

reduce to a greater degree the levels of anxiety, hostil

ity, and depression felt by female students as compared to 

male students when confronted by a stressful situation in 

the classroom. 

3. The Enright Arithmetic Program will significantly 

reduce the levels of anxiety, hostility, and depression 

felt by black students as compared to white students when 

confronted by a stressful situation in the classroom. 

4. The Enright Arithmetic Program will significantly 

reduce the levels of anxiety, hostility, and depression 

felt by students whose academic performance is below 

average as compared to students whose academic performance 

is above average when confronted by a stressful situation 

in the classroom. 

5. The Enright Arithmetic Program will significantly 

reduce the levels of anxiety, hostility, and depression 
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felt by students who internalize negative outcomes as 

compared to those students who externalize negative 

outcomes when confronted by a stressful situation in the 

classroom. 

Importance of the Study 

There is a need in this country to modify the mathe

matics curriculum, to make it relevant to the needs of 

today's technological society. The task is to design a 

curriculum and present it in such a way as to reduce the 

number of students who fail and eventually drop out of 

school. A mathematical program is needed that will help 

the student motivationally and cognitively and will improve 

student productivity. Such a program would be of enormous 

interest to classroom teachers. 

Definition of Terms 

The following terms are defined for the purpose of 

this study: 

ATTRIBUTION is the perceived cause or causes for a 

particular outcome. According to the learned help

lessness model, the individual who perceives himself 

or herself in an uncontrollable situation will attempt 

to identify the cause or causes of the uncontroll

ability. Attributional styles can be measured by the 
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Children's Attributional Styles Questionnaire (Kaslow 

& Tannenbaum, 1981). 

THE CHILDREN'S ATTRIBUTIONAL STYLES QUESTIONNAIRE (KASTAN) 

is a forced-choice instrument that records a child's 

attributions for positive and negative hypothetical 

events. The scoring process groups children according 

to the six attributional styles enumerated in the 

learned helplessness paradigm. 

DIALECTICS is the study of those external forces that have 

an impact on an individual's life. 

EDUCATIONAL FAILURE is not necessarily the same as personal 

failure. The student who wishes to fail educationally 

may succeed personally. For the purposes of this 

dissertation failure refers to any event that does not 

meet or exceed the expected outcome. 

LOCUS OF CONTROL is the perception an individual has as to 

those external and internal forces that are felt to 

control his or her life. Individuals may exhibit either 

an internal locus of control (the individual has 

perceived control of his or her own life) or an external 

locus of control (the individual has no perceived 

control over his or her life). 
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SELF-EFFICACY is the sum of those judgments that all humans 

make about how well they will perform in situations that 

are ambiguous, unpredictable, and/or stressful. 

UNCONTROLLABILITY is a cognitive state in which the 

individual perceives himself or herself to be in a 

situation where he or she has no control over the 

outcome of the situation. 

Limitations 

In this study, all the instruction was done by one 

researcher. The study was designed this way to eliminate 

the extraneous factor of teacher personality interfering 

with the outcome. However, this design might allow for 

teacher bias. Because every effort was made to insure 

equal treatment of the two groups, the question of teacher 

bias was not addressed in this study. 



CHAPTER II 

REVIEW OF THE LITERATURE 

This chapter is composed of six sections. Each 

section contains references to literature pertinent to this 

study. The first section is an explanation of the various 

psychological theories that will be used to explain student 

reactions to failure. The second section explores the 

implications of the helplessness theory. The third section 

concentrates on the experimental evidence associated with 

learned helplessness. The fourth section is a review of 

the literature dealing with different demographics and how 

learned helplessness affects males versus females, Blacks 

versus Whites, and middle class students versus lower class 

students. The fifth section investigates the attempts to 

ameliorate the effects of failure (treatment) through the 

learned helplessness theory. The sixth section is composed 

of the background and explanation of the Enright Arithmetic 

Program. 

17 
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Psychological Theories Associated 
with Failure 

Locus of Control 

The concept of locus of control relates to the idea 

of dialectics. Dialectics is the study of those external 

forces which, by their nature, disturb an individual's 

sense of equilibrium. Through a hedonistic motivation, the 

human organism will seek a balance between self and 

environment, a sense of equilibrium (Balk, 1983). In the 

process of striving for a balance in relation to environ-

mental demands, the organism is not a passive receptor or 

reactor, but an active perceiver and organizer of its 

perceptions. The organism selects parts of the objective 

world according to its interests, limited by sensitivity 

and psychological inhibitions (Patterson, 1973, p. 347). 

People are divided in their perceptions of locus of 

control, with "internals" perceiving events as contingent 

upon their own behaviors and "externals" believing that 

outcomes are not under their control but under the control 

of their environment. When an outcome following some 

action by a subject is perceived by that subject as not 

entirely contingent upon his or her abilities, it is 

usually attributed to luck, fate, or complex external 

forces. This perception on the part of the individual is 

labeled external locus of control. However, if an outcome 

is perceived as contingent upon the subject's innate 
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abilities, this perception is termed internal locus of 

control (Rotter, 1966, p. 1). 

Many studies dealing with locus of control attempt 

to induce the subjects to internalize their perceptions of 

control. By internalizing the control, the individual is 

forced to take responsibility for his or her own actions. 

However, in some instances the individual's perception of 

external control is accurate. DeCharms (1968) attempted to 

persuade Black inner city children to change from an 

external to an internal locus of control. Given the 

conditions under which these children and their parents 

lived and worked, internalizing their locus of control only 

served to frustrate and anger the children. 

A similar study was done with unemployed workers 

during the economic depression of the 1930s. Many of those 

workers who suddenly found themselves unemployed indulged 

in large amounts of self-blame. Those who externalized the 

causes of the unemployment seemed to cope with the situa

tion better (Jahoda, 1979). If external locus of control 

is defined in terms of attributing the causes of events to 

social determinants, then people with an external locus of 

control in some instances could rate higher on actively 

trying to change their environment than those with an 

internal locus of control. Therefore, it can be a mistake 

to assume that training people to perceive an internal 

locus of control is necessarily beneficial (McClure, 1985). 
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Attributions 

Locus of control and attributional style are very 

closely related. As pointed out in Chapter I, an indi

vidual's attributions are reflections of the way that 

person perceives his or her environment. If the outcome of 

an experience is more extreme than the individual expected, 

whether it is positive or negative, it will probably be 

attributed to uncontrollable forces. Also people may be 

distinguished in terms of their general attributional 

disposition. People who have an external locus of control 

are apt to attribute outcomes to luck or fate, whereas 

individuals with an internal locus of control are apt to 

attribute outcomes to ability or intelligence. Therefore, 

the ideal attributional style is one in which the indi

vidual internalizes successful outcomes and externalizes 

negative outcomes (Diener & Dweck, 1978). 

Theorists have hypothesized that the placement of a 

student into a class could be interpreted by him or her as 

an indicator of intellectual ability. If the label placed 

upon the class has a negative connotation, the effect may 

be devastating to the student and may cause the child to 

question his or her own capabilities (Bell & Ferret

Clermont, 1985). 

Researchers have been able to accurately predict 

reactions of students to certain situations by first 

determining their attributional style. It is theorized 
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that the subject perceives a stimulus as either positive or 

negative. The subject then processes the experience 

through his or her attributional system and determines a 

cause for the outcome. The subject subsequently uses the 

cause of the outcome to predict future success or failure 

in similar situations. The culmination of this process is 

called expectations. Once an individual perceives himself 

or herself as not being the controlling agent, the specific 

nature of these attributions will determine in what new 

situations and across what span of time the perceptions of 

uncontrollability will recur. 

As a child progresses through the educational 

system, the position that he or she occupies within that 

system (either as a "good" student, a "bad" student, or as 

a member of a particular group) will become an influential 

element in the development of the child's perceptions of 

controllability (Berger, 1971). Thus, the pupil who holds 

a subordinate status in the school hierarchy may encounter 

difficulties in maintaining a positive self-evaluation, 

being led to internalize his or her scholastic inferiority 

by those external forces in the pupil's environment (Bell & 

Ferret-Clermont, 1985). Langer and Bennvento (1978) found 

that when not explicitly taught, the belief in a person's 

own incompetence may be inferred from a preconceived 

connotation about the activity that the individual is 

engaged in. In other words, if an individual is forced to 
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engage in an activity that he or she feels is demeaning, 

the individual's negative feelings about this event may 

lead him or her to feel incompetent. This reaction does 

not appear to be dependent upon previous success or failure 

in the activity, but only on the child's attributional 

style (Langer & Bennvento, 1978). 

There has been a great deal of research in the 

areas of individual perceptions and attributional styles. 

The research has concentrated on the negative as well as 

the positive aspects of attributions. Through understand

ing of an individual's attributional style clinicians have 

been able to help students overcome frustration and 

depression in their lives as well as helping the elderly 

overcome fear of death and helplessness. 

Self-Efficacy 

A considerable amount of research has been done 

into how children develop cognitively. However, very 

little research has been done in the area of how children 

learn about themselves and their capabilities in dealing 

with their environment. 

The way a child interacts with his or her surround

ings is not fixed or constant. Instead, the child's 

interactions are a varied approach consisting of cognitive, 

social, and motor skills organized into an integrated 

series. of reactions (Bandura, 1981). Self-efficacy is the 
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sum of those judgments that all humans make about how well 

they will perform in situations that are ambiguous, 

unpredictable, and/or stressful. 

Perceived efficacy has a profound effect upon an 

individual's life. The way an individual perceives self 

influences his or her choice of activities and environ

mental settings (Bandura, 1981, p. 201). Individuals will 

avoid situations that they feel exceed their capabilities 

and will eagerly accept those challenges they feel capable 

of handling. Any event in an individual's life that 

enhances the person's self-efficacy will broaden his or her 

range of activities. Conversely, avoiding difficult 

activities only tends to retard growth and to promote 

feelings of inadequacy. 

People's perceptions of their own capabilities affect 

them not only physically but also emotionally and mentally. 

Students who perceive themselves as incompetent may avoid 

academic endeavors which may be highly beneficial. 

Accurate appraisal of one's own capabilities is a 

necessary factor in successful living. Misjudgments in 

either direction could have disastrous effects. The 

individual who overestimates his or her capabilities will 

tend to pursue activities far beyond his or her abilities. 

The outcome of these activities invariably will be nega

tive. The resulting chain of events only sets the 

individual up for needless failure. On the other hand, 
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those individuals who underestimate their capabilities will 

be reluctant to pursue many courses of action, and thus 

their abilities will be constrained or even deteriorate 

(Bandura, 1981). 

Conjectures of one's own efficacy, accurate or 

inaccurate, are based upon four sources of information. 

These sources of information include: physical accomplish

ments, comparisons of one's own performance to the perform

ances of others, verbal feedback from significant other 

people, and states of psychological arousal such as fear, 

anger, or excitement (Bandura, 1981, p. 203). 

Physical accomplishments are a good indicator of an 

individual's capabilities. However, many times various 

types of feedback from other sources tend to distort the 

true value of an accomplishment. For example, the jealous 

friend who diminishes the importance of the event to save 

his own ego will create confusion as to the individual's 

relative level of competency. In addition, the child who 

receives vicarious pleasure from watching others be 

successful may compare himself or herself to those success

ful friends and make some seriously false assumptions about 

his or her own capabilities. 

As early as infancy, children make attempts to control 

their environment. Those children who are successful in 

gaining some level of control become more confident in 

their own capabilities (Ramey & Finkelstein, 1978). As 
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they mature, children rely upon their friends to help them 

judge their own efficacy. The selection of peer groups may 

be based in part on the selection of others with the same 

perceived capabilities. 

Bandura and Schunk (1981) were interested in seeing 

whether proximal (short-term) subgoals, distal (long-term) 

goals, or no goals would do more for developing a child's 

ability to accurately evaluate his or her abilities in a 

particular academic subject. The study concentrated on the 

area of mathematics with all the students divided into four 

groups. This study demonstrated that students who set 

proximal subgoals for themselves were far more accurate in 

their appraisal of their abilities. In contrast, the 

distal goal, non-goal, and control groups were vague about 

their abilities due to the ambiguous nature of their 

feedback. The point being made is that through the 

achievement of clearly defined short term goals, the 

student's self-efficacy is raised significantly. 

Bandura and Cervone (1986) worked with students in the 

area of motivation. They were interested in finding out 

whether self-efficacy, self-evaluation, or self-set goals 

were instrumental in improving student motivation. The 

students were given a task, their performance rated, and 

motivational response tested. It was discovered that self

efficacy, self-evaluation, and self-set goals work in 
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differing degrees to motivate students with self-efficacy 

being the stronger motivator. 

Rational-Emotive Therapy 

Ellis (1984) attributes the inception of rational

emotive therapy to ancient Eastern and Western philos

ophers. Epictetus, an ancient Greek philosopher, once 

wrote that men are not disturbed by their environment but 

by the way they perceive that environment (Ellis, 1984, p. 

200). Ellis also credits Alfred Adler for helping to 

formulate the ideals of rational-emotive therapy. Adler 

theorized that our emotional reactions and behaviors are 

modified by our basic beliefs and are, therefore, cognitive 

in nature. 

Rational-emotive therapy is founded on the assumption 

that cognitions, emotions, and behaviors interact, produc

ing a cause-and-effect relationship (Ellis, 1979). The 

practitioner focuses on thinking and acting rather than 

emotions. Because of this triadic interaction, RET 

theorizes that humans rarely make cognitive changes unless 

they consistently practice new behaviors and work on their 

feelings. 

The cognitive aspect of rational-emotive therapy 

asserts that people create their own psychological problems 

by the way they interpret events. This assertion is common 

among other rational psychotherapies. Each psychological 
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therapy purports to help clients solve problems by placing 

emphasis upon either feeling, thinking, or acting. 

Theoretically, if the practitioner can affect the client's 

cognitive processes, his or her behaviors, or their 

emotional reactions to stressful situations, then the other 

two parts of the triad will be affected as well. 

Ellis (1984) asserts that humans are self-actualizing, 

thinking, evaluating, and sustaining. Humans create their 

own psychological problems by confusing simple preferences 

(e.g., for approval and success) with dire needs. The 

human organism, according to Ellis, has a natural tendency 

toward correct thinking. However, the correct thinking is 

often sabotaged by irrational (crooked) thinking. These 

irrational thoughts are a product of the individual's 

attributions or perceptions. The resulting emotional 

problems are thus viewed as a product of human thinking 

(Corey, 1986, p. 212). 

The basic tenet of rational-emotive therapy postulates 

that a person's reactions to an event are dictated by his 

or her beliefs about that event. To this end, the A-B-C 

theory of personality was formulated (Corey, 1986, p. 213): 

D E 
(disputing intervention)-------)~(effect) 
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Notice in this diagram that the human organism 

experiences an activating event in his or her environment. 

This activating event is then processed through a belief 

system resulting in an emotional and behavioral conse

quence. As is indicated in the diagram, the RET practi

tioner will seek to alter the client's beliefs about a 

particular event. By doing so, theoretically, the practi

tioner will modify the client's feelings and behaviors 

pertinent to similar events. In practical terms, if 

educators were to change student beliefs about failure, 

this should change student actions and feelings as well. 

The previous psychological paradigms collectively help 

to explain the complexity of student reactions to failure 

and suggest possible solutions to the problem. However, 

another relevant theory, learned helplessness (described 

below) was chosen as a basis for the present research 

because it appears to embody those aspects of self-effi

cacy, rational-emotive therapy, cognitive and behavioral 

therapies that most closely deal with the problems associ

ated with student reactions to failure. The learned 

helplessness paradigm includes a very structured method of 

identifying and diagnosing perceptions that children have 

about their environment. This method can easily be adapted 

to the classroom. 
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Research has shown that subjects who are exposed to an 

uncontrollable adverse situation react in a manner that 

interferes with subsequent behavior. The learned helpless-

ness theory proposes that the perception of uncontroll-

ability leads the individual to an expectancy that future 

events will also be uncontrollable. According to the 

theory (Seligman, 1975), this expectancy will retard the 

individual's motivation to initiate responding, making it 

difficult for the person to accept the idea that outcomes 

are controllable. As a result, the individual will suffer 

some level of emotional trauma (Kramer & Rosellini, 1984, 

p. 211). The severity of the trauma will be directly 

related to the importance of the event. 

The individual's attributions and resulting expectan-

cies are also based upon the subject's perceptions of how 

successful "relevant others" in the individual's immediate 

surroundings might be. In Table 1, the horizontal column 

represents the individual's perceived expectations about 

the correlation between the desired outcome and his or her 

capabilities. The person believes that a favorable outcome 

is either contingent or not contingent upon some response 

in that person's repertoire. The vertical column 

represents the individual's expectation that a desired 



Table 1 

Personal Helplessness and Universal Helplessness 

Other 

The person expects the 
outcome is contingent 
on a response in the 
repertoire of a relevant 
other 

The person expects the 
outcome is not contingent 
on a response in the 
repertoire of any 
relevant other 

The person expects 
the outcome is contingent 
on a response in his or 
her repertoire 

1 

2 

Self 

The person expects 
the outcome is not 
contingent on any 
response in his or her 
repertoire 

Personal 
helplessness 

3 
(Internal 

attributions) 

Universal 
helplessness 

4 
(External 

attributions) 

Note. From "Learned Helplessness in Humans: Critique and Reformulation" by L. Y. 
Abramson, M. E. P. Seligman, and J. Teasdale, 1978, Journal of Abnormal Psychology, 
87, p. 53. Reprinted by permission from the American Psychological Association. 

w 
0 
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outcome either is or is not within the capabilities of some 

"relevant other individual." 

Although both columns are described as dichotomies, 

strictly speaking, they actually are continuous. At one 

extreme, the person feels that there is a zero probability 

that a desired outcome is within the capabilities of 

himself or any relevant other person. At the other extreme 

of the continuum, the person believes that there is 

absolutely no way that the desired outcome could fail to 

happen. 

A necessary point to clarify is the use of "relevant 

other" rather than "random other" person. For the purpose 

of this study the term "relevant other" denotes a person 

who has some level of expertise in the same discipline as 

our subject. A random other person has no expertise 

(Seligman, 1980). The notion of relevant others can be 

applied to any other student in the classroom. The mere 

fact that other classmates are able to do mathematical 

problems (on any level) implies that the individual should 

be able to do the problems as well. Conversely, if 

everyone in the class were having problems, this would 

suggest a universal helplessness situation where the 

teacher was at fault. 

Universal helplessness is characterized by the 

perception that the outcome is not contingent upon any 

response in the individual's repertoire or the responses of 
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other people (see Table 1, cell 4). Personal helplessness 

occurs when the individual believes that there exist 

responses that would successfully produce the desired 

outcome, but he or she does not possess them (Garber, 

Abramson, & Seligman, 1980, p. 11). 

Universal helplessness can be directly related to 

external attributions, while personal helplessness is 

related to internal attributions. These two parts of the 

learned helplessness theory are necessary for explaining an 

individual's reactions to a negative outcome. However, 

researchers needed to expand the learned helplessness 

theory in order to address the observed long-term effects. 

In an attempt to explain the individual's attribu

tional consistency over a long period of time, theorists 

(Weiner, 1974; Weiner et al., 1971) have proposed the 

attributional dimension of stability. "Stable and 

unstable" are orthogonal factors to "internal and 

external." Stable factors are perceived by the individual 

as lasting an extremely long time, whereas unstable factors 

are perceived as temporary. 

Abramson (1978) found that personal versus universal 

and stable versus unstable attributions were not enough to 

explain many of his findings. In an attempt to formulate 

an explanation for the results of their research, Abramson, 

Seligman, and Teasdale (1978) devised the reformulation of 

the learned helplessness theory. The reformulation theory 
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included the personal, universal dimension; the stable, 

unstable dimension; and an additional, third dimension, the 

global-specific dimension. The new dimension was designed 

to be orthogonal to the stability dimension. Global 

factors affect a wide variety of situations, whereas 

specific factors affect only the situation at hand. 

Therefore, if an individual attributes uncontrollability to 

global factors, this would indicate that helplessness will 

occur across situations. Specific attributions would imply 

that helplessness was confined to one situation (Garber, 

Abramson, & Seligman, 1980). 

The term "failure" is used in the learned helplessness 

theory as an instance of personal helplessness. Strictly 

speaking, the term failure means an unsuccessful outcome. 

However, used in connection with learned helplessness 

theory, failure suggests that a successful outcome was 

possible, and further, that the unsuccessful attainment of 

the desired outcome was attributed to internal factors 

(Garber, Abramson, & Seligman, 1980, p. 12). 

The reformulated learned helplessness theory provides 

a unified account of the debilitating consequences of an 

individual's attributions as to the cause of uncontroll

ability. Perceiving that outcomes are uncontrollable 

results in three deficits: motivational, cognitive, and 

emotional. The motivational deficit refers to retarded 

initiative when the individual feels helpless. The common 
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remark is "Why should I try, I know I can't do it." The 

cognitive deficit is demonstrated by the deterioration of 

cognitive abilities on problem solving tasks. In a natural 

setting, the classroom, students who suffer the cognitive 

deficit have lower grade point averages than others of 

equal ability in their class. Finally, the emotional 

deficit of helplessness is observed as anger, frustration 

and depression. 

Implications of the Learned 
Helplessness Theory 

There are many implications that may be drawn from the 

reformulated learned helplessness theory. The most 

insidious implication is that the individual who attributes 

negative outcomes (failure) to personal, stable, and global 

factors experiences a fourth deficit of learned helpless-

ness--low self-esteem. A major determinant of attitudes 

toward the self is comparison with others (Clark & Clark, 

1939; Festinger, 1954; Morse & Gergen, 1970; Rosenberg, 

1965). This analysis suggests that individuals who believe 

that a positive outcome is not within their capabilities, 

but is within the abilities of relevant others may suffer 

greater effects of learned helplessness than those who 

perceive a positive outcome as being beyond their capabili-

ties and those of relevant others. A student who fails a 

mathematics exam that all his or her peers have passed will 

probably suffer greater effects of learned helplessness 
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than the student who fails the exam and observes that his 

or her peers have failed the exam as well. 

The term "failure" is used extensively in this 

dissertation and is defined in Chapter I. However, it is 

important to remember that there are two distinctly 

different ways of measuring success and failure: subjec

tive and objective. Reifenberg (1986), experimenting with 

college students, had each of the students rate his or her 

performance on a major examination using a self-report 

instrument (subjective evaluation). Then the researchers 

compared the students' subjective evaluations of their 

performance to their actual score on the exam (objective 

evaluation). The "self-serving bias" of the students 

indicated that those who internalized positive outcomes had 

a significantly higher estimation of their performance on 

the subjective scale than did students who internalized 

negative outcomes. 

This research demonstrated that when compared to the 

student's final grade, the subjective evaluation of 

performance was a more accurate indicator of success or the 

lack of it than the objective evaluation. These findings 

tend to reemphasize the notion that success and failure are 

personal concepts with each individual determining for 

himself or herself his or her own degree of success. 

In the example from Table 2, if the individual makes 

any of the internal attributions for failure on the 



Table 2 

Formal Characteristics of Attribution and Some Examples 

Dimensions 

Global 

Specific 

Internal 

Stable 

Lack of 
intelligence 

(laziness) 

Lack of 
mathematical 

ability 

(Math always 
bores me) 

Unstable 

Exhaustion 

(Having a cold 
makes me 
stupid) 

Frustration 
with math 
problems 

(Having a cold 
ruins my 
arithmetic) 

External 

Stable 

Unfairness 
of ETS 

(People are 
usually un
lucky on 
the GRE) 

Unfairness 
of ETS math 

tests 

(People are 
usually un
lucky on 
math tests) 

Unstable 

Today is Friday 
the 13th 

(ETS gave experi
mental tests this 
time which were 
too hard for 
everyone) 

The math test 
was form No. 13 

(Everyone's copy 
of the math test 
was blurred) 

Note. From "Learned Helplessness in Humans: Critique and reformulation" by L. Y. 
Abramson, M. E. P. Seligman, and J. Teasdale, 1978, Journal of Abnormal Psychology, 
87, p. 57. Reprinted with permission from the American Psychological Association. 

w 
0'\ 
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mathematics test--lack of intelligence, lack of math 

ability, exhaustion, or frustration with math problems--the 

learned helplessness emotional deficit of depression will 

probably occur. Conversely, depression is not associated 

with any of the external attributions. It is important to 

emphasize that the cognitive and motivational deficits are 

hypothesized to occur in both personal and universal 

helplessness (Garber & Seligman, 1980). 

Ganz and Ganz (1988) studied the correlation between 

students suffering from learned helplessness and those 

suffering from test anxiety. They found that test anxious 

students were more preoccupied focusing on themselves and 

not on the test. Because of their concern over their own 

abilities or the lack of abilities, test anxious students 

failed to recognize important test cues. The study found 

that students who felt they could read well and had good 

study skills were more self-confident, more motivated, and 

less test anxious. Those students who lacked confidence 

exhibited all the cognitive, motivational, and emotional 

deficits associated with learned helplessness. 

A final implication of helplessness concerns the 

question of intensity of the various deficits. The 

stronger the expectation of uncontrollability, the harder 

it is to respond to a given situation. The emotional 

reaction to this retarded initiative is usually frustration 

and anger. Eventually, the anger gets turned inward; anger 
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turned inward is depression. Attributions to global and 

stable factors may also increase the severity of the 

emotional deficits. The stable factor indicates uncontrol

lability for a very long period of time. The global factor 

indicates uncontrollability over any event that remotely 

resembles past failures (Kaslow, Rehm, & Siegel, 1984). 

The influence that expectancies exert on performance 

can be considered a combination of general expectancies, 

based upon previous experiences, and the expectancies 

formed by the present situation. When results do not match 

the expected outcome, the individual may become helpless. 

Depression 

During the last decade there has been increased 

interest in the realm of childhood depression. The 

consensus of several research studies done lately (Anthony, 

1975; Bemporad, 1978; Kashani et al., 1981; Kovacs & Beck, 

1977) is that (1) depression does exist in children, and 

(2) its symptoms are very similar to those seen in adults 

when the depression relates to problem-solving tests 

(Kaslow, Rehm, & Seigel, 1984). 

Kaslow et al. (1984) found that children between the 

ages of 8 and 13, when depressed, had extreme difficulty on 

block design tests and anagrams. However, the depressed 

children showed no deficits in vocabulary scores. Seligman 

et al. (1984) found that children between the ages of 8 and 
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13 who attributed negative outcomes to internal, stable, 

and global factors, were more likely to report depressive 

symptoms than children who attributed these outcomes to 

external, unstable, and specific factors. However, 

Friedlander, Traylor, and Weiss (1987) discovered that a 

child's attributional style for positive events was a 

better predictor of depressive symptoms than the child's 

attributions for negative events. 

Children who were made helpless, experimentally, using 

unsolvable problems, also performed more poorly on block 

design tasks than did children not subjected to this 

manipulation (Kaslow, Rehm, & Siegel, 1984, p. 606). Thus, 

similar deficits occur whether the helplessness is experi

mentally induced or natural in its occurrence. 

According to the reformulated helplessness theory 

(Abramson, Seligman, & Teasdale, 1978), causal attributions 

do not statistically correlate with depressive symptoms. 

There are those individuals who appear immune to depres

sion. More importantly, certain attributional styles put 

the individual "at risk" for the depressive symptoms 

(Seligman et al., 1984). A possible determinant as to 

whether an individual will become depressed or not lies in 

the variations in human judgments of contingency which is 

one of the first cognitive developments an infant forms to 

help analyze his or her environment (Trotter, 1987). 
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Abramson et al. (1978) did considerable investigating 

into the effects of learned helplessness upon depression. 

Abramson hypothesized that depression was contingent upon 

certain cognitions, and that contrary to popular belief, 

depressive people do not have a distorted impression of 

reality. Instead, depressed people perceive contingency 

more accurately than do non-depressed people (Alloy & 

Abramson, 1979). 

Currently, the matter of "accuracy" seems to have 

received favorable support. Alloy and Abramson (1979) 

found that depressed people were significantly more 

accurate than ordinary people in their perceptions of 

contingency. Vazquez (1987) found in a series of four 

experiments that in noncontingency situations, depressed 

subjects did overestimate the relationship between their 

responses and self-referent negative outcomes. However, in 

noncontingent positive outcome situations, nondepressed 

subjects tended to take credit for the outcomes more than 

depressed subjects. In contingency situations, both 

depressed and nondepressed subjects were equally accurate 

in their assessment of contingency. Therefore, the present 

research would indicate that in positive situations, 

nondepressed subjects are more apt to take credit, whereas 

in negative situations depressed subjects are more apt to 

take credit for the outcome. Benassl and Mahler (1985) 

found that not only did depressed subjects tend to hold 
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themselves responsible for negative noncontingent outcomes, 

but that their perceptions of control in contingent 

situations were distorted in the presence of an observer. 

In these experiments dealing with depressed subjects, 

the individual accurately assessed the situation as being 

controlled by someone else. The main difference was found 

to be the bias that the child demonstrated in accepting or 

rejecting responsibility for negative outcomes. Depressed 

children do have an accurate perception of who is in 

control of their lives, realizing that he or she is 

controlled by parents and/or teachers (McClure, 1985). 

The diagnostic criteria for depression vary widely. 

Mendelson, Reid, and Frommer (1972) considered children who 

were persistently miserable or weepy to be depressed. They 

found that they were mistaken when only 10 percent of their 

sample were actually diagnosed pure depressive upon 

hospitalization. 

The Diagnostic and Statistical Manual (DSM-iii, 
American Psychiatric Association, 1980) uses the same 
criteria for adult depression and childhood depres
sion. These are: dysphoric mood plus four of the 
following: appetite or weight disturbance, sleep 
difficulties, fatigue, psychomotor retardation, loss 
of interest in pleasure, self-reproach or excessive 
guilt, difficulty in thinking or concentrating, and 
recurrent thoughts of death or suicide (Blumberg & 
Izard, 1985, p. 194). 

Sadness is not always considered a criterion for 

childhood depression. Toolan (1974) found that youngsters 

who were indeed depressed were convinced that they were 
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satanic, bad, and unacceptable. These demeaning feelings 

lead the juvenile to socially unacceptable behavior which 

only serves to reinforce the feelings of evilness or 

inferiority. 

Taking into consideration the research done by Alloy 

and Abramson (1979) and clinical documentation of how 

juveniles react to depression, it becomes increasingly 

clear as to why there appears to be so many discipline 

problems in our classrooms today. The student who is 

unsuccessful accurately assesses the fact that the teacher 

is in control and becomes helpless. As a reaction to the 

helplessness the student becomes depressed. Reacting to 

the depression the student becomes disruptive in the 

classroom. 

Seligman et al. (1984) used the reformulated learned 

helplessness model to predict frustration and disruptive 

behavior in subjects six months prior to their occurrence. 

Children who attribute good events to internal, stable, and 

global factors suffered fewer depressive symptoms than 

those children who attributed negative events to internal, 

stable, and global factors. 

Experimental Evidence 

The usual helplessness experiment utilizes the classic 

triadic research design. Typically, there are three groups 

in the research: one group is exposed to some sort of 
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contingent stimuli, the second group is exposed to 

noncontingent stimuli, and the third group is a control 

group (they have no prior exposure to stimuli). This pre

testing exposure to what is usually negative stimuli sets 

up certain perceptions on the part of the subjects. Next, 

the subjects are given a second set of problems that are 

solvable. The researchers measure the subjects' reactions 

to the new problems. 

In most helplessness studies the results are the same: 

the group that is exposed to the contingent stimuli 

initially is the fastest group to solve the second group of 

problems. The control group (those with no prior exposure) 

is usually the second fastest group to work out the new 

problems. The group that is exposed to unsolvable problems 

(the noncontingent group) is usually the slowest to respond 

to the new problems. The conclusion drawn from this 

testing is that when subjects perceive themselves as out of 

control, they will make certain attributions as to the 

cause of the uncontrollability, and then develop cor

responding expectations with respect to future success or 

failure (Garber, Abramson, & Seligman, 1980). 

The helplessness studies are very similar and yet 

differ in the expected findings. For example, four studies 

(Hanusa & Schultz, 1977; Klein et al., 1976; Tenner & 

Eller, 1977; Wortman, 1976) found that nondepressed 

subjects who were exposed to unsolvable problems performed 
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badly on anagram tasks. Meminger (1987) found that 

communication was a major factor in how students reacted to 

outcomes. When communication is ambiguous, students with a 

negative attributional style tend to exhibit the effects of 

learned helplessness. In contrast, when communication is 

accompanied by a model, students with a negative attribu

tional style will tend to follow the model. 

Tenner and Elder (1977) did a study similar to Roth 

and Kubal's (1975) study. They exposed subjects of equal 

abilities to problems that were presumably easy and then 

got progressively harder. The subjects who failed the 

easier problems and attributed the failure to internal, 

stable, and global factors showed greater difficulty in 

working subsequent problems than those who failed the 

harder problems but attributed that to external and 

specific factors. 

Wortman (1976) found that those subjects who were 

personally helpless (internal attributions) reported 

greater emotional distress than those subjects who were 

universally helpless. This concept led to the formulation 

of the theory that internal attributions for failure (I'm 

stupid, incompetent) lead to more damage to self-esteem 

than external attributions (the test was too hard, we never 

learned that). 

Peterson and Barrett (1987) found that students 

entering college who attributed negative events to 
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internal, stable, and global factors received significantly 

lower grades than students who attributed negative events 

to external, unstable, and specific factors. 

Each of the preceding studies only begins to indicate 

the wide and varied applications of the learned helpless-

ness theory. The theory has been used to explain the 

behaviors of individuals from infants to world leaders. 

The implications of helplessness are used to explain an 

array of emotional and physiological ailments, from 

depression to death (Trotter, 1987). 

Mastery-Oriented versus 
Helpless Students 

The research that has the greatest relevance to the 

present project are the studies that were done by Dweck 

(1975, 1976; Dweck & Repucci, 1973; Dweck, Davidson, 

Nelson, & Enna, 1978; Dweck, Goetz, & Strauss, 1980). In 

these studies the researchers investigated the effects of 

attributions upon children and their subsequent performance 

on tests. Initially, all the subjects were selected in a 

manner to assure equal ability. The researchers tested 

attributions for failure due to lack of ability versus lack 

of effort. Children who attributed their failure to lack 

of ability did significantly poorer on subsequent anagram 

tasks than those who attributed their failure to a lack of 

effort (Garber & Seligman, 1980). These findings led 
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researchers to the theory of helpless children versus 

mastery-oriented children. 

There appears to be a significant difference between 

helpless and mastery-oriented students in their emphasis on 

the causes of versus the remedies for failure. Helpless 

children appear to spend their time ruminating over the 

causes of failure instead of concentrating on ways to 

remediate the failure. Mastery-oriented children, con

versely, appear to be motivated toward the attainment of a 

solution. Because mastery-oriented children are less 

concerned with explaining past errors, their verbalizations 

during problem-solving indicate a self-monitoring, self

instruction critique of the strategy being used. These 

findings would imply that in retraining helpless children, 

emphasis should be placed upon controlling task-irrelevant 

cognitions and upon pursuit of a successful problem-solving 

strategy (Diener & Dweck, 1978, p. 462). 

There have been many studies of helplessness conducted 

since 1978, the majority employing animals or adults. In 

virtually every study, researchers have found the same 

effects: (1) Despite any successes prior to a failure 

experience, subjects who attribute failure to a lack of 

ability display marked performance decrements (Diener & 

Dweck, 1978); and (2) The individual who perceives himself 

or herself as having no control will display, to some 
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degree, emotional, cognitive, and motivational deficits 

(Gleason, 1984). 

One of the foremost researchers in the field of 

children and helplessness is Dweck, who began her research 

by selecting groups of helpless and mastery-oriented 

students who were virtually equal in every respect: 

equivalent speed, accuracy, and sophistication of problem

solving strategies. They also had identical scores on 

standard measures of intelligence. Dweck found that the 

major difference between the two experimental groups was 

their expectations of success and failure. Mastery

oriented children had a much higher expectation of success 

than helpless children. 

Demographics 

Sex 

In her studies, Dweck also found a marked difference 

between boys and girls in their expectations for success 

and failure in achievement situations in that girls appear 

to be more susceptible to the effects of helplessness than 

boys. Girls are more likely to condemn their own abilities 

and to show less persistence when experiencing a negative 

outcome. Furthermore, girls usually verbalize a lower 

expectancy of success than boys when the expectation is 

solicited prior to the event (Butterfield, 1965; Crandall, 

1960; Dweck & Bush, 1976; Dweck & Gilliard, 1975; Dweck & 
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Reppucci, 1973; Nicholis, 1975; Veroff, 1969). All of 

these effects have been found to occur even on tasks at 

which girls have clearly demonstrated their ability or in 

which they have clearly out-performed boys. Boys, in 

contrast, tend to take a different view of failure feed

back. They appear to view a negative outcome as a chal

lenge to succeed. Boys will usually utilize any means of 

control and will manipulate other factors to facilitate 

success. This type of response to failure is typical of 

the mastery-oriented student. 

Considerable research has been done to discredit the 

idea that girls' helplessness comes from teachers' negative 

stereotyping of their abilities. In fact, just the 

opposite is true concerning teachers' opinions of girls. 

Girls consistently get higher marks academically than boys 

(McCandless, Roberts, & Starnes, 1972), girls average 

significantly higher scores than boys on reading tests 

(Asher & Markell, 1974), girls receive less criticism from 

teachers than boys do (Brophy & Good, 1974), and girls are 

usually perceived by teachers as intellectually superior 

(Coopersmith, 1967; Digman, 1963; Stevenson, Hale, Klein, & 

Miller, 1968). Girls are aware that their teachers think 

of them as superior students (Dweck, Goetz, & Strauss, 

1980). Therefore, the roots of girls' helplessness lies in 

more subtle aspects of the interactions between girls and 

their teachers. 
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Dweck, Davidson, Nelson, and Enna (1978) did a study 

attempting to analyze the types of feedback boys and girls 

receive from their teachers. The study focused on the 

amount and frequency of negative feedback in comparison to 

positive feedback. The researchers also considered the 

attributions which the children associated with the 

feedback (Dweck & Light, 1980, p. 198). The researchers 

assumed that the negative feedback would be interpreted by 

boys as teacher bias, considering that the teachers were 

habitually more negative than positive toward boys. As was 

learned in previous research (Cairns, 1970; Eisenberger, 

Kaplan, & Singer, 1974; Warren & Cairns, 1973), the 

majority of the negative feedback boys receive from their 

teachers is not related to academic performance but tends 

to address behavior, appearance, or lack of motivation. If 

the teacher is predominantly negative toward boys, the 

feedback may be attributed to teacher bias. 

Researchers have found that girls rarely receive 

negative feedback for appearance, behavior, or lack of 

motivation. Since girls receive far more positive feedback 

than boys, Dweck et al. expected that negative feedback 

would be interpreted by girls as a lack of ability. It was 

hypothesized that when the teacher fails to provide 

specific feedback on those inadequacies that led to the 

negative feedback, girls will usually show a strong 
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tendency to internalize any inadequacies as lack of ability 

(Dweck, Davidson, Nelson, & Enna, 1978). 

To examine these hypotheses, trained observers 

recorded and cataloged every instance of feedback that 

fourth and fifth grade students received from their 

teachers during classroom time. The observers cataloged 

the feedback as to whether it was positive or negative and 

recorded the type of behavior to which the feedback 

referred: (a) intellectual aspects of academic work (e.g., 

correctness of answers, quality of ideas); (b) nonintellec

tual aspects of academic work (e.g., neatness); or (c) 

conduct. In addition, they recorded the attributions that 

teachers made for each student's success and failure. 

Boys and girls did not differ in the amount of 

feedback they received for intellectual aspects of their 

work. However, when the researchers compared this feedback 

to the overall volume of feedback, differences became 

apparent. First, boys received a significantly greater 

amount of negative feedback overall. In addition, the 

negative feedback was used in a variety of ways to indicate 

a variety of errors, making the significance of the 

feedback confusing and ambiguous with regard to intellec

tual aspects of schoolwork (Dweck & Light, 1980, p. 205). 

Both the intellectual and the nonintellectual aspects 

of student feedback usually occurred at the same time. 

When no specific feedback was provided as to the basis for 
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the teacher's evaluation, the student was left to his own 

devices to determine the true meaning of the feedback. To 

be more precise, there were several instances cited where, 

after delivery of a correct answer, boys were given no 

feedback for correctness but were criticized for some 

behavior that was nonintellectual in nature. In this 

study, this never occurred to girls and only serves to 

exemplify the difference in the types of feedback that boys 

and girls receive. 

When researchers examined the attributions made by 

teachers for their students' intellectual failures, again 

there was a striking difference between the sexes. 

Teachers attributed boys' failures to a lack of motivation 

eight times as often as they did girls' failures. 

Considering that a large percentage of negative 

feedback for girls reflects intellectual aspects of 

academic performance, and considering that girls receive 

usually far more praise from teachers than do boys, it 

makes it extremely difficult for girls to externalize 

negative feedback and attribute it to teacher bias. 

Furthermore, because both teachers and girls view girls as 

usually being highly motivated, attributions of failure to 

lack of motivation become difficult. Without specific 

feedback as to the cause of failure, girls are led to 

conclude, or allowed to conclude, that negative feedback 

implies inability or incompetence. Because of this 
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interpretation of negative feedback, girls will be less 

likely to persist in the face of adversity and to try 

alternative strategies to overcome the failure (Dweck, 

Davidson, Nelson & Enna, 1978). 

In a similar vein, Abramson, Seligman, and Teasdale 

(1978) discovered that between the sexes, boys were far 

more specific about their failures than girls. The 

devastating aspect of girls' attributions for failure is 

that they are more global than boys' attributions. Girls 

have a greater tendency to take their associations for 

failure in one area, and apply them to any similar area 

(Dweck & Gilliard, 1975). 

If girls' feelings of inadequacy go beyond the task at 

hand, the deficits of failure may generalize to any task 

perceived as being remotely similar, and may result in (a) 

decreased persistence in the presence of difficulties, (b) 

avoidance of the area of difficulty if the option presents 

itself, and (c) inhibition of the acquisition of new 

materials (Dweck & Light, 1980, p. 208). In contrast, 

given boys' tendency to attribute negative feedback to 

teacher bias, minor failures would have little effect upon 

boys' motivation to succeed. In view of the apparent 

attributional style of boys, it would seem plausible that 

boys would do well in those subjects where a moderate 

amount of failure was possible (Dweck & Light, 1980). 
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Maccoby and Jacklin (1974) investigated the 

differences between boys and girls in their performances in 

mathematics. They discovered that in the early years of 

formal education there was no significant difference in the 

performance of girls and boys. However, Flanagan (1964), 

Hilton and Berglund (1974), and Maccoby and Jacklin (1974) 

found that as young people reached adolescence, this was 

not true. Boys' performance in a mathematics class far 

surpassed that of girls. There are many explanations for 

this: (a) sex roles--the popular notion is that boys do 

better in math and science than girls, and children may 

adopt and adhere to these stereotypes; (b) teacher bias--in 

the secondary grades where the classes are departmental

ized, some math and science teachers may respond more 

positively to boys; and (c) there is a very basic differ

ence in the nature of the topic material in mathematics as 

versus English or reading. 

There are in fact a number of distinctive differences 

between mathematics and English course materials. In 

mathematics, a new unit may involve totally new concepts, 

seemingly unrelated to any previous lessons. Teachers 

often teach the different algorithms as separate functions 

and fail to show a relationship between them. This causes 

the functions to appear disjointed. Quite often students 

never see any similarities between addition and subtraction 

or multiplication and division. The gap becomes even 
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greater between arithmetic and algebra or geometry and 

calculus, etc. As a result, students may experience 

considerable confusion whenever they begin a new unit in 

mathematics. 

Another topic difference is that errors in mathematics 

are likely to be more salient than errors in verbal areas. 

To appreciate this idea, the educator needs only to examine 

the basic types of problems in math as compared to the 

verbal areas. Errors on a mathematics test would be much 

easier to detect than those on an English composition. 

Mathematics teachers do not have to discriminate as closely 

to detect mathematical errors as English teachers do and 

thus would be more likely to detect the smallest errors. 

In many verbal areas, perfection is difficult to define; 

therefore, the criterion for correctness is more vague. In 

mathematics there is only one answer to a problem. This 

aspect of the mathematics curriculum increases the level of 

anxiety about the subject and offers greater possibilities 

for failure. Therefore, in the present study, it was 

hypothesized that a mathematics program that offered 

students specific feedback in the form of problem analysis 

would significantly reduce student anxieties about mathe

matics. 
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Another demographic question that is of interest to 

this study is the effect of helplessness upon Blacks and 

lower socioeconomic groups of children. There is a dearth 

of literature that investigates the influence of race and 

economic status on helplessness. Smith and Seligman (1979) 

found that Blacks and lower socioeconomic class children 

were significantly more susceptible to helplessness than 

White or middle class children. It was suggested in this 

study that Black and lower class children, by their social 

status, have been taught helplessness from the time they 

were young. 

Many times a student's feelings of inadequacy permeate 

his or her perceived academic abilities, thus creating a 

self-fulfilling prophecy. It is difficult to ascertain 

which comes first; helplessness or low Intelligence 

Quotient (IQ) scores due to inability. Either way, it was 

shown that Blacks and lower class children had lower IQ 

scores and were more susceptible to helplessness than White 

or middle class children. The controversy over IQ tests 

being biased was not dealt with in this study (Smith & 

Seligman, 1979). However, these results were important to 

the present study in that this study does include race as 

an independent variable and the expectation is that Black 
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students will react more to the Enright Arithmetic Program 

than White students. 

Treatment 

The attributional reformulation theory has important 

implications for the treatment of helplessness. Abramson 

(1978) and Seligman (1981) identified four basic strategies 

for therapeutic intervention. These include: 

1. Changing the subject's environment in such a way 

as to reduce the likelihood of undesired outcomes. 

2. Changing the person's perceptions about the 

importance of a successful outcome by reducing the fear of 

unattainable positive outcomes and increasing the perceived 

likelihood of obtaining desired outcomes. 

3. Teaching the individual appropriate responses to 

certain situations, thus changing the expectations of 

uncontrollability to controllability when the outcomes are 

indeed obtainable. 

4. Changing unrealistic attributions for failure to 

more realistic attributions (Garber, Seligman, & Abramson, 

1980). 

In skill-related situations with a relatively high 

risk of failure, the subjects' expectations are frequently 

overly enhanced by previous positive outcomes. This may 

lead to repeated expectancy shifts in the individual. 

Without being made aware of these shifts, the individual is 
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often debilitated by inflated expectations that are not 

realistic, and the disappointment felt sends the individual 

into greater expectancy shifts in the opposite direction. 

This shifting back and forth can be highly destructive for 

the individual (Abramson, Garber, & Seligman, 1980). 

Valle and Frieze (1970) noted that perceived causes of 

success or failure are related to the original expectation 

of success. It has been documented in several studies 

(Feather, 1969; Feather & Simon, 1971; Frieze & Weiner, 

1971) that outcomes that surpass the original expectation 

often lead to unstable attributions, particularly luck. 

Thus, in treating the effects of helplessness it is 

essential that students be made aware of what is going to 

happen. Students must be taught to expect and analyze 

changes in their perceptions as well as their productivity. 

Under normal circumstances, students with a positive self

concept related to ability believe that they have a high 

probability of success. When those students fail, the 

chances are that they will attribute that outcome to luck. 

In contrast, students with a poor self-concept perceive 

themselves as having a very low probability of success. 

When they fail, it is attributed to ability, but should 

they succeed, it is attributed to luck (Abramson, Garber, & 

Seligman, 1980). 

Figure 1 summarizes the hypothesized relations between 

attributions and effects. The attributions included in 
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Figure 1. Stability of Elements 

The hypothesized relations between causal attributions for success and 

failure and the magnitude of the achievement-related affects of pride 

and shame are shown graphically. From Achievement, motivation and 

attribution theory by B. Weiner, 1974, p. 32. 
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Figure 1 are ability, effort, task difficult, and luck. In 

addition, the figure takes into consideration the affective 

reactions of pride and shame. Figure 1 shows that pride 

and shame are maximized when outcomes are attributed to 

personal (internal) causes. Pride is reflected in the high 

level of affect associated with attribution to effort, and 

shame is depicted as the low affect associated with 

attribution of ability. The difference between external 

and internal attributions, graphically, is due to the 

perceived difficulty of the task. The more difficult the 

task, the greater the desire to internalize control of the 

outcome. 

An individual does not experience much pride receiving 

an "A" from a teacher who gives "A's" to all his or her 

students. At the same time, an individual does not 

experience shame when failure occurs at an extremely 

difficult problem. This idea is known as attribution-

intensity of effect linkage. Feather (1967) found that the 

intensity of desire for success and disgust for failure 

were greater in skill-related activities as compared to 

chance-related activities. Lanzetta and Hannah (1969) 

observed that subjects suffered greater emotional reactions 

to failure at any easy task than to failure at a difficult 

task. The perceived difficulty of a given task has a 

relationship to the emotional reaction to the task outcome. 

This relationship would suggest that student emotional 
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reactions to a seemingly simple event are heightened if the 

outcome is unsuccessful and lessened if the outcome is 

successful. Conversely, if an event is perceived as being 

difficult, an unsuccessful outcome will evoke less of an 

emotional reaction from the student than will a successful 

outcome (see Figure 2). 

In recent years there have been several studies 

investigating a variety of teaching strategies designed to 

ameliorate the deficits of learned helplessness. Dweck 

(1975) found that intermittent unsuccessful events along 

with successful events will increase a student's persist

ence when he or she is confronted with an extremely 

difficult problem. Rhodes (1977) replicated Dweck's study 

and found that the attributional changes that accompanied 

the changes in cognition had a tendency to transfer to 

other subjects. In both studies (Dweck, 1975; Rhodes, 

1977), the attributional retraining consisted of effort 

suppositions only. In the research, the results indicated 

that when students are taught to associate lack of success 

with lack of effort, their persistence and productivity 

increased. 

Chronologically to this point, the majority of 

attempts to ameliorate the effects of helplessness focused 

on associating effort with success. In the communication 

subjects, changing attributions from innate ability to 

effort might very well improve a student's productivity. 
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Figure 2. Flow Chart Showing the Different Stages of Human Reactions 
to Positive and Negative Outcomes. 

Emotional Reaction 
to failure 

a. anxiety 
b. hostility 
c. depression 

Determination 
to change the 
outcome by 
changing 
strategies 

Expectation of 

success or failure 

*the degree to 
which the subject 
experiences this 
reaction is 
directly related to 
the importance of 
the event and the 
expectation. 

Attributions for 
uncontrollability 

a. internal vs. personal 
global vs. specific 

c. stable vs. unstable 

Emotional Reaction 
to uncontrollability 

a. hostility 
b. anxiety 

Expectation for future 
success or failure 

* based upon 
previous 
experiences in 
similar 
situations 

Emotional Reaction 
to success 

a. excitement 
b. joy 
c. exultation 

Determination 
to repeat the 
outcome by using 
the same strategy 



62 

However, in mathematics, if a student is processing a 

problem incorrectly, mere effort will not allow the child 

to be successful. Sometimes there needs to be a guiding 

force (strategies) as well as a motivating force (effort) 

in order to be successful (Anderson & Jennings, 1983). 

Schunk (1981) began a series of research studies to 

determine what types of teaching strategies were most 

successful in helping students overcome helplessness in 

mathematics. In his first study, Schunk discovered that 

achievement in learning to do division problems was not 

necessarily dependent upon attributional retraining. 

Schunk (1982) found that if effort feedback was used to 

motivate students, feedback based upon previous experiences 

was significantly more successful than feedback based upon 

predictions of success or failure. 

Schunk reported the results of a similar subsequent 

study in 1983. In this study, the researchers compared 

ability feedback to effort feedback and a combination of 

the two. The results showed that ability feedback produced 

a greater motivational level among students than effort 

feedback. These findings elaborate the theory that 

students need to feel they have a potential for success 

before they are willing to risk the effort. Schunk (1984) 

later broadened this idea to state that feedback which 

stressed personal ability prior to the need for effort 

produced significantly greater impact upon self-efficacy 
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(motivation) and achievement outcomes. Other research 

(Brown & Inouye, 1978; Schunk, 1981) found that the amount 

of persistence that an individual demonstrated was a 

product of motivation. The greater the motivation, the 

greater the productivity. 

Bandura and Schunk (1981) were investigating the 

effect of goal setting upon motivation and self-efficacy, 

the degree to which an individual perceives his or her own 

capabilities as sufficient to accomplish the task at hand. 

Schunk (1981) had previously reported a relationship 

between motivation and productivity. It was hypothesized 

in this particular study that there exists a direct 

relationship between self-efficacy and motivation. If an 

individual perceives himself or herself as being capable of 

having a successful outcome to a particular event, then his 

or her motivation will be greater. The theory being 

addressed in this study was whether or not goal setting 

would have any effect upon self-efficacy. 

The results of the research done by Bandura and Schunk 

showed that proximal subgoals provided immediate feedback 

for the individual as to whether he or she was successful. 

Proximal subgoals also provided incentives and guides for 

future actions. Distal goals were too far removed from the 

present to provide effective motivation, and thus the 

individual's productivity was not as high as that of 

individuals who used proximal subgoals. For educators, 
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this research would suggest that setting short term goals 

for students should have a much more beneficial effect than 

setting goals that would take longer to meet. 

Sowa and Burks (1982) investigated the effect of 

cognitive restructuring in comparison to a contingency

based model on students. The cognitive restructuring model 

emphasized altering inappropriate attributions of helpless

ness in mathematics as well as self-management strategies 

and stress management. The contingency-based model 

consisted of reinforcement of success in mathematics. 

The researchers wanted to determine which teaching style 

was more effective in motivating students to success. 

The treatment consisted of two sessions weekly for 

five weeks, 45 minutes in length. The fact that the 

instruction was given on a one-to-one basis could make the 

results questionable. However, the cognitive restructuring 

treatment appeared to have a more positive effect than the 

contingency-based model. The former group had a more 

positive attitude and scored higher on a final examination. 

Along with this research by Sowa and Burks came an 

interesting concept of what intelligence might be. The 

concept of intelligence might be divided into five cogni

tive skills: (1) understanding the task, that is, reading 

and perceiving; (2) defining the problem; (3) identifying 

the needed data; (4) organizing the data; and (5) choosing 

the correct answer (Grimes, 1981). Researchers in the 
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field of cognition indicate that ineffective learners do 

not necessarily have poor memories or lack ability, but use 

inappropriate strategies for understanding or organizing a 

problem (Cohen & Jarver, 1978). 

When students are working problems, they often do not 

take the time to carefully use each of the cognitive 

processes. Grimes (1981) recommends that educators 

scrutinize the feedback they offer students. By giving 

direct answers to "why" questions, the teacher may inad

vertently stifle the cause-and-effect relationship the 

student needs to discover. By administering indiscriminate 

praise, the teacher may also inhibit the child's progress 

if the praise is unrelated to ability or effort (Feincham & 

Barling, 1978). 

The Enright Arithmetic Program 

The Enright Arithmetic Program (Enright, 1985) is a 

diagnostic-prescriptive program designed to help students 

overcome unsuccessful outcomes in mathematics by specific 

remediation. The basic philosophy of the Enright Arith

metic Program postulates that for effective remediation to 

take place, the students and teacher must have a clear and 

concise understanding of the difficulty that the student is 

experiencing. Therefore, the program begins with a series 

of screening tests designed to identify the root of the 

students' problems. Next, the Enright Program provides 
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practice materials and teaching strategies specifically 

designed to remediate the different error patterns. 

The appeal of the Enright Arithmetic Program is 

organization. Used correctly, the program becomes self

operating. The students have their own consumable work

books. Each workbook contains remediation problems, tests, 

and charts. These materials afford students constant 

feedback as to their own levels of performance and the 

degree to which they have progressed. Enright, who 

designed the program, did so with the idea that students, 

particularly those with little success, are greatly 

motivated by small increments of success. Therefore, this 

program allows the students to progress at their own pace 

and, through a process of guided self-discovery, to 

remediate their own errors. 

The basic research for the program took five years and 

involved approximately 7,000 students. The students ranged 

from the first to the ninth grades and were from special 

education as well as regular classes. 

In an effort to validate his program, Enright (1985) 

had to consider: (a) the appropriateness of the skills 

being taught; (b) the accuracy of the items used to measure 

the skills; and (c) the consistency of the results. To 

this end, he set up three different studies: the learner 

verification study, the content verification study, and a 

study of subtest reliability. 
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In the learner verification study, data were collected 

on appropriateness of skills, format of the tests, and 

construction of error patterns. Data were collected from 

approximately 150 teachers and 5,000 students over a three

year period. Each teacher was required to fill out 

extensive questionnaires on content usage, sequence of 

skills, and appropriateness of error patterns. 

The accumulation of all these data led to the identi

fication of 233 different error patterns. After further 

investigation, it was discovered that there was a level of 

commonality among many of the error patterns. To be more 

precise, the 233 error patterns all fell into seven error 

clusters; regrouping, process substitution, omission, 

directional, placement, attention to sign, and guessing 

(Enright, 1985). The organization of the error patterns 

into clusters made it possible for teachers to remediate 

groups of students. All this information is condensed into 

a teacher's manual called the Diagnostic Inventory of Basic 

Arithmetic Skills (DIABAS). 

To test the content validity of the program, a field 

test was set up in three stages. There are 144 skills 

measured by the DIBAS. To insure content reliability of 

the skill tests, each item on the test must measure its 

respective objectives and only those objectives. This 

process is known as Item Objective Congruence (Enright, 

1985). For each item tested, at least a 90 percent 
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agreement was required with respect to Item Objective 

Congruence in each of the three stages of the field test. 

In the first stage of the field test 100 teachers in 

New Orleans were given original drafts of the skill tests. 

These teachers used the tests in their classrooms for six 

months and then rated each item with reference to its 

appropriateness. 

The second stage of the field test employed 40 

educational assessment specialists throughout Louisiana. 

They were given the revised draft of the skill tests and 

this time the error patterns as well. The specialists used 

the tests in various settings for six months and again data 

were collected on soundness and appropriateness of the test 

items (Enright, 1985). As in the previous stage of field 

testing, the author required at least 90 percent agreement 

for retention of any test item. 

The third stage of validity testing involved a team of 

leaders in the area of educational assessment who were 

asked to critique the Inventory. If these specialists did 

not feel there was at least 90 percent agreement between a 

test item and the objective it purported to measure, the 

test item was eliminated. 

The final test was one of reliability. Each of the 13 

separate sections in the DIBAS manual had its own reli

ability calculated using a split-half statistical tech

nique. The N's for each section were between 80 and 100, 
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with a total N of about 1,170. The reliability coefficient 

for each section exceeded .90. 

Since its inception, the Enright Arithmetic Program 

has been extensively field tested by the publisher, 

Curriculum Associates. The Enright Arithmetic Program, by 

the nature of its design, helps students diagnose their own 

problems and set short term goals for remediation and a 

successful outcome. This type of program encourages 

students to become active instead of passive learners. As 

an active learner, the student will develop self-control, 

intrinsic motivation, and self-instruction (Adelman, 1978). 

In summation, the reactions that all human beings have 

to success and failure along with the resulting expecta

tions of future success or failure are an extremely complex 

network of connecting experiences and attributions. This 

research does not intend to alter attributional styles, but 

to investigate, using the theories of rational-emotive 

therapy and the learned helplessness paradigm, whether a 

teaching program that purports to alter student cognitive 

processes will change student affective reactions to 

failure. 



CHAPTER III 

DESIGN OF THE STUDY 

Anecdotal evidence suggests that often individuals 

perceive a lack of success as "using the wrong technique." 

Diener and Dweck (1978) noted: 

There appears a striking difference between the 
helpless and mastery-oriented children in their 
emphasis on the causes of versus remedies for, 
failure. Helpless children ruminate about the causes 
of their failure and, given their attributions to 
uncontrollable factors, spend little time searching 
for ways to overcome failure. Mastery-oriented 
children, on the other hand, seem to be directed 
toward the attainment of a solution (p. 461). 

Thus, there is an indication that strategy choice is a 

major determinant of success and failure. Mastery-oriented 

individuals attribute their failure to inappropriate and 

ineffective strategies. 

Research Methodology 

This study was a quasi-experimental research design 

with emphasis on teaching students alternative strategies 

for overcoming failure in a naturalistic setting (the 

classroom). This study was conducted in ten phases: 

Phase 1 encompassed the legal aspects of any research 

design that includes human subjects. According to state 

and federal guidelines, the subjects and/or their parents 

70 
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must be made aware of any potential dangers that might 

result from the research. To this end, Florida Atlantic 

University and the Broward County School district have 

separate committees whose function is to safeguard their 

respective employers from the possibility of law suits, by 

interpreting the regulations of the law and overseeing any 

research involving human subjects. With these committees' 

help, a letter of informed consent was drafted, sent home 

with each child, returned to school (signed by the 

parents), and filed for future reference. 

Phase 2 involved the evaluation of each student's 

attributional style by administering the Children's 

Attributional Styles Questionnaire (KASTAN) to each student 

in the classroom setting. There were four classes of 

students, each class containing individuals at various 

levels of academic proficiency. 

Phase 3 involved the administration of the eighth 

grade placement test to every student participating in the 

study. The test was given in the classroom by the 

instructor. 

Phase 4 was the administration of the Multiple Affects 

Adjective Checklist - Revised to each student. The MAACL-R 

was given 24 hours after the eighth grade placement test, 

immediately after students received their grades on the 

test. The eighth grade placement test was designed so that 
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students would encounter an unsuccessful outcome and the 

MAACL-R was used to measure their reactions to failure. 

In phase 5 students were separated into two groups. 

Each group contained randomly chosen students. Groups were 

chosen according to numbers of individuals and the ratios 

of Blacks to Whites, females to males. Group one, with 67 

members, was exposed to the Enright Arithmetic Program for 

six weeks. Group two, with 66 members, was not exposed to 

the Enright Program; they worked entirely from the eighth 

grade textbook. 

In phase 6, students in group one, the Enright Group, 

were given the Wide Range Placement Test which initiates 

the Enright Arithmetic Program. Each student's performance 

level in mathematics was assessed. After the administra

tion of the test, due to a lack of data, two students were 

eliminated from group one. 

During phase 7 students were taught, over a four week 

period, chapter four in the Mathematics Today textbook. 

Chapter four consists of: equivalent fractions, conversion 

of improper fractions to mixed numerals, comparing frac

tions, addition and subtraction of fractions, addition and 

subtraction of mixed numerals, problem-solving strategies, 

multiplication and division of fractions and whole numbers, 

fractions and mixed numerals, fractions and decimals. 

The curriculum was taught strictly according to 

Broward County policy. The students identified as 
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"advanced" received extra work in the form of dittos that 

augmented the lesson. Group one worked for 15 minutes 

daily at the beginning of class on the Enright Arithmetic 

Program and then received 20 minutes of lecture, followed 

by an assignment in the textbook. Group two, the control 

group, received 35 minutes of lecture time daily and then 

were given the assignment in the textbook. All of the 

students were required to keep their work in a notebook for 

the purpose of validation. 

While students in both groups worked on their assign

ments, the teacher consistently moved about the classroom 

offering individual help to anyone who required help. Each 

day, the previous day's assignment was graded and the grade 

placed in the roll book. Students without assignments were 

not penalized as long as the assignments were made up. 

Phase 8 involved the second administration of the 

eighth grade placement test. The students were given the 

test following the completion of chapter four in the 

textbook. 

Phase 9 consisted of the second administration of the 

MAACL-R to all participating students. Once again, the 

MAACL-R was given 24 hours after the students took the 

eighth grade placement test, immediately after receiving 

their grades. 
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Phase 10 consisted of compiling all the acquired data 

on each of the students and organizing the data for 

statistical evaluation. 

Subjects and Selection 
Procedures 

The subjects selected for this study were all eighth 

grade mathematics students enrolled at a middle school in 

Broward County, Florida. The subjects ranged in chronolog-

ical age from 11 years to 16 years. There were 126 

students chosen: 42 White males, 17 Black males, 48 White 

females, and 19 Black females. 

The subjects were selected by their placement on the 

Iowa Test of Basic Skills (ITBS), a test given to all 

Broward County students yearly to measure their academic 

growth over the previous year. All of the students in this 

research study scored above the seventeenth percentile in 

mathematics on the ITBS. 

Tables 3 and 4 contain frequency data that describe 

the age and percentile score of each of the subjects. 

Table 3 shows the ages of the students broken down by their 

sex and race. Table 4 shows the percentile scores of the 

students on the ITBS, again broken down by sex and race. 

Research Design 

This study utilized three analysis-of-covariance 

(ANCOVA) factorial designs. The purpose of the ANCOVA was 



Table 3 

Freguency Table Showing the Breakdown between Students and Their Ages 

Age in Months 

Students 132-143 144-155 156-167 168-179 180-191 192-204 

Males 1 4 22 18 14 0 
Females 0 8 39 17 3 0 
Total 1 12 61 35 17 0 - -....] 
Blacks 0 0 17 12 7 Ul 

0 
Whites 1 12 44 23 10 0 
Total 1 12 61 35 17 0 

Note. Mean= 166.73809 = 167 
Median = 165 
Mode = 161.5 



Table 4 

Freguency Table Showing the Breakdown of Students and ITBS Scores 

Students below 21 21-30 

Males 2 

Females 4 

Total 6 

Blacks 2 

Whites 4 

Total 6 

~- Mean = 49.95 = 50 
Median = 50 
Mode = 65.5 

14 

7 

21 

12 

9 

21 

31-40 

9 

10 

19 

6 

13 

19 

Percentile Scores 

41-50 51-60 61-70 71-80 

5 10 6 3 

14 11 18 3 

19 21 24 6 

2 5 5 1 

17 16 19 5 

19 21 24 6 

81-90 91-99 

8 0 

3 1 

11 1 

-...] 

0'1 

0 0 

11 1 

11 1 
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to examine the interrelationship between the dependent 

variable and the five independent variables. In this 

research design there were five independent variables: 

sex, race, academic proficiency, attributional styles, and 

teaching technique. Each of the independent variables had 

two levels. Sex was, of course, either male or female. 

Race was either Black or White. Academic proficiency was 

either high or low; students who scored above the fiftieth 

percentile on the Iowa Test of Basic Skills were defined as 

high in academic proficiency, and those students who scored 

below the fiftieth percentile were considered low in 

proficiency. Attributional style levels were based upon 

the combined dimensions of internality, stability, and 

globality. Students who had a combined score of eight in 

the three areas of internality, stability, and globality on 

the Children's Attributional Styles Questionnaire for 

negative events constituted one group, and those who had a 

combined score of less than eight in the same areas consti

tuted the second group. The fifth independent variable 

related to whether or not the student was exposed to the 

Enright Arithmetic Program; one group of randomly selected 

students was exposed to the Enright Arithmetic Program, 

while a second group was a control group, receiving only 

traditional teaching methods. The dependent variable 

consisted of the affective data collected from the Multiple 

Affects Adjective Checklist - Revised. 
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The purpose of this study was to investigate and 

measure any effects that the Enright Arithmetic Program had 

on student emotional reactions to failure. 

Instrumentation 

The instruments chosen to test the affective domain 

had to be highly sensitive to attributional styles as well 

as transient depressed moods. The two instruments chosen 

were the Children's Attributional Styles Questionnaire -

Kastan (Kaslow & Tannenbaum, 1978) and the Multiple Affect 

Adjective Checklist - Revised (MAACL-R) (Zuckerman & Lubin, 

1965). 

The Children's Attributional Styles Questionnaire 

(KASTAN) is a forced-choice instrument in which hypothet

ical good or bad events involving the child are followed by 

two possible explanations. For a given item, the two 

explanatory choices always relate to the same attributional 

dimension of either internality, stability, or globality. 

One explanation reflects one level of the attributional 

dimension, namely, internal, stable, or global, while the 

second explanation reflects the opposite level, i.e., 

external, unstable, or specific. Each of the three 

dimensions was tested with 16 situations; half referred to 

good events and half to bad events. The KASTAN is scored 

by assigning a "1" to each internal, stable, or global 

response, and a "0" to each external, unstable, or specific 
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response. Scales are formed by summing these scores across 

the appropriate questions for each of the three dimensions, 

separately for good events and for bad events. Scores for 

each of the scales range from 0 to 8. For this study, the 

internal/ external scale was the primary scale. 

The Multiple Affect Adjective Checklist - Revised 

(MAACL-R) is a self-report instrument with scales of 

anxiety, depression, hostility, positive affect, and 

sensation-seeking. The MAACL-R consists of 132 commonly 

used adjectives that are alphabetically arranged in three 

columns on one side of a single sheet of paper. There are 

two forms: the State Form, which requires subjects to 

answer each item according to how they feel today and the 

Trait Form, which requires them to answer according to how 

they generally feel. This study utilized the State Form. 

The MAACL-R is untimed and requires approximately five 

minutes to complete. The examiner's task is to read the 

test instructions to the subjects, however, clarification 

is permitted if the subjects have questions. All words are 

below the eighth grade reading level. 

The scale scores can be obtained by adding the number 

of adjectives on the five scales. The exception to this 

rule is that for Sensation-Seeking four items are scored 

positively if they are not endorsed. 

The MAACL-R is a highly validated research instrument 

which has been used successfully in over 716 published 
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research articles from 1965 to 1983. In testing the 

sensitivity of the MAACL-R, Velebor and Templer (1984) 

demonstrated significant increases in anxiety, hostility, 

and depression one hour after double blind administration. 

This level of sensitivity makes the MAACL-R an ideal 

research instrument for recording the slightest changes in 

the emotional reactions of students to a stressful class

room stimulus. 

In this study, four tests were used to assess the 

academic domain. Three tests were associated with the 

Enright Program: (1) wide-range inventory test, consisting 

of 26 mathematical problems covering all four basic 

algorithms; (2) the skill placement tests, consisting of 12 

mathematical problems for the 13 skill areas; and (3) the 

skill tests, consisting of five problems associated with 

the 144 skill sequences. The fourth test was the eighth 

grade placement test. The latter consists of 45 mathemat

ical problems covering the four basic operations of 

addition, subtraction, multiplication, and division in 

relation to whole numbers, decimals, and fractions. 

The eighth grade placement test was chosen because of 

its close correlation to the Enright Arithmetic Program and 

the eighth grade mathematical curriculum. The textbook 

used in this study was Mathematics Today, level eight 

(1985). 
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Data Collection and Recording 

There were nine types of data collected in this 

research study: percentile scores from the Iowa Test of 

Basic Skills, personal data (race and sex), socioeconomic 

data, raw scores from the first and second administrations 

of the eighth grade placement test, raw scores from the 

first and second administrations of the MAACL-R, raw scores 

from the Children's Attributional Styles Questionnaire, and 

finally daily assignment grades for each student. All data 

were recorded in the teacher's roll book and kept confiden

tial. 

Statistical Analysis 

There were two types of statistical analysis performed 

in this study. The first type was descriptive statistics, 

which included frequency tables, showing the grouping of 

students according to ability levels and attributional 

style. There are also frequency tables depicting the pre

study and post-study score on the MAACL-R in the areas of 

anxiety, hostility, and depression. The second type of 

statistical data was generated by the analysis of covari

ance. 

The ANCOVA is analogous to the less complicated ANOVA. 

Among psychologists and educators, the primary interest in 

the analysis of covariance lies in its use as a procedure 

for the statistical control of an uncontrollable variable. 
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In the use of the ANCOVA the influence of the uncon

trollable independent variable, referred to as the covar

iate or concomitant variable, is removed by a simple linear 

regression method. The residual sum of squares is used as 

a variance estimate, which in turn is used to make tests of 

significance. The ANCOVA enables a comparison of the group 

means of the dependent variable adjusted for the difference 

in the means of the concomitant variable (Ferguson, 1981, 

p. 256). The advantage in using the higher-order analysis 

of covariance design was its capability of determining 

whether the difference in the emotional reactions of 

students to failure after application of the Enright 

Arithmetic Program was significant with respect to the 

different independent variables. 

Methodological Assumptions 

The teaching techniques enumerated in the Enright 

Arithmetic Program correspond to the four strategies of 

therapeutic intervention developed by Abramson (1978) and 

discussed earlier. Therefore, the obvious connection 

between the Enright Arithmetic Program and the theory of 

learned helplessness would serve to explain any significant 

changes in the student's affective domain. The analysis of 

covariance was chosen for statistical testing of the data 

because its design compensates for the concomitant 

variable, the pre-study affective state as assessed by the 
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MAACL-R given to the students prior to the use of the 

Enright Arithmetic Program. 

Limitations 

This researcher chose to use the Children's 

Attributional Styles Questionnaire -Kastan (Kaslow & 

Tannenbaum, 1978) instead of the older and more widely used 

Intellectual Achievement Responsibility (IAR) Scale 

(Crandell, Katkovsky, & Crandall, 1965) to assess the 

student's attributional style. The reason for the choice 

was that the IAR Scale is designed only to ascertain the 

individual's locus of control. It was felt that other 

components of attributional style also play a major role in 

a child's reactions to failure. Therefore, if this 

research study was to be accurate in the assessment of a 

student's reactions to failure, the student's attributional 

style needed to be assessed in more areas than just 

internal versus external control. 

A problem with using the KASTAN instead of the IAR 

Scale is the dearth of published studies that employed the 

KASTAN as a testing device. Admittedly, the KASTAN is a 

much newer instrument than the IAR Scale and, therefore, 

has yet to establish a reputation. 



CHAPTER IV 

RESULTS AND DISCUSSION 

This chapter contains an analysis of the data obtained 

from the Multiple Affects Adjective Checklist - Revised 

(MAACL-R). The MAACL-R was given to the students to 

measure their emotional reactions to failure. The instru

ment was given to the students at the start of the project 

and at the end. A restatement of the hypotheses with the 

results of the statistical analysis are also presented. 

Characteristics of the Sample 

This sampling of students was composed of 126 randomly 

selected eighth grade mathematics students from a public 

middle school in Broward County, Florida. The population 

of this particular middle school is unusual because the 

school serves three diverse communities. One area is an 

affluent, White community. A second area is a low socio

economic White/Latin community. The third area is an 

impoverished Black community. 

The sample consisted of 66.2 percent Whites, 24.6 

percent Blacks, with 9.2 percent Latin Americans, and o.8% 

Orientals. The students in the sample ranged in age from 

84 
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132 months (11 years old) to 184 months (15.3 years old), 

with the average age being 166.7 months (13.8 years old). 

The students were grouped for instruction and sub

grouped statistically by proficiency levels in mathematics 

and by attributional style. Table 5 shows this subgrouping 

of students using attributional style as a constant and 

dividing students according to their race and sex. The 

tables are a product of the Statistical Package for the 

Social Sciences (SPSSX) computer program. The data were 

computed through the Southeast Regional Data Center - Vax 

8800. 

Tables 5 and 6 are known as cross-tabulation tables in 

the SPSSX system. The computer tabulates and displays the 

number of students in each category. Notice that in Table 

5 White students appear to be evenly divided between those 

who scored above 8 on the KASTAN and those who scored below 

8. However, the Black students are not as evenly divided. 

The number 8 refers to the degree to which students 

internalize negative events. The higher the numbers, the 

stronger the tendency on the part of the student to 

internalize negative outcomes. It would appear that Black 

males show a stronger tendency toward internalizing 

negative events than do Black females. 

Table 6 shows the subgrouping of students according to 

their proficiency levels in mathematics. These scores were 

taken from their Iowa Test of Basic Skills. Again, it 



86 

Table 5 

The Attributional Style of Students by Sex and Race 

Males 

Race 

Row 
Attribution White Black Total 

Above 8 21 10 31 
52.5 

Below 8 21 7 28 
47.5 

Column Total 42 17 59 

Total Percentage 71.2 28.8 100.0 

Females 

Race 

Row 
Attribution White Black Total 

Above 8 22 6 28 
41.8 

Below 8 26 13 39 
58.2 

Column Total 48 19 59 

Total Percentage 71.6 28.4 100.0 
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Table 6 

The Ability Level of the Students by Sex and Race 

Males 

Race 

Proficiency White Black 

Above 50% 25 6 

Below 50% 17 11 

Column Total 42 17 

Total Percentage 71.2 28.8 

Females 

Race 

Proficiency White Black 

Above 50% 24 6 

Below 50% 24 13 

Column Total 48 19 

Total Percentage 71.6 28.4 

Row 
Total 

31 
52.5 

28 
47.5 

59 

100.0 

Row 
Total 

30 
44.8 

37 
55.2 

67 

100.0 
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appears that the White students are evenly divided between 

those scoring above the fiftieth percentile and those 

scoring below the fiftieth percentile. However, the Black 

students do not appear to be as evenly divided. According 

to Table 6, twice as many Black students scored on the Iowa 

test below the fiftieth percentile as there were Black 

students above the fiftieth percentile. 

Analysis of the Data 

To merely measure emotional changes in students would 

not be sufficient for specific analysis of student reac

tions. For that reason, data collected were categorized 

according to reactions in anxiety, hostility, and depres

sion. Emotional reactions in these areas relate directly 

to the learned helplessness theory. The three main 

categories of the reformulated theory are internality, 

globality, and stability. Internality refers to the degree 

to which the individual internalizes the causes for 

negative events and thus creating hostility. Globality 

refers to the variety of areas that the individual feels 

helpless in which causes anxiety. Stability refers to the 

length of time that the helplessness will persist causing 

depression if the helplessness is perceived as being long 

term or stable. 

For these reasons, the data collected were analyzed in 

the areas of anxiety, hostility, and depression. The 
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scores in anxiety, hostility, and depression (before the 

study, and after the study) are arranged in tabulation form 

(see Appendix C). 

Hypothesis 1 

Statistical Analysis of the 
Hypotheses 

The Enright Arithmetic Program will make a significant 

difference in the levels of anxiety, hostility, and 

depression felt by students as a reaction to a stressful 

situation in the classroom. 

The analyses of the data, summarized in Table 7, 

revealed that there was a significant difference between 

Group I (the group exposed to the Enright Arithmetic 

Program) and Group II (the control group) in relation to 

all three affective measures, i.e., anxiety, hostility, and 

depression. The data indicated that after being exposed to 

the Enright Arithmetic Program, the students in Group I did 

not react as negatively to a stressful situation (failure) 

as did the students in Group II. Through the use of an 

analysis of covariance, each of the initial scores on the 

MAACL-R was factored out through a process of linear 

regression. The computer was used to analyze the first set 

of scores and then to match them to the second set of 

scores to determine any differences. In all three areas, 

anxiety, hostility, and depression, the significance of the 

F value exceeded the .001 probability level. 



Table 7 

Results of the Analysis of Covariance Contrasting Group I (the Enright Group) with 

Group II (the Control Group) in the Areas of Anxiety, Hostility and Depression 

Source df ss MS F 

Anxiety 

Between Groups 1 130.498 140.498 26.645 0.000*** 
Within Groups 123 602.412 4.898 
Total 125 964.802 

1.0 

Hostility 0 

Between Groups 1 157.345 157.345 13.347 0.000*** 
Within Groups 123 1450.071 11.789 
Total 125 2177.468 

Depression 

Between Groups 1 110.431 110.431 19.796 0.000*** 
Within Groups 123 686.141 5.578 
Total 125 1030.635 

***p < .001 
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Hypothesis 2 

The Enright Arithmetic Program will significantly 

reduce the levels of anxiety, hostility, and depression 

felt by female students when confronted with a stressful 

situation in the classroom. 

Hypothesis 2 reflects much of the literature that 

indicates females do not perform as well as males in 

failure-prone situations due to a lack of specific feed

back. The Enright Arithmetic Program is designed to give 

students the specific feedback they need to accurately 

diagnose their own processing problems and strategies for 

remediation. Given the nature of the Enright Program, it 

was hypothesized that females would respond better to the 

program than males. 

The analysis of the data, presented in Table 8, 

revealed that in the area of hostility the difference 

between males and females was so slight it could not be 

considered statistically significant. However, in the area 

of anxiety the significance of the F value in the interac

tion between group and sex exceeded the .01 probability 

level, and in the area of depression the significance of 

the F value in the interaction between group and sex 

exceeded the .05 probability level. Examination of the 

means indicates that in the area of anxiety, the treatment 

was more effective for females as evidenced by a mean of 

1.55 for females in group 1 and a mean of 4.70 for the 



Table 8 

Analysis of Data Related to Hypothesis 2 and covariance of Sex by Groups 

Source df ss MS F p 

Anxiety 

Sex 1 1. 571 1. 571 0.319 0.573 

Group 1 130.361 130.361 26.450 0.000*** 

Group by Sex 1 24.035 24.035 6.988 0.009** 

Within Groups 121 596.357 4.929 

Hostility 
1..0 

Sex 1. 204 0.275 N 

1 14.281 14.281 
Group 1 160.488 160.488 13.527 0.000*** 

Group by Sex 1 0.194 0.194 0.016 0.898 

Within Groups 121 1435.595 11.864 

Depression 

Sex 1 0.592 0.592 0.105 0.746 

Groups 1 109.470 109.470 19.438 0.000*** 

Group by Sex 1 19.318 19.318 3.980 0.044* 

Within Groups 121 681.453 5.632 

*p < .05 
**p < .01 

***p < .001 
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females in group 2, as opposed to a mean of 2.34 for males 

in group 1, and a mean of 3.66 for males in group 2. 

Examination of the means in the area of depression revealed 

the same effect as for anxiety. The mean for females in 

group 1 was 1.31 and the females in group 2 was 4.17 as 

opposed to 1.77 for the males in group 1 and 2.72 for the 

males in group 2. 

Hypothesis 3 

The Enright Arithmetic Program will significantly 

reduce the levels of anxiety, hostility, and depression 

felt by Black students when confronted by a stressful 

situation in the classroom. 

Hypothesis 3 is based upon the supposition that Black 

students do poorly in a failure-prone situation because 

they have intuitively learned to feel "less than adequate" 

due to external factors. It was hypothesized that offering 

Black students concrete evidence as to why they fail 

mathematical problems would change their perceptions about 

their abilities and thus alter their helplessness. 

Statistical analysis of the data, presented in Table 

9, revealed that in the areas of anxiety, hostility, and 

depression the differences in scores associated with race 

were not statistically significant. Therefore, it would 

appear from these results that the Enright Arithmetic 

Program has an equivalent effect upon both races in this 



Table 9 

Analysis of Data Related to Hypothesis 3 and Covariance of Race by Groups 

Source df ss MS F p 

Anxiety 

Race 1 0.067 0.067 0.014 0.908 
Group 1 127.635 127.635 25.899 0.000*** 
Group by Race 1 6.041 6.041 1. 226 0.270 
Within Groups 121 596.304 4.928 

Hostility \.0 

""' 
Race 1 1. 235 1. 235 0.104 0.748 
Group 1 150.405 150.405 12.661 0.001*** 
Group by Race 1 11.442 11.442 0.963 0.328 
Within Groups 121 1437.394 11.879 

Depression 

Race 1 4.673 4.673 0.833 0.363 
Group 1 114.551 114.551 20.415 0.000*** 
Group by Race 1 2.509 2.509 0.447 0.505 
Within Groups 121 678.958 5.611 

***p < .001 
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particular sample. Considering the literature dealing with 

helplessness among Black students, this would indicate that 

the Enright Arithmetic Program was highly effective with 

the Black students in this sample. However, in any case 

hypothesis 3 was not supported. 

Hypothesis 4 

When students are confronted by a stressful classroom 

situation, the Enright Arithmetic Program will more 

strongly reduce the levels of anxiety, hostility, and 

depression felt by students whose academic performance is 

below average than for students whose academic performance 

is above average. 

Hypothesis 4 reflects the supposition that students 

who perform poorly in mathematics do so because of help

lessness brought about by a lack of ability to diagnose and 

remediate their own problems. The design of the Enright 

Arithmetic Program should lessen the student's helplessness 

and be reflected in their emotional reactions to a stress

ful situation (failure). 

Statistical analysis of the data, presented in Table 

10 revealed that in the areas of anxiety and hostility, 

there was no significant difference in the scores between 

above average and below average students. However, in the 

area of depression, the interaction of group and per

formance level was significant at the .05 probability 



Table 10 

Analysis of Data Related to Hypothesis 4 and Covariance of Proficiency by Groups 

Source df ss MS F 

AnxiErtY 

Proficiency 1 0.819 0.819 0.165 0.686 
Groups 1 123.722 123.722 24.886 0.000*** 
Group by Proficiency 1 0.049 0.049 0.010 0.921 
Within Groups 121 601.545 4.971 

Hostility 1..0 
0'1 

Proficiency 1 0.010 0.010 0.001 0.977 
Groups 1 154.092 154.092 12.860 0.000*** 
Group by Proficiency 1 0.223 0.223 0.019 0.892 
Within Groups 121 1449.838 11.982 

Depression 

Proficiency 1 6.951 6.951 1. 358 0.246 
Groups 1 108.649 108.649 19.204 0.000*** 
Group by Proficiency 1 19.080 19.080 4.291 0.042* 
Within Groups 121 684.566 5.658 

--
*p < . 05 

***p < . 001 
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level. As hypothesized, the treatment was more effective 

for those students who were below average in proficiency as 

evidenced by a mean of 1.58 for the low proficiency 

students in group 1 and 3.44 for the low proficiency 

students in group 2 as compared to a mean of 1.54 for the 

high proficiency students in group 1 and 3.40 for the high 

proficiency students in group 2. 

Hypothesis 5 

The Enright Arithmetic Program will more strongly 

reduce the levels of anxiety, hostility, and depression 

felt in a stressful classroom situation by those students 

who internalize negative outcomes than for those students 

who externalize negative outcomes. 

Hypothesis 5 reflects the supposition that students 

who internalize negative events and externalize positive 

events are considered "at risk" of becoming helpless. 

Theoretically, those students who internalize negative 

outcomes should exhibit a greater reaction to a negative 

outcome. If the Enright Arithmetic Program is particularly 

effective with this type of student, it should be reflected 

in their emotional reactions to a stressful situation. 

The statistical analysis of the data, presented in 

Table 11, revealed that in the areas of anxiety and hostil

ity, the differences between those students who externalize 

negative events and those who internalize negative events 



Table 11 

Analysis of Data Related to Hypothesis 5 and Covariance of Attributional Style by 

Groups 

Source df ss MS F 

Anxiety 

Attribution 1 5.741 5.741 1. 674 0.198 
Groups 1 130.027 130.027 26.175 0.000*** 
Group by Attribution 1 3.867 3.867 1.127 0.290 
Within Groups 121 415.059 3.430 

!fostility I.D 
co 

Attribution 1 0.049 0.049 0.004 0.949 
Groups 1 157.282 157.282 13.132 0.000*** 
Group by Attribution 1 0.755 0.755 0.063 0.802 
Within Groups 121 1449.267 11.977 

Depression 

Attribution 1 14.001 14.001 2.865 0.094 
Groups 1 111.481 111.481 19.845 0.000*** 
Group by Attribution 1 20.925 20.925 4.281 0.041* 
Within Groups 121 679.737 5.618 

--
*p < .05 

***p < .001 
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were not statistically significant. However, in the area 

of depression, the F value for the group by attributional 

style interaction was significant at the .05 probability 

level. As hypothesized, those students who demonstrated a 

strong tendency to internalize negative events did not 

react as strongly to a failure at the end of the project as 

they did at the beginning. The mean score in depression 

for the at risk students in group 1 was 1.62 and the at 

risk students in group 2 was 3.71, as compared to the low 

risk students in group 1 which was 2.31 and 3.65 for the 

low risk students in group 2. 

Additional Findings 

Note that even though certain factors were in them

selves not statistically significant, in combination with 

other factors, they became significant. In the area of 

depression, for example, the combinations of group by 

performance by attributional style by race by sex (in any 

arrangement of three) was significant at the .05 level of 

probability as shown in Table 12. In the area of hostil

ity, the combinations of group by sex by attributional 

style by proficiency (in any arrangement of three) was 

significant at the .05 level of probability. After 

examination of the interactions between the independent 

variables, it was noted that none changed any of the main 

effects. 



Table 12 

Additional Combinations of Factors Found to be Significant 

Source df ss MS F p 

Depression 

Covariate 1 234.063 234.063 42.486 0.000*** 

Group 1 115.807 115.807 21.021 0.000*** 

Group by Proficiency f-' 
0 

by Attribution 1 28.307 28.307 5.117 0.026* 0 

Group by Sex by 
Proficiency 1 19.838 19.838 4.224 0.039* 

Group by Sex by 
Attribution 1 35.480 35.480 6.413 0.013* 

Group by Attribution 
by Race 1 24.957 24.957 4.530 0.035* 

Within Groups 109 602.999 5.532 



Table 12--Continued 

Source df ss MS F p 

Hostility 

Covariate 1 570.053 570.053 47.474 0.000*** 

Groups 1 156.037 156.037 12.995 0.000*** 

Group by Sex by 
Attribution 1 58.948 58.948 4.909 0.029* 1-' 

0 
1-' 

Group by Attribution 
by Proficiency 1 50.253 50.253 4.185 0.043* 

Within Groups 109 1308.823 12.008 

*p < .05 
***p < .001 
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Discussion 

The purpose of this study was to investigate whether a 

mathematical program designed to help students diagnose and 

remediate their own processing problems in mathematics 

would also affect their emotional reactions to a stressful 

situation in the classroom. 

It was discovered that race was the only independent 

variable that produced no significant effect in any of the 

areas tested. 

In the area of anxiety, there was a significant 

difference between the groups (at the .001 level) and in 

the combination of group by sex (at the .01 level). In the 

area of hostility, there was a significant difference 

between the groups (at the .001 level) and in the combina

tions of group by sex by attributional style by proficiency 

level (at the .05 level). 

Much of the significant differences occurred in the 

area of depression. Significance was found between the 

groups (at the .001 level) and in group by sex, group by 

proficiency level, group by attributional style, group by 

proficiency by attribution, and group by attribution by 

race (at the .05 level). 

Most of the significant differences occurred in the 

emotional realm of depression. These results might be 

explained using the definition of depression as anger 

turned inward. These results demonstrate that the Enright 
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Arithmetic Program, by the nature of its design, tends to 

help students externalize the causes for failure instead of 

internalizing them. From a teaching standpoint, this 

discovery is important because it indicates that the 

Enright Arithmetic Program does indeed alter student 

cognitive processes. The program indirectly offers 

students an alternative explanation for incorrect mathe

matical answers other than "I'm stupid." 

These findings are consistent with the treatment for 

learned helplessness identified by Abramson (1978) and 

Seligman (1981). The Enright Program reduces the likeli

hood of undesired outcomes, it changes the students' 

perceptions, it teaches appropriate responses to stressful 

situations, and it changes unrealistic attributions to 

realistic ones. These findings are also consistent with 

the A-B-C theory that is central to rational-emotive 

therapy (Ellis, 1979, 1984). By altering the students' 

beliefs about some stimuli in their environment (failure), 

the Enright Program affected the emotional and behavioral 

consequences of the stimuli. 

After investigating each of the independent variables, 

the question now arises as to why there was not more of a 

significant difference in the areas of hostility and 

anxiety. There may be different explanations for these 

results. The first explanation could be a statistical one. 

If the research design had been set up with fewer 
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independent variables there may have been greater 

differences between the remaining variables. The other 

explanation is psychological in nature. 

If hostility can be considered a reaction to the 

present, there could be other extraneous factors causing 

hostility on the part of the students other than passing or 

failing. Many of the students in this sample, as a result 

of their helplessness, suffer from test anxiety. Students 

have had it ingrained in them to be fearful of any type of 

evaluation. 

Unlike hostility, anxiety is fear projected into the 

future. To explain anxiety, one must consider the stu

dent's background. Many students come to school with a 

very negative self-image. They see themselves as incompe

tent through their own interpretation of their environment. 

Therefore, many students act in and react to classroom 

situations based upon perceptions of themselves. If they 

perceive themselves as incompetent, they will act that way 

in order to validate their perception. With this type of 

negative self-image, many students feel they will never be 

successful in mathematics. This particular mind set also 

subjects students to high levels of anxiety whenever they 

are in a mathematics class. 

It would appear as though hostility and anxiety may 

have their roots more deeply embedded into the student's 

psyche than depression due to external factors. If so, the 
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data collected in this study would not reflect much of a 

change in hostility and anxiety due to the length of the 

study, as well as its limited focus on only the subject 

matter of mathematics. 



CHAPTER V 

SUMMARY, CONCLUSIONS AND 

RECOMMENDATIONS 

Summary 

The Enright Arithmetic Program has been tested and 

validated with over 7,000 students in various locations 

throughout the United States. Researchers and evaluators 

alike have found the Enright Program to be a highly useful 

tool for improving student productivity in the classroom. 

Until now, all the research done on the Enright Program has 

been restricted to the academic domain. 

The design of the Enright Arithmetic Program is such 

that through a highly structured and organized set of 

lessons, teachers as well as students learn to diagnose and 

remediate processing problems in mathematics. Problem 

analysis is an area in mathematical instruction that seems 

to be overlooked. By helping students and teachers to 

diagnose and remediate these processing problems, the 

Enright Arithmetic Program may have a hidden benefit, that 

of changing student perceptions about themselves and their 

potential for success. Researchers, cited in this study, 

reported that in using the Enright Program, students became 

106 
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excited about learning. It emphasizes nonjudgmental 

teaching techniques that encourage students to investigate 

their own error patterns in a nonthreatening manner. Such 

a program may be used to change the educational environment 

of the classroom. This study demonstrated that the Enright 

Arithmetic Program will indirectly teach students that 

there is a reason for their failures other than a weakness 

in themselves, thus changing student attitudes about them

selves and their abilities in mathematics. In some cases, 

this change in perception may be all a student needs to go 

on and be successful. However, in all cases, the theoret

ical framework reviewed suggests that a perceptual change 

should effect an attitudinal change and an attitudinal 

change should effect an emotional change. Therefore, if 

the Enright Arithmetic Program does indeed alter students' 

perceptions about themselves and their abilities in 

mathematics, it should be reflected in the affective 

domain. 

This study involved 126 randomly selected eighth grade 

mathematics students. The students ranged in age from 11 

years old to 15 years old. The group was made up of Black 

and White, male and female, successful and unsuccessful 

academic achievers. 

The students were randomly placed into two groups for 

instructional purposes. All subjects were tested for 

attributional style using the Children's Attributional 
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Styles Questionnaire, and were tested for emotional 

reactions to failure using the Multiple Affects Adjective 

Checklist-Revised. Other pertinent data used to statisti

cally group students was provided by the students' cumula

tive records kept by the school system. 

Analysis of the hypotheses was conducted through the 

use of an analysis of covariance in three factorial designs 

on the five independent variables. Data were collected for 

each of the independent variables, which were then examined 

in relationship to the dependent variables as well as each 

other. Analysis of covariance was used because the data 

obtained as a dependent variable consisted of pre-study, 

post-study tests. Student emotional reactions to failure 

were tested before the research began and then immediately 

after the research was concluded. These dependent variable 

data were analyzed with respect to five independent 

variables: sex, race, proficiency in mathematics, attribu

tional style, and method of instruction. 

The results showed a significant difference (at the 

.001 probability level) between the two instructional 

groups in the way students reacted to failure in the areas 

of anxiety, hostility, and depression. The only difference 

between the two instructional groups was the use of the 

Enright Arithmetic Program with Group I. Therefore, any 

significant difference in the student emotional reactions 

to failure can only be attributed to the Enright Program. 



109 

Careful consideration was taken to insure the fact that all 

other aspects of the student's instructional program 

remained identical between the two groups. 

The determination of which group was most affected by 

the Enright Arithmetic Program was made by analyzing the 

data with respect to sex, race, proficiency level in 

mathematics, and attributional style of the student. The 

results were as follows: 

Hypothesis 1: Student reactions to failure in 

mathematics significantly differed for the two instruc

tional groups (p < .001). 

Hypothesis 2: Female students in Group I (the Enright 

Program) reacted significantly less to a stressful situa

tion in the classroom in the areas of anxiety and depres

sion than did other students in either group (p < .01). 

Hypothesis 3: There was no significant difference in 

the emotional reactions of Black students as compared to 

White students to a stressful situation in the classroom. 

Hypothesis 4: The students of lower proficiency in 

the Enright Arithmetic Program reacted in a significantly 

less depressed manner than other students in both groups 

(p < .OS). 

Hypothesis 5: It was found that students who 

internalize negative events (attributional style) in Group 

I reacted in a significantly less depressed way to a 
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stressful situation in the classroom than other students in 

both groups (p < .OS). 

Additional findings related to a significant differ-

ence between students in all five independent variable 

categories, taken three at a time, in the area of depres-

sion (p < .OS). With respect to measure of hostility, 

there was also a significant difference between students 

with respect to the variables of group, sex, proficiency, 

and attributional style, taken three at a time (p < .OS). 

These interactions demonstrate that these independent 

variables did exert some effects in combination even though 

they were not necessarily statistically significant by 

themselves. 

Recommendations for Future 
Research 

As a result of the findings and conclusion of this 

study, the following recommendations for future research 

and instrumentation are offered: 

1. The development of an instrument capable of 

measuring young children's emotional reactions to stressful 

situations. 

2. Further research with a larger sample to see if 

the results of this study can be replicated. 

3. Research with a sample containing greater numbers 

of Black students. 
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4. Extended research that monitors growth over 

several years. 

5. Research that includes academic growth as well as 

changes in emotional reactions so that a possible correla

tion might be established. 

6. Further research with this particular sample to 

see if their changes in the affective domain would affect 

academic growth. 

7. A great deal more research in the area of how 

young people perceive themselves and their environment. 

8. Further research is needed to detect to what 

extent the attributional styles of the students may be 

changed by the Enright Arithmetic Program. 

Conclusions 

These findings indicate that in the areas of anxiety, 

hostility, and depression the students in the Enright group 

differed significantly in their emotional reactions to 

failure from the students in the control group. These 

findings support the assumption that a mathematical program 

designed to offer students specific feedback for processing 

errors made during calculations not only can alter the 

students' academic proficiency, but can also change their 

perceptions about themselves and their abilities in 

mathematics. 
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In research of this kind there is usually concern over 

the relevance of the study and how it fits into the present 

body of knowledge. In answering the question we might 

consider the precepts of rational-emotive therapy. Ellis 

(1984) proposes that it is not the negative occurrences in 

life that cause an individual emotional trauma. It is the 

perceptions that the individual maintains about those 

occurrences and the emotions associated with the percep

tions that cause the emotional trauma. 

Failure is just one of life's negative occurrences. 

Failure in and of itself does not cause an emotional 

trauma. It is the students' perceptions of failure and the 

emotions associated with those perceptions that cause 

students to be traumatized by failure. By altering student 

perceptions of failure, this study has demonstrated that 

student emotional reactions to failure are altered as well. 

Reducing student emotional reactions to failure tends to 

free the student from the trauma of failure. It is not 

that the students accept failure, but that they have 

learned effective strategies for coping with it. Possibly 

many of the students in this study will now find the 

courage to explore higher levels of mathematics, free from 

the fear of failure after having learned strategies for 

combating failure instead of ruminating over the causes of 

it. 
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Additional Comments 

It is true that adolescents are extremely difficult to 

work with. That may be why there appears to be a dearth of 

literature dealing with how young people formulate their 

perceptions of themselves and their environment. Nonethe

less, more of this type of research with more sensitive 

measuring instruments is needed before we as educators can 

begin to truly speak to the student's needs. 

The Enright Arithmetic Program may not be a panacea 

for all the ills that plague the educational profession. 

However, this study has demonstrated that used properly, 

the Enright Arithmetic Program is a teaching tool that will 

not only improve student performance in mathematics, but 

will help to defuse student anger and frustration that are 

a byproduct of math anxiety. 
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Dr. Charles Tittle 
Professor of Sociology 
Florida Atlantic University 
Boca Raton, Florida 

Dear Dr. Tittle: 

2754 Dunl In Road 
Delray Beach, Florida 
October 1, 1986 

Pursuant to our telephone conversation of September 25, 1986. 
here ls the Information that you and your committee requested. 
Please note that I have taken the I lberty of enclo~lng not only 
a copy of the screening test and the Multiple Affect AdJective 
Check List, but the Wide Range Inventory Test which Is part of 
the Enright Program. 

It should be clear to you and to your committee that the obJect 
of this research Is to test the affective domain of the Enright 
Program. When Brian Enright val !dated hls program, he did so 
only In an academic domain. I personally feel that a chl ld/s 
self-esteem ls a greater Indicator of a potential academic 
success than an academic score. For that reason, I am far more 
concerned ln how the Enright Program reduces anxiety, host! 1 lty, 
and frustration than how much It Improves a chlld/s grade. 

Please note that the actual mathematics curriculum wl 11 not be 
affected ln any way, I wlsh to concentrate on the student / s 
emotional reactions to classroom stress without reducing the 
difficulty level of the curriculum. In fact, lf I am 
successful, I should be able to successfully raise the 
difficulty level of the curriculum and stll 1 reduce the number 
of fa! lures. 

I sincerely hope that you find this Information satisfactory 
and that you and your committee allow me to conduct this 
Important research. 

Sincerely, 

~~~ e.~~ 
Henry · E. Johnson III 
Mathern lee Department Chairperson 
Deerfield Beach Middle School 



Dr. Charles Tittle 
Professor of Sociology 
Florida Atlantic University 

Dear Dr. Tittle: 
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701 S.E. 6th Avenue 
Deerfield Beach. Florida 
October 2. 1986 

Mr. Henry Johnson has related to me the requirement of your 
committee to ver i fy my awareness of Mr .. Johnson ' s doctoral 
research. Mr. Johnson has not only informed me and my 
administrative staff of his intentions, but he has also informed 
Dr. Dorothy Orr, the representative of the Broward County School 
Board in charge of such research requests. Threrefore, Mr. 
Johnson has my permission to conduct his research. here at 
Deerfield Beach Middle School, as long as he follows state and 
county regulations pertaining to such research. 

Sincerely, 

c5?~--1"~ 
Ronald L. Clodfelter 
Principal 
Deerfield Beach Middle School 
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' G FLORIDA ATLANTIC UNIVERSITY 
' 

DEPARTMENT OF SOCIOLOGY AND SOCIAL PSYCHOLOGY 
(305) 393 -3270 

Mr. Henry Johnson 
2754 Dunlin Road 
Delray Beach, Fl. 

Dear Mr. Johnson: 

8 0 C A RAT 0 N , F L 0 R I 0 A 33431 

11-4-86 

The Screen Subcommittee of the Institutional Review Committee for 
the Use of Human Subjects has now completed its review of your proposed 
resea rch. We find that you have answered all our questions satisfactorily, 
and that you have at this point taken proper care to protect your human 
subjects. We do, however, request that you add to your permission authorization 
the following statement: "There is a possibility that, for some students, 
this experience may be too demanding and may harm their self-esteem." 

The committee exercises no police function on the actual conduct of 
research. It is your responsibility to see that the safeguards you 
have described to us are carried out. 

With best wishes~ 

cGf~/s:r-
Chairman, Institutional Review Committee 
for the Use of Human Subjects 

An Affirmative Action/Equal Opportuniry lnsti tutton 

FAU Broward Campus 
1515 Wes t Comrn~rc , a! Blvd 

Fcrt Laud~rdale . Flonoa 33309 
1305 1 776 -1240 

F AU Wesr Palm Beach Cen t~r 
2101 45rh Sr•eet 

Wesr Palm Beach . Fio.,da 33407 
13051848-1429 

FAU Belle Glade E-. tens ron 
1977 College O"ve 

Belle Gidde . R o., da J J430 
13 05 1 996-3055 

FAU Fort P1erce Extens ron 
3209 V~rg1nra Avert u ~ 

Fort P,erce. Flo r,da 33454 
13051 464 -2000 



Dr. Dorothy Orr 
Associate Superintendant 
Brevard County School Board 
Brevard County, Florida 

Dear Dr. Orr: 
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2754 Dun! In Road 
Delray Beach, Florida 
October 1, 1986 

Pursuant to our telephone conversation of this date, here Is 
the information that I have compiled for Dr. Tittle ' s committee 
out at Florida Atlantic University. Please note that I have 
taken the I iberty of enclosing a copy of the screening test and 
the Multiple Affect Adjective Check List. 

It should be clear to you and to your committee that the object 
of this research is to test the affective domain of the Enright 
Program. When Brian Enright val !dated his program, he did so 
only In an academic domain. I personal Iy feel that a chi !d's 
self-esteem Is a greater Indicator of a potential academic 
success than an academic score. For that reason, I am far more 
concerned in hov the Enright Program reduces anxiety, hosti I l ty, 
and frustration than hov much It improves a chi !d ' s grade. 

Please note that the actual mathematics curriculum vi I I not be 
affected in any vay. I vlsh to concentrate on the student ' s 
emotional reactions to classroom stress vithout reducing the 
difficulty level of the curriculum In fact, if I am successfu l , 
I should be able to successfully raise the difficul ty level of 
the curriculum and stl I 1 reduce the numbers of fai l ures. 

I sincerely hope that you find this Information satisfaccory 
and that you and your committee vi 11 allov me to conduct this 
Important research. 

Slocerely,c(' ~~ ~ 

Johnson III 
cs Department Chairperson 

Deerfield Beach Middle School 
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The Nation 's Largest Fully Accredited School System 

THE SCHOOL BOARD OF BROWARD COUNTY, FLORIDA 

William J. Leary, Ed. D. 
Superintendent of Schools 

November 6, 1986 

Mr. Henry E. Johnson III 
2754 Dunlin Road 
Delray Beach, Florida 

Dear Mr. Johnson 

Subject: Proposed Research Study 

Jan A. Cummings 
Chairp~rson 

Netl Sterling 
Vtce Chatrp~non 

Thomas A. Evans 
M~ne H. Harringt on 
Lor1 Nance Pa rm,h 
Donald J. Sarnuets 
Toni J. Siskin 

The Superintendent's Screening Committee for Requests 
from Outside Organizations met in session on Wednesday, 
October 29, and considered your recent request. 

The committee, at its meeting, upon the recommendation from 
Dr. Linda Murray concerning your proposal, has approved the 
research study, as requested in your letter dated October 1, 1986. 
Participation will be at each principal's discretion. 

Thank you for your interest in the Broward County School 
System. 

DJO:vr 

Sincerely, 

4~ ____ ·,. ~ ~ 
Dorothy J r, Ed.D. 
Executive Assistant 
to the Superintendent 

cc: Dr. William J. Leary, Superintendent of Schools 
Dr. Linda Murray, Director, Student Services 

ADMINISTRATION OFFICES • 1320 SOUTHWEST FOURTH STREET. FORT LAUDERDALE. FLORIDA 333 12. 305/765-6000 
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PRODUCT DEVELOPMENT OFFICE : 888 WORCESTER ROAD • WELLESLEY , MA 02181 • (617) 237-2947 

Pamela D. Messer 
Manager Producr Development 

Henry J ohnson 
2754 Dunlin Road 
Delray Beach, FL 33444 

September 4, 1986 

Dear Mr. Johnson: 

I spoke yesterday with Dr. Brian Enright who informed me that you are 
working on your doctoral dissertation and that the strategies used in 
his Computation Series are the type you plan to test. 

We encourage educators to test our materials in different ways and we 
will support reasonable requests. I have enclosed copies of 2 reports 
dealing with the Enright Program. I have sent you under separate cover 
50 copi es of the Enright Computation~. Books E,F,G. I have 
included in the shipment 10 answer books and a teacher guide. 

I would be interested in learning more about your study and its 
results. I would appreciate your sending me a description or the 
planned research. 

If you have any questions, please give me a call. I look forward to 
hearing from you. 

Sincerely, 

p~~ 
Pamela Hesser 
Manager of Product Development 

Enclosure 

PDH/kam 

CORPORArE OFFICE : 5 ESQLIRE ROAD • NORTH BILLERICA. MA 01862 • 1617 1 667-8000 
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C.Y/ VE RS / TY tf P E.\f.VS YL VAN /A 

Psychology Department 
Proft>ssor \lartin E. P. Seligman 
.1815 II •I nut Street 
Phtladelphta. P ... 1910-l-6196 

H.ank Johnson 
2754 Dunlin Rd. 
Del Rey Beach, FL 33444 

De.ar l'lr. Johnson1 

July 17, 1980 

Enclosed are the Attributional Style Questionnaire and the Children•• 
Attributional Styl• Questionnaire, their respective Scoring Keys. 

Pleaae be advised that the ASQ and the CASQ .are not to be used fer 
co .. ercial or .oney-making purposes. Also, the qu.stionnaires &re to be 
used for the sole purpose for which they were requested. 

Thank you for your tiMe and patience in this •atter. If I can be of help 
to you in the future, plea .. do not hesitate to contact me. 

Sincerely, 
1 

. . ~ ,1) i 1 
/ . ~ ~t.._ ,_.l _,...~ rt-' I' '. ' 

Martin E.P. 5elig~an 

I'IEPS:ddb 

Enc. 
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November 6. 1986 

Dear Parents. 
This year we are fortunate to be a part of a research 

proJect in conJunction with Florida Atlantic University. The 
object of th i s research is to develop methods of making your 
child / s Mathematics curciculum more relevant and at the same 
time reduce the number of student failures. 

Your child will experience a difficult curr i culum that may 
require more study time, more homework time, and stringent 
testing. From this comprehensive Mathematics progcan1, your 
child wll l gain a thocough mathematics foundation, enhanced 
self-responsibility, and a vaciety of stcategies for achieving 
success. Thece is a possibility " that, for some students. this 
experience may be too demanding and may haem their se lf-esteem. 

Your signature on this form signifies your consent to allow 
your child to participate in this worthwhi Je pcoJect. 

Respectful Jy, 

Henry E. Johnson III 
Chairperson 
Mathematics Department 
Deerfield Beach Middle School 

**************************************************************** 

Parent / s Signature 

______ Yes, I wish to have my child pacticipate in this ~ese~cch 
proJect. 

No. I do not wish to have my child partic ipat e in this 
cesearch proJ ect. 

Student/s Signature 



27 54 Dun I ! n Poad 
!Je l ray Beach, Fl . 33444 
Ju ! y 21 , : oss 
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AUG 4 1988 

Leonard S. Goodste in, Phd . 
Amer ican Psychologica l Assoc i at ion 
1200 Seventeenth St. N.W. 
Wash ington, D. C. 20036 

Dear Dr. Goodstein: 

I am wrlt l ng a doctoral dlsseration at Flor ida At l an ti c 
University, in Boca Raton, Florida, ent i t led ' The Effects of the 
Enright Ar i thmetic Program on the Emoitonal Def icits of Lear ned 
He lp lessness " . I am wr i ting to request your permission to use 
two tables i n the dissertation that are under your copyr ight . 
These two tab les appear in Human Helplessness , editea by Judy 
Garber and Martin E.P. Se l igman, 1980, Academic Press. I am 
enc losing a photostat copy of the two tab les under considerat ion. 

I would greatly appreciate your granting me perm iss ion to 
reproauce these tables in my dissertation. The t ao !es v i I I oe 
proper l y cited, of course, and wi l I on !y be usea in the doctoral 
dissertat i on . 

Thank you for your consideration. I vi I I awa i t your rep ly . 

!PA permission gran tea without fee provided author permission 
is obtained and reprinted material includes a full bi"llliocraJhic 
citation and the fullowinc notice: Copyricht 191.{ by the uertcan 
Psyoholocical Association. Reprinted. (or .Uapted) ~ 1ermisa1ot 
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• 
DIRECTIONS: On this sheet you will find words which describe differ
ent kinds of moods and feelings. Blacken e in the circles beside the 
words which describe how you generally feel. Some of the words may 
sound alike, but we want you to check all the words that describe 
your feelings. Work rapidly . 

I() actJve 

2 C adven t urous 

3 0 affecTIOnate 

4 0 afra1d 

50 agttated 

6 0 agreeable 

1 0 ag gress1ve 

sO al•va 

9 0 alone 

10 0 am1able 

110 amused 

120 angry 

IJ 0 annoyed 

14 0 awful 

15 0 bashful 

16 0 better 

170 blue 

18 0 bored 

19 0 calm 

20 Q cauttous 

21 0 cheerful 

22 0 clean 

23 0 c omplam1ng 

24 0 contented 

2 5 0 c ont rar y 

26 0 cool 

2 7 0 cooperat1ve 

28 0 cnttcal 

29 0 cross 

30 0 c nJel 

3 1 0 danng 

32 0 desperate 

33 0 destroye d 

34 0 devo te d 

35 0 d1sagreeable 

36 0 d•scontented 

J 1 0 drscouraged 

3 8 0 dosgus ted 

39 0 d1spleased 

40 0 energetiC 

41 0 enraged 
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SCORING KEY FOR THE CHILDREN'S ATTRIBUTIONAL ~TYLES QUESTIONNAIRE 

Below are listed the items comprising each of the subscales of the Children's 
Attributional Styles Questionnaire, and the choice (A or B) leading to a 
score of 1 for that item. 

Positive Events 

Internality Scale Stability Scale Globality Scale 
Item # Internal Choice Item # Stable Choice Item # Gloecl Choioe 

2 B 5 B 1 A 
4 A 9 B 3 B 
8 B 23 A 17 A 

16 A 39 A 25 B 
19 B 40 A 30 A 
22 A 41 B 32 B 
44 A 42 B 34 A 
45 B 43 A 37 B 

Composite attributional style for positive events (CP) = the sum of the 
scores on the Internality, Stability, and Globality Scales for positive 
events. 

Negative Events 

Internality Scale Stability Scale Globality Scale 
Item # Internal Choice Item # Stable Choice Item # Global Choice 

6 A 13 A 12 A 
7 B 18 A 15 B 

10 B 24 B 20 B 
11 A 28 B 21 B 
14 B 31 B 27 B 
26 A 33 A 46 A 
29 B 35 A 47 A 

38 A 36 B 48 A 

Composite attributional style for negative events (CN) = the sum of the 
scores on the Internality, Stability, and Globality Scales for negative 
events. 

Overall Attributional Style CP - CN. 
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KASTAN 

1. You get an "A" on a test: 

A. I am smart. 
B. I am good in the subject that the test was in. 

2. You play a game with some friends and you win: 

A. The people that I played with did not play the 
game well. 

B. I played that game well. 

3. You spend a night at a friend's house and you have a 
good time: 

A. My friend was in a friendly mood that night. 
B. Everyone in my friend's family was in a friendly 

mood that night. 

4. You go on a vacation with a group of people and you 
have fun: 

A. I was in a good mood. 
B. The people I was with were in a good mood. 

5. All of your friends catch a cold except you: 

A. I have been healthy lately. 
B. I am a healthy person. 

6. Your pet gets run over by a car: 

A. I don't take good care of my pets. 
B. Drivers are not cautious enough. 

7. Some kids that you know say that they do not like you: 

A. Once in a while, people are mean to me. 
B. Once in a while, I am mean to other people. 

8. You get very good grades: 

A. School work is easy. 
B. I am a hard worker. 
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9. You meet a friend and your friend tells you that you 
look nice: 

A. My friend felt like praising the way people looked 
that day. 

B. Usually my friend praises the way people look. 

10. A good friend tells you that he hates you: 

A. My friend was in a bad mood that day. 
B. I wasn't nice to my friend that day. 

11. You tell a joke and no one laughs: 

A. I do not tell jokes well. 
B. The joke is so well known that it is no longer 

funny. 

12. Your teacher gives a lesson and you do not understand 
it: 

A. I didn't pay attention to anything that day. 
B. I didn't pay attention when my teacher was 

talking. 

13. You fail a test: 

A. My teacher makes hard tests. 
B. The past few weeks my teacher has made hard tests. 

14. You gain a lot of weight and start to look fat: 

A. The food that I have to eat is fattening. 
B. I like fattening food. 

15. A person steals money from you: 

A. That person is dishonest. 
B. People are dishonest. 

16. Your parents praise something that you make: 

A. I am good at making some things. 
B. My parents like some things I make. 

17. You play a game and you win money: 

A. I am a lucky person. 
B. I am lucky when I play games. 
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18. You almost drown when swimming i n a river: 

A. I am not a very cautious person. 
B. Somedays I am not a cautious person. 

19. You are invited to a lot of parties: 

A. A lot of people have been acting fri e ndly toward 
me lately . 

B. I have been acting friendly towa rd a lot of people 
lately. 

20. A grownup yells at you: 

A. That person yelled at the first person he saw. 
B. That person yelled at a lot of people he saw that 

day. 

21. You do a project with a group of kids and it turns out 
badly: 

A. I don't work well with the people in the group. 
B. I never work well with a group. 

22. You make a new friend: 

A. I am a nice person. 
B. The people that I meet are nice. 

23 . You have been getting along well with your family: 

24. 

25. 

A. I am easy to get along with when I am with my 
family. 

B. Once in a while I am easy to get along with when I 
am with my family. 

You try to sell candy, but no one will buy any: 

A. Lately a lot of children are selling things, so 
people don't want to buy anything else from kids. 

B. People don't like to buy things from children. 

You play a game and you win: 

A. Sometimes I try as hard as I can at games. 
B. Sometimes I try as hard as I can. 

26. You get a bad grade in school: 

A. I am stupid. 
B. Teachers are unfair graders. 
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27. You walk into a door and you get a bloody nose: 

A. I wasn't looking where I was going. 
B. I have been careless lately. 

28. You miss the ball and your team loses the game: 

A. I didn't try hard while playing ball that day. 
B. I usually do not try hard when I arr. playing ball. 

29. You twist your ankle in gym class: 

A. The past few weeks the sports we played in gym 
class have been dangerous. 

B. The pas t few weeks I have been clumsy in gym 
class. 

30. Your parents take you to the beach and you have a good 
time: 

A. Everything at the beach was nice that day. 
B. The weather at the beach was nice that day. 

31. You take a train which arrives so late that you miss a 
movie: 

A. The past few days there have been problems with 
the train being on time. 

B. The trains are almost never on time. 

32. Your mother makes your favorite dinner: 

A. There are a few things that my mother will do to 
please me. 

B. My mother likes to please me. 

33. A team that you are on loses a game: 

A. The team members don't play well toge ther. 
B. That day the team members didn't play well 

together. 

34. You finish your homework quickly: 

A. Lately I have been doing everything quickly. 
B. Lately I have been doing schoolwork quickly. 
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35. Your teacher asks you a question and you give the 
wrong answer: 

A. I get nervous when I have to answer questions. 
B. That day I got nervous when I had to answer 

questions. 

36. You get on the wrong bus and you get lost: 

A. That day I wasn't paying attention to what was 
going on. 

B. I usually don't pay attention to what's going on. 

37. You go to an amusement park and you have a good time: 

A. I usually enjoy myself at amusement parks. 
B. I usually enjoy myself. 

38. An older kid slaps you in the face: 

A. I teased his younger brother. 
B. His younger brother told him I had teased him. 

39. You get all the toys you want on your birthday: 

A. People always guess what toys to buy me for my 
birthday. 

B. This birthday people guessed right as to what toys 
I wanted. 

40. You take a vacation in the country and you have a 
wonderful time: 

A. The country is a beautiful place to be. 
B. The time of the youear that we went was beautiful. 

41. Your neighbors ask you over for dinner: 

A. Sometimes people are in kind moods. 
B. People are kind. 

42. You have a substitute teacher and she likes you: 

A. I was well behaved during class that day. 
B. I am almost always well behaved during class. 

43. You make your friends happy: 

A. I am a fun person to be with. 
B. Sometimes I am a fun person to be with. 
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44. You get a free ice-cream cone: 

A. I was friendly to the ice-cream man tha t day. 
B. The ice-cream man was feeling friendly t hat day. 

45. At your friend's party the magician asks y ou to help 
him out: 

A. It was just luck that I got picked . 
B. I looked really interested in what was going on. 

46. You try to convince a kid to go to the movies with 
you, but he won't: 

A. That day he did not feel like doing anything. 
B. That day he did not feel like going to the movies. 

47. Your parents get a divorce: 

A. It is hard for people to get along well when they 
are married. 

B. It is hard for my parents to get along well when 
they are married. 

48. You have been trying to get into a club and you don't 
get in: 

A. I don't get along well wi th other people. 
B. I can't get along well with the people in the 

club. 

*********************************************************** 

N~E 

AGE IN MONTHS 

GRADE 

THE GRADE I WOULD LIKE TO GET IN THIS CLASS 

THE GRADE I EXPECT TO GET IN THIS CLASS 
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Anxiety Level of Students (Prestudy) 

Cumulative 
Value Frequency Percent Percent 

0 16 14.3 14.3 

1 10 7.9 22.2 

2 10 7.9 30.2 

3 13 10.3 40.5 

4 19 15.1 55.6 

5 10 7.9 63.5 

6 7 5.6 69.0 

7 14 11.1 80.2 

8 12 9.5 89.7 

9 8 6.3 96.0 

10 5 4.0 100.0 

Total 126 100.0 
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Anxiety Level of Students (Post-study) 

Cumulative 
Value Frequency Percent Percent 

0 35 27.8 27.8 

1 17 13.5 41.3 

2 16 12.7 54.0 

3 14 11.1 65.1 

4 14 11.1 76.2 

5 10 7.9 84.1 

6 4 3.2 87.3 

7 5 4.0 91.3 

8 2 1.6 92.9 

9 7 5.6 98.4 

10 2 1.6 100.0 

Total 126 100.0 
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Levels of Depression Felt by Students (Prestudy) 

Cumulative 
Value Frequency Percent Percent 

0 36 28.6 28.6 

1 19 15.1 43.7 

2 21 16.7 60.3 

3 7 5.6 65.9 

4 16 12 . 7 78.6 

5 6 4.8 83.3 

6 5 4.0 87.3 

7 2 1.6 88.9 

8 3 2.4 91.3 

9 2 1.6 92.9 

10 4 3.2 96.0 

11 1 . 8 96.8 

12 4 3. 2 100.0 

Total . 126 100.0 
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Levels of Depression Felt by Students (Post-stu~ 

Cumulative 
Value Frequency Percent Percent 

0 50 39.7 39.7 

1 22 17.5 57.1 

2 14 11.1 68.3 

3 11 8.7 77.0 

4 6 4.8 81.7 

5 5 4.0 85.7 

6 4 3.2 88.9 

7 5 4.0 92.9 

8 3 2.4 95.2 

9 1 .8 96.0 

10 1 . 8 96.8 

11 4 3.2 --
100.0 

Total 126 100.0 
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Level of Hostility Felt by Students (Prestudy) 

Cumulative 
Value Frequency Percent Pe r cent 

0 31 24.6 24.6 

1 10 7 . 9 32.5 

2 18 14.3 46.8 

3 11 8.7 55.6 

4 11 8 . 7 6 4 .3 

5 4 3.2 67.5 

6 5 4.0 71.4 

7 11 8.7 80.2 

8 5 4.0 84.2 

9 4 3.2 87.4 

10 3 2.4 89.7 

11 4 3.2 92.9 

12 2 1.6 94.4 

13 2 1.6 96.0 

14 2 1.6 97.6 

15 3 2.4 100.0 

Total 126 100.0 
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Level of Hostility Felt by Students (Post-study) 

Cumulative 
Value Frequency Percent Percent 

0 41 32.5 32 . 5 

1 21 16.7 49.2 

2 12 9.5 58.7 

3 15 11.9 70.6 

4 5 4 . 0 74.6 

5 2 1.6 76.2 

6 2 1.6 77.8 

7 3 2.4 80.2 

8 4 3.2 83.3 

9 3 2.4 85.7 

10 4 3.2 88.9 

11 5 4.0 92.9 

12 2 1.6 94.4 

13 5 4.0 98.4 

14 1 . 8 99.2 

15 1 . 8 100.0 

Total 126 100.0 
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