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ABSTRACT. The present study focuses on variations in attidimati style among

high achieving adolescents, in relation with geratst level of achievement. The
sample included 113 Romanian high school studeviis, completed an adapted
version of Attributional Style QuestionnairéSQ). Results suggest that gifted
girls tend to display an internal, stable and glaibutional style, which leads to
a self-effacing attributional pattern. High achiayiboys show similar attribution
patterns, with a more positive tendency. Althougfietences among the four
subgroups are inconsistent, the findings suggedisadvantaging attributional
style in both high achieving boys and high achig\girls.
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Inhaltsangabe. Die vorliegende Studie konzentriert sich auf digi&tionen des
attributionalen Stils unter Jugendlichen mit holhefstungen, im Verhaltnis mit
dem Geschlecht und das Niveau der Leistung. Die Abbwschloss 113
rumanische Schiller vom Gymnasium ein, die eine tadt® Version des
Formulars Gber Attributionalen StihgQ) ausgeflllt haben. Die Ergebnisse haben
angezeigt, dass begabte Schilerinnen die Tenderenhatabiler und globaler
attributionaler Stil ab zu bilden, was zu Uberteigbm bescheidenem attributionalem
Muster fuhrt. Schiler mit hohen Leistungen zeigkenliéhe attributionalen Muster,
mit einer positiven Tendenz. Obwohl die Unterschidbdteiten unter der vier
Untergruppe inkonsistent sind, zeigen die Ergebniegeen attributionalen
Benachteiligungsstil sowohl bei Schiler mit hoherisiumgen als auch bei
Schiilerinnen mit hohen Leistungen.

Stichworter: Begabung, hohe Leistung, Geschlecht, attributiortiér

Introduction

Although this study aims to partially uncover effemf gender and
achievement level on students’ attributional stifie, theoretical background of the
research is larger in scope for several reasorsityfi giftedness issues tend to be
very specific, and identification problems persidespite researchers’ efforts to
explain processes, methods and to develop vald rm@tiable instruments;
secondly, gifted/high achieving girls have a distipersonality profile, mainly due

1 PhD, Lecturer, Alexandru loan Cuza Universityi,|&omania



NICOLETA LAURA POPA

to socialization influences, which affects theiruedtional track and career
expectations; and thirdly, there is a need to mevéudies on gifted students’
attributional style, and associated characteristigsproaching these matters is
relevant especially in the context of the growingterest for gifted students, and
appropriate counseling and educational provisi@msthe other hand, attributional
style, as isolated personality variable or combiwétl other characteristics as self-
efficacy, self-concept, self-esteem, decision-mgldtyle etc. may have important
effects on academic achievement in both averagdighdachievers.

There is a rather large body of research on highodc students’
attributional style, but less work has been doneldoument attribution patterns
among high achieving boys and girls. Therefore, ghesent study addresses the
research problem of gender and achievement levehfagencing factors for
students’ attributional style. Gender-related agsions in the field lack the
support of sufficient empirical data and our resbaattempts to answer this
specific need, searching for particularities inthigchievers’ attribution patterns.
We explored the issue through a rather simple reBedesign, and due to study’s
limitations (mainly the size and the composition tbE sample, the lack of
longitudinal information on participants) findingsay be generalized with caution.
Additional information is also needed for doubtlgssoncluding on effects of
gender and achievement level on attributions’ mdéty, stability and globality.

Our approach of the research problem includes tamsixe literature review,
concentrated on three issues: explaining the qpedéthe terms giftedness and high
achievement, summarizing available research outsoomegender and giftedness,
discussing present scientific knowledge on gendfarences among gifted students,
in terms of attribution patterns and related peabiyn features. Previous studies
reviewed in this article support our research obsiiche samples of high achievers
and average achievers have been established basednwulative information
gathered through intelligence tests, academic dscoand results in various
academic competitions; and attributional style basn explored with an adapted
version ofAttributional Style Questionnaire (ASQ, Peterson et al., 1982). Results
are discussed against the literature reviewed esrdtical background, and final
conclusions are provided.

Gender and giftedness: the scope of research intats

Giftedness / High Achievement. Although avoided in the titlagiftedness is
one of the central concepts in the present studynay be considered a quite
confusing term, due to the variety of accepted nitefins. Several theoretical
models of giftedness are currently used as fouodaif giftedness’ identification
and education processes (Gagné, 1999; Gardner, M&%s, 1992; Renzulli,
1998, 2000; Sternberg, 1990). Most of the conctrrderfinitions accept that high
achievement in one or multiple academic domains beainterpreted as giftedness.
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One of the most influential definitions within tfield offered by Marland
(1972, p. ix) indicates high performance as parnahifested giftedness: “Gifted and
talented children are those identified by profesaly qualified persons who, by virtue
of outstanding abilities, are capable of high pennce”. In the attempt of defining
giftedness from a developmental perspective, relsees identify a theoretical category
— the so called achievement-oriented models oédyitss (Monks & Mason, 2000),
which support the idea thathievement is the observable output of giftedness. The
most influential achievement-oriented model of egifiess is the “three-ring
conception” of J. S. Renzulli (1998, 2000), whichphasizes that high achievement is
based on outstanding level of ability, task comraitirand creativity. The model has
been improved by F. J. Monks (1992), who placedttinee rings in the context of
environmental influences on gifted adolescentsettsyment (school, family and peers
are named to be most influential environmentabfacat this age).

The achievement-oriented approach in defining difesss and authors’
distinction between potential and realized capesithay be questioned, but it has
several advantages: it serves both high achieveds umderachievers, provides
opportunity for educational interventions and elguatlients theorists and practitioners’
attention on human potential and processes assodatits full achievement and
recognition (Monks & Mason, 2000).

Based on contributions discussed above, the terigh“lachievers” is
preferred, and identification of participants hagib conducted by considering both
intelligence tests results and students’ leveloaid@mic achievement.

Gender and giftedness high achievement. Gender differences among
gifted individuals have been subject of numerousliss, most of them searching
for explanations for gifted girls’ and women’ prehis in fulfilling their potential.

Early and recent studies underline that giftediesvident in the girls at
an earlier age than boys because gifted girls are fikely to show developmental
advancement in a variety of areas: gifted girldikety to speak earlier, to read earlier,
and to write earlier than gifted boys (Silverma®8@). Gifted girls outperform gifted
boys in classroom achievement throughout the sgleaok, maintaining higher grades
in all subjects (Gallagher, 1985), but the agedolescence seems to bring changes in
gifted girls’ aspirations, expectations and achmesst (Kerr, 1997).

However, gifted girls may have career interestser@milar to those of
gifted boys (Silverman, 1986) and tend to be leiggd rin their sex role
identification than average girls (Hay & Bakken919Kerr, 1997). Although the
number of gifted females interested in math andnaasciences is increasing, they
continue to avoid the physical sciences, computgense, and engineering
(Campbell & Clewell, 1999).

A study of adolescents’ attitudes toward their agiftedness notices that
gifted girls were evidently concerned about the astpof their giftedness on
others’ attitudes (Kerr, Colangelo & Gaeth, 1988)hough most of them believed
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that there were some social advantages to beingdgiffemales saw more
disadvantages than their male peers. There wasmatabivalence about the label
gifted as well as concern about negative images otheghtnhiold of that label.
There is also evidence that gifted girls are alsimerable to loss of self-esteem
(Lea-Wood & Clunies-Ross, 1995) and to risky bebesvihat can jeopardize their
goals and dreams (Kerr & Robinson-Kurpius, 1999).

Researchers agree upon the idea that social stpesoaffect dramatically
the lives of gifted girls and women: they have beraluded to a large degree for
their contributions and accomplishments becauséetabcrules restrict women's
opportunities and achievements within society'sciire. Personal goals are often
compromised for the sake of family and other resjtilities, and lost opportunities
become the norm as women fail to pursue originalgyélollinger and Fleming (1992)
studied career choices made by gifted young woiTiesir examination revealed that
at age 29, young women "have yet to achieve theatidnal, career, and lifestyle
aspirations they identified in adolescence" (p.)28old (1987) noted similar results
from her study: by their final year in college, wamhave already compromised their
original career goals, and have changed to fitith their perceptions of the multiple
roles they would have as wives and mothers. Canditisuch as these can limit
women' realization of their potential, and, if rgodion does occur, it may come
late in life (Heilbrun, 1979; Rubin, 1994).

Barriers in social affirmation of women’ giftednesan be discussed either as
internal factors or external determinants, botegates being extensively analyzed in
previous research. This study will focus on attitmal style, as one of the internal
factors which can make the difference betweendjifiales and females.

Gender and attribution style in high achievers. Although numerous studies
have been conducted on students’ attributionakestidss effort has focused on
gifted students’ attribution patterns.

Gifted girls and females are considered underservedhe present
educational systems, especially in the programented toward sciences, and
attributional style, as an important type of salfnition, has been suggested as one
of the underachievement factors.

Factors associated with gifted girls’ underachiegetrduring school years
and adulthood are multiple, either internal (peadibyn factors) and external
(mainly explicit and implicit influences of parerasd teachers). One of the most
influential works on gifted females and their sglegto fulfill their potential,
written by B. Kerr (1997), reveals some of theseribes in gifted qirls’
development: sex-role stereotypes which determiiidren by the age of eleven to
lose their assurance in themselves and their iaBilitdifficult psychological
adjustment of gifted girls and women to societyjsestations.

According to S. M. Reis (2002), the factors maylude dilemmas about
abilities and talents, personal choices about fgnsihoices about duty and caring
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and nurturing the talents in oneself as opposequltting the needs of others first,
religious and social issues which consistentlycffieomen across their life-spans,
poor planning, hiding abilities and differences;fpetionism,attributing successto
luck rather to ability, poor choice of partners, and confusing messages fiome
about politeness.

Although the causes for gender differences aredstputed in the literature,
the focus of research has shifted during the &gtyfears towards explanations based
on differing self-related cognitions and more slocdion oriented approaches.
Noteworthy among the latest explanatory theories & overview see Ziegler &
Heller, 1997; Beerman et al., 1992) is the amodininportance attached to various
differing socialization experiences attributed ender which can, to a certain extent,
be effective even before formal instruction hagetia

According to Broom et al (1998) these socializatexperiences can be
subdivided into two components: self-related cagnd, particularly attribution
style, self-concept or implicit theories of abéi, and previous experiences.
Research shows that boys prove themselves to higicimtly more adept at both
of these components (Ziegler, Heller & Broome, 188éd by Broom et al, 1998).
The results of their study on physics achieveméoinsthat shutting the gender
gap in physics by compensating for the deficitprior knowledge among the girls
is illusionary. As depicted by the regression asialyconducted within the
mentioned study, neither prior knowledge nor talemel can explain the gender
differences evident in physics course grades. Thedengs strongly support that
gender differences in physics/science achievementnaore influenced by the
second component of physics-related socializatioqpegence: self-related
cognitions, such as domain specific self-conce@twibution style connected with
achievement results. Based on this conclusion,ocasithecommend intervention
treatments aiming changes in self-related cogrstiohthe girls, particularly an
improvement of dysfunctional attribution styles.

Similar findings are also reviewed by S. L. Hang@896): personality
characteristics that vary by gender and have amdnpn achievement especially
in sciences include confidence and self-esteem, -radex attitudes,
educational/occupational expectations and locus cofitrol. These personal
resources persist in their importance through tbleosl years, and influence
achievement even after the high school years. NMgtabe's perceptions of one's
ability in sciences and attribution of success bditg have been reported to be
important predictors of participation and perforrm@rnn science during college.
Authors suggest that men have the advantage odifasnhsions discussed.

Social stereotypes encourage girls to adopt seléeations and values that
demote science interest and achievement. Thesew®ieptions lead to a pattern
of learned helplessness with respect to science naathematics, with success
attributed to luck and failure to lack of ability girls, this pattern of attribution of
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success and failure with respect to science anchenwdtics increases from
elementary to high school (Hamilton & Tindall, 2004

Reviewing the literature available at the time, @8] Milich & DeMers, S.
(1993) support this body of research suggestinggdsader differences in attributional
styles are linked to social learning factors suglsex-role stereotypes and differential
evaluation feedback from parents and teachers. ra@lgndemales tend to attribute
negative events to internal, stable, and globatesguwhile males tend to attribute
negative events to external, unstable, and speeifises. Their empirical study proved
no difference between attribution scores for baikitve and negative events among
high achieving boys and girls. Beyond these resattabutional style was shown to
correlate significantly with creativity and depiliessin gifted students.

Several studies on gifted psychology and educaiophasize that gifted
girls’ achievement and processes associated witlteecaorientation and
development in adulthood are liked with some synmdr®, which may be also
identified in non-gifted population, but are comtha reported for gifted girls and
females. One of the syndromes studied in relatigh gifted girls and women —
the “fear of success’ (first introduced by Horner in 1970) — illustratéheir beliefs
according to which their success and achievementldveventually lead to
rejection by their pears and families (Rakow, 2005)

Two relevant studies are to be mentioned in relatigth fear of success
syndrome: Arnold's (1995) work on high school stitdeand Ludwig's (1996)
research on Olympic contenders. Arnold reported bhool girls loosing confidence
in their ability after few years of college, anaviering assessment of their intelligence.
The author suggests this phenomenon to be a caushanging college plans, goals
for graduate study, choice of career or of a partngwig (1995) found fear of both
success and failure in participants, but fear ofess has been proved to be primarily a
female issue: “Fear of success for women seemsittaté from a cognitive belief
system that sometimes becomes an insurmountatiketeb® success” (p. 31).

A related issue well documented in the literatsréhieimposter syndrome
(Clance & Imes, 1978; Clance, 1985), which deserihe low sense of self-esteem
that occurs when gifted females attribute theircess to external factors and judge
their achievement as accidental or undeserveddiffieulty experienced by many
gifted women in understanding the complex relatiigmbetween effort and ability
is related to the imposter syndrome (Johnsen & Kekd005).

The two phenomena previously described are direlitliged to high
achieving girls’ attributional style, and this lingf reasoning emphasizes the
importance of the feature in studying the psychicltlgand behavioral profile of
gifted females.

The present study
Based on the literature review, we tested the gérspothesis that girls
(with average and high level of achievement) temaneke more internal, stable
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and specific attributions than boys, especiallthim case of negative events (higher
scores for locus of control, stability, and gloladtribution, and lower scores for
differential locus of control and differential stkty).

Specific research hypotheses derived from the ometioned above have
been tested, using descriptive and inferentiaissics.

Method

Participants. The sample included 113 Romanian high school stsdé0
males and 53 females, 58 with average achievemsntellectual ability and 55
identified as high achievers / above average eualll ability. The level of
intellectual ability was estimated based on irgeltice test results (under and
above the score of 120), as reported by the satmatselors. In addition, school
achievement and participation in various academideasts has been considered in
including students in one of the two groups (See @kble 1 below).

Table 1.
Crosstabulation: Gender * Achievement level
High/Average Achievement Total
Average Above average
Gender Male 32 28 60
Female 26 27 53
Total 58 55 113

Instrument. Attributional Style Questionnaire (ASQ, Peterson et al., 1982)
with positive and negative events adapted to ppdits’ age was applied for
measuring the dependent variable. The instrumerst pvaviously adapted and
piloted; computed reliability (Cronbach's Alphay fine resulted version is 0.77.
Attributional style involves two aspects of an evethe valence (where the
outcome is experienced as positive or negative) anether the event involves
individual achievement or affiliation (relationship others). The perceived cause
of the event is a function of a) the extent to vahilse individual believes that the
causes of the event are internal or external andhgther the causes are seen as
stable or variable. There are four attributionatteras: a)self-effacing - external
attributions for good events and internal attribng for negative events; b)
external - external attributions for good events and baehéy; c)self-enhancing -
external attributions for negative events and maérattributions for positive
events; djnternal - internal attributions for good and bad events.

The questionnaire asks respondents to make cantaprietations for
twelve hypothetical situations that might happenatostudent. There are six
affiliation events involving relationships with @ people (example: “I had an
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argument with my best friend in the class”) and atkievement events (example:
“I got a bad grade in one subject”). Half of eaclbset is positive in outcome
(example for positive affiliation situation: “I mea friend, who compliments me
on my look”; example for positive achievement ditia “I finished an important
project, and it was appreciated”) and half is negafexample for negative
affiliation situation: “A friend needs my help, buitdon’t offer any support”;
example for negative achievement situation: “I aanfinish all school tasks
assigned to me”). Individual respondents are adkeienagine the outcome if it
were to happen to them. They indicate their perorpif the major cause for the
event on 7-point scales representing locus (frototafly due to other people or
circumstances to 7=totally due to me), stabilitpifi 1=will never again be present
to 7=will always be present), and perceived gldpaidf the cause (1= influences
only this area of my life to 7= influences alsoathreas of my life).

Locus for events (the overall tendency to attribevents to internal or
external causes) is computed by averaging thenialigy ratings for all twelve
events. Differential locus (the tendency to peredhe causes of positive events as
more internal than the causes of negative eventxdrmputed by subtracting mean
locus ratings for negative events from those fositpe events. Positive scores
indicate a self-enhancing pattern; a negative sicalieates a self-effacing pattern.
Stability of causes is computed in a similar faghi& positive score on differential
stability indicates that good events are attributednore stable causes than bad
events (optimism). A negative score indicates tiad events are attributed to
more variable causes than bad events (pessimissmeiRed globality of events’
causes is computed by averaging all correspondengs for the twelve situations.

Procedure. Participants have been included in the sample asmjred to
one of the subgroups according to the intelligaeséscore, reported by the school
counselors (participants with scores under 120hi& group of students with
average level of intellectual ability and partigipg with scores above 120 in the
group of students with a high level of intellectadility). School achievement and
other academic performances have been also coedider

All participants completed the ASQ form in one aggion session, and
scores have been computed respecting the compufatbcedure described in the
previous section.

Results

Scores fottocus of attributional style for positive and negative events have
little variation among the four subgroups of thenpke; however, highest mean
(M= 4,84; SD= 0,73; respectively, M= 5,05; SD= (,93r these dimensions has
been computed for high achieving girls (they teadattribute causes for both
positive and negative events more to themselves] @ss to external
circumstances). Scores faability of attributions for positive and negative events
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can be described as more diverse, means ranging Me 3,73 (SD= 0,93) for
high achieving boys/positive events, to M= 4,95 £SP14) for high achieving
girls/positive events, and from M= 3,94 (SD= 0,63 boys with average level of
achievement/negative events to M= 4,50 (SD= 0,68) high achieving
girls/negative events.

Scores for the global/specific dimension of atttibwial style indicate a
certain variation according to participants’ gendard level of achievement,
indicating girls’ tendency to more global attribarts. Scores for high achieving
girls (M= 4,72; SD= 1,21), and average achievingsgiM= 4,95; SD= 0,21) are
higher than scores obtained by high achieving bd¥s 4,01; SD= 0,76) and
average achieving boys (M= 3,95; SD=0,41).

Mean levels for differential locus of attributiorstyle (See also Figure 1)
indicate a self-enhancing pattern for boys withrage level of achievement (M=
0,16; SD= 0,76), and self-effacing attributionaktean for high achieving boys
(M= -0,26; SD= 0,87), high achieving girls (M= -@;1SD=0,93) and girls with
average level of achievement (M= -0,26; SD= 0,73).
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Figure 1. Mean /Differential locus of control

Scores for stability of attributional style (Seesalfigure 2) indicate
optimist patterns for both girls with average anghhlevel of achievement (M=
0,01; SD= 1,11, respectively, M= 0,46; SD= 1,98\ doys with average level of
achievement (M= 0,01; SD= 0,60). High achieving ayanifest a pessimist
attributional style (M= -0,77; SD= 1,08).
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Figure 2. Mean/Differential stability

The investigation of the significance of differes@nong participants through
an univariate analysis of variance revealed thioviahg: there are not main or
interaction effects of gender and achievement lemelocus and differential locus of
attributional style; there is a main effect of gendn stability of attributional style
[F(3)=10,98; p= 0,001], but no interaction effetgender and achievement; there is a
main effect of gender on differential stability aftributional style [F(3)= 6,52; p=
0,012] and an interaction effect of gender andeagiment level [F(3)= 6,34; p= 0O,
013]; there is a main effect of gender on globibattion [F(3)= 10,98; p= 0,001], but
no interaction effect of the two variables conssder

Further statistical analysis reveals that girlsdtéa make significantly
more stable attributions [t(111)= -3,33; p= 0,0@ib[d to display more optimism
[t(111)= -2,41; p= 0,017/]. Gifted boys are sigecéintly more pessimist than those
with average level of achievement [t(58)= 2,75; @808] and manifest a more
self-effacing pattern [t(58)=2,01; p= 0,049]. Thdseno significant difference
between high and average achieving girls in termsattvibutions’ locus and
stability. However, data suggest that gender imftes gifted adolescents’
attributional style: high achieving girls expressorm stable and optimist
attributions [t(53)= 2,38; p= 0,021, respectiva(p3)= 2,60; p= 0,012].

Generally, girls produce more global attributionart boys [t(111)= -3,33; p=
0,001], but no significant difference have been poied for either high or average
achieving participants, or the four sample’s subgsoconsidered in the study.

Discussion

The findings of our study support to some extergvimus research
outcomes on gifted students’ attributional styléghhachieving girls attribute
failure mainly to internal factors (their own abjl, and relate their success to
external factors, which leads to a self-effacingtaitional pattern. Similar results
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have been reported in early and recent studieg @dtributional style as variable.
Thus, the pioneering study of Seligman et al. (}9@ported that gifted students
rated themselves as having more negative attribaitistyles; there is also some
evidence that bright females develop maladaptivdepes over time if they
continue to attribute failure to ability, rathematheffort (Dweck, 1986), generally
in areas where males traditionally perform bettantfemales such as the sciences
and mathematics. A study conducted by Assoulinal.e€2006) noted that boys
were much more attuned to ability as a basis fairtlsuccess while higher
percentages of girls focused on working hard.

However, our findings are to some extent inconststgiving the fact that
differences among the four subgroups are not s$ogmf for some dimensions;
gender rather than achievement level seem to detersignificant effects. Similar
contrasting findings can be also identified in othesearch (Assouline et al.,
2006). One may speculate that this outcome maytalp®or educational support
for girls nowadays in family and school environngeer®ur results would stand
against this way of reasoning, as high achievingstare found to be significantly
self-effacing and pessimistic in their attributio boys face new challenges in
today’s social and educational environments, dyaréoccupations within general
public for girls’ achievement and intellectual patial fulfillment? Or is this a
feature of adolescent boys, either gifted or ndted? This type of questions may
arise in interpreting research results, and givappropriate and well-founded
answers remains a point of reflection for futurgp@ioal inquiries.

As high achieving students (mainly girls) includadour sample display, to
some extent, disadvantaging attributional style, may suggest some educational
implications of these findings. The literature u#s several recommendations for
specific intervention strategies to be conductedbbth teachers and counselors:
promotion of incremental ability of students, artlilzutional retraining techniques
(Heller & Ziegler, 1996, 2001). The first interviemt assumes that teachers can
encourage students’ beliefs in their abilities, alihcan determine the move from
internal and stable locus control to an uncontiicdiad flexible. Attributional retraining
techniques cover the previously described intefgantbut add some more
structured approaches: teachers and counselor ngsg eanodeling or commenting
techniques. Modeling techniques are based on ammoliel, acting for the person
whose attributional style has to be changed, whibalizes the desired attributions
or informs the person of a desirable attributiosgtle. The other attribution
technique is using clear written feedback on honrkworojects and tests, giving
precise information, positive but truthful.

Attributional retraining has been proven to be effe in the case of gifted
children. A study on attributional retraining inettarea of physics (Heller &
Ziegler, 2001) examined the attributions of gifgids whose intelligence was at
least one standard deviation above the averag# bigh school students. These
gifted young women attributed success in physidadk (or other external factors)
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and attributed failure to ability (internal factoBoys responded with an opposite
attributional style; success was attributed toigb{internal factor), and failure to
bad luck (external factor) or insufficient effoibternal factor; Heller &Ziegler,
2001). Attributional retraining produced signifi¢gpositive effects, and authors
supports this approach, based on the premise gbdtential negative impact on
self-efficacy if attributions of success are madduck or attributions of failure
made to ability (Heller & Ziegler, 1996).

Although attributional retraining may be importaittaims only to provide
individuals with an accurate image of their own petencies and abilities, and
therefore the technique should be combined witleroithterventions which aim at
improving knowledge (Heller & Ziegler, 1996).

Finally, some comments are to be made on limitatiand cautions in
interpreting our research results. The samplingcgutare has been based on
counselors’ reports on results of intelligencedeand also on school achievement
analysis. Both counselors and teachers may beeimfled in their decision by their
own beliefs and conceptions; therefore more cautioald be advisable in future
research on high achieving students, and morerirdtion sources should be used
for including participants in the gifted/non-giftegroups. Findings should be
generalized with caution, not only because of smmplveaknesses, but given the
specificity of the Romanian educational settings| the emerging status of the issues
of giftedness and gender in Romanian psychologimdipedagogical research.

Conclusions

Our study aimed to focus on the problem of genderachievement level
as influencing factors for students’ attributiosajle. Although the study findings
are consistent with previous research outcomederdiices among the four
subgroups (high and average achieving boys, highagerage achieving girls) in
terms of attribution patterns are not significartdome dimensions of the attributional
style (internal/external locus, stable/ unstabiebations, global/specific attributions).
Based on these results we can report that gerttier than achievement level seems to
determine significant effects. No significant imtetion effects of gender and
achievement level on attributions’ locus and sigbilave been found, while the two
variables influence significantly the global dimemsof attribution. Both high and
average achieving girls tend to make more stahigbations, and are more
optimistic than boys. They also make more glob@ibattions, generalizing causes
of an isolated event for all potential similar etgerHigh achieving boys are more
pessimistic than average achieving boys and alt gircluded in the sample,
regardless their achievement level.

The outcomes partially cover our initial generasuamption, stating that
high achieving girls would show internal, stabled agiobal attribution patterns,
while boys would attribute events to external, abhk and specific causes.
However, no specific attribution pattern has re=iltfor average and high
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achieving individuals, and gender effect is sigmifit only for some attributional
dimensions. Unexpected findings also resulted froma study, namely the
pessimistic attribution pattern in high achievingy®. Although the data collected
offer some empirical support for explaining effedfsgender and achievement
level on attributional styles, a more complex resleadesign is needed for
clarifying the present results. Having as rationaleviously mentioned research
limitations and some confusing results, we may kate that further research is
needed in order to confirm and sustain the presmtings.
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