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The hypothesis thai domain-specific self-related cognitions (self-concept of own competence and control 
orientations) are predictors of text anxiety in students is tested by longitudinal data. At the beginning and at 
the end of a school year the following variables were measured twice in a sample of 346 secondary school 
students (grades six to ten): (1) self-concept of own competence in mathematics. (2) three aspects of locus of 
control for problem-solving behavior (internality, powerful others control, and chance control). (3) 
generalized locus of control of reinforcement. (4) test anxiety as well as manifest anxiety. The cross-
sequential developmental gradients point toward symmetries in the development of self-related cognitions 
and test anxiety. The results of cross-lagged correlation analyses show that the null hypothesis (no causal 
relations exist between the self-related cognitions and test anxiety) can be rejected for the domain-specific 
aspects of (a low) self-concept of own competence and locus of control (low internality and high chance 
control), which are confirmed as preceding test anxiety. However, longitudinal results also show that 
findings of cross-sectional studies tend to overestimate the relations between self-related cognitions and test 
anxiety in a developmental perspective. 
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Among the copious results of studies concerned with the correlates and determinants 
of test anxiety in students (covering a relatively broad spectrum of variables like 
features of educational style in family and school, school climate, type of school, 
reference group, etc.) recently such have increased, in which various constructs of self-
related cognitions are analyzed as relevant determinants of anxiety (see, e.g., 
Schwarzer, 1986; Van der Ploeg, Schwarzer & Spielberger, 1984). This is founded in 
social cognitive approaches to personality, which differentiate between more or less 
complex self-related cognitions and relate them to emotional, motivational and 
behavioral qualities. 

Despite their differences, a central assumption of such cognitive approaches 
(e.g., Bandura, 1986a; Lazarus & Launier, 1978; Peterson & Seligman, 1984) to 
emotional qualities and coping in general as well as to anxiety in particular is the 
hypothesis that special types or expressions of self-related cognitions accompany or 
precede anxiety. More accurately, it must be added, that the view of Lazarus and 
Launier (1978) is somewhat difficult to interpret because on the one hand they 
advocate cognitive primacy, on the other they advocate a transactional model of 
causation between cognitions and emotions. Bandura (1986a) posits a bidirectional 
but asymmetrical relation between perceived self-efficacy and anxiety, pointing toward 
the primacy of (low) self-efficacy, but processing in a dynamic cycle of anxiety arousal 
and decreasing self-efficacy. However, regardless of such indication of a dynamic 
interaction between self-related cognitions and anxiety, it is similarly assumed in 
different theoretical conceptions that (test) anxiety results, if a person believes (1) that 
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an achievement si tuation/performance test will hinder the at ta inment of subjectively 
highly valued objectives or events (e.g., a good grade and its consequences), and (2) 
that there are no (or at least only few/weak) alternative action possibilities (low self-
efficacy in the terminology of Bandura, 1986a) and (3) no (or at least only weak) 
possibilities of controlling the occurrence of the objective or event (outcome 
expectancy in the terminology of Bandura, 1986a). 

It is not difficult to identify the theoretical expectancy-value basis of this hypothesis 
(in terms of valences, situation-action or competence expectancies, and action-
outcome expectancies; see, e.g., Pekrun, 1984), which—of course—remains highly 
situation- and action-specific. It makes sense to extend this approach to more general 
self-related cognitions because the construct of test anxiety implies a more or less 
generalized tendency of a person to show anxiety reactions before and in achievement 
situations. Fur thermore , achievement si tuations in school are more or less new and 
ambiguous action situations, for which at least the anxious student a priori has no 
adequate cognitive representations. 

The social learning theory of Rotter (1982) and its extension to an action-theoretical 
model of personality (Krampen, 1987a, 1988) postulate that the predictive value of 
situation- and action-specific person variables is low and that of domain-specific or 
generalized personality variables is high in such subjectively ill-defined situations. 
Dealing with domain-specific anxiety (like test anxiety in school) therefore requires the 
operationalizat ion of self-related cognitions at a medium level in a hierachical model of 
personality, i.e., domain-specific measurements . Moreover , the action-theoretical 
model of personality, which stems from the social learning theory and a differentiated 
expectancy-value model (Krampen, 1987a, 1988), is an integrative frame of reference 
for si tuation- and action-specific person variables (e.g., different aspects of valences 
and expectancies) and personality variables (e.g., self-concept, control and value 
orientat ions, etc.). Such variables have up till now been studied mainly separately or 
additively at best. With reference to the above mentioned recent cognitive research 
program on test anxiety, domain-specific measurements of self-concepts of own 
competence and control orientat ions will be of special relevance. 

Research results on the interdependency of test anxiety and domain-specific self-
related cognit ions can mostly be integrated into this theoretical frame of reference: test 
anxiety is correlated with low self-concepts of own competence and external control 
orientat ions (see, e.g., H o d a p p , 1979; Jerusalem, 1984; Nicholls, 1979; Schwarzer, 
1986; Van der Ploeg el al., 1984). However, most studies use cross-sectional designs, 
which make it difficult to test directional causal hypotheses. Only Jerusalem (1984) and 
H o d a p p (1979) analyzed longitudinally the causal relations between self-related 
cognitions and test anxiety in samples of G e r m a n students. Jerusalem (1984) restricted 
himself to empirically testing the undirectional hypothesis that self-concept determines 
test anxiety; his da ta confirm this hypothesis for time intervals between 5 and 14 
months . H o d a p p (1979), who — however — observed only a time span of six weeks, 
tested the causal hypothesis bidirectionally with the help of cross-lagged correlat ion 
analyses and came to the same result. However some results and theoretical 
considerat ions allow the reverse causal relationship to be propagated , namely, test 
anxiety is the determinant of low self-concept and external control orientat ion (e.g.. 
Jacobs and Str i t tmat ter , 1979; see also the recent discussion between Bandura . 1986b; 
Kirsch, 1985, 1986; Wilkins, 1986). In addit ion there exists a third interpretat ion of the 
documented relations between (test) anxiety (or more generally: emotions) and self-
related cognit ions. This interpretat ion refers to the a rgument of a priori, conceptual 
interdependencies between emot ions and cognit ions (see, e.g., Brandtstadter , 1983; 
Smedslund, 1978) and, thus, their a priori confounding in conceptualizat ion and 


