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Abstract

This study investigated the antecedents
of educational goal commitment
regarding the transition from high
school to college among 702 highschool students. A theoretical model
based on assumptions from the
expectancy-value framework (Eccles &
Wigfield, 2002) and the hierarchical
goal structure (Carver & Scheier, 1998)
was tested. This model is composed of
one proximal antecedent—goal
importance—and two distal
antecedents—goal abstraction and
integration. The distal antecedents were
experimentally manipulated. The results
showed that (a) goal commitment is
influenced by goal abstraction and
integration, and (b) goal importance is a
mediator of this effect. In addition to
theoretical implications, a suggested
pragmatic outcome is the development
of a tool to guide students in the more
effective structuring of their educational
goals.

Students’ commitment to their
educational goal at the end of high
school has been shown to be an
important predictor of choice
actualization, commitment to the chosen
field of study, and academic adjustment
in higher education. These factors are in
turn predictive of college students’
academic achievement (Germeijs &
Verschueren, 2007). However, we know
much less about the factors that
influence this commitment. Identifying
these factors is crucial to guiding
students in the construction of their

educational goals and helping them
achieve their plans.
Educational goals are the goals that
students pursue when choosing their
program of study. Goal commitment is
defined as the extent to which a
particular goal is associated with a
strong sense of determination and with
the willingness to invest effort in
attaining it (Brunstein, 1993;
Hollenbeck & Klein, 1987). The
antecedents of goal commitment have
mainly been investigated for assigned
goals in the framework of goal-setting
theory (Hollenbeck & Klein, 1987).
Research is needed to explore how
commitment to personal goals develops.
A theoretical model of the factors
influencing the commitment to personal
(educational) goals has been suggested
by Boudrenghien, Frenay, Bourgeois,
Karabenick, and Eccles (submitted).
The present study is aimed at
empirically testing most of the
assumptions of this model. They are
presented below.
Goal commitment is hypothesized
to be directly influenced by goal
importance. This assumption is
supported by several theoretical and
empirical arguments. The expectancyvalue model assumes a direct impact of
attainment value (i.e., the personal
importance of doing well at a given
task) on task choice (i.e., the decision of
whether or not to begin or continue to
invest effort in the task) (Eccles &
Wigfield, 2002). Several empirical
studies have applied this assumption to
the study of goals and confirmed that
goal commitment is influenced by goal

value or goal importance
(Boudrenghien, Frenay, & Bourgeois,
2011; Klinger, Barta, & Maxeiner,
1980).
Two distal antecedents are
postulated to indirectly influence goal
commitment, through their impact on
goal importance. Carver and Scheier
(1998) suggest that the importance of a
goal is influenced by its position within
an individual’s goal hierarchy, which is
determined by its degree of integration
and level of abstraction. We define the
degree of integration of a goal as the
extent to which the goal is linked to
other goals within the hierarchy. A goal
that is linked to other goals is supposed
to be more important than an isolated
goal (Carver & Scheier, 1998; Sheldon
& Kasser, 1995). Moreover, a goal that
is formulated at a high level of
abstraction concerns being a particular
kind of person (a be-goal), whereas a
goal that is formulated at a low level of
abstraction concerns completing a
particular kind of action (a do-goal)
(Carver & Scheier, 1998). A be-goal is
represented in the higher levels of the
hierarchical goal structure and generally
applies for a long time, whereas a dogoal is represented in the lower levels of
the structure and generally applies for a
short time. Carver & Scheier (1998)
argue that be-goals are more
fundamental to the over-riding sense of
self and are therefore intrinsically more
important than do-goals.
Abstraction level and degree of
integration have rarely been empirically
studied with reference to the model
developed by Carver and Scheier

The Canadian Journal of Career Development/Revue canadienne de développement de carrière
Volume 11, Number 1, 2012

Antecedents of Educational Goal Commitment
(1998). Other theories have been
empirically tested, but these studies
have focused on only one of the two
dimensions (Emmons, 1992; Sheldon &
Emmons, 1995; Sheldon & Kasser,
1995; Vallacher & Wegner, 1989). To
the best of our knowledge, only one
study has investigated both dimensions
(Boudrenghien et al., 2011). This study
showed a mediation of the impacts of
goal abstraction and integration on goal
commitment, by goal importance.
However, its correlational design did
not allow causal relationships to be
tested.
The present study is aimed at
experimentally investigating the impact
of goal abstraction and integration on
goal commitment and importance. In
addition to the positive main effect of
each of these distal antecedents, we
postulate an interaction effect. Based on
the well-known assumption that distal
goals result in lower motivation than
proximal ones (e.g., Locke & Latham,
2002; Schunk, 1990; Zimmerman,
1989), we suggest that be-goals do not
always enhance goal commitment. The
interaction effect we postulate takes into
account these two contradictory
assumptions concerning the impact of
abstraction on motivation. We
hypothesize that the positive impact of
abstraction on goal commitment
(assumed by Carver and Scheier, 1998)
appear when the goal is perceived as
highly integrated. This interest in
combining high levels of abstraction
and integration is in line with Bandura’s
(1986) assumption that we need to
combine distal aspirations (i.e., begoals) with proximal self-guidance (i.e.,
integration with other goals, including
concrete ones) to obtain the best
personal development. However, we
hypothesize that, in circumstances of
low integration, we will observe the
negative impact of abstraction assumed
by Locke and Latham (2002). When
there is not much integration, the focus
on a be-goal, which is too far off to
undertake actions in immediate
situations, is not (sufficiently)
compensated for by an awareness of the
concrete hierarchical paths to progress
toward this goal. On the contrary, the
focus on a do-goal compensates for this
lack of integration by giving a clearer
idea of the actions which need to be

completed. This reasoning suggests that,
when the goal is rather isolated, the
lower the level of abstraction, the
greater the commitment.
We formulated three hypotheses,
one for each main effect and one for the
interaction effect. The combination of
these hypotheses within the same
theoretical model (Boudrenghien et al.,
submitted) implies that the positive
impact of abstraction when integration
is high should be stronger than its
negative impact when integration is low.
The main effects as well as the
interaction effect are assumed to be
mediated by goal importance.

Hypothesis 1. The higher the level of
abstraction of a goal, the greater the
commitment to this goal, because of the
increased goal importance.
Hypothesis 2. The higher the degree of
integration of a goal, the greater the
commitment to this goal, because of the
increased goal importance.
Hypothesis 3. When a goal is highly
integrated, the higher the level of goal
abstraction, the greater the commitment
to this goal, because of the increased
goal importance. When a goal is not
much integrated, the higher the level of
goal abstraction, the lower the
commitment to this goal, because of the
decreased goal importance.
Method

Design and Participants

This study employed a 2
(abstraction level: high or low) x 2
(degree of integration: integrated or
unintegrated) between-participants
design. Data were collected from March
to May 2008 in nine French-speaking
high schools in Belgium. The sample
consisted of 702 Grade 12 students
enrolled in a comprehensive education
program. Participants were randomly
assigned to one of four conditions: 175
students, to condition a (high level of
abstraction plus integration); 175
students, to condition b (high level of
abstraction but unintegrated); 179
students, to condition c (low level of
abstraction plus integration); and 173
students, to condition d (low level of
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abstraction and unintegrated). Some
49.7% of the participants were female
and 44.7% were male (39 missing
values); 68.9% of them had their
eighteenth birthday in 2008 (4.8% were
younger and 21.8%, older) (31 missing
values).
Procedure

Data were collected in class, during
50-minute sessions. Each student
received a document including all the
instructions, measures, and
manipulations. Four documents were
developed, one for each condition. In
each class, we randomly gave out the
four types of documents, which were
not distinguishable from their cover
page. In all four documents, the
experiment proceeded in three steps and
took approximately 40 minutes. First,
the participants completed a self-report
questionnaire. They were asked to
imagine that they had to pick a program
of study at college now, and to write
down the educational goal they were
pursuing by choosing this program.
Students provided information
concerning this goal, which allowed us
to collect baseline measures. Second,
goal abstraction and integration were
manipulated (see below). Finally, a
second self-report questionnaire was
administered. It again asked the students
to give their educational goal, and then
measured goal commitment and its
antecedents. At the end of the study, the
participants were debriefed.
The objective of the manipulation
of the abstraction level was to make
students adopt either an abstract
expression of their educational goal
(worded in terms of a be-goal) or a
concrete expression (worded in terms of
a do-goal). Students were asked to
select the one that suited them best from
three expressions of educational goals.
Depending on the condition to which
the participant had been assigned (high
or low level of abstraction), the
expressions among which he/she had to
choose were either all worded in terms
of a be-goal or all worded in terms of a
do-goal. Students assigned to the high
level of abstraction condition were
presented with the three following begoals: “to be a person working in this
domain” “to be competent in this
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domain”, and “to be recognized by
people working in this domain”. By
contrast, students assigned to the low
level of abstraction condition had to
choose between the following do-goals:
“to attend courses in this domain”, “to
train myself in this domain”, and “to
study in this domain”.

condition to which the participant had
been assigned. Students in the
integrated condition were told that most
people perceived their goals as highly
linked, and were given some examples
of this perception (e.g., in order to
become competent in medicine, it is of
course necessary to succeed in high

My ideal self

1

2

Fig. 1 Hierarchical diagram used for manipulation in the integrated condition

The objective of the integration
manipulation was to encourage students
to perceive their educational goal as
either linked to, or isolated from, other
goals in their life. All the students were
asked to select the goals they pursued in
their life from a list of 30 be-goals and a
list of 30 do-goals. The next three steps
were different depending on the

school, but it could also be important to
do a student job, for example in the
medical domain). Then, these students
were asked to indicate which of the
goals they had selected from the two
lists were related to their educational
goal. Finally, these participants were
asked to write down their educational
goal and the other goals that were
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Fig. 2 Life-spheres diagram used for manipulation in the unintegrated condition

related to this goal on the hierarchical
diagram represented on Figure 1 (begoals in Line 1 and do-goals in Line 2).
To be consistent with the manipulation
of abstraction level, if they had been
assigned to the condition of a high level
of abstraction they were asked to write
their educational goal in Line 1,
whereas if they had been assigned to the
condition of a low level of abstraction
they were asked to write it in Line 2.
Students in the unintegrated
condition were told that most people
perceived their goals as isolated, as
belonging to different life spheres.
Some examples of this perception were
given (e.g., that the goal of becoming
competent in medicine has got nothing
to do with other goals pursued in life,
such as to be a good parent). Then, these
students were asked to indicate which of
the goals they had selected from the two
lists were different from their
educational goal and belonged to other
life spheres than the study/work sphere.
Finally, these participants were
presented with a diagram showing five
life spheres (Figure 2), and asked to
write their educational goal in the
study/work sphere and their other
(different) goals in the other spheres as
appropriate.
Measures

Most items on the self-report
questionnaires were rated on 5-point
Likert-type scales, from 1 (strongly
disagree) to 5 (strongly agree). The
exceptions are presented below.
Abstraction level.

As explained above, before and
after the manipulations, participants
were asked to state their educational
goal. The expressions students used to
formulate their educational goal were
coded for their level of abstraction on a
scale from 0 to 2. Code 2 was attributed
to an expression that relates to being a
certain kind of person (high level of
abstraction). Code 0 was attributed to an
expression that relates to doing a certain
kind of thing (low level of abstraction).
If the expression mixes characteristics
from both levels of abstraction, it was
coded 1. This coding was conducted by
the first author using a blind procedure
(i.e., without knowing the experimental
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conditions in which the expressions
were formulated). An index of interrater agreement was computed for a
random sample of 50 goals. The
intraclass correlation coefficient reached
the value of .83 (p < .001), which
indicates a very high inter-rater
agreement. Some examples of
abstraction level coding are presented in
Table 1.

manipulations, this item referred to the
educational goal written in the first
questionnaire; after the manipulations, it
referred to the goal in the second
questionnaire.
Absolute importance.

As suggested by Bardi, Lee,
Hofmann-Towfigh, and Soutar (2009),
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One item, developed from
definitions of the degree of integration
(Carver & Scheier, 1998; Sheldon &
Kasser, 1995), was used to measure goal
integration before and after the
manipulations: “I see clearly how
certain other goals in my life will help
me achieve this goal”. Before the

Relative importance.

Another of Sideridis’s (2001) items
asked students if they agree that top
priority should be given to their
educational goal in a classification of
the various things they try to be or to do
in their life: “Working towards this goal
is the most important thing for me”
(nine-point Likert-type scale).
Absolute commitment.

H
High
igh llevel
evel of aabstraction
bstractionc:
be-goals
be-goals (c
(code
ode = 2)

a

Degree of integration.

(nine-point Likert-type scale from 1
[strongly disagree] to 9 [strongly
agree]).
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we distinguished between absolute and
relative importance, and investigated the
impact of this distinction in an
exploratory way. One item taken from
Sideridis (2001) asked students to
estimate the importance of their
educational goal without any
comparison to their other goals: “This
goal is extremely important to me”

The same distinction between
absolute and relative has been
introduced into our measure of
commitment. Thirteen items, adapted
from Brunstein (1993), and Hollenbeck,
Klein, O’Leary, and Wright (1989),
asked students to estimate their
commitment to their educational goal
without any comparison to their other
goals (α = .85). An exploratory factor
analysis showed that the thirteen items
loaded on a unique factor. Six of the
thirteen items (e.g., “I am strongly
committed to pursuing this goal”) were
used before the manipulations (α = .76),
and the other seven (e.g., “It wouldn’t
take much to make me abandon this
goal” (reversed item)) were used after it
(α = .79).
Relative commitment.

Three of the items measuring
absolute commitment were also used, in
a slightly adapted form, to ask students
to estimate their commitment to their

T
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educational goal in comparison to other
goals. An exploratory factor analysis
showed that the three items loaded on a
unique factor. One of these three items
(“I am ready to put in more effort into
achieving this goal than into achieving
my other goals”) was used before the
manipulations. The other two items
(e.g., “I am more determined to pursue
other goals than this one” (reversed
item)) were used after the manipulations
(α = .71).
Results

Eight participants had some
outliers (+/– 3 standard deviations from
the mean) and were excluded from the
analyses. The descriptive statistics and
correlations are presented in Table 2.
Manipulation Checks
Goal abstraction.

A between-participants ANCOVA
was conducted to check the effectiveness of the abstraction manipulation on
the abstraction level after the manipulation, controlling for its level before
the manipulation. More specifically, the
two manipulations and their interaction
were introduced as independent
variables to check if there was only a
main effect of the abstraction
manipulation, or whether the other
manipulation or the interaction had an
effect. The results indicate a significant
main effect of the abstraction
manipulation (F(1, 678) = 102.90; p <
.001; ηp² = .13), no main effect of the
integration manipulation (F(1, 678) =
0.80; ns), and no interaction effect (F(1,
678) = 2.48; ns). After the manipulation,
the goal expression was more abstract in
the high level of abstraction condition
(M = 1.15, SD = 0.85) than in the low
level of abstraction condition (M = 0.55,
SD = 0.77). Before the manipulation,
the mean in the high level of abstraction
condition (M = 0.59, SD = 0.77) and
that in the low level of abstraction
condition (M = 0.58, SD = 0.78) did not
differ (F(1, 684) = 0.03; ns). We
conducted two additional withinparticipant ANOVAs to improve our
understanding of the abstraction
manipulation’s effect. In the high level
of abstraction condition, the goal
expression was more abstract after the

manipulation (M = 1.15, SD = 0.85)
than before (M = 0.59, SD = 0.77) (F(1,
338) = 120.98; p < .001; ηp² = .26).
However, in the low level of abstraction
condition, the goal expression was not
significantly less abstract after the
manipulation than before (F(1, 343) =
0.40; ns). It therefore seems to be easier
to lead students to express their
educational goal more as an identity to
develop, than to lead them to express
their goal more as an action to
complete. Having said that, the results
confirm that the manipulation created
two groups significantly different in
terms of their abstraction level.
Goal integration.

A between-participants ANCOVA
was conducted to check the
effectiveness of the integration
manipulation on the degree of
integration after the manipulation,
controlling for its level before the
manipulation. Again, the two
manipulations and their interaction were
introduced as independent variables.
The results indicate a significant main
effect of the integration manipulation
(F(1, 670) = 4.91; p < .05; ηp² = .01), no
main effect of the abstraction
manipulation (F(1, 670) = 0.80; ns), and
no interaction effect (F(1, 670) = 0.02;
ns). After the manipulation, students in
the integrated condition perceived their
goal as more integrated (M = 3.69, SD =
0.92) than students in the unintegrated
condition (M = 3.59, SD = 0.90). The
two conditions did not differ before the
manipulation (F(1, 678) = 1.21; ns). We
conducted two additional withinparticipant ANOVAs to improve our
understanding of the integration
manipulation’s effect. Students in the
integrated condition perceived their goal
as more integrated after the
manipulation (M = 3.69, SD = 0.92)
than before (M = 3.45, SD = 0.96) (F(1,
340) = 20.72; p < .001; ηp² = .06).
However, in the unintegrated condition,
the goal was not perceived differently
before (M = 3.53, SD = 0.91) and after
the manipulation (F(1, 333) = 1.71; ns).
It seems therefore to be easier to
increase the perception of a goal as
linked to other goals than to decrease
this perception. Having said that, the
results confirm that the manipulation

created two groups significantly
different in terms of their perception of
goal integration.
Impact of the Manipulations
Goal commitment.

Two between-participant ANOVAs
tested the impact of the manipulations
on the absolute and relative goal
commitment. The first analysis did not
show any main effect of the manipulations on the absolute commitment
(manipulation of abstraction: F(1, 683)
= 0.08; ns; manipulation of integration:
F(1, 683) = 2.51; ns). Nor was there an
interaction effect (F(1, 683) = 1.38; ns).
The second ANOVA also showed
no main effect of the manipulations on
the relative commitment (manipulation
of abstraction: F(1, 676) = 0.01; ns;
manipulation of integration: F(1, 676) =
0.28; ns). However there was a
significant interaction effect (F(1, 676)
= 4.88; p < .05; ηp² = .01). The relative
commitment was highest in condition a
(M = 3.61, SD = 0.92) and lowest in
condition b (M = 3.42, SD = 0.93). It
was intermediate in conditions c (M =
3.45, SD = 0.92) and d (M = 3.57, SD =
0.99). The scores of the students in the
four conditions did not differ before the
manipulations (F(3, 682) = 1.40; ns). A
simple effects analysis was conducted to
look at the effect of each manipulation
at individual levels of the other
manipulation. This revealed a
significant difference between
conditions a and b (F(1, 677) = 3.75; p
= .05; ηp² = .01). The interaction effect
of the manipulations on the relative
commitment is presented in the top part
of Figure 3.
Goal importance.

Two between-participant ANOVAs
tested the impact of the manipulations
on absolute and relative goal
importance. The first ANOVA did not
show any main effect of the manipulations on the absolute importance
(manipulation of abstraction: F(1, 683)
= 0.08; ns; manipulation of integration:
F(1, 683) = 2.51; ns); nor did it show an
interaction effect (F(1, 683) = 1.38; ns).
The second ANOVA also showed
no main effect of the manipulations on
the relative importance (manipulation of
abstraction: F(1, 681) = 0.33; ns;

The Canadian Journal of Career Development/Revue canadienne de développement de carrière
Volume 12, Number 1, 2013

Antecedents of Educational Goal Commitment
manipulation of integration: F(1, 681) =
0.04; ns). However it did display a
significant interaction effect (F(1, 681)
= 4.98; p < .05; ηp² = .01). The relative
importance was the highest in condition
a (M = 5.99, SD = 2.03) and the lowest
in condition c (M = 5.55, SD = 2.07). It
attained intermediate levels in
conditions b (M = 5.67, SD = 2.15) and
d (M = 5.93, SD = 2.02). The simple
effects analysis revealed a significant
difference between conditions a and c
(F(1, 682) = 4.01; p < .05; ηp² = .01).
The interaction effect of the
manipulations on the relative importance is presented on the bottom part of
Figure 3.

ANCOVA was conducted, with the two
manipulations and their interaction as
independent variables, the relative
importance as a covariate, and the
relative commitment as the dependent
variable (Muller, Yzerbyt, & Judd,
2008). The impact of the relative
importance on the relative commitment,
controlling for the impact of the two
manipulations, was significant (F(1,
671) = 107.39; p < .001; ηp² = .14).
Importance and commitment were
positively linked (r = .38; p < .001). The
ANCOVA also showed that the impact
of the interaction between the manipulations on the relative commitment
disappeared (F(1, 671) = 2.60; ns) once
the impact of the relative importance

The
Fi
Fig.
ig. 3 T
he iimpact
mpact off the
the manipulations
maniipula
pulations on goall commitment
commitmentt and
a goal iimportance
mportance

Mediational Analysis

Goal importance has been
postulated as a mediator of the impact
of abstraction and integration on goal
commitment. The first two conditions
for a mediational model (Baron &
Kenny, 1986) were checked by
investigating the impact of the manipulations. We found that the interaction
between the two manipulations had a
significant impact (1) on the relative
commitment, and (2) on the relative
importance. To complete the test of the
mediation, a between-participant

had been taken into account. All four
conditions for a full mediation were
therefore satisfied.
Discussion

This study was, to the best of our
knowledge, a first attempt to
empirically test Carver and Scheier’s
(1998) assumptions about the
hierarchical goal structure, and to
experimentally investigate the
antecedents of educational goal
commitment. Although there are certain
limitations, which will be discussed
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below, three main conclusions can be
drawn: (1) the representation students
have of their educational goal can be
changed; (2) goal commitment and
importance are influenced by goal
abstraction and integration; (3) the
impact of goal abstraction and
integration on goal commitment is
mediated by goal importance.
With respect to the first conclusion,
the representation students have of their
educational goal (in terms of abstraction
level and degree of integration) can be
changed. However, although it could be
made more abstract and more
integrated, it could not be made less
abstract or less integrated. Why? If it is
easier to increase the abstraction level
of an educational goal than to decrease
it, this is probably due to the low mean
level of abstraction before
manipulation: most of the educational
goals were coded 0 on the scale from 0
to 2. For most of the students in the low
level of abstraction condition, it was
therefore impossible to decrease their
abstraction level further.
It has also been shown that it is
easier to increase students’ perceptions
of the degree to which their goals are
integrated, than to decrease them. One
explanation for this asymmetrical effect
of the integration manipulation may be
that the perception of integration is at a
higher level of complexity than that of
isolation (Pascarella & Terenzini, 2005).
Students who have already attained this
level of complexity do not readily return
to a less developed perception. Another
explanation of this limit could lie in the
integration measure. Goal commitment
differed in conditions a and b, although
these only varied on the integration
dimension. Two explanations for this
difference are possible. Either it is just
due to an increased degree of
integration in condition a, or it is due to
both an increased degree of integration
in condition a and a decreased degree of
integration in condition b. If the second
option is correct, then the nonsignificant effectiveness of the
manipulation in the unintegrated
condition may be due to the inability of
our measure to detect the decrease in
integration. This measure should be
improved in future research. However,
in the present study, the comparison
between the four conditions still makes
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sense given the significant differences
observed in terms of abstraction and
integration between the four conditions.
Our second conclusion is that the
impact of the manipulations of goal
abstraction and integration on goal
commitment and importance has been
confirmed. Three characteristics of this
impact were consistent in the
investigations of commitment and
importance, which gives them additional
weight. First, the manipulations only
affected the commitment and importance
attached to the educational goal in
comparison to other goals. This may be
because the relative dimension is more
flexible than the absolute dimension
(which is relatively stable). Therefore,
the external influence of the
manipulations was more easily reflected
by the relative dimension.
The second consistent result is that
only the interaction between the two
manipulations had an impact on goal
commitment and importance; neither of
the manipulations was effective on its
own. In other words, Hypotheses 1 and
2 were not supported, but we found an
interaction that is exactly in line with
Hypothesis 3. As assumed by this
hypothesis, if the goal was perceived to
be linked to other goals, goal
commitment and importance increased
when moving from a low to a high level
of abstraction. However, if the goal was
perceived as unintegrated, goal
commitment and importance decreased
when moving from a low to a high level
of abstraction. If a goal was perceived
as integrated, Carver and Scheier’s
(1998) hypothesis of a positive impact
of be-goals is supported. This first part
of the interaction is in line with
Bandura’s (1986) assumption that
personal development is best served by
combining distal aspirations with
proximal self-guidance. However, if a
goal is perceived in isolation, the results
are more supportive of Locke and
Latham’s (2002) proposition that dogoals, which are generally more
proximal, enhance motivation.
How can we explain the absence of
any main effect? This is due to the
cross-over interaction we found. The
negative impact of abstraction when
integration was low was approximately
as strong as its positive impact when
integration was high. We suggest that

this strong negative impact is due to the
extremely low level of integration
which students in the unintegrated
condition experienced. These students
were asked to complete a diagram
representing their educational goal as
totally isolated from their other goals.
The representation to which students in
condition b were therefore confronted (a
be-goal alone, without any link to other
goals) gives them no ideas on how to
achieve their educational goal. This has
a strong negative impact on their
commitment. We suggest that, outside
such an experimental setting, this totally
isolated representation is quite rare.
Students at a low degree of integration
perceive few links between their
educational goal and other goals.
However, the few links they do perceive
make the focus on a be-goal not as
negative as in condition b.
The third consistent result is that
students reached the highest level of
both goal commitment and importance
in condition a. Moreover, the simple
effects analyses revealed this condition
as having a significantly higher degree
of commitment than condition b, and a
significantly higher level of importance
than condition c. In other words,
commitment and importance were both
significantly higher only if the two
conditions were present together: the
student was focused on a be-goal and
this goal was perceived as linked to
other goals in his/her life. This result
brings a second support to Bandura’s
(1986) and Carver and Scheier’s (1998)
assumptions.
The participants in condition d
reached a position just below those in
condition a on both commitment and
importance. The fact that this condition
did not differ significantly from
condition a is in line with Hypothesis 3.
However, unlike condition a, condition
d was not significantly different from
either conditions b or c. A difference
between conditions d and b would have
brought a second support to Locke and
Latham’s (2002) assumption. The
absence of a significant difference
between it and the other conditions
makes the position of condition d quite
difficult to explain. Future research
should include control conditions in a 3
(goal abstraction: high – low – control)
x 3 (goal integration: integrated –

unintegrated – control) experimental
design. This would reveal more about
the specific impact of each condition on
goal commitment and importance.
The main difference between the
results on goal commitment and those
on goal importance concerns the
classification of conditions b and c.
Based on Hypothesis 3, these conditions
are assumed to be at a significantly
lower level of goal commitment and
importance than conditions a or d.
However, only condition b was at a
significantly lower level of commitment
than condition a, and only condition c
was at a significantly lower level of
importance than condition a. The
negative impact, observed in condition
b, of a focus on an isolated be-goal on
goal commitment is in line with
Hypothesis 3. This difference between
conditions a (an abstract goal integrated
in a hierarchical structure of abstract
and concrete goals) and b (an abstract
goal isolated from other goals) can be
viewed as an illustration of the
distinction between reality-based goals
and empty dreams and fantasies (Miller
& Brickman, 2004). The educational
goal in condition b appeared too far off
and isolated to develop a high
commitment to its achievement.
However, students in condition b did not
attach significantly less importance to
their goal as postulated by Hypothesis 3.
Although it is difficult for students to
commit to an isolated be-goal, they do
not necessarily attach less importance to
this dream than to a reality-based goal.
The importance of the link to
concrete goals or subgoals has been
demonstrated for goal commitment.
However, this conclusion should not
overshadow the importance of the begoals to which these subgoals are
anchored (Bandura, 1986; Miller &
Brickman, 2004). Our results show that
the impact of the manipulations on
importance in condition c was
significantly less good than in condition
a. This negative impact of an integrated
do-goal on goal importance is in line
with Hypothesis 3. It is difficult for
students to attach a lot of importance to
a concrete goal, expressed as an action
to undertake. This is more specifically
true when this do-goal is perceived as
integrated with other goals. Indeed, in
this case, the relative importance of the
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goal is significantly lower because the
concrete goal appears at the very bottom
of a hierarchy and is only seen as a tool
to reach other goals. However, students
are not significantly less committed to
this integrated do-goal as hypothesized
by Hypothesis 3. The perception that
working on this concrete goal can
contribute to the attainment of more
abstract goals probably helps them to
maintain this commitment.
To sum up, our results offer strong
support to Hypothesis 3. The cross-over
interactions are in line with this
hypothesis, and do not support the main
effects we postulated. Additional
support for Carver and Scheier’s (1998)
assumptions was provided by the simple
effects analyses.
Our final conclusion concerns the
role of goal importance within the
impact of goal abstraction and
integration on goal commitment. We
showed that the higher the relative
importance of a goal, the greater the
relative commitment to that goal. This
result supports the hypothesis that goal
importance is a direct antecedent of goal
commitment, which was mainly based
on the expectancy-value model (Eccles
& Wigfield, 2002). Moreover, the
mediating role of the relative
importance of the goal is supported. The
interactive impact of abstraction and
integration on relative commitment is
completely mediated by the relative
importance. The representation of a goal
within the hierarchical goal structure
influences its relative importance, and
therefore, indirectly, the relative
commitment to that goal.
Three limitations to the present
study should be noted. First, goal
integration and goal importance were
both single-item measures. However,
these measures were not aimed at
investigating the constructs of
integration and importance in all their
complexity. Their aim was to analyze
the change of the four experimental
conditions in terms of (some aspects of)
integration and importance. However,
the measures do need further validation.
Second, although the impact of our
manipulations has been demonstrated,
their effect sizes were quite small. This
was expected, given that these
manipulations were performed during
one short period of time. The aim of our

study was to investigate the causality of
the link between goal commitment and
its possible antecedents, not to develop
a program to influence commitment in
the long run. However, it would be
interesting to develop an intervention
study with this aim.
Third, our final dependent variable,
goal commitment, was measured as an
intention and not as a behavior. This
study provided a snapshot of students’
perceptions of and motivations towards
their educational goal at the end of high
school, before they had to choose their
program of study and to commit to this
choice by registering, attending courses,
and taking examinations. The
antecedents identified in this study are
those of the students’ intentions to
commit to their goal. Although previous
research has already shown a link
between educational goal commitment
and achievement-related behaviors (e.g.,
Germeijs & Verschueren, 2007), our
results need to be completed by an
investigation of the students’ behavioral
commitment to their goal after entry to
college.
Because our study breaks new
ground in the explanation of educational
goal commitment, its practical
implications remain tentative. Our
results give rise to the development of a
tool for counseling interventions. This
tool would be an empty diagram
representing the hierarchical goal
structure (like Figure 1). The first
purpose of such a tool could be to
increase students’ awareness of their
own representation of their educational
goal, by asking them to complete the
diagram with their goals. This increased
awareness of their own representation
and its potential consequences on their
commitment and on goal actualization
may allow them to control these
consequences better. A second aim of
the tool could be to guide students in the
development of their hierarchical goal
structure. People vary in their
knowledge of the paths they can take to
achieve their long-term goals (Miller &
Brickman, 2004). This tool could be a
useful way of providing some
information about possible routes
between goals and subgoals, while
leaving students free to draw their own
diagram of their relevant goals and the
paths between them.

References

25

Bandura, A. (1986). Social foundations
of thought and action: A social
cognitive theory. New Jersey:
Prentice Hall.
Bardi, A., Lee, J. A., Hofmann-Towfigh,
N., & Soutar, G. (2009). The
structure of intra-individual value
change. Journal of Personality and
Social Psychology, 97(5), 913–929.
Baron, R. M., & Kenny, D. A. (1986).
The moderator-mediator variable
distinction in social psychology
research: Conceptual, strategic, and
statistical considerations. Journal of
Personality and Social Psychology,
51(6), 1173–1182.
Boudrenghien, G., Frenay, M., &
Bourgeois, E. (2011). La transition
de l’enseignement secondaire vers
l’enseignement supérieur: Rôle des
représentations et motivations à
l’égard de son projet de formation
[The transition from high-school to
college education: Role of
representations and motivations
towards one’s educational goal].
L’Orientation Scolaire et
Professionnelle, 40(2), 125–155.
Boudrenghien, G., Frenay, M.,
Bourgeois, E., Karabenick, S. A., &
Eccles, J. S. (submitted). A
theoretical model of the antecedents
of educational goal commitment.
Brunstein, J. C. (1993). Personal goals
and subjective well-being: A
longitudinal study. Journal of
Personality and Social Psychology,
65(5), 1061–1070.
Carver, C. S., & Scheier, M. F. (1998).
On the self-regulation of behavior.
Cambridge: Cambridge University
Press.
Eccles, J. S., & Wigfield, A. (2002).
Motivational beliefs, values, and
goals. Annual Review of
Psychology, 53, 109–132.
Emmons, R. A. (1992). Abstract versus
concrete goals: Personal striving
level, physical illness, and
psychological well-being. Journal
of Personality and Social
Psychology, 62(2), 292–300.
Germeijs, V., & Verschueren, K. (2007).
High school students’ career
decision-making process:
Consequences for choice
implementation in higher

The Canadian Journal of Career Development/Revue canadienne de développement de carrière
Volume 12, Number 1, 2013

26

Antecedents of Educational Goal Commitment

education. Journal of Vocational
Behavior, 70(2), 223–241.
Hollenbeck, J. R., & Klein, H. J. (1987).
Goal commitment and the goalsetting process: Problems,
prospects, and proposals for future
research. Journal of Applied
Psychology, 72(2), 212–220.
Hollenbeck, J. R., Klein, H. J., O’Leary,
A. M., & Wright, P. M. (1989).
Investigation of the construct
validity of a self-report measure of
goal commitment. Journal of
Applied Psychology, 74(6), 951–
956.
Klinger, E., Barta, S. G., & Maxeiner,
M. E. (1980). Motivational
correlates of thought content
frequency and commitment.
Journal of Personality and Social
Psychology, 39(6), 1222-1237. doi:
10.1037/h0077724
Locke, E. A., & Latham, G. P. (2002).
Building a practically useful theory
of goal setting and task motivation:
A 35-year odyssey. American
Psychologist, 57(9), 705–717.
Miller, R. B., & Brickman, S. J. (2004).
A model of future-oriented
motivation and self-regulation.
Educational Psychology Review,
16(1), 9–33.
Muller, D., Yzerbyt, V. Y., & Judd, C.
M. (2008). Adjusting for a mediator
in models with two crossed
treatment variables. Organizational
Research Methods, 11(2), 224–240.
Pascarella, E. T., & Terenzini, P. T.
(2005). How college affects
students (Vol. 2). San Francisco:
Jossey-Bass.
Schunk, D. H. (1990). Goal setting and
self-efficacy during self-regulated
learning. Educational Psychologist,
25(1), 71–86.
Sheldon, K. M., & Emmons, R. A.
(1995). Comparing differentiation
and integration within personal goal
systems. Personality and Individual
Differences, 18(1), 39–46.
Sheldon, K. M., & Kasser, T. (1995).
Coherence and congruence: Two
aspects of personality integration.
Journal of Personality and Social
Psychology, 68(3), 531–543.
Sideridis, G. D. (2001). The causal role
of goal importance for the
explanation of student study
behaviour: Cross-validation with

multiple samples. Educational
Psychology, 21(3), 277–298.
Vallacher, R. R., & Wegner, D. M.
(1989). Levels of personal agency:
Individual variation in action
identification. Journal of
Personality and Social Psychology,
57(4), 660–671.
Zimmerman, B. J. (1989). A social
cognitive view of self-regulated
academic learning. Journal of
Educational Psychology, 81(3),
329–339.

The Canadian Journal of Career Development/Revue canadienne de développement de carrière
Volume 12, Number 1, 2013

