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ABSTRACT

This study aims to examine the relationship between high school students' achievement goal orientations and
self-efficacy in English language skills to determine their levels based on various variables. The sample group
consists of 526 students attending different high schools in Sivas during the spring semester of the 2022-2023
academic year. The data collection method employed is the survey method commonly used in quantitative
research. Two different scales were utilized: "Achievement Goal Orientation Scale," developed by Midgley and
colleagues (1998) and adapted into Turkish by Akin (2006), comprises three subscales, and the "Self-Efficacy
Scale for English Language Skills," developed by Saglam and Arslan (2018), comprises four subscales. Descriptive
and normality analyses of the data obtained were conducted using the SPSS program. The results of the analyses
revealed statistically significant differences in participants' achievement goal orientations concerning gender,
grade level, father's educational level, and perceived income level, as well as in their self-efficacy in English
language skills based on grade level, maternal and father's educational level, and perceived income level (p<.05).
A low level of correlation was found between participants' achievement goal orientations and their total scores
on the self-efficacy scale for English language skills (r=.114).
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Bu calismada lise 6grencilerinin basari amag yénelimleri ve ingilizce dil becerilerine yénelik &z-yeterliklerinin
iliskisini ve farkli degiskenlere gore duzeylerini belirlemek amaglanmigtir. Arastirmanin érneklem grubu 2022-
2023 yili bahar yariyilinda Sivas il merkezindeki doért farkh liseye devam eden 526 (254 kadin-272 erkek)
6grenciden olugmaktadir. Veri toplama yontemi olarak nicel arastirmalarda kullanilan tarama yontemi tercih
edilmistir. Arastirmada iki farkli 6lgek kullanilmistir. “Basari Amac Yénelimleri Olgegi” Midgley vd. (1998)
tarafindan gelistirilmis olup Tiirkceye uyarlamasi Akin (2006) tarafindan yapilmistir. Olcek ii¢ alt boyuttan
olugsmaktadir. “ingilizce Dil Becerilerine Yonelik Oz-Yeterlik Olcegi” ise Saglam ve Arslan (2018) tarafindan
gelistirilmis olup dort alt boyuta sahiptir. Arastirma sonucunda elde edilen verilerin tanimlayici ve normallik
degerlerine iliskin analizleri SPPS programinda yapilmistir. Normallik varsayimini karsiladigi belirlendigi igin
verilere parametrik analizler uygulanmistir. Yapilan analizler neticesinde elde edilen bulgulara bakildiginda
katilimcilarin basari amag y6nelimlerinin cinsiyet, sinif diizeyi, baba egitim duzeyi ve algilanan gelir dizeyi;
ingilizce dil becerileri 6z-yeterliklerinin sinif, anne ve baba egitim diizeyi, algilanan gelir diizeyi degiskenlerine
gore istatistiksel olarak anlamli farklilik gésterdigi belirlenmistir (p<.05). Katilimcilarin basari amag yonelimleri ile
ingilizce dil becerilerine yénelik &z-yeterlik lceginden aldiklari toplam puanlar arasinda diisiik diizeyde bir
iliskinin oldugu tespit edilmistir (r=.114).
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Introduction

Success is a significant concept extensively researched
in cognitive and affective domains and is associated with
numerous variables. High school students' achievement in
English language skills is a complex issue influenced by a
multitude of factors. These factors encompass both
cognitive aspects, like learning strategies, and affective
aspects, such as motivation, self-efficacy, perceived family
support, parental education level, school type, school
engagement, teacher expertise, and in-class activities
motivation and self-efficacy (Ching, Wu & Chen, 2021;
Kapikiran & Ozgiingdr, 2009; Karasar & Kapgi, 2016;
Madamiirk, Tuominen, Hietajarvi, & Salmela-Aro, 2021;
Unal, 2013). In recent years, teaching approaches and
methods that prioritize students in education have been
implemented, and affective variables related to students
are important. Among these variables, motivation, as one
of the affective dimensions of achievement, is considered
a driving force that motivates students. The goals that
students adopt when participating in learning activities
are a significant factor in this regard (Yeh, Kwok, Chien,
Sweany, Baek, & Mclntosh, 2019). This study delves into
the relationship between achievement goal orientations
and self-efficacy in English language skills among high
school students.

Ames (1992) elaborates on achievement goal
orientations theory, addressing different goal orientations
that students may adopt in the learning process. The
theory aims to explain how goal orientations in learning
processes influence students’ motivation, learning
strategies, achievement levels, and performances.
According to the theory, students can adopt different
goals in the teaching-learning process. The achievement
goal orientation theory states that students may be
oriented towards achievement with either a learning goal
or a performance goal. When students are motivated by
the goal of mastering a domain and making progress in the
learning process, this is referred to as a learning goal
orientation. In other words, as students' competence in a
field increase, their learning goal orientation increases,
while their performance-avoidance goal orientation
decreases (Aydiner-Uygun, 2018). On the other hand,
when students are motivated by the purpose of
comparing themselves to others, competing, and
achieving superiority based on their performance, this is
referred to as a performance goal orientation (Pajares &
Cheong, 2003). In this context, Jiang et al. (2021) suggest
that a performance-approach goal orientation is more
likely to lead to success in the business world than a
learning-oriented approach. In addition to these two
dimensions in Ames' (1992) theory, two additional sub-
dimensions exist, namely, learning-approach/avoidance
and performance-approach/avoidance. In learning-
approach and performance-approach, students engage in
learning or performing based on factors such as
experiencing success, receiving rewards, gaining respect,
etc. In contrast, in learning-avoidance and performance-
avoidance, students may not engage in learning or may
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not perform due to factors such as fear of failure, anxiety,
etc. (Alhadabi & Karpinski, 2020).

An individual's self-belief and commitment, in other
words, self-efficacy, also influence goal orientations
(Bandura, 1986). Self-efficacy is another affective
dimension of achievement. It is briefly the belief of
individuals in themselves and their ability to achieve, and
the level of self-efficacy is at the core of an individual's
motivation and success (Karanfil & Ari, 2016). Supporting
this notion, Ekici (2012) suggests that students with high
self-efficacy are more advantageous in learning situations
compared to other students. Bandura (1995) explains this
by stating that individuals with high self-efficacy are more
realistic in evaluating themselves and can set more
challenging goals for themselves. Self-efficacy is
multidimensional and exists in different areas, academic
achievement being one of them. Zimmermann (1995)
states that academic self-efficacy measures students'
perceived abilities to succeed in nine areas, including
mathematics, algebra, science, biology, reading and
writing, computer usage, social studies, foreign language
proficiency, and English grammar.

When looking at the areas influenced by the self-
efficacy dimension in the academic field, foreign language
proficiency is noticeable. In our country, the teaching of
English, as the instruction of another language, is carried
out in state schools affiliated with the Ministry of
Education from the second grade onwards, while it is
taught in the first grade and preschool years in private
schools, and even at younger ages in private
kindergartens. In our world, where English is accepted as
a second language, within the compulsory 4+4+4
education system, all students are provided with English
education from the second grade to the twelfth grade.
Graduates from high schools, which are also responsible
for preparing students for higher education institutions,
may find themselves in English preparatory classes in
departments of the fields they choose based on their
exam scores. Students who cannot prove that they have a
sufficient level of English proficiency must study and
succeed in the preparatory classes of universities. It is also
known that the medium of instruction in departments in
universities is English. Additionally, in faculties with
Turkish as the language of instruction, two hours of
English education per week is provided (Yaman, 2018).

Both globally and in Turkey, English is widely
recognized as a crucial language, comprising four essential
language skills: reading, writing, listening, and speaking.
English language skills play a critical role in
communication in today's world and are considered a
fundamental requirement for students' academic and
professional achievements (Brooks & Wilson, 2014). In
addition to English language skills, students' motivation
for learning English and their perceived self-efficacy can
also influence their achievements (Anyadubalu, 2010;
Clement & Murugavel, 2018; Raoofi, Tan, & Chan, 2012;
Zimmerman, Bandura, & Martinez-Pons, 1992).
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Purpose and Significance of the Study

The decision to conduct this research was made based
on the acknowledgment that investigating students'
achievement goal orientations and self-efficacy in English
language skills would contribute significantly to the
existing literature. The aim of this study is to examine high
school students' achievement goal orientations and self-
efficacy in English language skills and to assess the
relationship between these variables. Achievement goal
orientation theory and the concept of self-efficacy are
regarded as essential factors that influence students'
motivation, learning strategies, and levels of success.
Accordingly, the research questions are formulated as
follows:

For high school students:

a) Do their achievement goal orientations (AGO) and
self-efficacy in English language skills (SEL-ELS) differ
concerning the identified variables in the study?

b) Is there a meaningful relationship between their
AGO and SEL-ELS?

The significance of this study lies in providing clarity
regarding high school students' self-efficacy in English
language skills and achievement goal orientations. There's
a gap in understanding how these variables interact
specifically for high school students in Tirkiye. This study
utilizes a large, diverse sample and validated scales,
strengthening the generalizability of the findings. By
examining the relationship between these variables, this
study aims to provide valuable insights for educators. The
results may inform the development of targeted
instructional  strategies that address students'
achievement goals and foster their self-efficacy in English
language learning, ultimately improving student
engagement and achievement.

Limitations

The limitations of this study are summarized under
three main points as follows:

1. Sample: The sample used in this study is limited to a
specific region or group of schools. This limitation may
impact the generalizability of the findings. Comparisons
with results from studies using larger and more diverse
samples are considered important.

2. Data Collection Method: Surveys are used as the
data collection method in this study. However, surveys
may not fully reflect students' actual behaviors.
Consequently, the obtained results might differ from
students' real performances.

3. External Factors: This study examines the
relationship between students' achievement goal
orientations and self-efficacy perceptions. However,
other factors that may affect students' achievements

(e.g., teacher attitudes, school resources, family support,
etc.) are not considered.

Considering these limitations is crucial for interpreting
the study's results and generalizing. Conducting more
comprehensive and diversified studies to overcome these
limitations and delve deeper into the subject matter is
deemed important.

Method

In this section of the research, information about the
model used, population/sample, data collection tools,
data collection, and analysis processes are provided.
Ethical approval was obtained for this study.

Research Model

The data for this study were obtained using the survey
method, which is commonly preferred in quantitative
research. In the sample selection process, the random
sampling method, a type of probability sampling, was
employed. According to Dawson and Trapp (2001), in
random sampling, each unit in the population has an equal
chance of being selected. The selection of one unit does not
affect the chances of other units being selected. Hence, all
other units with representational characteristics continue
to have an equal chance of being included. The advantage
of this random sampling feature is that statistical
calculations are not required when determining the
sample, making the implementation process faster.
Additionally, if a mistake is made in the sampling, it can be
easily rectified (Sharma, 2017; Yildirnnm & Simsek, 2021).

Population/Sample

The sample of this study consists of 526 (254 female,
272 male) high school students attending four different
schools in an urban center in the Central Anatolia Region
during the 2022-2023 academic year. The demographic
information of the sample group is provided in Table 1.

In Table 1, it can be observed that the number of
female and male students is approximately equal, the
majority of participants are in the 11th grade, a higher
number of parents have completed high school as their
education level, and the perceived income level is
reported as good by about half of the participants

Data Collection Tools

The data for this study were collected using the
Achievement Goal Orientation Scale (AGOS) and the Self-
Efficacy Scale for English Language Skills (SES-ELS). The
general information about the scales and the findings
specific to this study are presented below.
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Table 1. Demographic information of the sample

Variables f %
Gender Female 254 48.3
Male 272 51.7

Nineth 131 24.9

Grade Tenth 152 28.9
Eleventh 183 34.8
Twelfth 60 11.4

Primary 107 20.3
Secondary 95 18.1
Maternal education level High-School 168 31.9
University 113 21.5

Postgraduate 43 8.2

Primary 46 8.7
Secondary 72 13.7
Father’s education level High-School 189 35.7
University 164 31.2
Postgraduate 55 10.5
Very Good 53 10.1
Perceived income level Ceg 260 494
Moderate 204 38.8

Low 9 1.7

Table 2. Descriptive statistics for the AGOS and SES-ELS scales
Lowest Highest _ Item Item Cronbach
Score Score Mean Mean 58 Skewness Kurtosis Alfa
(1-5) (100)

LGO 526 6 30 18.79 3.13 62.62 5.55 -.193 -.574 .833
PAGO 526 6 30 20.57 3.43 68.56 6.27 -.419 -.608 .841
PAVGO 526 5 25 10.10 2.02 40.40 5.00 1.014 .234 .833
Total 526 17 81 49.45 2.91 58.18 12.30 -.001 -.046 .855
ERS 526 5 25 13.69 2.74 54.75 4.99 .084 -.212 .927
EWS 526 4 20 10.34 2.59 51.71 3.92 .269 -.418 .841
ESS 526 7 35 18.17 2.60 51.91 6.45 .558 .130 .898
ELS 526 6 30 18.69 3.12 62.30 5.26 -.110 .029 .862
Total 526 22 110 60.89 2.77 55.35  18.40 277 .138 .956

Achievement Goal Orientation Scale (AGOS): The
scale, developed by Midgley et al. (1998) and adapted to
Turkish by Akin (2006), consists of three subscales. In the
original form, the scale had 18 items, but it was revised to
17 items during the adaptation process. The subscales are
Learning Goal Orientation (LGO, 6 items), Performance
Approach Goal Orientation (PAGO, 6 items), and
Performance Avoidance Goal Orientation (PAVGO, 5
items). In the adaptation study, the reliability values were
found to be .77, .79, and .78, respectively. In this study,
the reliability values were calculated as .83, .84, .83, and
.86 for LGO, PAGO, PAvGO subscales, and the total score,
respectively. The scale is designed as a five-point Likert
scale ranging from "Never=1" to "Always=5," and the
minimum and maximum scores that can be obtained from
the AGOS scale are 17 and 85, respectively.

Self-Efficacy Scale for English Language Skills
(SES-ELS): Developed by Saglam and Arslan (2018), this
scale has a four-dimensional format with a total of 22
items. The subscales are English Reading Skill (ERS, 5
items), English Writing Skill (EWS, 4 items), English

681

Speaking Skill (ESS, 7 items), and English Listening Skill
(ELS, 6 items). In the development study, the reliability
values were found to be .86, .82, .91, and .87, respectively.
In this study, the reliability values were determined as .93,
.84, .90, .86 for ERS, EWS, ESS, and ELS subscales,
respectively, and the overall reliability of the scale was
.96. The scale is designed as a five-point Likert scale
ranging from "Strongly Disagree=1" to "Strongly
Agree=5," and the minimum and maximum scores that
can be obtained from the SES-ELS scale are 22 and 110,
respectively. The descriptive statistics for the AGOS and
SES-ELS scales used in this research are presented in Table
2. As shown in Table 2, the participants' achievement goal
orientations and English language self-efficacy are at a
moderate level (30<58.18\55.35<70) in terms of total
scores. Looking at the scores obtained from the scales, it
is observed that students scored highest on the
Performance Approach Goal Orientation (68.56) in AGOS
and the English Listening Skill (62.30) in SES-ELS. The
reliability values for AGOS and SES-ELS were found to be
.855 and .956, respectively, and these values are
considered high (70<.855\.956).
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Data Collection and Analysis

The research data were obtained by applying both
scales to 535 students attending four different high
schools in the central district of Sivas province. When
checking the scale forms one by one, it was determined
that 9 scales were incorrectly or incompletely filled out
and were thus excluded from the study. The remaining
526 scales were entered into the SPSS package program
on the computer, and the analysis was performed using
this program. The normality assumptions of the scales
were examined using the Kolmogorov-Smirnov (K-S) test,
and it was found that the normality values were not met
(p<.05). However, when looking at the skewness and
kurtosis values in the total scores and factors of the scales,
it was observed that these values were within an
acceptable range (£1.96) for research purposes (AGOS:
+Skewness=-.001\1.014; Kurtosis= -.046\.608, SES-ELS:
+Skewness =.084\.558; Kurtosis= .029\-.418). Therefore,
the research data were analyzed using parametric tests
(Kalayci, 2014). The independent samples t-test was
applied for data with two groups, while one-way ANOVA
was used for data with more than two groups. In cases

Table 3. t-test results for gender variable

where significant differences were found in the ANOVA
test, the Tukey test was conducted to determine the
significant differences between the groups.

Findings

The findings obtained from the analyses conducted in
line with the objectives of the study are presented in
tabular form in this section. The analysis results regarding
the mean scores of high school students from the AGOS
and SES-ELS scales according to the gender variable are
shown in Table 3.

Table 3 shows that there is a significant difference
favoring female participants in the LGO and PAGO sub-
dimensions of the AGOS scale (p<.05), but no significant
difference in the PAVGO sub-dimension. Regarding the
SES-ELS scale, no significant difference was found in the
mean scores of the participants (p>.05).

The findings obtained from the analysis of the mean
scores of the participants from the AGOS scale according
to their grade levels are presented in Table 4.

Sub-factors Gender n X SD t df p
Female 254 19.94 5.25
*
189 Male 272 17.71 5.63 G SYE At
Female 254 21.54 5.84
*
AGOS PAGO Vil - 6.5 oo 3.460 524 .001
Female 254 9.91 4.86
PAVGO ey 7 10,28 513 -.858 524 391
Female 254 13.75 5.01
28 Male 272 13.63 4.98 A 2 e
Female 254 10.30 3.89
SES-ELS AL Male 272 10.38 3.96 AE SYE e
: Female 254 17.81 6.36
23 Male 272 18.50 6.52 ezl SYE 2
Female 254 19.02 5.08
25 Male 272 18.38 5.41 L 2 e
*p<.05
Table 4. AGOS class level variable anova test results
Grade Variance Significant
Level n hE ) Source el F P Difference
Ninth®* 131 18.62 5.51 Between 3
Tenth?” 152 19.35 5.12 Groups
LGO Eleventh®™ 183 18.09 5.86 Within Groups 522 2.257 081 )
Twelfth*™ 60 19.85 5.61 Total 525
Ninth®* 131 20.93 6.52 Between 3
Tenth?™ 152 22.03 6.01 Groups ek
280 Eleventh® 183 19.14 6.23 Within Groups 522 SAES L LY 2z
Twelfth*™ 60 20.40 5.65 Total 525
Ninth®* 131 10.93 5.05 Between 3
Tenth*” 152 11.16 4.99 Groups g
ok . c >3, 2>
PAVGO Eleventh3 183 8.75 4.49 Within Groups 522 8.420 .000 1>3,2>3
Twelfth*™ 60 9.70 5.51 Total 525

*Ninth=1, **Tenth=2, ***Eleventh=3, ****Twelfth=4, *****p<.05
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Table 4 reveals that there is a significant difference in
the scores obtained from the AGOS scale for the PAGO
and PAvVGO sub-dimensions (p<0.05). The significant
difference in the PAGO is between the eleventh grade and
tenth grade (Grade 2>Grade 3), while for the PAVGO, it is
between the eleventh grade and the ninth and tenth
grades (Grade 1>Grade 3, Grade 2> Grade 3). However,
there is no significant difference in the scores for the LGO
sub-dimension (p>.05).

The findings related to the scores obtained from the
SES-ELS scale based on the variable of grade level for the
students included in the study are presented in Table 5.

The findings in Table 5 indicate a significant difference
in the EWS subscale of the scale between ninth and

Table 5. ANOVA test results for SES-ELS grade level variable

twelfth grades (9>12) based on the grade level variable
(p<.05). However, no significant differences were found in
the other subscales of the scale (p>.05).

Below, Table 6 presents the results of the analysis
conducted on the scores obtained from the AGOS scale
according to the variable of maternal education level.

As shown in Table 6, there was no significant
difference in the scores obtained from the AGOS scale
according to the variable of maternal education level
(p>0.05).

Below, Table 7 presents the results of the analysis of
scores obtained from the SES-ELS scale according to
maternal education level.

Gradelevel N Mean SD Variance Source  df F p Significant Difference
Ninth!" 131 1402 490 ... Groups 3
. Tenth?” 152 13.76 4.18 S G5 i
Eleventh3 183 13.93 5.93 Within Groups 522
Twelfth*™ 60 12.05 3.54 Total 525
Ninthl*** 131 1118 387 Groups 3
pws entht 152 1038 3.34 3.930  .00g****x 1>4
Eleventh3 183 10.07 4.44 Within Groups 522
Twelfht*™ 60 9.25 3.39 Total 525
Ninth!" 131 1880 638 . . Groups 3
o Tenth?” 152 1839 5.88 i P i
Eleventh3 183 17.98 7.38 Within Groups 522
Twelfth*™ 60 16.80 4.56 Total 525
Ninthl*** 131 1798 514 Groups 3
ELS Tenth? » 152 18.89 4.95 1.922 125 )
Eleventh3 183 19.26 5.86 Within Groups 522 ’ ’
Twelfth*™™ 60 18.00 4.05 Total 525
*Ninth=1, **Tenth=2, ***Eleventh=3, ****Twelfth=4, *****p<.05
Table 6. ANOVA test results of AGOS based on mother's education level
Maternal Variance Significant
Education n  Mean SD Source i F P Difference
Primary! 107 19.47 5.25 Between 4
Secondary? 95 19.54 5.50 Groups
LGO High-School? 168 1857 5.69 L 1.620 .168 -
University* 113 1791 5go ‘'VithinGroups 521
Postgraduate® 43 1860 5.09 Total 525
Primary! 107 20.96 6.36 Between 4
Secondary? 95 21.15 5.52 Groups
PAGO High-School® 168 20.70 6.08 L 1.789 .130 -
University®* 113 1922 700 'ithinGroups 521
Postgraduate® 43 2130 6.07 Total 525
Primary! 107 10.27 5.76 Between 4
Secondary? 95 10.09 4.28 Groups
PAVGO High-School® 168 10.42 5.56 L .549 .700 -
Ungiversity4 113 957 43 'ithinGroups 521
Postgraduate® 43 9.84 3.66 Total 525

*Primary=1, **Secondary=2, ***High-School=3, ****University=4, *****Postgraduate=5, ******p<.05
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Table 7. ANOVA test results of SES-ELS according to maternal education level

Maternal Variance Significant
Education n  Mean SD Source i F P Difference
Primary’ 107 11.85 4.70 Between 4
Secondary?™ 95 12.53 4.29 Groups PR
ERS  High-School**™" 168 13.21 4.76 Within g,y 16778 000 ***ksk 5>1’ 5>2’ 5>3'
University*"™" 113 16.11 4.84 Groups i
Postgraduate®™™™ 43 16.35 5.16 Total 525
Primary’ 107 9.20 3.46 Between ;
Secondary?™ 95 9.27 3.43 Groups .
EWS High-School>**" 168 10.41 3.92 Within gy 9327 000 ***ksk 5>1’ 5>2’
University*"™" 113 11.67 3.96 Groups !
Postgraduate®™™™ 43 11.79 4.50 Total 525
Primary*’ 107 15.73 5.58 Between 4
Secondary?™ 95 16.45 5.08 Groups 351,
ESS  High-School**" 168 18.03 6.02 Within o 14,730 .000%***** 451 452 4>3,
University*"™" 113 20.82 7.09 Groups 551, 552, 553
Postgraduate®™™™ 43 21.58 7.23 Total 525
Primary*’ 107 17.17 4.81 Between 4
Secondary?™ 95 17.07 4.33 Groups PR
ELS  High-School**" 168 18.41 5.36 Within 14.174 .000Q%***** e
P 521 551, 552, 553
University 113 20.61 5.19 Groups
Postgraduate®™™™ 43  22.09 5.05 Total 525
*Primary=1, **Secondary=2, ***High-School=3, ****University=4, *****Postgraduate=5, ******p<.05
Table 8. AGOS father's education level variable ANOVA test results
Father’s Variance Significant
Education n Mean SD Source i F P Difference
Primary” 46 16.70 5.65 Between a
Secondary?™ 72 2111 5.13 Groups
LGO  High-School*** 189 19.14 5.82 Within o 5.888 .000*****x 251 254 255
University4**** 164 18.16 5.33 Groups
Postgraduate®™™ 55 1813 4.75 Total 525
Primary” 46 1830 6.69 Between i
Secondary?™ 72 23.78 5.84 Groups
PAGO  High-School>*" 189 20.31 6.35 Within 5,y 6:949 .000****%% 257 253 254, 255
University4**** 164 20.41 5.92 Groups
Postgraduate>™™ 55 19.60 5.86 Total 525
Primary” 46 8.67 4.47 Between i
Secondary?™ 72 1124 579 Groups
PAVGO High-School**™" 189 10.05 5.17 Within o 2.650 .033*Hskokkk -
University4**** 164 10.40 4.96 Groups
Postgraduate®™™ 55 9.05 3.22 Total 525

*Primary=1, **Secondary=2, ***High-School=3, ****University=4, *****Postgraduate=5, ******p<.05

As shown in Table 7 there is a significant difference in
the mean scores of participants on the SES-ELS scale
across all its sub-dimensions based on their mother's
education level (p<.05). The significant differences
observed in all groups favor participants with more
educated mothers.

The analysis results of the AGOS scale scores based on
the father's education level variable are presented in
Table 8The findings in Table 8 indicate that there is a
significant difference in the AGOS scale scores of
participants based on their father's education level in the
LGO and PAGO sub-dimensions (p>.05). In all groups
where significant differences were observed, the

difference favored participants with a middle school
education.

Table 9 below presents the analysis results of the
scores obtained from the SES-ELS scale based on the
father's education level.

Table 9 indicates that there is a significant difference
in the mean scores of participants on the SES-ELS scale
across all its subscales based on the father's education
level (p<.05). In all groups with significant differences, the
differences favor participants with more educated
fathers.

The analysis results of AGOS scores based on the
perceived income level variable are presented in Table 10.
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Table 9. ANOVA test results of SES-ELS based on father's education level

Father’s Variance Significant
Education n  Mean SD Source i F P Difference
Primary’ 46 1091 4.40 Between f

Soeicondary2 » 72 11.85 3.96 Gr'ou.ps 4>1, 42, 453,

ERS  High-School® 189 12.74 4.92 Within g,y 19671 L00Q*H**x E
University4**** 164 15.39 4.65 Groups e
Postgraduate>™™ 55 16.62 4.93 Total 525
Primary’ 46 7.87 3.09 Between A
Secondary?™ 72 9.96 3.66 Groups 351,

EWS High-School>**" 189 9.89 3.76 Within g,y 10741 L000***%%k 457 452 453,
University4**** 164 11.10 3.94 Groups 5>1, 5>2, 5>3
Postgraduate>™™™ 55 12.20 4.05 Total 525
Primary*’ 46 15.35 4.72 Between f
Soeicondary2 - 72 16.53 5.31 Gr'ou.ps 4>1, 452, 453,

ESS  High-School 189 16.95 6.15 Within oy 12822 L00Q*H**x il e Feg
University4**** 164 20.02 6.57 Groups e
Postgraduate>™™ 55 21.33 7.10 Total 525
Primary*’ 46 15.78 4.95 Between f
Secondary?™ 72 17.44 4.72 Groups 351,

ELS  High-School**" 189 18.11 5.28 Within gy 11221 L000***%%%k 457 452 453,
University4**** 164 19.87 5.00 Groups 5>1, 5>2, 5>3
Postgraduate>™™™ 55 21.24 5.02 Total 525

*Primary=1, **Secondary=2, ***High-School=3, ****University=4, *****Postgraduate=5, ******p<.05
Table 10. ANOVA test results of AGOS based on perceived income level
Income Variance Significant
Level n  Mean SD Source i F P Difference
Very Good”™ 53 19.64 6.76 Between ;
Good*™" 260 18.56 5.43 Groups
GO Mioderate®™ 204 1908 523 WithiF; Gretps  Gon D29 AP ERp B
Low*"™™ 9 13.79 6.67 Total 525
Very Good*” 53 22.40 5.84 Between 3
Good*™" 260 20.40 6.12 Groups
iaigle Moderate3™ 204 20.39 6.41 Within Groups 522 LR/ = )
Low*"™™ 9 1856 8.72 Total 525
Very Good*” 53 10.26 5.32 Between ;5
Good*™" 260 9.63 4.49 Groups
FgY Moderate3™ 204 10.69 5.50 Within Groups 522 L el )
Low*"™™ 9 9.22 4.29 Total 525

*Very Good=1, **Good=2, ***Moderate =3, ****Low=4, ***** p<.05

As shown in Table 10, there is a significant difference
in the AGOS scores of participants on the LGO subscale
based on the perceived income level variable (p<.05).
When looking at the groups with significant differences, it
is observed that the groups indicating higher perceived
income levels have higher scores. The analysis results of
participants' SES-ELS scores based on the perceived
income level variable are presented in Table 11.

Table 11 demonstrates that there is a significant
difference in participants' SES-ELS scores across all
subscales based on the perceived income level variable
(p<.05). When examining the groups with significant
differences, it is observed that the groups indicating
higher perceived income levels have higher scores.
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The analysis findings regarding the subscales of the
used scales and their correlations with each other are
presented in Table 12.

In the research, when examining the subscales of the
scales and their correlations with each other in Table 12,
there is a high-level relationship between the total score
of AGOS and its LGO (r=.709) and PAGO (r=.805) subscales,
and a moderate-level relationship with its PAVGO (r=.661)
subscale. Regarding SES-ELS, a positive and high-level
relationship was found between its total score and its ERS
(r=.886), EWS (r=.852), ESS (r=.921), and ELS (r=.893)
subscales. However, the correlation between the total
scores of AGOS and SES-ELS was low (r=.114).
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Table 11. ANOVA test results of SES-ELS based on perceived income level

Income Variance Significant
Level n Mean SD Source L F P Difference
Very Good™ 53 16.13 5.51 Between o
Good*™" 260 13.77 5.02 Groups
ERS  Moderate™™ 204 13.07 454 Within Groups 522 422 -000%FF 1>2,1>3,1>4
Low*™™" 9 10.89 6.55 Total 525
Very Good™ 53 12.89 4.08 Between .
Good*™" 260 10.23 3.71 Groups
EWS  \loderate®™ 204 998 3.85 WithinGroups 522 1017 000%%% 132,153, 1>4,2>4
Low*™™" 9 6.89 4.37 Total 525
Very Good™ 53 21.89 7.96 Between o
Good*™" 260 18.02 5.92 Groups
ESS  Moderate®™ 204 17.56 6.30 WithinGroups 522 o017  -000%FEH 1>2,1>3,1>4
Low*™™" 9 1411 7.44 Total 525
Very Good™ 53 20.81 6.07 Between .
Good*™" 260 18.43 5.11 Groups
ELS  Moderate™ 204 1858 502 WithinGroups 522 oAl -010%FF el
Low*™™" 9 16.22 7.26 Total 525
*Very Good=1, **Good=2, ***Moderate =3, ****Low=4, ***** p<.05
Table 12. Pearson correlation results for AGOS and SES-ELS scales
AGOS LGO PAGO PAVGO SES-ELS ERS EWS ESS ELS
AGOS 1.00 .709** .805** .661%* 114%* 071 .163** .076 AlaleFss
LGO 1.00 .355%* .188%** .023 -.037 .067 .012 .051
PAGO 1.00 .332% .106* .094* .129%* 071 .099*
PAVGO 1.00 A122%* .097* .165%* .084 .109*
SES-ELS 1.00 .886** .852%* .9271%* .893**
ERS 1.00 .682%* .735%* J40**
EWS 1.00 .739%* 681**
ESS 1.00 746"
ELS 1.00

Results, Discussion, and Recommendations

In this section, the findings obtained from the research
are evaluated in conjunction with other studies in the
literature, and recommendations are made based on the
results. The results and discussion are presented in the
order of the tables.

When examining the overall results of the selected
scales used as measurement tools in our study, it was
found that the participants' scores in achievement goal
orientations and English self-efficacy were at a moderate
level (30 <58.18\55.35<70). According to this result,
students' achievement goal orientations and perceptions
of English self-efficacy are not at the desired levels
(Giircan, 2021; Kanadli & Baggeci, 2015).

Looking at the scores obtained from the scales, it is
observed that the students scored the highest in the
PAGO sub-dimension of the AGOS, indicating that they are
oriented towards demonstrating their abilities, gaining
rewards, and earning respect, but they tend to avoid
showing their performance (Alhadabi & Karpinski, 2020).
On the other hand, the students scored the highest in the
ELS sub-dimension of the SES-ELS, which contradicts with
the results of different studies in the literature; while
some studies (Memduhoglu & Celik, 2015; Aksoy, 2020)
reported that students scored the highest in the ERS sub-

dimension, another study (Giig, 2019) found that students
scored the highest in the EWS sub-dimension. These
discrepancies in the results may be attributed to the
differences in the selected samples in the respective
studies.

When examining the scores obtained from the AGOS
according to the gender variable, it was found that there
was a significant difference in favor of female participants
in the LGO and PAGO sub-dimensions, while no significant
difference was observed in the PAVGO sub-dimension.
This result is in line with the findings of previous studies
conducted by Aydiner-Uygun (2018), Cakal (2019),
Kiglkoglu, Kaya, and Turan (2010), Mentis Koksoy and
Aydiner-Uygun (2018), and Ozgiingér, Oral, and Karababa
(2015). However, it is also possible to come across
different findings in the literature regarding the
relationship between the sub-dimensions of the scale and
gender. Arslan and Bardakgl (2022) reported that there
was a difference in favor of females in the PAGO and
PAvVGO sub-dimensions, while no difference was found in
the LGO sub-dimension. Akin (2006), on the other hand,
supported our finding regarding the LGO sub-dimension,
but he obtained results in favor of males in the PAGO and
PAvGO sub-dimensions. Buldur and Alisinanoglu (2020), in
their study, stated that there was a difference in favor of
males in the LGO sub-dimension, while no difference was
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found between genders in the PAGO and PAvVGO sub-
dimensions.

Regarding the scores obtained from the SES-ELS
according to gender, no significant difference was found
(p>.05). Our study's results support the findings of studies
conducted by Aksoy (2020), Aykol (2017), Cimen (2011),
and Gomleksiz and Kiling (2014). However, it is worth
noting that in the literature, Memduhoglu and Celik
(2015) found a difference in favor of males in the ESS sub-
dimension, while Tuncer and Akmenge (2019) found
differences in favor of females in the ERS and EWS sub-
dimensions.

It was found that there was a significant difference in
the scores obtained from the AGOS in the PAGO and
PAvVGO sub-dimensions (p<.05). The significant difference
in the PAGO sub-dimension was between the eleventh
grade and the tenth grade (2>3), while in the PAVGO sub-
dimension, it was between the eleventh grade and the
ninth and tenth grades (1>3, 2>3). However, no significant
difference was found in the LGO sub-dimension (p>.05). In
the literature, studies using the AGOS have indicated that
the grade variable has a moderate effect, but no
difference has been observed between grade levels
(Aydiner-Uygun, 2018; Cakal, 2019; Mentis-Koksoy &
Aydiner-Uygun, 2018). Additionally, Kiglikoglu and his
friends (2010) found results in favor of first-year university
students, while Fouladchan, Marzooghi, and Shemsiri
(2009) reported results in favor of fourth-year university
students in a study with Iranian university students. In
another study, Carpenter (2007) mentioned that lower-
grade students scored higher in the LGO sub-dimension,
but higher-grade students had higher scores in the PAVGO
sub-dimension.

Regarding the SES-ELS based on the participants' grade
level, a significant difference was observed in the EWS
sub-dimension between the ninth and twelfth grades
(9>12) (p<.05). However, no significant difference was
found in the other sub-dimensions, except for writing
skills (p>.05). In the literature, Glineri (2018) reported in a
study with high school students that ninth-grade students
had higher English self-efficacy compared to higher-grade
students. Regarding writing skills, Zimmerman and
Bandura (1994) mentioned in their study that neither
grade level nor verbal ability affected writing skills;
instead, the perceived academic self-efficacy of the
student was the sole factor influencing this skill. In
another study with university students, Aksoy (2020)
found results in favor of first-year students in the ERS and
EWS sub-dimensions, as well as in favor of second-year
students in the ELS and ESS sub-dimensions. Memduhoglu
and Celik (2015), on the other hand, stated that as
students' grade level increased, their perceived English
self-efficacy also increased. However, in a study on the
relationship between German language reading and
writing skills and self-efficacy, Hattatoglu (2019) did not
find any significant difference.

When examining the participants' maternal education
levels, it was found that there was no significant
difference in the scores obtained from the AGOS (p>.05),
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and at the same time, the lowest sub-dimension averages
of the scale were found among participants whose
mothers had a university education. The findings related
to the sub-dimensions of the scale support existing studies
in the literature (Ko¢ & Arslan, 2015). Moreover, in a
meta-analysis study by Kim, Mok, and Seidel (2020) on
immigrant students' family education levels and their
relation to AGOS, it was found that the effect of maternal
education level remained at a moderate level. In a study
conducted by Arslan and Bardakgi (2022) on the
relationship between AGOS and maternal education level,
a significant difference was found in the LGO sub-
dimension of the scale among participants whose mothers
had a high school education compared to those with
middle school and university education.

Regarding the scores obtained from the SES-ELS based
on the participants' maternal education levels, it was
determined that there was a significant difference in all
sub-dimensions of the scale (p<.05). The differences in all
groups with significant distinctions were in favor of
participants with more educated mothers. This result is
also supported by the literature (Aykol, 2017). However, it
is also possible to come across results in the literature
suggesting that maternal education level has no effect
(Cimen, 2011; Dogan, 2008).

When examining the scores obtained from the AGOS
based on the participants' paternal education levels, it is
observed that there is a significant difference in the LGO
and PAGO sub-dimensions (p<.05). In all groups with
significant differences, the difference was in favor of
participants whose fathers had completed middle school.
Similar findings favoring primary and middle school
education levels are also found in the literature (Arslan &
Bardakgl, 2022). Demir (2021), in a study on school-
related attitudes, found results in favor of students whose
fathers were illiterate. Kim and colleagues (2020) found
that the paternal education level had a moderate level of
impact.

Regarding the scores obtained from the SES-ELS based
on the participants' paternal education levels, it was
determined that there was a significant difference in all
sub-dimensions of the scale (p<.05). The differences in all
groups with significant distinctions were in favor of
participants whose fathers were more educated. Similar
studies supporting these results can be found in the
literature (Aykol, 2017). However, there are also studies in
the literature suggesting that paternal education level has
no effect (Cimen, 2011; Dogan, 2008).

Regarding the scores obtained from the AGOS based
on the participants' income levels, a significant difference
was found in the LGO sub-dimension (p<.05). When
looking at the groups with significant differences, it was
observed that the groups reporting higher perceived
income levels had higher scores in the LGO sub-
dimension. Similarly, in the literature, higher income
levels have been associated with higher scores in the LGO
and PAGO sub-dimensions, while lower income levels
were associated with higher scores in the PAVGO sub-
dimension (Arslan & Bardakgl, 2022). Another study found
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that students from middle-income families had more
positive attitudes towards school compared to students
from low-income families (Demir, 2021).

Regarding the scores obtained from the SES-ELS based
on the participants' income levels, a significant difference
was found in all sub-dimensions of the scale (p<.05).
When looking at the groups with significant differences, it
was observed that the groups reporting higher perceived
income levels had higher scores in all sub-dimensions.
Aykol (2017), Cimen (2011), and Dogan (2008) also found
in their studies that father's occupation had no significant
effect on the outcomes.

When examining the sub-dimensions of the scales and
their correlations with each other, the results showed that
there was a high positive correlation between the LGO
sub-dimension (r=.709) and PAGO sub-dimension (r=.805)
of the AGOS. There was also a moderate positive
correlation between the PAVGO sub-dimension (r=.661)
and the other sub-dimensions. As for the SES-ELS, the
total score showed a strong positive correlation with the
ERS sub-dimension (r=.886), the EWS sub-dimension
(r=.852), the ESS sub-dimension (r=.921), and the ELS sub-
dimension (r=.893). This result is consistent with the
findings of the study conducted by Aksoy (2020).
However, the correlation between the total scores of the
AGOS and SES-ELS scales was low (r=.114). Despite this
result, Scherrer, Preckel, Schmidt, and Elliot (2020)
reported that the goal orientation, represented by the
LGO and PAGO sub-dimensions, was positively related to
academic achievement, while the PAvGO sub-dimension,
had a negative relationship with academic achievement.

All these findings indicate that high school students, as
they approach the transition to higher education at
university, tend to display more performance-oriented
goal orientations, while at the same time being afraid of
making mistakes. On the other hand, students in lower
grades of high school are less afraid of making mistakes
and show a greater learning-oriented focus in their
studies. Regarding the family education levels, the results
show that as students' own family education levels
decrease, their attitudes towards school and their scores
on the AGOS sub-dimensions increase. In the literature,
studies by Heisig, Elbers, and Solga (2020) suggest that the
effects of parental education are stronger for educational
achievement rather than academic performance in all
countries.

When interpreting the obtained results in the context
of the structural equation modeling for high school
students' self-esteem developed by Atmaca and Ozen
(2019), as parents' education levels increase, the pressure
on students also increases, and this affects students'
achievement goal orientations. As a result, students with
high attitudes towards language skills tend to avoid
performance due to anxiety, stress, fear of failure, etc.,
and may not fully demonstrate their existing
performance. However, as suggested in the literature,
parents who promote learning-oriented or performance-
oriented learning support increase self-efficacy (Du,
Wang, Ma, Luo, Wang, & Shi, 2020). As students' self-

efficacy perception increases, their English or foreign
language acquisition and achievement also improve
(Duman, 2007). As mentioned by Honicke, Broadbent, and
Fuller-Tyszkiewicz (2020), self-efficacy plays a bridging
role between both learning and performance goal
orientations and academic success. However, self-efficacy
more  strongly supports learning-oriented  goal
orientations.

Considering these findings, it is essential to emphasize
the consideration of not only the cognitive but also the
affective dimension of education. Students who struggle
with emotional skills, such as coping with stress, anxiety,
fear of failure, fear of making mistakes, social
stigmatization, etc.,, should primarily focus on
strengthening these aspects.

Based on the results obtained in our study, the
following recommendations can be made:

1. Students should be encouraged not to be afraid
of making mistakes and to be aware that making mistakes
is a natural part of the learning process to find the right
answers.

2.  Educational programs should support learning
environments that promote persistence and effort while
considering how instructional presentations and feedback
can enhance academic self-efficacy, regardless of the goal
orientations adopted by students.

3. Teachers should create a democratic classroom
environment, considering students' self-efficacy levels.

4. Parents should focus on their children's learning
process rather than just their outcomes and celebrate
their progress and efforts.

5.  Policymakers should prioritize the mental well-
being of students and focus on fostering healthy and
confident individuals. Instead of emphasizing fear,
tension, fear of failure, sadness, stress, anxiety disorders,
resistance to learning, and performance-oriented goals,
they should consider eliminating exam-centric practices
from an early age and transitioning to a more process-
oriented evaluation approach for the country's students.

Genisletilmis Ozet

Giris

Ogrencilerin akademik basarisi birgcok faktére baglidir.
Bu calismada, lise 6grencilerinin ingilizce dil becerilerine
yonelik oz-yeterlikleri ile basari amag yonelimleri
arasindaki iliski incelendi. Basari amag yonelimi teorisine
gore Ogrenciler, 6grenme sireglerinde farkli amaglar
benimseyebilirler. Ogrenme amaci, bilgi edinme ve beceri
gelistirme  odakliyken,  performans  amaci ise
baskalarindan daha iyi olma veya olumsuz
degerlendirmeleri 6nleme odaklidir. Oz-yeterlik ise bireyin
bir gérevi basariyla tamamlayabilecegine dair inancidir.

Literatlir taramasi, basari amag¢ yonelimi ve 0z-
yeterligin 6grencilerin akademik basarilarini  6nemli
Olgtide etkiledigini gostermektedir. Ancak, bu degiskenler
arasindaki iliskiyi inceleyen g¢alismalarin ¢ogu, farkl
disiplinlerdeki basarilari ele almaktadir. Bu galismanin
dzglinliigu, lise 6grencilerinin ingilizce dil becerilerine dzel
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olarak odaklanmasidir. Calisma sonuclari ile ingilizce
Ogretimi  slreglerinin iyilestirilmesi ve Ogrencilerin
ingilizce 6grenme motivasyonlarinin artirilmast icin énemli
bilgiler saglamasi planlandi.

Bu c¢alisma ile lise Ogrencilerinin basari amag
yonelimleri ile ingilizce dil becerilerine yénelik 6z-
yeterlikleri arasindaki iligskiyi belirlemek amaglandi.
Arastirma kapsaminda, Ogrencilerin basari amag
yonelimleri, ingilizce dil becerilerine yénelik 6z-yeterlikleri
ve ingilizce basarilari arasindaki iliskiler incelendi.

Yéntem
Arastirma verileri nicel arastirmalarda siklikla tercih
edilen tarama yontemi kullanilarak elde edildi.

Arastirmanin drneklem segiminde gelisigiizel (haphazard)
ornekleme ydntemleri icinde yer alan random 6rnekleme
kullanildi. Dawson ve Trapp (2001) random &rneklemede
arastirmanin evrenindeki her bir birimin esit olarak
secilme sansina sahip oldugunu belirtmektedir. Bir birim
secildiginde diger butlin birimlerin segilme sansina bir etki
yapmamaktadir. Dolayisiyla temsil 6zelligi olan diger tim
birimlerin ~ sansi  devam  etmektedir.  Random
orneklemenin bu o6zelligi en avantajli yoéni olarak
gosterilmektedir (Sharma, 2017). Burada orneklem
belirlenirken istatistiksel olarak hesaplar yapilmadig igin
uygulama sireci hizhdir. Ayrica, 6érneklemede bir hata
yapilirsa kolaylikla hesaplanabilir (Yildirm & Simsek,
2021).

Arastirmanin orneklemini 2022-2023 egitim-6gretim
yilinda i¢ Anadolu Bélgesi'nde yer alan bir il merkezinde
dort farkh liseye devam eden 526 (254 kadin-272 erkek)
Ogrenci grubu olusturdu.

Bu ¢alismada veriler Midgley vd.’nin (1998) gelistirdigi
Tirkce uyarlama c¢alismasini Akin’in - (2006) yaptigi
Ogrenme Amac Yonelimi (OAY, 6 madde), Performans
Yaklasma Amag Yonelimi (PYAY, 6 madde), Performans
Kaginma Amag Yonelimi (PKAY, 5 madde) olmak Gzere (g
alt boyutu bulunan 17 maddeli Basari Amag Yonelimleri
Olgegi (BAY) ile Saglam ve Arslan’in (2018) gelistirdigi
ingilizce okuma becerisi (OB, 5 madde), ingilizce yazma
becerisi (iYB, 4 madde), ingilizce konusma becerisi (iKB, 7
madde), ingilizce dinleme becerisi (IDB, 6 madde) dért
boyutu bulunan 22 maddeli ingilizce Dil Becerilerine
Yoénelik Oz-Yeterlik Olcegi (iDBYQOY) kullanilarak toplandi.

Sonuglar ve Tartisma

Arastirmamizda 6lgme araci olarak segilen dlgeklerle
ilgili genel sonuglara bakildiginda, katilimcilarin toplam
puanlar itibariyle basari yonelimleri ve ingilizce dersi 6z-
yeterliklerinin orta diizeyde olugu (30 < 58.18 \ 55.35 < 70)
belirlendi. Bu sonuca gore 6grencilerin BAY ve ingilizce
dersi Oz-yeterlik algilar istenilen dizeylerde degildir
(Giircan, 2021; Kanadli & Baggeci, 2015).

Olgeklerden alinan puanlara bakildiginda égrencilerin
BAY olgeginde en yiksek puani PYAY alt boyutunda
(68.56) aldiklari gorildi. Bu durum 6grencilerin
basarabildiklerini gosterme, 6dil ve saygli kazanmaya
yonelik olduklarini ancak performans sergilemekten
kagindiklari anlamina gelmektedir (Alhadabi & Karpinski,
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2020). Ogrencilerin IDBYQY 6lgeginde en yiiksek puani ise
iDB alt boyutunda (62.30) aldiklari goriildii. Bu sonug
literatlirde vyapilan farkli calismalarla ¢elismektedir;
Memduhoglu & Celik (2015), Aksoy (2020) tarafindan
yapilan calismalarda &grenciler en yiiksek puani iOB alt
boyutunda alirlarken, Glg¢ (2019) tarafindan yapilan
calismada ise ogrencilerin en yiiksek puani iYB alt
boyutundan aldiklari gérildi. Bu sonuglardaki farkhhklara
bakildiginda, arastirmalar kapsaminda segilmis olan
orneklemden kaynaklanabilecegi diisiinilmektedir.

Cinsiyet degiskenine gbre BAY olgeginden alinan
puanlar incelendiginde; OAY ve PYAY alt boyutlarinda
kadin katilimcilar lehine anlamli farkhlik oldugu tespit
edildi, PKAY alt boyutunda ise farkhligin olmadigi saptandi.
Arastirmanin bu sonucu Aydiner-Uygun (2018), Cakal
(2019), Kiiglikoglu, Kaya ve Turan (2010), Mentis Koksoy
ve Aydiner-Uygun (2018) ve Ozgiingdr, Oral ve Karababa
(2015) tarafindan yapilan ¢alismalari desteklemektedir.
Bununla birlikte literatlrde 6lgegin alt boyutlari ve cinsiyet
arasindaki iliskiyle alakali farkli bulgulara rastlamak da
mimkindir. Arslan ve Bardakgl (2022) PYAY ve PKAY alt
boyutlarinda kadinlar lehine farkin oldugunu belirtirken,
OAY alt boyutunda herhangi bir farka rastlamamislardir.
Akin ise (2006) OAY alt boyutundan elde ettigimiz sonucu
desteklemekle birlikte, PYAY ve PKAY alt boyutlarinda
erkekler lehine bir sonu¢ elde ettigi bulgusuna yer
vermektedir. Buldur ve Alisinanoglu (2020) ise yaptig
calismanin bulgularinda OAY alt boyutunda farkliligin
erkekler lehine oldugunu belirtirken, PYAY ve PKAY ile ilgili
ise cinsiyet arasinda herhangi bir farka rastlamamislardir.

IDBYOY 6lceginden katilimcilarin aldiklari puanlarda
cinsiyet yéniinden anlamli farklihga rastlaniimadi (p>.05).
Galismamizin bu sonucu Aksoy (2020), Aykol (2017),
Cimen (2011) ve Goémleksiz ve Kiling (2014) tarafindan
yapilan arastirmalari desteklenmektedir. Bu sonuglardan
farkli olarak literatiirde Memduhoglu ve Celik (2015)
tarafindan yapilan arastirmada iKB alt boyutunda erkekler
lehine, Tuncer ve Akmenge (2019) tarafindan yapilan
arastirmada ise iOB ve iYB alt boyutlarinda kadinlar lehine
sonuglara rastlamak da mimkunddr.

Katilimcilarin BAY 6lgeginden aldiklari puanlarda PYAY
ve PKAY alt boyutlarinda anlamh farkhlk oldugu tespit
edildi (p<.05). Anlamh farklilik PYAY igin on birinci sinif ile
onuncu sinif arasinda (2>3), PKAY igin on birinci sinif ile
dokuz ve onuncu siniflar arasinda (1>3, 2>3) oldugu
belirlenmistir. OAY alt boyutunda anlamli farklilik bulundu
(p>.05). Literatirde BAY olgegi kullanilarak yapilan
calismalarda sinif degiskeninin orta dizeyde bir etkiye
sahip oldugu tespit edilirken, ¢alismalarda sinif diizeyleri
arasinda bir farka rastlanilmamaktadir (Aydiner-Uygun,
2018; Cakal, 2019; Mentis-Koksoy & Aydiner-Uygun,
2018). Ayni zamanda, literatlirde Kiigiikoglu ve arkadaslari
(2010) tarafindan (Universitedeki 0Ogrencilerle yapilan
¢alismada birinci siniflar lehine, Fouladchan, Marzooghi ve
Shemsiri (2009) tarafindan iranl Giniversite égrencileriyle
yapilan galismada ise dordiinci siniflar lehine bulgulara da
rastlanmaktadir. Bir baska ¢alismada ise Carpenter (2007)
alt siniflardaki dgrencilerin OAY alt boyutunda daha
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yuksek puanlar aldiklarini fakat tst siniflarin daha yiiksek
PYAY puanlarina sahip olduklarini belirtmektedir.

Katilimcilarin sinif diizeyine goére iDDBYOY 6lgeginin
iYB alt boyutunda dokuz ve on ikinci siniflar arasinda
(9>12) anlaml farkhlik gériildii (p<.05). Olgegin yazma
becerisi haric alt boyutlarinda anlamli  farkhhk
belirlenmedi (p>.05). Literatiirde ise, Glneri (2018) lise
dgrencilerinde ingilizce dersi  6z-yeterlik inanglarina
yonelik calismasinda, dokuzuncu sinif &6grencilerinin
kendisinden (st siniflara gére daha yiiksek ingilizce 6z-
yeterligine sahip oldugunu belirtmislerdir. Yazma becerisi
ile ilgili ¢cahsmalarinda Zimmerman ve Bandura (1994)
yazma becerisinde ne sinifin ne de sozel yetenegin etkili
olmadigini, bunlardan ziyade 6&grencinin algiladig
akademik 6z-yeterligin bu becerideki tek etmen oldugunu
ifade etmektedirler. Ayni zamanda literatiirde Universite
dgrencileriyle yaptigi calismada Aksoy (2020) iOB ve
iYB’de birinci sinif 6grencileri, iDB ve iKB’de ikinci sinif
Ogrencileri  lehine sonuglarina  yer  vermektedir.
Memduhoglu ve Celik (2015) ise 6grencilerin gittikleri sinif
diizeyi arttikca ingilizce 6z-yeterlik algilarinin  da
yukselmekte oldugunu ifade etmektedir. Bunlara ragmen
Almanca dilindeki okuma ve yazma becerilerinin 6z-
yeterlik algisi iliskisine yonelik yaptigi c¢alismada
Hattatoglu (2019) ise anlamli bir farkliliga rastlamamistir.

Katilimcilarin anne egitim durumlarina baktigimizda,
katihmcilarin BAY 6lgeginden aldiklari puanlarin anlamh
farklilik gostermedigi gorildi (p>.05). Ayni zamanda,
Olgegin alt boyut ortalamalarinin en diisiik oldugu anne
egitim diizeyinin ise Universite oldugu belirlendi. Olgegin
alt boyutlari ile ilgili erisilen bulgular literatiirdeki
calismalari desteklemektedir (Kog & Arslan, 2015). Ayni
zamanda literatiirde Kim, Mok ve Seidel (2020) tarafindan
gbcmen o6grencilerin aile egitim durumlarinin BAY’a
yobnelik meta-analiz ¢alismasinda ise anne egitim
dlzeyinin etkisinin orta dizeyde kaldigi bulgusuna
erismislerdir. BAY ile anne egitim durumu arasindaki
iliskiye yonelik Arslan ve Bardak¢l (2022) tarafindan
yapilan calismada ise 6lgegin OAY alt boyutunda anne
egitim durumu lise olanlarin ortaokul ve (iniversiteye gore
anlamli farklihg tespit edilmistir.

Katiimcilarin  iDBYOY 6lgeginden aldiklari  puan
ortalamalarinin anne egitim durumuna gore 6lgegin tiim
alt boyutlarinda anlamli farklihk gosterdigi belirlendi
(p<.05). Anlamli farkhlik olan tiim gruplardaki farkliliklarin
anneleri daha egitimli olan katilimcilar lehine oldugu
goruldi. Elde edilen sonug literatiir tarafindan da
desteklenmektedir  (Aykol, 2017). Ayni zamanda
literatlirde ise anne egitim durumunun bir etkisinin
olmadigina yonelik sonuglara da rastlamak mimkiindir
(Gimen, 2011; Dogan, 2008)

Katilimcilarin  baba egitim durumuna gbre BAY
dlceginden aldiklari puanlara bakildiginda, OAY ve PYAY alt
boyutlarinda anlamh farkhlik gosterdigi goruldi (p>.05).
Anlamli farkliik gorilen tim gruplarda ortaokul lehine
farklilik bulundu. Literatirde de benzer sekilde ilkokul ve
ortaokul lehine bulgulara rastlaniimaktadir (Arslan &
Bardakgl, 2022). Demir (2021) ise okula yonelik tutumla
ilgili calismasinda babalari okuma yazma bilmeyen

ogrenciler lehine oldugu bulgusuna erismistir. Kim ve
arkadaslari (2020) ise baba egitim diizeyinin orta diizeyde
etkiledigi bulgusuna erismislerdir.

IDBYOY 6lgeginden katiimcilarin elde ettikleri puan
ortalamalarinin baba egitim durumuna gore 6lgegin tiim
alt boyutlarinda anlamli farklihk gosterdigi belirlendi
(p<.05). Anlamli farkhlik olan tiim gruplardaki farkliliklarin
babalari daha egitimli olan katihmcilar lehine oldugu
goruldi. Literatiirde bu sonuglari destekleyen galismalar
bulunmaktadir (Aykol, 2017). Ayni zamanda literatiirde
baba egitim durumunun bir etkisinin olmadigina yonelik
sonuglara da rastlaniimaktadir (Cimen, 2011; Dogan,
2008).

Katilimcilarin BAY 6lgeginden aldiklari puanlarda gelir
diizeyi degiskenine gére OAY alt boyutunda anlamli
farklilik oldugu tespit edildi (p<.05). Anlamli farkhhklari
olan gruplara bakildiginda algilanan gelir diizeylerini daha
yuksek olarak belirten gruplar lehine oldugu goérilda.
Literatiirde ise benzer sekilde OAY ve PYAY alt
boyutlarinda gelir diizeyi yiksek aileler lehine iken, PKAY
alt boyutunda gelir diizeyi duslik aileler lehine bulgulara
rastlanilmaktadir (Arslan & Bardakgi, 2022). Bir baska
¢alismada ise 6grencilerin okula yonelik tutumlarinda orta
gelir seviyesindeki ailelerin ¢ocuklari, disik gelir
seviyesindeki ailelere gbére daha olumlu tutumlar
gelistirebilmektedirler (Demir, 2021).

Katilimcilarin IDBYQY 6&lceginden aldiklari puanlarda
gelir diizeyi degiskenine gore tiim alt boyutlarinda anlaml
farklilik oldugu tespit edildi (p<.05). Anlamli farkhhklari
olan gruplara bakildiginda algilanan gelir diizeylerini daha
yuksek olarak belirten gruplar lehine oldugu goérilda.
Aykol (2017), Cimen (2011) ve Dogan (2008) tarafindan
yapilan ¢alismalarda baba mesleginin bir etkisinin
bulunmadigi sonucuna ulagiimistir.

Arastirma sonucunda O6lgeklerin alt boyutlarinin ve
birbirleriyle olan korelasyonuna bakildiginda; BAY toplam
puaninin OAY (r=.709) ve PYAY (r=.805) alt boyutlar
arasinda yuksek dlizeyde, PKAY (r=.661) alt boyutu
arasinda orta diizeyde bir iligkinin oldugu goériildii. iDBYOY
dlceginin toplam puani ile IOB (r=.886), IYB (r=.852), iKB
(r=.921) ve IDB (r=.893) alt boyutlari arasinda pozitif
yonde yiksek diizeyde bir iliski belirlendi. Bu sonug ise
Aksoy (2020) tarafindan vyapilan g¢alisma sonucunu
desteklemektedir. BAY ve IDBYQY toplam puanlarinin
korelasyonun ise (r=.114) dusik oldugu saptandi. Bu
sonuca ragmen, Scherrer, Preckel, Schmidt ve Elliot (2020)
basari amag yoneliminin OAY ve PYAY alt boyutunun
akademik basariyla pozitif iliskiye sahip oldugunu, PKAY alt
boyutunun ise negatif iliskisinin oldugu bulgusuna yer
vermektedir.

Tim bu sonuglar gostermektedir ki, lise 6grencileri bir
Ust egitim kurumu olan lniversiteye gegmeye yaklastikca
daha ¢ok performans odakli yonelimler sergilemektedir,
diger taraftan ise yanlis yapmaktan ¢ekinmektedir. Alt
siniflara giden lise 6grencileri ise yanlis yapmaktan
cekinmemekte ve derslere daha ¢ok 6grenme amagli
yonelmektedir. Aile egitim diizeyleri agisindan sonuglari
ele aldigimizda ogrenciler, kendi ailelerinin egitim
dizeyleri dustikee okula yonelik tutumlari ve BAY alt
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boyutlarindan elde ettikleri puanlar yikselmektedir.
Literatiirde bu konuyla ilgili galismalarinda Heisig, Elbers
ve Solga (2020) ebeveyn egitiminin etkilerinin tim
Ulkelerde basaridan ¢ok egitimsel kazanim i¢in daha gigli
oldugu yoniinde bir tespitte bulunmustur.

Elde edilen bulgulari Atmaca ve Ozen (2019)
tarafindan olusturulmus olan lise &grencilerinin benlik
saygisina yonelik yapisal esitlik modellemesine goére
degerlendirdigimizde, ebeveynlerin egitim dizeyleri
arttikca 6grenciler Gzerindeki baskilari artmaktadir ve bu
durum ise o&grencilerin basari amag¢ ydnelimlerini
etkilemektedir. Bu durumun sonucu olarak da égrenciler
dil becerilerine yonelik tutumlari yiiksek olmasina ragmen
performansa yonelik kaginma yasamaktadirlar ve var olan
performanslarini kaygi, stres, basaramama korkusu vb.
sebeplerden otiiri tam anlamiyla sergileyememektedir.
Bu tarz ebeveynler ¢ocuklar Gzerinde otorite kurmaya
calismak yerine literatiirde de yer verildigi Gizere 6grenme
amag¢ yonelimli veya performansa yoénelik 6grenme
yonelimli  galismalarla ~ ¢ocuklarinin  6z-yeterligini
arttirmaya calismahldir (Du, Wang, Ma, Luo, Wang, & Shi
2020). Cunkl, 6grencilerin 6z-yeterlik algisi ylkseldikce
ingilizce veya yabanci dil edinimi, dolayisiyla basarisi da
yukselmektedir (Duman, 2007). Honicke, Broadbent ve
Fuller-Tyszkiewicz'in (2020) de belirttigi Gzere 6z-yeterlik
hem 6grenme amacina yonelimi hem de performans
amaci yonelimleri ile basari arasinda bir képri rollni
Ustlenmektedir. Ancak, unutulmamalidir ki 0z-yeterlik
daha ¢ok 6grenme amacina ydnelimi desteklemektedir.

Bu sonuglar 1siginda egitimin sadece bilissel degil
duyussal boyutunun da dikkate alinmasi gerektigini
vurgulamak gerekmektedir. Duyussal becerileri ile stres,
kaygi, basaramama korkusu, yanlis yapmaktan ¢ekinme,
sosyal ¢evre tarafindan hor gorilme vb. olumsuz duygulari
ile basa ¢ikamayan 6grencilerin dncelikle bu yoénlerinin
kuvvetlendirilmesi gerekmektedir.

Oneri

Galismamiz dahilinde elde ettigimiz sonuglara yonelik
su dnerilerde bulunabiliriz.

1. Ogrencilerin yanlis yapmaktan cekinmemeleri,
dogruyu bulmak igin hata yapabileceklerinin bilincinde
olmasi,

2. Ogretim programlarinin, 6grenirken israri ve
cabayl tesvik eden 6grenme ortamlarini desteklemesi
gerektigini  ve  Ogrencilerin  benimsedigi  hedef
yobneliminden bagimsiz olarak ders sunumu ve geri
bildirimin akademik 6z-yeterliligi artirabileceginin dikkate
alinmasi,

3.  Ogretmenlerin  6grencilerin  6z-yeterliklerini
dikkate alarak demokratik sinif ortamlari olusturmalari,

4. Ebeveynlerin  gocuklarinin  elde ettikleri
sonuglarla degil, siireg igerisinde 6grendikleri ile mutlu
olabilmeleri,

5.  Politika yapicilarinin 6grencilerde olusan korku,
gerilim, basaramamaktan korkma, Uzlntl, stres, kaygi
bozukluklari, 6grenmeye karsi direnme, performansa
yonelik amaglar belirlenmesi vb. duygular yerine bu
Ulkenin evlatlari olan 6grencilerin daha saglkli ve
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Ozgivenli bireyler olabilmeleri adina sinava yodnelik
uygulamalarin kiglik yaslardan itibaren kaldirmalari,
yerine ise sirece yodnelik degerlendirmeye c¢esitlerine
gecis yapmalari 6nerilmektedir.

Arastirmanin Etik Taahhiit Metni

Yapilan bu ¢alismada bilimsel, etik ve alinti kurallarina
uyuldugu; toplanan veriler izerinde herhangi bir tahrifatin
yapiimadigl, karsilasilacak tim etik ihlallerde “Cumhuriyet
Uluslararasi  Egitim Dergisi ve Editorinin” higbir
sorumlulugunun olmadigl, tim sorumlulugun Sorumlu
Yazara ait oldugu ve bu g¢alismanin herhangi baska bir
akademik  yayin  ortamina  degerlendirme igin
gonderilmemis oldugu sorumlu yazar tarafindan taahhiit
edilmistir.
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