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ABSTRACT

ANTECEDENTS AND CONSEQUENCES OF ACHIEVEMENT GOALS

Kahraman, Nurcan

Ph.D., Department of Elementary Education

Supervisor: Assoc. Prof. Dr. Semra Sungur

June 2011, 267 pages

This study aimed to investigate the antecedents and consequences of
achievement goals. While self efficacy, task value, fear of failure, perceived parents’
and teachers’ achievement goals were investigated as antecedents of achievement
goals in science, students’ metacognition and coping strategies were examined as
consequences of achievement goals in science. In this investigation, a model of the
potential associations among these variables was proposed and tested by using path

analysis.

977, 7" grade, elementary students participated in the study. According to
the results, students’ higher levels of task value, perceived parents’ mastery goals,
and perceived teachers’ mastery goals were positively related to mastery approach
goals. Additionally, students’ higher levels of perceived parents’ mastery goals, fear
of shame and embarrassment, fear of devaluing one’s self-estimate were positively
related to mastery avoidance goals. Concerning to performance goals, the model
suggest that higher levels of self efficacy and perceived parents’ performance goals

were positively related to performance approach goals. Furthermore, students’ higher



level of task value, perceived parents’ performance goals and fear of upsetting

important others were positively related to performance avoidance goals.

The path model also suggest that students who adopt mastery approach
goals tend to use more adaptive coping strategies, and less maladaptive coping
strategies than others. Besides, students who adopt mastery avoidance goals tend to
use maladaptive coping strategies when they face an academic failure in science.
Moreover, students’ performance approach goals are related to both adaptive and
maladaptive coping strategies. Lastiy students’ performance avoidance goals

positively associated to metacognition.

Keywords: Achievement Goals, Fear of Failure, Perceived Parents’ and Teachers,

Achievement Goals, Metacognition, Coping Strategies,



0z

HEDEF YONELIMININ SEBEPLERI VE SONUCLARI

Kahraman, Nurcan

Doktora, Ilkdgretim Egitimi Boliimii

Tez Yoneticisi: Dog. Dr. Semra Sungur

Haziran 2011, 267 sayfa

Bu calisma, ilkogretim Ogrencilerinin Fen Bilgisi dersindeki hedef
yonelimlerini incelemeyi amaglamistir. Oz yeterlilik inanc1, deger verme, basarisizlik
korkusu, aileler ve 6gretmenlerden algilanan hedefler, 6grencilerin hedef yonelimini
etkileyen faktorler olarak ele alinirken; dgrencilerin iist bilis stratejileri ve akademik
sorunlar ile basa ¢ikma stratejileri, hedef yoneliminin sonuglari olarak ele alinmistir.
Calismada, bahsedilen degiskenler arasindaki olasi iliskileri gosteren bir model 6ne

stiriilmiis ve bu model path analizi kullanarak test edilmistir.

Calismaya, 977, 7 sif, ilkogretim 6grencisi katilmistir. Bulgulara gore,
deger verme, ailelerden ve 6gretmenlerden algilanan ustalik hedefleri ile 6grencilerin
ustalik yaklagma hedefleri arasinda pozitif bir iliski vardir. Ailelerden algilanan
ustalik hedefleri ve basarisizlik korkusu ise ustalik kaginma hedefleri ile pozitif bir
iligkiye sahiptir. Bagsarim hedefleri acisindan bakildiginda ise, model, 6z yeterlilik
inancinin ve ailelerden aligilanan basarim hedeflerinin G6grencilerin  basarim
yaklasma hedefleri ile iligkili oldugunu; ogrencilerin verdigi degerin, ailelerinden
algiladiklar1 basarim hedeflerinin ve basarisizlik korkusunun, basarim kaginma

hedefleri ile iligkili oldugunu 6nermektedir.

Hedef yoOneliminin sonuclarina bakildiginda ise modele gore ustalik
yaklagma hedefine sahip 6grenciler daha ¢ok pozitif bas etme stratejilerini ve daha az

olumsuz bas etme stratejilerini kullanmaya yoneliyor. Ustalik kacinma hedefine

vi



sahip olan 0grenciler ise akademik bir sorunla karsilastiklarinda basariyr gormezden
gelmek, baskalarim1 veya kendi yeteneklerini suclamak gibi olumsuz stratejiler
kullaniyorlar. Bagarim yaklagma hedeflerinin ise hem olumlu hem olumsuz bas etme
stratejiler ile olumlu iligkisi mevcuttur. Son olarak, modele gore, basarim kaginma
hedefleri olan Ogrenciler st bilis stratejilerini daha etkili kullanmakta oldugu

sOylenebilir.

Anahtar Sozciikler: Hedef Yonelimi, Basarisizlik Korkusu, Ailelerden ve

Ogretmenlerden Algilanan Hedefler, Ustbilis, Bas Etme Stratejileri
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1. INTRODUCTION

“There are three things to remember about education. The first one is
motivation. The second one is motivation. The third one is motivation.”

-Terrell H. Bell (cited in Ames, 1990, p.409)

Nowadays, the motivation researchers focus on the important role of
achievement goals in academic settings (Ames, 1992; Anderman & Maehr, 1994;
Wolters, Yu, & Pintrich, 1996). Achievement goals are different from goals. Locke
and Latham (1990) define goals as qualitative or quantitative purposes for a
performance. In other words, they focus on specific goals that individuals trying to
obtain. For example, doing well on a science test can be a goal for a student
(Wolters, Yu, & Pintrich, 1996; Pintrich& Schunk, 2002). On the other hand,
achievement goals concern the reasons of individuals pursuing an achievement task.
In relation to the previous example, achievement goals are interested in why students
want to do well on a science test (Ames, 1992; Urdan, 1997; Pintrich, 2000).

Accordingly, achievement motivation explores the incentives of people
while attaining a task, or setting a goal with two components: approach- avoidance,
and mastery-performance orientation (Fryer& Elliot, 2007). The first component,
approach-avoidance motivation, suggests that there are two types of motives that
make people direct their energy to a behavior. Approach motivation, refers to being
motivated to strive for a positive possibility such as a success, whereas avoidance
motivation refers to being motivated to avoid a negative possibility, such as a failure
(Elliot& Sheldon, 1997; Elliot, 1999). The second component, mastery-performance
orientation, suggests that people can have different reasons while attaining a given
task. While some people can focus on improving their knowledge or skills, others
can focus on comparing their abilities to their peers. Combining these two

components, researchers (Elliot& Harackiewicz, 1996; Church& Elliot, 1997,



Elliot& McGregor, 2001) have developed the current version of achievement goal
theory. Accordingly, they offered a 2x 2 form of achievement goals namely, mastery
approach, mastery avoidance, performance approach, and performance avoidance
goals. Mastery approach goals focus on improving knowledge or skills, whereas,
mastery avoidance goals focus on avoiding misunderstanding or missing any points.
Performance approach goals focus on demonstrating ability to others and looking
smart, while performance avoidance goals focus on avoiding looking slow or getting

the worst grades.

Related researches demonstrated that students’ achievement goals are
significantly linked to their metacognition and their use of various coping strategies.
Metacognition refers to thinking about a person’s own learning progress. Theorists
shortly define metacognition as “thinking about thinking” or “cognition about
cognition” (Flavell, 1999; Livingston, 2003). In other words, metacognition is a
thinking level that helps control thinking used in learning conditions. It also helps
people monitor their cognitive processes (Forrest-Pressley& Waller, 1984; Flavell,
1999; Hattie, Biggs, & Purdie, 1996; Schraw, 1998). People think about their
thinking process by two components: metacognitive knowledge and metacognitive
regulation. While metacognitive knowledge refers to information about learning
process, metacognitive regulation refers to a set of activities that help people control
their learning processes Gardner, 1990; Schraw& Moshman, 1995; Schraw, 1998;
Livingston, 2003). According to the researchers, students who focus on learning, or
mastering a task, who adopt mastery goals, tend to use more metacognitive
strategies in comparison to others. Additionally researches have shown that students
who focus on not looking slow, or not getting the worst grade and adopt performance
avoidance goals, cannot use metacognitive strategies effectively (Middlebrooks,
1996; Wolters, Yu & Pintrich, 1996; McGregor & Gable, 1999; Somuncuoglu &
Yildirim, 2001; Vermetten, Lodewijks & Vermunt, 2001; Wolters, 2004; Shih,
2005a, Ommundsen, 2009).



The other achievement related outcome which is found to be significantly
related to achievement goals involves students’ use of various coping strategies.
Coping can be defined as a response to negative events, in other words, it is
behaviors, strategies or emotions that are used to handle a stressful event like an
academic failure (Lazarus& Folkman, 1986; Kamins& Dweck, 1999; Folkman&
Moskowitz, 2004). Although there are many types of coping strategies, Tero and
Connel (1984) classified coping strategies under four categories; positive coping,
projective coping, denial coping and non-coping. Asking others like parents or
teachers for help, time management, or finding errors were examples of positive
coping. In projective coping, students pass the buck, and blame other people. In
denial coping, students try to ignore the failure. They emphasize to themselves that
the failure was not important. The last method, non- coping, refers to blaming one’s
self. This means, if students choose non-coping, they beat themselves up (Kaplan and
Midgley, 1999). Moreover, coping strategies can be classified as adaptive and
maladaptive strategies. While help seeking, time management, and studying more are
examples of adaptive strategies due to their relationship with positive outcomes,
procrastination, and blaming others are examples of maladaptive strategies due to
their relationship with negative outcomes (Kaplan& Midgley, 1999; Friedel, Cortina,
Turner and Midgley, 2007). According to researchers, mastery goals are positively
related to adaptive coping; whereas, performance goals are positively related to
maladaptive coping strategies (Brdar, Rijavec & Loncaric, 2006; Friedel, Cortina,
Turner & Midgley 2007; Taye & Zhou, 2009). Based on aforementioned studies, in
the present study, students’ use of various coping strategies and their metacognition

were examined as consequences of students’ achievement goals.

Relevant literature suggests that many factors which act as antecedents of
achievement goals can influence students’ adoption of any kind of achievement
goals. For example, fear of failure is one of the antecedents of achievement goals.
Fear of failure can be defined as use of energy as a motivation to avoid a negative
possibility (Elliot& Sheldon, 1997; Elliot, 1999). Fear of failure is directly related to
how people define and perceive an academic failure. Besides, it can also emerge

3



from people’s self evaluations and their opinions on others’ evaluation of
themselves after the failure (Heckhausen, 1991). According to Conroy,
Poczwardowski, and Henschen (2001), there are five consequences of failure a)
experiencing shame and embarrassment, b) devaluing devaluation of one’s self-
esteem, c) having an uncertain future, d) important others losing interest, and e)
upsetting important others. In other words, people avoid failure because of these five
reasons; first, they maybe think that after the failure, they will feel ashamed. Second,
according to some people, the failure can create a situation that orients them to
criticize their intelligence, and talent. Third, the failure can affect some people’s
future plans in a negative way. Forth, some people believe that their parents,
teachers, or peers take them seriously because of their success so if they fail, they
will lose other people’s interest. Lastly, people not only fear losing interest of
important people, but also they fear upsetting them with their failures (Conroy,
2001; Conroy, Willow, and Metzler, 2002; Conroy, Metzler, and Hofer, 2003;
Conroy& Elliot, 2004). According to achievement goal researchers, students with a
high fear of failure tend to adopt performance goals, in both approach and avoidance
forms, and mastery avoidance goals. In other words, these students focus on
demonstrating themselves, avoiding missing a point, not understanding, or being
worst, or not looking slow-minded in front of others,(Thrash and Elliot 2002;
Conroy, Elliot& Hofer, 2003; Conroy& Elliot, 2004; Nien & Duda, 2008; Elliot and
Murayama 2008). In the same way, in the relevant literature, fear of failure is treated

as one of the antecedents of students’ achievement goals.

Furthermore, related literature have shown students’ motivational beliefs,
such as task value and self-efficacy beliefs and socio-cultural influences such as
perceived parents’ and teachers goals as antecedents of achievement goals. Among
these variables, task value is defined as the main reason to engage in a task for the
students (Eccles& Wigfield, 2000; 2002). According to the theorists, Task value
comprises four elements: Attainment value refers to the importance of doing well in
a task. People may prefer tasks because of their beliefs on being able to do well in

them. The second component, intrinsic value, refers to personal interest. People can
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engage in a task because of their interest in its content, or they believe they will be
having fun doing it. Thirdly, utility value refers to perceived usefulness of the task
for the person. For instance, a student who wants to be a doctor would give much
importance to biology courses. Finally, cost beliefs concern negative aspects of
engaging in a task. For example, while engaging in one task, people generally
eliminate other alternatives. Hence, preferring a task brings some costs, like the
amount of necessary effort or time required for it (Eccles, & Wigfield, 2002;
Pintrich & Schunk, 2002; Hulman, Durik, Schweigert & Harackiewicz, 2008; Eccles,
2009). According to the relevant literature, students who find the tasks interesting,
useful, or enjoyable, mostly adopt mastery approach goals, or performance approach
goals. On the other hand, students who do not find the task interesting, useful, or
enjoyable mostly adopt performance avoidance goals (Wolters, Yu, & Pintrich, 1996;
Xiang, McBride & Bruene, 2004; Bong, 2004; Liem, Lau & Nie, 2008).

The other motivational belief which is an underlying reason of
achievement goals is self-efficacy. Self-efficacy can be defined as students’ beliefs
on their capabilities to learn and perform effectively. In other words, self-efficacy
refers to people’s judgments on whether or not they can organize and fulfill the task,
or possess necessary skills to perform it. Therefore, people’s self-efficacy can change
depending on the difficulty level of the task (Bandura, 1982, 1999; Zimmerman,
2000). Self-efficacy affects people’s engagement in a task, their effort and
persistence for it. On the one hand, if students have a low self-efficacy in a task,
they tend to avoid it. On the other hand, people with a high self-efficacy demonstrate
higher levels of effort, and tend to persist longer in difficult tasks compared to those
who are less self-efficacious (Baundra 1977; Bandura, 1982; Schunk, 1990; Bandura,
1999; Pintrich, & Schunk, 2002). Moreover, people’s judgments on themselves
depend on the information coming from their past performances, observations of the
others’ performances, verbal persuasions (others’ advice), and physiological states
(whether they are relaxed or stressed) (Bandura, 1982; Schunk, 1984; Pintrich, &
Schunk, 2002). According to researchers, students with a high self-efficacy tend to
adopt mastery goals; whereas, the ones with a low self-efficacy tend to adopt
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performance avoidance goals (Phillips & Gully, 1997; Bong, 2001; Shim & Ryan,
2005; Hsieh, Sullivan & Guerra, 2007).

Apart from students’ motivational beliefs including task value and self-
efficacy beliefs, socio-cultural influences are also found to affect students’ adoption
of achievement goals. The socio-cultural influence, here, refers to the goals
emphasized by the social environments, both school environment and home
environment. Teachers at the classrooms or parents at home can lead students to
adopt mastery goals by focusing on the importance of learning and improving skills.
In the same manner, they can also lead students to adopt performance goals by
focusing on comparing students by their peers (Nicholls, 1989; Anderman & Maehr,
1994; Kaplan& Maehr, 2002; Friedel, Cortina, Turner and Midgley, 2007).
Therefore, students’ perceptions of teachers’ or parents’ goals is an important
antecedent of achievement goals. According to researchers, students tend to adopt
mastery goals, if they think the social environment considers mastery goals
important. They tend also to adopt performance goals, if they perceive performance
goals from the social environment (Roeser, Midgley & Urdan, 1996; Friedel, Hruda,
& Midgley, 2001; Gonida, Kiosseoglou& Voulala, 2007; Bong, 2008; Kim, Schallert
& Kim, 2010).

Based on the above-mentioned literature, current study aimed at examining
antecedents and consequences of students’ achievement goals in science by
proposing a path model. In the model, concerning the relationship between
achievement goals and their antecedents, it was hypothesized that students’
motivational beliefs, fear of failure and socio cultural influence are directly linked to
students’ adoption of achievement goals. More specifically, paths were specified
from students’ self efficacy, task value, and students’ perceptions about parents’ and
teachers’ mastery goals to students’ mastery approach and mastery avoidance goals.
The path from fear of failure to students’ mastery avoidance goals also included in

the model. Besides, paths were specified from self efficacy, task value, fear of failure



and students’ perceptions parents’ and teachers’ performance goals to students’

performance approach and avoidance goals.

Concerning the relationship between achievement goals and their
consequences, it was proposed that students’ achievement goals (i.e. mastery
approach goals, mastery avoidance goals, performance approach goals, and
performance avoidance goals) are associated with students’ metacognition and
coping strategies. More specifically, in the model, students’ mastery approach,
mastery avoidance, performance approach, and performance avoidance goals were
directly linked to students’ metacognition and positive coping. Further, paths were
defined from students’ performance approach and avoidance goals to students’

projective, denial, and non coping strategies.

In addition to aforementioned relations, the model included paths between
antecedents and consequences of achievement goals. More specifically, paths were
defined from self efficacy, task value, and perceived teacher mastery goal
emphasizes to metacognition and positive coping. The model also included direct
paths from fear of failure, and perceived teachers performance goals to maladaptive
coping strategies; projective coping, denial coping and non coping. The coping
strategies were also linked to metacognition in the model.

Finally, the model also proposed relationships between motivational
beliefs and fear of failure. More specifically, students’ task value, fear of failure and
their perceptions about parents’ and teachers’ mastery goals were directly linked to
their self efficacy. Additionally, paths were specified from students’ fear of failure
and their perceptions about parents’ and teachers’ mastery goals to students’ task
value. Besides, the model included direct paths from perceived teachers’
performance goals to fear of failure. The proposed path model is displayed in Figure
1.1.
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1.1. Purpose of the Study

In this study, antecedents and consequences of 7" grade elementary

students’ achievement goals will be investigated. Self-efficacy, task value, fear of

failure, perceived parents’ and teachers’ achievement goals will be examined as

antecedents of achievement goals while metacognition and coping strategies will be

examined as its consequences.

While conducting this study, the ten following main questions will be

examined:

1. What is the relationship between Turkish elementary school

students’ self-efficacy, task value, fear of failure, and perceived

parents’ and teachers’ achievement goals and their own

achievement goals in science?

Based on the first question, the following sub questions will be addressed

in the present study.

1.1.

1.2.

1.3.

1.4.

1.5.

Is there a relationship between Turkish elementary students’
self-efficacy and achievement goals in science?

Is there a relationship between Turkish elementary students’
task value and achievement goals in science?

Is there a relationship between Turkish elementary students’
fear of failure and achievement goals in science?

Is there a relationship between Turkish elementary students’
perceptions of their parents’ achievement goals and their own
achievement goals?

Is there a relationship between Turkish elementary students’
perceptions of their teachers’ achievement goals and their own
achievement goals?
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2. What is the relationship between Turkish elementary school

students’ achievement goals and their metacognition in science?

3. What is the relationship between Turkish elementary school

students’ achievement goals and their coping strategies in science?

4. What is the relationship between Turkish elementary school

students’ motivational beliefs and fear of failure?

Based on the fourth question, the following sub questions will

addressed in the present study.

be

4.1. Is there a relationship between Turkish elementary school

students’ self efficacy and fear of failure?

4.2. Is there a relationship between Turkish elementary school

students’ task value and fear of failure?

5. What is the relationship between socio-cultural influence and

Turkish elementary school students’ motivational beliefs and fear

of failure?

Based on the fifth question, the following sub questions will be addressed

in the present study

5.1. Is there a relationship between students’ perceptions
parents’ achievement goals and students’ self efficacy?
5.2.Is there a relationship between students’ perceptions
teachers’ achievement goals and their self efficacy?

5.3.Is there a relationship between students’ perceptions
parents’ achievement goals and their task values?

5.4.1Is there a relationship between students’ perceptions
teachers’ achievement goals and their task values?

5.5. Is there a relationship between students’ perceptions

teachers’ achievement goals and their fear of failure?
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6. What is the relationship between Turkish elementary school

students’ motivational beliefs, fear of failure and metacognition?

Based on the sixth question, the following sub questions will be addressed

in the present study.

6.1. Is there a relationship between Turkish elementary school
students’ self efficacy and metacognition?

6.2. Is there a relationship between Turkish elementary school
students’ task value and metacognition?

6.3. Is there a relationship between Turkish elementary school

students’ fear of failure and metacognition?

7. What is the relationship between Turkish elementary school
students” motivational beliefs, fear of failure and coping

strategies?

Based on the seventh question, the following sub questions will be

addressed in the present study.

7.1. Is there a relationship between Turkish elementary school
students’ self efficacy and positive coping?

7.2. Is there a relationship between Turkish elementary school
students’ task value and positive coping?

7.3. Is there a relationship between Turkish elementary school
students’ fear of failure and projective coping?

7.4. Is there a relationship between Turkish elementary school
students’ fear of failure and denial coping?

7.5. Is there a relationship between Turkish elementary school
students’ fear of failure and non coping?

8. What is the relationship between socio-cultural influence and

Turkish elementary school students’ metacognition?

11



9. What is the relationship between socio cultural influence and

Turkish elementary school students’ coping strategies?

Based on the ninth question, the following sub questions will be addressed

in the present study.

9.1.Is there a relationship between students’ perceptions of
teachers’ achievement goals and students’ positive coping?

9.2. Is there a relationship between students’ perceptions of
teachers’ achievement goals and students’ projective coping?

9.3.Is there a relationship between students’ perceptions of
teachers’ achievement goals and students’ denial coping?

9.4.Is there a relationship between students’ perceptions of
teachers’ achievement goals and students’ non coping?

10.  What is the relationship between Turkish elementary school

students’ metacognition and coping strategies?

Based on the tenth question, the following sub questions will be addressed

in the present study.

10.1. Is there a relationship between students’ metacognition and
positive coping?

10.2. Is there a relationship between students’ metacognition and
projective coping?

10.3. Is there a relationship between students’ metacognition and
denial coping?

10.4. Is there a relationship between students’ metacognition and

non coping?
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1.2. Significance of the Study

At the time being, achievement goal theory is one of the dominant theories
that focus on differences between students while engaging in a task (Elliot, 1999).
Investigating the achievement goals, understanding student’s reasons for engage a
task, will be helpful to comprehend their achievement motivations (Urdan& Maehr,
1995). As known, motivation is an important factor that affect students’ learning and
performance. Motivated students are not only much interested in the tasks, but also
perform better than others. Therefore, improving students’ achievement motivation is
one of the goals of schools (Pintrich, & Schunk, 2002). For this reason, this study
aims to help understand students’ achievement motivation, and in the light of the

results make suggestions to improve their motivation to teachers, parents, etc.

Besides, a student’s approach to academic tasks affects his/her
achievement behaviors. In the same way, reasons to undertake a task also affect
persistence, performance and success (DeBacker& Nelson, 1999). Therefore, it is
important to determine the sources of achievement goals and so the present study
aims at elevating our understanding of the relations between personal achievement
goals, and various motivational variables; self-efficacy, task value, fear of failure,
perceived parents’ and teachers’ achievement goals. Additionally, in the current
study, metacognition and coping strategies will be regarded as consequences of
achievement goals. The relationships between these variables can vary depending on
culture and country (Sungur& Senler, 2008). In this study, the data will be collected
from Turkish students, and the researchers will try to explain the results according to
Turkish culture and Turkish educational system. The results will also be compared
to the literature. In addition the relationship among all the variables will be tested
with a conceptual model proposed based on the literature by using path analysis in
the present study. Path analysis allows us to examine the relationship among the
variables simultaneously. It is the first time that relationship among antecedents and
consequences of achievement goals will be examined simultaneously through the

present study.
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1.3. Definition of Important Terms

1.3.1. Achievement Goals

Achievement goals involve reasons for engaging an academic task
(Midgley, 2000). In this study, four personal achievement goals of mastery approach,
mastery avoidance performance approach and performance avoidance achievement
goals will be measured via Achievement Goal Questionnaire, developed by Elliot
and Church, 2001.

1.3.2. Self-Efficacy

Self-efficacy refers to beliefs about capabilities to learn (Pintrich, &
Schunk, 2002). Self efficacy will be assessd by a sub scale of Motivated Strategies in

Learning Questionnaire in the present study.

1.3.3. Task value

Task value can be defined as the reasons for engaging a task. The answer
to “why should I do this task?”” question shows us task value. Four constituents of the
task value are; attainment value, intrinsic interest, utility value and cost belief,
(Eccles& Wigfield, 2000; 2002; Pintrich & Schunk, 2002). Task Value will be
assessed by a sub scale of Motivated Strategies in Learning Questionnaire in the

present study.

1.3.4. Fear of Failure

Fear of failure is an important factor that affects achievement behavior
(Conroy& Elliot 2004). Fear of failure can be shortly defined as people’s orientation
of their energy to avoid a negative possibility (Elliot& Shledon, 1997; Elliot, 1999;
Conroy, 2001). Although fear of failure can bring achievements especially for good
performers, it can also cause people not to demonstrate their full potential on a given
subject. (Conroy, 2001; Conroy, Willow, and Metzler, 2002). In the present study,
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students fear of failure will be assessed via Performance Failure Appraisal
Inventory, developed by Conroy, 2001.

1.3.5. Perceived Parents’ Achievement Goals

Parents’ goals also play an effective role on students’ goals (Friedel,
Cortina, Turner and Midgley, 2007). In this study, parents’ achievement goals refer
to students’ perceptions of goals that their parents emphasize to them for science
classes. In this study, students’ perceptions about their parents goals will be assessed
via Perceived Parent Goal Emphases Scale, developed by Friedel, Cortina, Turner
and Midgley, 2007.

1.3.6. Perceived Teachers’ Achievement Goals

Another factor that affects students’ achievement goals is teachers’
achievement goals (Friedel, Cortina, Turner and Midgley, 2007). ). In this study,
teachers’ achievement goals refer to students’ perceptions of goals that their science
teachers emphasize to them in science classes. In this students’ perceptions about
their teachers goals will be assessed via Perceived Teacher Goal Emphases Scale,
adopted from Patterns of Adaptive Learning Survey by Friedel, Cortina, Turner and
Midgley, 2007.

1.3.7. Metacognition

Metacognition refers to high order thinking about one’s learning process
(Flavell, 1999; Livingston, 2003). Researchers shortly summarize metacognition as
“thinking about thinking”, or “cognition about cognitive phenomena”. In this
research, students” metacognition will be examined as a consequence of achievement
goals. Students’ metacognitve strategies will be assessed by a sub scale of Motivated

Strategies in Learning Questionnaire in the present study.
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1.3.8. Coping Strategies

Coping can be defined as students’ thoughts, behaviors, or possible
strategies that are adopted to handle an academic failure. (Folkman,& Moskowitz,
2004). In this research, students using coping strategies will be examined as
consequences of achievement goals. Students’ coping strategies will be assessed via
Academic Coping Inventory, developed by Tero and Connell, 1984, in the present

study.
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2. LITERATURE REVIEW

In this study, antecedents and consequences of 7" grade elementary
students’ achievement goals will be investigated. While self efficacy, task value, fear
of failure, perceived parents’ achievement goals and perceived teachers’ achievement
goals will be examined as antecedents of achievement goals, metacognition and

coping strategies will be examined as consequences of achievement goals.
2.1. Achievement Goals

Achievement goal theory, one of the most active motivational theories, has
emerged to explain achievement behavior (Anderman, Urdan, & Roeser, 2003;
Pintrich, Conley& Kemper, 2003). Achievement goal theory is focused on the goals
of achievement tasks, not general life goals (Pintrich, Conley& Kempler, 2003). In
other words, researchers of this theory are interested in are interested in what drives a
student to complete a task, namely why do students want to achieve a task
(Anderman, Urdan, & Roeser, 2003; Eliot& Harackiewicz, 1996; Midgley, Kaplan&
Middleton 2001; Pintrich, 2000a). The theory highlights that students may have
equal motivation to perform a task, but this does not mean that they have same
reasons for doing the task (Anderman, Urdan, & Roeser, 2003). Therefore,
researchers think that understanding reasons of achieving the task can lead them to

understand students’ achievement motivation (Pintrinch& Garcia, 1991).

Achievement goal theory was developed in the late 1970’s and early
1980’s (Elliot& Harackiewicz, 1996; Shih, 2005). Early researchers of this theory
distinguished two achievement goals; mastery goals and performance goals. While
mastery goals are concerned with learning and understanding a task and improving
competence skills, performance goals focus on demonstrating competence or ability
(Elliot& Harackiewicz, 1996; Church& Elliot, 1997; Pintrich, 2000; Linnenbrink&
Pintrich, 2002; Pintrich& Conley& Kemper, 2003; Shih 2005). The theorists also
underlined that these goals are related to a student’s ability to process a situation as

well as their reaction to the outcome. Researchers suggest that mastery goals are
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related to positive process and outcomes; while, performance goals are related to

negative outcomes (Elliot, 1999).

Later researchers suggest that an achievement goal in which a student
desires a positive possibility is an approach goal, whereas (s)he is avoiding a
negative possibility is an avoidance goal (Elliot& Thrash, 2001). Combining these
two orientations, mastery versus performance; approach versus avoidance, researches
offered 2x 2 form of achievement goals: mastery approach, mastery avoidance,
performance approach, and performance avoidance. Mastery approach goals refer to
an attempt to successfully complete a task, whereas, mastery avoidance goals refer to
avoiding failure without understanding. For instance, if students are using mastery
approach goals, their reasons for studying are improving their knowledge or skills.
On the other hand, if students use mastery avoidance goals, they study for the reason
of avoiding not learning and understanding, but not to improve. Concerning
performance goals, students using performance approach goals study to show their
ability to others and look smart, while students with performance avoidance goals
study to avoid looking dumb or getting the worst grades. In the table 2.1, Pintrich
and Schunk (2002) summarize the two main goals and their approach and avoidance

forms.

Table 2.1 Two Goal Orientations and Their Approach and Avoidance Forms
(Adapted from Pintrich & Schunk, 2002, pp 219)

Approach focus Avoidance focus
Focus on mastering task, Focus on avoiding
learning understanding misunderstanding, not learning
Mastery _
_ _ or not mastering task
orientation
Use of standards of self Use of standards of not being
improvement, process, deep wrong, not doing it incorrectly
understanding of task relative to task
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Table 2.1 (Continued)

Performance

orientation

Focus on being superior, besting
others, being the smartest, best

at task in comparison to others

Use of normative standards such
as getting best or highest grades,

being top or best performer in

Focus on avoiding inferiority,
not looking stupid or dumb in

comparison to others

Use of normative standards such
as not getting the worst grades,

being lowest performer in class.

class

Related research has demonstrated that achievement goals are related to
other motivational outcomes, such as fear of failure, task value, or self efficacy and
cognitive outcomes, such as various cognitive and metacognitive strategy use
(Anderman& Midgley, 1997; Elliot& Thrash, 2001; Pintrich& Schunk, 2002).
Considerable research in the literature focused on how these goals are related with
other outcomes (Pintrich& Schunk, 2002). Elliot (1999) defines achievement goals
as “midlevel surrogates”, namely, there are factors that underline adopting the goals,
and these goals also influence the processes and outcomes. Therefore, the current
study of these theories is aimed at examining achievement goals in relationship to
their antecedents and consequences. While self efficacy, task value, fear of failure,
parents’ achievement goals, and teachers’ achievement goals will be examined as
antecedents of achievement goals, cognitive and metacognitive strategy use and
coping strategies will be examined as consequences of achievement goals in the
present study.

2.2. Antecedents of Achievement Goals

2.2.1. Relationship Between Task Value and Achievement Goals

One of the most prominent motivational theory is expectancy-value theory

proposed by Atkinson in 1957. Inspired by work of early researchers (e.g. Lewin,
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1935) Atkinson developed this theory to explain achievement-related behaviors, such
as choosing a task and persisting in it. According to the theory, achievement
behaviors can be explained by achievement motivation constructs, which are
expectations for success and value. Atkinson defined expectation of success as the
probability of success that a person expects for a given task. He also supports that
value has a relationship with probability for success; if the given task is hard, people
give it more value. For that reason, the theory was seen as limited (Wigfield, 1994;
Pintrich& Schunk, 2002; Wigfield& Cambria, 2010).

Eccles and her friends elaborated on the Atkinson’s work and developed
the contemporary expectancy-value theory which led to considerable research on
academic achievement (Eccles& Wigfield, 2000; 2002; Pintrich & Schunk, 2002;
Eccles, 2009). According to this theory, people’s behavioral choices are dependent
upon two motivational beliefs: expectation for success and task value (Wigfield&
Eccles, 1992; Wigfield, 1994; Eccles& Wigfield, 2000; 2002; Pintrich & Schunk,
2002; Eccles, 2009). While success expectancy is defined as the opinions of students
about the outcome before engaging the task, value is defined as the reason for
students to do the task (Eccles& Wigfield, 2000; 2002; Pintrich & Schunk, 2002;
Eccles, 2009). The Eccles’ expectancy- value model is presented in Figure 2.1.

As seen in the figure 2.1, expectancy and value components have direct
affects on achievement behavior. While people are engaging in a task, they eliminate
the other ones. During this process, their belief about probability of success and
values that they give the task become the dominant distinctive marks (Eccles&
Wigfield, 2002). Even when determining the answer to “why should I do this?”, the
value of the task changes based on the quality of the task. According to theorists,
four components influence the quality of the task, and they are attainment value,
intrinsic value, utility value, and cost. (Wigfield& Eccles, 2000; Eccles, & Wigfield,
2002, Pintrich & Schunk, 2002; Eccles, 2009). Attainment value refers to the

importance of doing well. For example, one can see the task as an opportunity to
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demonstrate one’s self. Secondly, intrinsic value refers the individual interest in the

task.

The task with the most intrinsic value will make an individual experience
and enjoyment while doing it. Moreover, utility value refers to the task’s importance
for the person’s goals. This include not only the current goals, but also in the future
goals. In other words, if the task is useful for the immediate situation or future
situation for a person, she or he will give it a value (Eccles, & Wigfield, 2002;
Pintrich & Schunk, 2002; Hulman, Durik, Schweigert & Harackiewicz, 2008; Eccles,
2009). Finally, the last component of task value, cost can be defined as negative
judgment about the task. For instance, if a person engages in a task, how he or she
will perform or what opportunities will discard for that task will directly affect the
persons’ motivation (Eccles, & Wigfield, 2002; Pintrich & Schunk, 2002; Eccles,
2009).

Referring to the figure 2.1, expectancy and value are influenced by two
motivational components. One of them is affective memories which refers to
individuals’ previous experiences about the task. For instance, if students have bad,
negative experiences with science, this can affect students’ present value of science
The other one is self schemas and goals. Self schemas refer to individuals’ beliefs
about themselves. Further, goals refer to what students want to achieve. This might
be a short term goal, like “getting the A in an exam”, or a long term goal, like “to
become a scientist”. These two motivational constructs are influenced by students’
perceptions of their past experiences; their perceptions about how they interpret
different events that happen to them, and socio cultural environment; their
perceptions about the beliefs of people around them such as their parents, or their
teachers. (Eccles et al.,1983; Eccles et al., 1998; Wigfield & Eccles 1992; Eccles &
Wigfield, 2000; Pintrich & Schunk, 2002).

21



[44

Figure 2.1 The Eccles and Wigfield (2000, pp 69) expectancy-value model of achievement from Contemporary Educational Research,
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As mentioned above, task value beliefs are assumed to be good predictors
of achievement behaviors such as choice, persistence, and effort. Students who see
the task as useful, important, or enjoyable spent more time and effort on the task.
Moreover, task value also has a direct relationship to students’ achievement goals
(DeBacker& Nelson, 1999). To illustrate, Wolters, Yu, and Pintrich (1996)
investigated the associations between students’ achievement goals and their students’
motivational beliefs for three different academic subjects; English, math, and social
sciences. They examined three achievement goals namely, mastery goals,
performance approach goals, and performance avoidance goals. Also, they examined
task value as one of the motivational beliefs. Four hundred thirty four (225 females,
and 209 males) seventh and eighth grade elementary students participated the study.
The researchers collected the data two times, at the beginning of the academic year,
in October, and at the end of the academic year in June. They assessed students’
achievement goals with the PALS (Patterns of Adaptive Learning Survey). It
assesses mastery goals with six items, performance approach goals with five items,
and performance avoidance goals with five items. Additionally, they assessed
students’ task value beliefs with MSLQ (Motivated Strategies for Learning
Questionnaire), with six items. According to the results, task value was significantly
associated with achievement goals. More specifically, task value beliefs were found
to be positively related to mastery and performance approach goals. On the other
hand, a negative association was found between students’ task value beliefs and
performance avoidance goals. The results were significant at both the first and

second time.

Moreover, Xiang, McBride and Bruene (2004) investigated the
relationship between task value and achievement goals in an elementary physical
education program. One hundred nineteen, fourth grade students were participants of
the study. Researchers assessed students’ achievement goals with scales that
developed from “Task and Ego Orientation in Sport Questionnaire”. The scale,
assessed students’ mastery goals and had six items. The scale, which assed students’

performance goals, had also six items. They also asked six questions to assess
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students’ task value beliefs. Additionally, researchers collected the data at the
beginning of the fall semester. Results indicated that mastery goals and task value
beliefs were positively related to each other. More specifically, students perceiving

the tasks as useful, interesting, or important tend to adopt mastery goals..

In another study, Bong (2004) assessed the associations between students’
task value and achievement goals; mastery goals, performance approach goals, and
performance avoidance goals among 389 Korean high school girls. The survey used
by the researchers was adopted from other published studies. It assessed task value
with three items; mastery goals with four items; performance approach goals with
three items; and performance avoidance goals with three items. Results showed that
task value was positively related to mastery goals. This finding implied that students
who find the task useful, interesting, or important, are likely to study for the reasons

of improving their skills and knowledge.

In a similar study, Hulman, Durik, Schweigert and Harackiewicz (2008)
investigated the relationships between achievement goals and task value judgments
in a college classroom. They examined mastery approach, and performance approach
goals as achievement goals, and utility and interest value as task value judgments.
The participants of the study were six hundred sixty three (215 men, and 448
women) college students who enrolled psychology classes. At the beginning of the
course, the second week, the researchers assessed students’ achievement goals. They
asked 4 questions, two of them assessing mastery approach goals, and two of them
assessing performance approach goals. At the fourth week of the course, participants
were asked their values for the task. In the questionnaire, there were asked three
questions to assess utility value and three questions to assess interesting value.
According to the results, only adoption of mastery approach goals are associated with
task value beliefs, both utility and interest value.

In addition, Liem, Lau and Nie (2008) examined the relationship between

task value as one of the motivational construct and achievement goals. The
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participants of the study were 1475 (695 boys, and 780 girls). Researchers assessed
students’ achievement goals with the PALS (Patterns of Adaptive Learning Survey).
It consists 16 items, and three parts; mastery goals, performance approach goals, and
performance avoidance goals. Additionally, they assessed students’ task value beliefs
with the subscale of MSLQ (Motivated Strategies for Learning Questionnaire), with
six items. Results of the study show that task vale directly predicted achievement
goals. According to the results, task value was positively related to mastery goals and
performance approach goals implying that students who find the tasks useful, or
interesting are likely to focus on learning and understanding the course material as
well as showing their abilities to others.

Furthermore, Khezri Azar, Lavasani, Malahmadi, and Amani (2010)
examined the relationship between task value and achievement goals, including
mastery goals, performance approach goals, and performance avoidance goals in
math courses. Two hundred eighty (167 males, 113 females) high school junior
students participated the study. Researchers used Midgley et al Achievement Goals
(2000), includes 14 items, and Pintrich, et al Task Value (1991), includes 6 items
surveys. The results were consistent with findings in that task value beliefs were
found to be directly linked to mastery goals. This finishing suggested that students
who give high value to the math task and activities tend to adopt mastery goals in

math.

Overall, abovementioned literature shows that task value beliefs are
significantly associated with achievement goals. More specifically, results
demonstrated that, students who find the tasks as interesting, useful, or enjoyable,
tend to adopt mastery goals, or performance approach goals. These students are
likely to focus on improving their skills, learning new things and demonstrating their
ability to others. Besides, students who do not find the task interesting, useful, or
enjoyable tend to adopt performance avoidance goals. These students are likely to
focus on avoiding getting worst grades or looking dump in front of their peers.

Accordingly, in the present study, while a positive relationship is expected to be
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found between students’ task value and students’ mastery and performance approach
goals, negative relationship is expected between students’ task value and mastery and

performance avoidance goals.

2.2.2. Relationship Between Self Efficacy and Achievement Goals

One of the most widely known theories in education is Bandura’s (1986)
Social cognitive theory. There are three main idea in this theory; reciprocal
interactions, enactive and vicarious learning, and motivation. Reciprocal interactions
stand for a dynamic interplay among personal, behavioral, and environmental
elements contribute equally to human functioning. Enactive learning refers to
learning by doing; conversely, vicarious learning refers to learning by observing
others. According to the this theory, motivation is an important issue that affects
learning and performance. Additionally, motivation is a goal directed behavior.
People set their goals, they activate them by the outcome expectations and they
perform the actions by self efficacy beliefs (Pintrich& Schunk, 2002; Schunk&
Pajares, 2009). In other words, self efficacy, or judgment of oneself about one’s own
capacity for a task, has a very large contribution on a persons’ self motivation
(Bandura, 1982, 1999; Zimmerman, 2000) and is also a key component for the Social
Cognitive Theory (Bandura, 1977; Pintrich, & Schunk, 2002; Zimmerman, 2000).
Self efficacy includes feelings, and emotions for an oncoming situation and differs
from outcome expectations (Bandura, 1977; 1981). Outcome expectations can be
defined as a person’s thoughts about what effects a behavior will cause; a person’s
perceptions about how well they organize required activities for an ambiguous
situation addresses to self efficacy beliefs (Bandura, 1977; Bandura& Schunk, 1981).
Therefore, self efficacy beliefs are a factor that directly effects people’s engagement

in an activity (Bandura, 1977; 1981; Tipton& Worthington, 1984).

People’s judgments of themselves about whether they achieve the task or
not is a process which is based on four types of information: performance
attainments; vicarious experiences of observing the performances of others; verbal

persuasion; and physiological states (Bandura, 1982; Schunk, 1984). Performance
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attainments refer to past performance of people. In other words, if a person achieves
a task in the past, the next time he or she will believe himself/herself to accomplish
the oncoming task. Additionally, performance attainments present valid efficacy
information for people (Schunk, 1984). The second source, verbal persuasion, refers
to observing others who are similar or whose tasks are similar. In other words,
people can decide whether or not they can accomplish the task by observing other
people. In the third information source, verbal persuasion, people judge their
capacity for a task by others’ accounts or advice. In the last source, physiological
states, people get assistance from their physiological conditions. For instance, if a
person feels relaxed, he or she will be more confident, and they will infer from this
that they can succeed (Bandura, 1982; Siegel& McCoach, 2007).

Self efficacy is a multidimensional construct that varies in strength, and
difficulty level and also has significant effects on persons’ achievement behavior. It
can even be seen as the best predictor of a specific behavior (Schunk, 1990; Pintrich,
& Schunk, 2002). For instance, if people think the task is very difficult and that it
exceeds their capacity, their judgment is negative, and they may avoid the task
(Baundra 1977). Because having capacity is not enough to achieve a task, students
also need to believe that they can achieve it (Hsieh, Sullivan and Guerra, 2007).

Accordingly, self efficacy has considerable effects on setting goals and
persisting in these goals (Bandura, 1982). In general, students with high self efficacy
choose more challenging goals, show more effort, and perform better than others
who are less self-efficacious (Bandura, 1982; Schunk, 1990). Moreover, judgment
about peoples’ ability is also related to their adoption of achievement goals (Dweck&
Leggett, 1988). In fact, Elliot and Church (1997) suggested that self-efficacy is a
direct antecedent of achievement goals. More specifically, according to Elliot and
Church, highly self-efficacious people tend to adopt approach achievement goals,
while less self-efficacious people tend to adopt avoidance achievement goals. In a
study providing a support for this idea, Liem, Lau and Nie (2008) investigated the

relationship between self efficacy and achievement goals. One thousand and four
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hundred seventy five (695 boys, and 780 girls) Singapore students participated in the
study. The average age of the participants was 15. Researchers assessed students’
achievement goals with the PALS (Patterns of Adaptive Learning Survey). The
PALS consisted of 16 items in three dimension namely, mastery goals (6 items),
performance approach goals (5 items) and performance avoidance goals (5 items).
Additionally, they assessed students’ self efficacy with the subscale of MSLQ
(Motivated Strategies for Learning Questionnaire), with eight items. Results of the
study showed that self efficacy directly predicts achievement goals. More
specifically, self efficacy was found to be a positive predictor of mastery goals and
performance approach goals; whereas, a negative predictor of performance
avoidance goals. These results implied that, students with higher levels of self
efficacy are likely to adopt approach goals (mastery and performance approach)
while students with lower levels of self efficacy are likely to adopt performance
avoidance goals.

In other study Phillips and Gully (1997) investigated the relationship
between self efficacy and achievement goals using the dichotomous achievement
goals framework. Accordingly, they assessed only mastery goals and performance
goals. Four hundred five undergraduate students participated in the study. They
measured the achievement goals by using two 8-item scales developed by Button et
al. (1996), and self efficacy by using a 10-item scale. Results showed that there was a
positive relationship between self efficacy and mastery goals that is, higher levels of
self-efficacy was found to be associated with higher levels of mastery goal adoption.
However, according to the results, there were no relationship between performance

goals and self efficacy.

In addition, Pajares, Britner, and Valiante examined the relationship
between self efficacy and achievement goals in two studies; in writing class (study 1)
and in science class (study 2). 497 middle school students (250 girls and 247 boys) ,
participated in study 1. Meanwhile, 281 middle school students (139 girls, and 142
boys) participated in study 2. Patterns of Adaptive Learning Survey (PALS) were
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used to assess students’ achievement goals. Researchers also assessed writing self
efficacy, and science self efficacy with guidelines provided by Bandura. In both
studies, self efficacy was found to be positively linked to mastery goals, and
negatively related to performance avoidance goals. Differently from study 2, in the
study 1, self efficacy was also positively related to performance approach goals for

writing class.

The relationship between self efficacy and achievement goals was also
investigated by Bong (2001). Four hundred twenty four students (212 girls, and 212
boys) from three middle schools and two high schools in Korea participated in the
study. The researcher assessed students’ achievement goals with the scale that was
adopted from Patterns of Adaptive Learning Survey (PALS; Middleton & Midgley,
1997), and students’ self efficacy with the scale that was adopted from PALS, and
MSLQ (Motivational Strategies for Learning Questionnaire). Results indicated that
self efficacy has positive relationships between mastery goals and performance

approach goals.

In other study, Shim and Ryan (2005) examined the relationship between
achievement goals and students’ self efficacy. The participants were three hundred
sixty one (64% females, 36% males) college students from a large Midwestern
university. The researchers used Patterns of Adaptive Learning Survey (PALS;
Midgley et al., 1997) to assess achievement goals; mastery goals (6 items),
performance approach goals (5 items) and performance avoidance goals (5 items),
and to assess self efficacy (3 items). Results indicated that while self-efficacy was
positively related to mastery goals, it was negatively linked to performance-
avoidance goal. The study also showed that self-efficacy was not significantly linked

to performance approach goals.

In a similar study, Hsieh, Sullivan and Guerra (2007) explored the
relationship between self efficacy and achievement goals. Participants were one

hundred twelve undergraduate students from a large, metropolitan, Hispanic-serving
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institution in the Southwest. Results showed that self-efficacy was significantly
correlated with mastery goals implying that students with higher levels of self
efficacy adopt stronger mastery goals than those who had lower levels of self-

efficacy.

In a study conducted in Turkey, Akin (2008) also investigated the
relationship between self efficacy and achievement goals. The researcher used the
2X2 form of achievement goals framework. Accordingly, the author examined
mastery approach goal, mastery avoidance goals, performance approach goals, and
performance avoidance goals in the study. Six hundred, forty six (331 males, 315
females) university students participated the study. He used 2X2 Achievement Goal
Orientation Scale, which consisted of 26 items, and self efficacy sub scale of
Motivated Strategies for Learning Questionnaire, which consisted of 8 items. Results
showed that, while self efficacy positively predicted mastery approach goals, it was a
negative predictor of mastery avoidance, performance approach, and performance
avoidance goals. These findings revealed that self-efficacious students are likely to
focus on improving their knowledge and skills and they tend to adopt mastery
approach goals. On the other hand, students with lower levels of self efficacy are
likely to focus on avoiding misunderstanding, getting the worst grades, or making
fools of themselves. These students tend to adopt mastery avoidance goals,
performance avoidance goals, or performance approach goals. Overall, the findings

obtained from Turkish sample were parallel to those obtained in Western cultures.

Recently, Khezri Azar, Lavasani, Malahmadi, and Amani (2010) examined
the relationship between self efficacy and achievement goals; mastery goals,
performance approach goals, and performance avoidance goals in math courses. Two
hundred eighty (167 males, 113 females) third grade high school students
participated the study. Researchers used Midgley et al Achievement Goals (2000),
which includes 14 items, and Middleton and Midgley Self efficacy in Mathematics
(1997), which includes 4 items surveys. The results showed that self efficacy has

positive direct relationship with mastery goals and performance approach goals. This
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finding implied that students with positive judgments about their capabilities are
likely to study for the reasons of improving their skills and knowledge. On the other
hand, negative relationship found between self efficacy and performance avoidance
goals suggested that students with lower levels self efficacy are likely to study for the
reasons of avoiding looking stupid or getting the worst grade in the class.

To sum up, aforementioned literature has demonstrated that self efficacy is
significantly related to achievement goals. More specifically, substantial empirical
evidence from previous research consistently indicated that self efficacy is positively
associated with mastery and performance approach goals and negatively with
performance avoidance goals. Accordingly, in the present study, while a positive
relationship is expected to be found between students’ self efficacy and students’
mastery and performance approach goals, negative relationship is expected between

students’ self efficacy and students’ mastery and performance avoidance goals.

2.2.3. Relationship Between Fear of Failure and Achievement Goals

Achievement motivation, directing energy to a competence based affect,
explains the reasons of people’s motivation by two components; need for
achievement and fear of failure. Need for achievement refers to being motivated to
approach a positive possibility, to approach a success. Conversely, fear of failure
refers to being motivated to avoid a negative possibility, to avoid from a failure
(Elliot& Shledon, 1997; Elliot, 1999). In other words, fear of failure is seen as a
tendency to sense shame and the chance of being belittled in the eyes of peers
(Atkinson, 1957 cited in Conroy, Willow, and Metzler, 2002; Elliot, Henry, Shell, &
Maier, 2005). Fear of failure can arise from dwelling on past negative experiences
(Kesici& Erdogan, 1999). Additionally, fear of failure is related to negative affective
outcomes, like text anxiety (Elliot & McGregor, 1999), and maladaptive cognitive
strategies (Elliot & Thrash, 2004).

Researchers used to assessed fear of failure with one-dimensional

measures in the past; since, it caused to make little known about why people worry,
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why they afraid being unsuccessful (Wigfield& Eccles, 1990; Conroy, 2001). To
elaborate the knowledge about worry, Birney, Burdick, and Teevan (1969) proposed
a three dimensional fear of failure model. The model includes a) fear of devaluing
one’s self esteem, b) fear of nonego punishment, and c¢) fear of reduced social value
(Conroy, 2001). Moreover, Conroy, Poczwardowski, and Henschen (2001) enriched
this model, and they defined five aversive consequences of failure: a) experiencing
shame and embarrassment, b) devaluing one’s self-estimate, ¢) having an uncertain
future, d) important others losing interest, and e) upsetting important others. The first
dimension of fear of failure, shame based fear of failure, refers to people’s negative
self evaluations about themselves, in other words they think that failure brings them
shame and embarrassment, for that reason they try to avoid from the failure.
Secondly, some people can accuse themselves for the failure. They can blame their
talent, intelligence, etc. Hence, the failure can cause to decrease in their self
confidence. The third possible consequences of failure is fear of having uncertain
future. Some people believe that their future plans need to change after a failure, and
these changes make them see the future ambiguous. Another reason to fear of failure
is fear of losing interest. People who fear of losing interest believe that their value
depends on their success, and they also believe that if they can not success, their
value will decrease for some people. According to them, failure brings loss social
influence. Lastly, people don’t want to be unsuccessful because they believe that
they will upset other people who are important for them, like their parents, or their
teachers (Conroy, 2001; Conroy, Willow, and Metzler, 2002; Conroy, Metzler, and
Hofer, 2003; Conroy& Elliot, 2004).

Researchers have shown that fear of failure has indirect effects on
achievement behavior such as choosing a task, showing effort and performance for
the task. In a sense, that fear has a domino effect; it affects directly the adaptation of
achievement goals, and from there achievement goals directly affect achievement
behavior (Elliot& Church, 1997; Elliot& Sheldon, 1997; Elliot& McGregor, 1999;
Conroy& Elliot, 2004; Elliot, Henry, Shell, & Maier, 2005). Since people who

desire to avoid failure are also likely to desire success, fear of failure is seen as a
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predictor of not only avoidance goals, but also performance approach goals. In brief,
fear of failure is an antecedent of achievement goals (Elliot, 1999). To illustrate,
Elliot and Sheldon (1997) investigated that how fear of failure influences the
adoption of approach and avoidance achievement goals. The researchers conducted
the study using a trichotomous achievement goal framework; mastery goals,
performance approach goals, and performance avoidance goals. Although, mastery
goals and performance goals (approach goals) were not differentiated in the study,
both of them were examined as approach goals. One hundred thirty five
undergraduate students (51 men and 85 women) participated in the study. They used
Alpert and Haber's (1960) 10-item Debilitating Anxiety Scale to assess the students’
fear of failure since, in achievement motivation literature, researchers have used text
anxiety scales as the motivation to avoid failure. Additionally, they developed
Achievement Goal Questionnaire to assess students’ achievement goals. According
to the results, there were positive relationships between fear of failure and avoidance
goals. Researchers also concluded that fear of failure can be one of the antecedents of

approach goals as well.

Moreover, in 2003, Conroy, Elliot and Hofer examined the affects of fear
of failure on achievement goals using the 2X2 achievement goal model, which
encompasses mastery approach, mastery avoidance, performance approach, and
performance avoidance, in sports. Three hundred fifty six (250 male, 106 female)
athletes participated the study. They used 12 items, 2X2 Achievement Goal
Questionnaire by revising for sport, and 5 item, short form of Performance Failure
Appraisal Inventory as instruments. Results showed that fear of failure positively
predicts mastery avoidance goals, performance approach goals, and performance
avoidance goals. Furthermore, no relationship was found between mastery approach
goals and fear of failure.

In another study in 2004, Conroy and Elliot investigated the relationship
between fear of failure and achievement goals. Three hundred fifty-six

undergraduates at a large university participated in the study. Researchers used The
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Performance Failure Appraisal Inventory (PFAI; Conroy, 2001; Conroy et al, 2002)
to assess fear of failure. This 25-item measure yields scores for five first order beliefs
about aversive consequences of failing and one higher-order factor representing
general fear of failure. The lower-order scales include (a) Fears of Experiencing
Shame and Embarrassment (b) Fears of Devaluing One’s Self-Estimate,(c) Fears of
Having an Uncertain Future, (d) Fears of Important Others Losing Interest, and (e)
Fears of Upsetting Important Others. The results indicated that mastery-avoidance
and performance-avoidance achievement goals were positively associated with each
fear of failure appraisal score and each general fear of failure score. Additionally,
performance approach goals were positively associated with fears of experiencing
shame and embarrassment and also positively associated with general fear of failure,

of having an uncertain future, and of important others losing interest.

In 2008, Nien and Duda investigated the relationship between fear of
failure and achievement goals; mastery approach goals, mastery avoidance goals,
performance approach goals, and performance avoidance goals in sports. Four
hundred fifty (249 males, 197 females) athletes from different universities and sports
clubs around the UK participated the study. 12-item Achievement Goals
Questionnaire for Sport (AGQ-S; Conroy et al., 2003), and 5- items of the General
Fear of Failure Scale (Conroy et al., 2002) were used in the study. Results indicate
that fear of failure is an antecedent of not only avoidance goals, mastery avoidance,

and performance avoidance goals, but also performance approach goals.

Elliot and Murayama (2008) examined the effects of fear of failure on
adoption of achievement goals. Two hundred twenty nine (76 male, 150 female, and
3 unspecified) undergraduate students participated the study. They assessed students’
achievement goals by revising Achievement Goal Questionnaire (Elliot& McGregor,
2001), and students’ fear of failure by short form of Conroy’s (2001) Performance
Failure Appraisal Inventory. The results confirmed the previous ones. In other words,

students who have high fear of failure, tend to focus on avoiding word grades,
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misunderstanding, and demonstrating themselves. Additionally, there was no

relationship between fear of failure and mastery approach goals.

To sum up, according to the research mentioned above, fear of failure has
observable direct effects on adoption of achievement goals. Researchers suggest that
approach and avoidance performance goals, along with mastery avoidance goals, can
emerge from fear of failure. Further, there were no relationships between mastery
approach goals and fear of failure. In conclusion, students with high fear of failure
want to achieve their goals, because they feel uncomfortable of missing the point, not
understanding, or looking stupid in front of their peers. They wish to appear
intelligent and skilled in front of others. Accordingly, in the present study, a positive
relationship is expected to be found between students’ fear of failure and students’

approach and avoidance performance goals, as well as mastery avoidance goals.

2.2.4. Relationship Between Socio Cultural Influences and Achievement Goals

Achievement goal theory highlights that environment, both school
environment and home environment, has a conspicuous effect on students behavior
(Ames, 1990). Expectancies and behaviors of people who are at the environment of
the students also direct students actual and achievement behavior in a positive or
negative way. Not only achievement behavior, students’ perceptions of significant
people’s, like parents’, teachers’, beliefs affect also students’ motivational beliefs.
Stated in other words, while students acquiring motivational beliefs, such as self
efficacy, task value, fear of failure, etc., socio cultural influences are also
considerable determinants (Crandall, 1969; Pintrich & Schunk, 2002; Friedel, Cortina,
Turner and Midgley, 2007).

Researchers suggest that achievement goals emerge in social cultural
environment, and it is a kind of product of these environmental influences.
Accordingly, people’s experiences in their surroundings lead them to adapt any kind
of achievement goals; if the environment emphasizes mastery goals, people can

focus on improving their skills, and even they can change their performance goals to
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mastery goals or vice versa. (Nicholls, 1989; Anderman & Maehr, 1994; Kaplan&
Maehr, 2002; Friedel, Cortina, Turner and Midgley, 2007). Due to this reason, socio
cultural influence will be examined as one of the antecedents of the achievement
goals in the current study. Moreover, social influence will be handled in the two
categories as parents’ achievement goals and teachers’ achievement goals in the

study.

2.2.4.1. Relationship Between Perceived Parent Achievement Goal Emphasize and

Achievement Goals

Parental influences have significant effects on not only students’
achievement, but also their motivational beliefs (Gonida, Kiosseoglou& Voulala,
2007), because students tend to rely on their parents’ attitudes and opinions about
their abilities more than their own past performances (Eccles, Parsons, Adler and
Kaczala, 1982). When students think that their parents focus on the effort, they give
high priority to it (Marchant et al., 2001). Furthermore, students can adopt
performance goals, they can focus on being a top student, or demonstrating
themselves, if they feel that their parents regard it. In the same manner, students can
also adopt mastery goals, they can focus on improving their skills, or knowledge, if
their parents emphasize mastery goals (Gonida, Kiosseoglou& Voulala, 2007).
Because as mentioned before, parents’ perceptions and expectancies directly affects

students’ expectancies (Eccles, Parsons, Adler and Kaczala, 1982).

To illustrate, Friedel, Hruda, and Midgley (2001) examined the
relationship between students’ perceptions about their parents’ achievement goals
and their personal achievement goals in mathematics. Nine hundred forty five 7%
grade students participated in the study. According to the results, children adopt
mastery goals when they think their parents emphasize mastery goals. Similarly,
when parents’ emphasize performance goals, students also tend to adopt performance
goals. Moreover, Friedel, Cortina, Turner and Midgley (2007) investigated the
effects of parents’ achievement goals on their students goals. The researchers used

the dichotomous achievement goal framework; as mastery goals and performance
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goals. One thousand and twenty one 7™ grade students were participated in the study.
They assessed students’ achievement goals and perceptions about their parents’
achievement goals by items adopted from PALS (Midgley et al. 1997). Results
showed that students perceptions about their parents’ achievement goals have an
important effect on adoption of achievement goals. According to the results, when
parents have mastery goals, students also adopt mastery goals. Additionally, when

parents’ have performance goals, students mostly adopt performance approach goals.

Gonida, Kiosseoglou& Voulala (2007) also investigated the relationship
between students’ perceptions about their parents’ achievement goals and students’
personal achievement goals. One hundred thirty nine 7" grade students, one hundred
forty nine 9" grade students and one hundred thirty eight 11" grade students
participated the study. They assess students’ achievement goals with the
questionnaire “Personal Achievement Goal Orientations” developed by Midgley et
al. (1998). Moreover, they assessed parent achievement goals that they emphasized
with the questionnaire “Perceptions of Parents, Home Life, and Neighborhood”
developed by Midgley et al. (2000). Findings suggested that students mastery goals
were predicted by mastery goals that parents emphasize, as well, students
performance goals, both approach and avoidance, were predicted by performance
goals that parents emphasize. However, there were differences about antecedents of
achievement goals between elementary students and junior high school students. For
junior high school students, students’ perceptions about their parents’ master goals
also affects students’ adaptation of performance approach goals. In another study, the
same researchers, Gonida, Voulala, and Kiosseoglou (2009) investigated how
perceived parent goals emphasize affects students’ adoption of achievement goals.
The researchers examined the parents goals as mastery goals and performance goals;
while, they examined students’ achievement goals as mastery goals, performance
approach goals, and performance avoidance goals. Two hundred seventy one, high
school students (7" and 9™ grade) participated in the study. They used the same
instrument with the previous research. The results of the study indicated that

students’ perceptions of their parents’ goals were one of the predictor of students’
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achievement goals. Namely, if students think that their parents want them to improve
their skills, they tend to adopt mastery goals. In the same manner, if students think
that their parent want them to demonstrate themselves, they tend to adopt

performance goals, both approach and avoidance goals.

Recently, Kim, Schallert and Kim (2010) investigated how students’
perceptions of their parents achievement goals affect their adaptation of achievement
goals in mathematics classroom. One hundred ninety one Korean students (105 boys
and 86 girls) participated in the study. While students’ personal achievement goals
were assessed by the Patterns of Adaptive Learning Survey (PALS; Midgley et al.,
2000), perceived parents goals emphasized were assessed by an adaptation form of
PALS. According to the results, students’ personal goals could be predicted by their
perceptions of their parents’ achievement goals, but not directly. Perceived parent
goals emphasize affect students own self regulated motivations, and students self

regulated motivation effects students’ adaptation of achievement goals.

Overall, the abovementioned literature demonstrated that students’
perceptions about their parents’ achievement goals are related to their personal goals.
More specifically, previous research consistently indicated that students can adopt
either mastery goals or performance goals according to the their perceptions about
their parents’ achievement goals. Accordingly, in the present study, a positive
relationship is expected to be found between students’ perceptions of their parents’
mastery goals and students’ mastery goals. In the same manner, a positive
relationship is expected to be found between students’ perceptions of their parents’

performance goals and students’ performance goals.

2.2.4.2. Relationship Between Perceived Teacher Achievement Goal Emphasize

and Achievement Goals

Ames (1992) suggested that if students’ motivation, cognition, affect, and
behaviors are examined, their perceptions about learning environment should also be

included as a factor. She also added that students’ perceptions about learning
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environment is influenced by teachers’ behaviors. Therefore, teachers’ beliefs and
behaviors, and how these beliefs are reflected to students are notable determinants to
understand students’ motivation, cognition, affect, and behavior. Teachers can create
a learning environment that emphasizes mastery goals, by giving meaningful tasks to
students, considering mistakes as a part of learning, focusing on learning and
mastering new skills, etc., or they can create a learning environment that emphasizes
performance goals, by encouraging ability, high succeed with little effort, etc.
(Nicholls, 1989; Garner, 1990; Ames, 1992; Kaplan et all., 2002; Meece,
Anderman& Anderman, 2006). Relevant literature provide a support to the idea that
students’ perceptions about these environments’ goals structure is related to adoption
of their achievement goals (Ames, 1992; Kaplan & Maehr,1999; Middleton, Gheen,
Hruda, & Midgley, 2000; Roeser, Midgley, & Urdan, 1996).

To illustrate, Roeser, Midgley, and Urdan, (1996) investigated how the
goal structures in learning environments affect students’ adoption of achievement
goals. Two hundred ninety six, middle school students (147 girls and 149 boys)
participated in the study. The researchers used Patterns of Adaptive Learning Survey
(PALS) to assess students’ achievement goals and their perceptions’ about learning
environment. They used dichotomous goal frame work, mastery and performance
goals, for both environments’ goals and personal goals. According to the results,
there were positive relationship between personal achievement goals, and learning
environment goals. Namely, students who perceived mastery goals from learning
environment, they tend to adopt mastery goals. In the same manner, students who

feel that ability is focused on the class, they tend to adopt performance goals.

Moreover, Friedel, Cortina, Turner and Midgley (2007) investigated the
effects of learning environment goals, more specifically teachers’ achievement goals
on their students goals. The researchers used the dichotomous achievement goal
framework; as mastery goals and performance goals. One thousand twenty one, 7™
grade students were participated in the study. They assessed students’ achievement

goals and perceptions about their teachers’ achievement goals by items adopted from
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PALS (Midgley et al. 1997). Results showed that students’ perceptions about
teachers’ achievement goals have an important effect on students’ achievement
goals. In other words, mastery goals that teachers emphasize in the lesson direct
student to adopt the mastery goals, in the same manner, performance goals that
teachers emphasize in the lesson direct students to adopt the performance goals.

Bong (2008) also investigated the relationship between students’ personal
goals and their perceptions about social-psychological environments in math class.
Seven hundred fifty three, high school students (315 girls, 438 boys) participated in
the study. She assessed students’ personal achievement goals and their perceptions
about learning environments’ goals with PALS (Midgley et al. 1997). According to
the results, students’ perceptions about learning environment’s goals play an

important role to adaptation achievement goals.

In a study conducted in Turkey, Tas (2008) examined the relationship
between the personal achievement goals and the goals that emphasized in the
learning environment in science classes. One thousand, nine hundred and fifty
seventh grade students participated in the study. The researcher used PALS
developed (Midgley et al. 2000) to assess students’ personal achievement goals,
mastery goals, performance approach goals, and performance avoidance goals, and
their perceptions of about learning environments’ goals, both mastery goals and
performance goals. Results indicated the positive relationship between personal goals
and perception of environment goals. In other words, when students perceive mastery
goals from their learning environment, they tend to adopt mastery goals. In the same
manner, when students perceive performance goals, they tend to adopt performance

goals.

To sum up, achievement goals that socio cultural environment emphasize
to their children have an important effect on children achievement goals. Goal
researchers show that there is a positive relationship between personal goals and

emphasized goals. In other words, when social environment emphasize mastery
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goals, students also tend to adopt mastery goals, and, when social environment
emphasize performance goals students also tend to adopt performance goals. But still
there is not enough study that explain the relationship between social goals and
personal goals. Accordingly, in the present study, a positive relationship is expected
to be found between students’ perceptions of their teachers’ mastery goals and
students’ mastery goals. In the same manner, a positive relationship is also expected
to be found between students’ perceptions of their teachers’ performance goals and

students’ performance goals.

2.3. Consequences of Achievement Goals

2.3.1. Relationship between Coping Strategies and Achievement Goals

Coping can be defined as thoughts, behaviors, or may be strategies that are
used to manage a negative, or stressful event, or an academic failure. Coping can also
be defined as a response to the obstacles to reach person’s cognitive, behavioral, or
affective goals (Lazarus& Folkman, 1986; Kamins& Dweck, 1999; Folkman&
Moskowitz, 2004). According to the researchers, students cope with a stressful event
in three stages: the first appraisal involves realizing the event as a threat to oneself,
second appraisal concerns thinking about the possible responses to the threat and
deciding on an appropriate one, and the last appraisal, coping, involves actualizing
the decided response (Lazarus& Folkman, 1986; Lazarus& Folkman, 1988; Lazarus,
1990)

There are various coping strategies that people can use when they face a
difficulty. Additionally, using a coping strategy is a personal choice; that is reactions
to a stressful event can change person to person. For instance, while some students
persist at the difficult task, others can give up quickly. Early coping researcher
defined the coping strategies under three categories: problem focused coping,
emotion focused coping, and avoidance coping. Problem focused coping aims to
manage and solve the problem. It also aims to enhance the relationships between

person and environment. Taking advice from the people like parents, teachers etc.,
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help seeking, time management or planning can be examples of problem focused
coping. The second category, emotion focused coping, aims to manage the emotions.
The strategies in this category focus on emotions without changing the situation.
Seeking for emotional support and accepting living with the problem can be
examples of emotion focused coping. The last category, avoidance coping, aims to
avoid from the problems. Denying the problem, focusing on different things can be
examples for this category (Lazarus& Folkman, 1986; Folkman, Lazarus, Gruen&
DeLongis, 1986; Folkman, Lazarus, Dunkel, Schetter, DeLongis,& Gruen, 1986;
Lazarus& Folkman, 1988; Lazarus, 1990).

Tero and Connel (1984) also classified coping strategies under the four
categories; positive coping, projective coping, denial coping and non coping. Positive
coping includes strategies like asking for help, finding out where the wrong was
done. Projective coping strategies, on the other hand, are blaming other people.
Thirdly, denial coping refers to trying to forget the failure. Students who use denial
coping strategies tell themselves that the failure was not important, and was not a
matter. Lastly, non coping, refers to self blaming. In other words, feeling terrible and
stupid (Kaplan and Midgley, 1999).

Some of the coping strategies are related to positive outcomes, while
others are related to negative outcomes. Therefore, researchers also classified coping
strategies as adaptive and maladaptive strategies. Trying again, studying more or
finding errors, help seeking are examples of adaptive or positive coping. On the other
hand, accusing others, or ignoring the mistakes are examples of maladaptive or
negative strategies (Kaplan& Midgley, 1999; Friedel, Cortina, Turner and Midgley,
2007). To identify a coping strategy as adaptive there are five necessary conditions:
the strategy, firstly, should help them to enhance their chance for the success in the
future. Secondly, it should make the student learn to tolerate the reality of failure.
Thirdly, the students should not change their ideas about themselves. Fourthly,

students could provide continued emotional equilibrium. And lastly, the strategy
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should help students to establish a satisfying relationship with his/her environment
(Zeidner, 1995).

The researchers suggest that adaption of achievement goals has an
influence on how to cope. To illustrate, Brdar, Rijavec and Loncaric (2006)
investigated the relationship between achievement goals and coping strategies. One
thousand and one hundred thirty one secondary school students participated in the
study. The researchers assessed students’ coping strategies by School Failure
Questionnaire developed by Rijavec and Brdar, 1997. It includes 48 items and two
sub scales that assess Problem focused coping (Problem Solving and Asking Help
from Parents) and Emotion focused coping (Emotional Reactions and Forgetting).
They also assessed students’ achievement goals, mastery goals (5 items) and
performance goals (5 items), by Goal Orientation scale, developed by Niemivirta,
1996. Results showed that students with mastery goals use more problem focused
coping. On the other hand, students with performance goals use more emotion
focused coping strategies which are more maladaptive than problem focused

strategies.

Friedel, Cortina, Turner and Midgley (2007) also examined the
relationship between strategies for coping with academic difficulty and achievement
goals. The participants of the study were one thousand twenty one seventh grade
students. They assessed students’ achievement goals by utilizing the PALS (Midgley
et al. 1997) and students’ coping strategies by using the Academic Coping Inventory
(ACI), Tero and Connell (1984). The inventory examined coping strategies under the
four categories; positive coping, projective coping, denial coping and non-coping.
According to the results, mastery goals are positively related to use of adaptive
strategies like positive coping and negatively related to use of more maladaptive
strategies such as projective coping and non-coping. On the contrary, performance
oriented students used less adaptive strategies. In general, it can be said that they
blame others for the academic failure. Additionally, performance goals were also

found to be negatively related to positive coping implying that performance oriented
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students are less likely to think that they can do better the next time, or think about

where they made the mistake.

In similar study, Taye and Zhou (2009) investigated the association
between achievement goals and students’ coping strategies. Two hundred twenty Six
undergraduate students (163 male, 63 female) participated in the study. They
assessed achievement goals by using the Achievement Goal Questionnaire, (Elliot&
Church 1997), and coping strategies by using the Ways of Coping Scale, (Carver et
al., 1989). The scale consisted of three main sub scales: problem focused coping,
emotion focused coping and avoidance coping. The subscales included active coping,
planning, positive reinterpretation and growth, acceptance, denial, behavioral
disengagement, suppression of completing activities etc. Results revealed that
mastery goals were positive predictors of adaptive coping strategies like active
coping, and planning. On the other hand, performance avoidance goals were found to
be negative predictors of maladaptive coping strategies like venting emotions, and

denial.

Overall, aforementioned studies demonstrated that achievement goals are
significantly related to coping strategies. More specifically, findings suggested that
mastery goals are positively related to adaptive coping; while, performance goals are
positively related to maladaptive coping strategies. Accordingly, in the present study,
positive relationships are expected to be found between students mastery approach,
performance approach goals and adaptive coping strategies. Additionally, positive
relationships are expected to be found between mastery avoidance, performance

avoidance goals and adaptive coping strategies.

2.3.2. Relationship between Metacognition and Achievement Goals

Metacognition briefly can be defined as “thinking about thinking”, or
“cognition about cognitive phenomena”. In other words, metacognition refers to high
order thinking about one’s learning process (Flavell, 1999; Livingston, 2003). After

recognition of its important role in learning by cognitive researchers, metacognition
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emerged in the educational area towards the end of 1970’s (Flavell, 1999; Pintrinch,
2002; Moseley, Elliot, Gregson and Higgins, 2005). Researchers underline that
metacognitive strategies are different from cognitive strategies. While cognitive
strategies help to develop cognitive progress, metacognitive strategies help to
monitor this cognitive progress. For instance, if a student takes notes to understand a
passage, this refers to cognitive strategies, but, if (s)he asks questions to
herself/himself to check whether s(he) understands the subject, this refers to
metacognitive strategies. From this aspect, metacognition differs from cognition
(Forrest-Pressley& Waller, 1984; Flavell, 1999; Hattie, Biggs, & Purdie, 1996;
Schraw, 1998).

Metacognition has two components: metacognitive knowledge and
metacognitive regulation (Gardner, 1990; Schraw& Moshman, 1995; Schraw, 1998;
Livingston, 2003). Metacognitive knowledge refers to information, and beliefs about
learning process (Flavell, 1999; Livingston, 2003). There are three kinds of
information: a) declarative, b) procedural c¢) conditional. Declarative knowledge
refers to self image; knowing about oneself and knowing about what factors affect
one’s performance. Procedural knowledge refers to knowledge about how to do a
task. Finally, conditional knowledge refers to knowing when to use one’s knowledge
about oneself i.e., declarative knowledge, and how to do the task i.e., procedural
knowledge (Paris, Lipson, and Wixson, 1983; Gardner, 1990; Schraw& Moshman,
1995; Schraw, 1998). Flavell, most known cognitive researcher, proposed another
classification about metacognitive knowledge. According to him, there are three
major category of knowledge that can influence a person’s cognitive process: a)
person, b) task and c) strategy. The category of person includes everything about
both the person’s and other people’s cognitive processors. For example, while a
person can learn things by reading, his/her friend can learn by listening. The task
category concerns the available information during the process. The task can be
interesting, difficult, or unfamiliar and etc. This information is important, because it
helps people decide how they can achieve the goal, the task. The last category,
strategy, refers to knowledge about what strategies are effective for the defined task.
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Further, Flavell emphasizes that a person’s metacognitive knowledge concerns the
combination of these knowledge types; a person should use two of them, or all of

them during the cognitive process (Flavell, 1979).

The second component of metacognition, metacognitive regulation, refers
to regulation of cognition. In other words, it consist a set of activities that help people
control their learning process. Although there can be a various kinds of strategies that
help to control cognitive process, they can be summarized under three of them:
planning, monitoring, and evaluation. Planning refers to the stage prior to beginning
in a given task; person can decide how to approach the task, and choose the
appropriate strategy for the task in this step. Monitoring concerns one’s judgments
about the process while learning. And lastly, evaluation refers to last step of learning.
One can evaluate the conclusion, in terms of both product, and process (Paris,
Lipson& Wixson, 1983; Gardner, 1990; Schraw& Moshman, 1995; Schraw, 1998;
Livingston, 2003; Pintrich, 2005). Researchers underline that metacognition, both of
the components, can build up over time. For instance, young children not only have
less metacognitive knowledge, but they also have less regularity skills than old ones
since older children can have more experiences and have more knowledge about
their cognition (Flavell, 1979; Baker, 1989; Schraw& Moshman, 1995; Schraw,
1998).

Relevant literature showed that metacognition, or metacognitive strategy
use can also be influenced by adaptation of achievement goals. To illustrate, Schraw,
Horn, Thorndike-Crist and Bruning (1995) investigated the relationship between
achievement goals and metacognitive strategy use. The researchers used the
dichotomous framework of achievement goals, mastery goals versus performance
goals. 448 undergraduate students (191 females, 257 males) participated in the study.
The researchers used three inventories: first inventory assessed achievement goals
adapted from Roedel, Schraw, and Plake (1994), secondly metacognitive awareness

inventory, and lastly strategy use inventory. According to the results, students with
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mastery goals not only have high metacognitive awareness, high knowledge about

their cognition, but they also use different strategies much affectively.

Middlebrooks (1996) also examined whether metacognitive activity
affected by one’s achievement goals and if so, what metacognitive activities are more
or less likely under each achievement goals in his experimental design study. In this
design, there were two groups; one of them was mastery oriented, and the other
group was performance oriented. Researcher found that students under the mastery
goal orientation demonstrated an awareness of their prior knowledge which
facilitated the problem solving and learning process. Strategy monitoring during the
early attempts to solve the problem, as well as an awareness of the strategy
effectiveness after solution were also significant. On the other hand, performance
goal oriented students did not indicate using any other metacognitive activities before
and during the task. And they reported strategy consideration during and after the
task in contrast to mastery oriented students who reported strategy consideration
before and during the task. Therefore, researcher underlined the general conclusion
that performance oriented individuals are less likely to utilizes strategies does not

mean they will not use them at all.

Furthermore, Wolters, Yu and Pintrich (1996) examined the relationship
between achievement goals and metacognitive strategy use with a correlational
study. The participants of the study were four hundred thirty four students (225 girls,
209 boys) from seventh and eighth grade students. The researchers collected the data
at two times; at the beginning of the term and at the end of the term. They used an
adopted version of MSLQ (Motivational Strategies for Learning Questionnaire) to
assess students goals and learning strategies. Result showed that not only mastery
goals, but also performance goals were the predictors of the metacognitive strategy
use for both time 1 and time 2; although, mastery goals were the strongest ones.

Elliot, McGregor and Gable (1999) also examined achievement goals as

predictors of cognitive and metacognitive strategy use with two studies. In the first
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study, the participants reported their achievement goal, and their strategies for an
upcoming exam. In the second study, the achievement goals and strategies were
assessed for the general. One hundred sixty four undergraduate students (56 males,
108 females) participated in the study. The researchers assessed students’
achievement goals with Achievement Goal Questionnaire (Elliot and Church’ 1997).
Additionally’ they investigate cognitive and metacognitive strategy use as surface
processing, deep processing and disorganization. Results indicated that while
mastery goals had a positive effect on deep processing, performance approach and
avoidance goals had a positive effect on surface processing. By the way,
performance avoidance goals also had a positive effect on disorganization.

Another study that investigated the relationship between achievement
goals and cognitive and metacognitive strategy usage of students was conducted by
Somuncuoglu and Yildirim (2001), for a specific course, Educational Psychology.
One hundred eighty nine undergraduate students enrolled the study. The researchers
handled cognitive and metacognitive strategies as a) surface cognitive which refers to
strategies that activate short term memory only, b) deep cognitive which refers to
strategies that help to make connections between new information and existing one,
c) metacognitive which refers to strategies that help adjust or modify cognition when
necessary. Results showed that mastery goals predicted use of deep cognitive and
metacognitive strategies; while, performance goals predicted surface cognitive

strategies and was not related to deep and metacognitive strategies.

Additonally, Vermetten, Lodewijks and Vermunt (2001) investigated the
relationship between cognitive and metacognitive strategy use and achievement
goals. Three hundred and ten students from three departments of a university
participated in the study. The Inventory of Learning Styles (ILS) instrument was
used to assess cognitive processing strategies and metacognitive regulation
strategies. The second scale, derived from scales developed by Nicholls, was used to
measure achievement goals. Researchers administered the survey to the students at

the end of an academic semester, at exam time. According to the results,
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performance goals had a direct effect on surface learning whereas mastery goal goals
had a direct effect on deep learning. Namely, it can be summarized as students who

wish to learn new things and improve their abilities, use deep learning strategies.

Wolters (2004) also investigated how achievement goals are related to
students’ cognitive and metacognitive strategy use in a math class. Five hundred and
twenty five junior high school students (272 girls, 253 boys) participated in the
study. The researchers used items from Midgley et al, 1998, to assess students’
achievement goals, and items from Pintrich et. al, 1993, to assess students’ cognitive
and metacognitive strategy use. Results revealed that only mastery goals predicted
students’ use of cognitive and metacognitive learning strategies. Students adopting
mastery goals were found to be likely to use cognitive and metacognitive strategies.
In contrast, there were no relationship between performance, approach and

avoidance, goals and learning strategies.

Moreover, Shih (2005a) investigated the relations among Taiwanese
children's achievement goals, cognitive and metacognitive strategy use. The
participants of the study were two hundred forty two sixth grade students. Researcher
found that mastery goals are positively associated with children's metacognition.
Performance approach goals are also adaptive in terms of children's use of cognitive
strategies, whereas performance avoidance goals are related to students' maladaptive
metacognitive and cognitive strategy use. Moreover, children high in performance-
approach orientation reported greater use of metacognitive strategies than did
children low in performance approach orientation. In another study, the same
researcher, Shih (2005b) investigated the role of achievement goals in students’ use
of learning strategies. Researcher examined achievement goals in trichotomous
model, mastery goals, performance approach goals and performance avoidance
goals. One hundred and ninety eight, 6™ grade students participated in the study. The
results of the study confirmed the previous one; mastery goals were the best predictor

of metacognitive strategy use. Although performance approach goals were positive
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predictor of strategy use, they were not as much as mastery goals. In contrast,

performance avoidance goals were negatively predictor of strategy use.

Additionally, Mousoulides and Phillippou (2005) examined the
relationship between achievement goals and metacognitive strategy use in a math
course. One hundred ninety four pre-service teachers participated in the study. The
researchers used MSLQ (Motivational Strategies for Learning Questionnaire) to
assess students’ achievement goals and their strategy usage. Consistent with previous
research finding revealed that students who adopt mastery goals use different kinds
of metacognitive strategies more actively than students who adopt performance

goals.

In other study, Coutinho (2007) examined the relationship between
mastery goals and performance goals and metacognition. One hundred seventy nine
undergraduates (87 women, 92 men) participated in the study. The researcher
assessed students’ achievement goals by Goals Inventory (Roedel, Schraw and Plake,
1994), and metacognition by Metacognitive Awareness Inventory (Schraw and
Dennison 1994). Results showed that mastery goals are significant predictors of
metacognition. This finding suggested that students who focus on improving their
knowledge or skills are likely to be metacognitively active at higher levels. In a
similar sutyd, Coutinho and Neuman (2008) also investigated the relationship
between students’ achievement goals and their metacognitive strategy usage. Six
hundred twenty nine undergraduate students (310 women, 316 men and 3
unspecified) participated in the study. The researchers used Achievement Goal
Questionnaire (Elliot and McGregor, 2001) and Metacognitive Awareness Inventory
(Schraw and Dennison 1994) as instruments. According to the results, students who
adopt mastery approach goals use not only surface processing, but also deep
processing; use connections between new information and old one. In contrast,
students who adopt performance approach goals use surface strategies; while,

students with performance avoidance goals were found to be disorganized.
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Furthermore, Vrug and Oort (2008) developed and tested a model of
effective self regulated learners. The model included achievement goals,
metacognition and study strategies. The researchers used trichotomous form of
achievement goals; while, they investigated metacognition as metacognitive
knowledge, regulation and experience. Further, study strategies were examined as
metacognitive, deep cognitive, surface cognitive and resource management
strategies. Nine hundred fifty two psychology students (652 females and 300 males)
were participated in the study. They used Achievement Goal Questionnaire (Elliot
and Church, 1997), The Awareness of Independent Learning Inventory (Elshout-
Mohr et al., 2004) and MSLQ (Pintrich and Garcia, 1991). Results demonstrated that
mastery and performance approach goals were predictors of deep cognitive and
metacognitive strategy use; whereas, performance avoidance goals were not related
to the use of these strategies. Additionally, mastery goals were positively and
performance avoidance goals were negatively linked to metacognition

Recently, Ommundsen (2009) investigated the relationships between
metacognitive strategies and different achievement goals; mastery goals,
performance approach goals and performance avoidance goals. Two hundred seventy
three 10" grade students (125 boys, 148 girls) participated in the study. The
researchers assessed students’ achievement goals with a scale developed by Skaalvik
(1997) and metacognitive strategies with MSLQ. According to the results, students
who focus on improving their knowledge and demonstrating their abilities, use more
adaptive learning strategies. Further, students who focus on not looking unsuccessful

or stupid are not likely use metacognitive strategies effectively.

To sum up, aforementioned literature showed that achievement goals are
significantly related to metacognitive strategy use. More specifically, findings
demonstrated that adaptive strategy usage is positively related to mastery goals, and
negatively related to performance avoidance goals. In the regard of performance
approach goals, the results are mixed. While some researchers suggest positive

relationship, others suggest no relationship between performance approach goals and
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metacognition. Accordingly, in the present study, while a positive relationship is
expected to be found between students mastery approach goals and metacognition,
negative relationship is expected to be found between performance avoidance goals

and metacognition.
2.4. Relationships among Antecedents of Achievement Goals

2.4.1. The Relationship between Students’ Motivational Beliefs.

Considerable researches have demonstrated a significant relationship
between students’ different motivational beliefs (i.e. self-efficacy and task value
beliefs).  To illustrate this, Meece, Wigfield, and Eccles (1992) examined the
relationship between task value and self efficacy in mathematic lessons. Two
hundred and fifty, 7" through 9" grade students participated in the study. The
Student Attitude Questionnaire (SAQ) was used to assess students’ self efficacy (two
items) and task value (two items). The findings suggested that there is a positive
relationship between self-efficacy and task value. In another study, Pajares and
Miller (1994) investigated the association between students’ self efficacy and task
value. Three hundred and fifty undergraduate students participated in the study. The
researchers used Mathematics confidence scale (MCS), developed by Dowling
(1978), to assess participants’ self efficacy in math. They assessed participants’ task
value by a scale adapted from a 20-item instrument created by Shell, Murphy, and
Bruning (1989). The results suggested that self-efficacy is positively linked to

students’ task value beliefs.

Besides that, Eccles and Wigfield (1995) examined the relationship
between students’ self-efficacy and task value. Seven hundred and forty two, 5"
through 12" grade students participated in the study. The Self- and Task- Perception
Questionnaire was used to assess students’ both task value (7 items) and self-efficacy
(5 items). According to the results, task value and self efficacy were positively
related to each other. Moreover, Bong (2001) examined the relationship between self

efficacy and task value. The participants of the study were one hundred and sixty
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eight undergraduate students. The researcher assessed self efficacy in five sub
categories: self-efficacy for self-regulated learning (11 items), self-efficacy for
academic achievement (7 items), course-specific self-efficacy (4 items), content-
specific self-efficacy (5 items) and problem-specific self-efficacy (15 items). They
also assessed task value with three items. Except for problem specific self-efficacy,
four of the self-efficacy factors were positively related to task value. Additionally,
Cole and Denzine (2004) investigated the same relationship with one hundred and
sixty four undergraduate students. The researchers used The Motivated Strategies for
Learning Questionnaire (MSLQ) to assess participants’ self-efficacy and task value.
Results confirmed the previous findings: self-efficacy was positively related to
students’ task value. In other words, students who have positive beliefs on

completing a task, also give it value.

Furthermore, Jacobs, Lanza, Osgood, Eccles and Wigfield (2002)
investigated the relationship between students’ self-efficacy and task value. Seven
hundred and sixty one students participated in the study. The researchers assessed
students’ self efficacy by Competence Beliefs Items (5 items) and task value by
Subjective Task Value items (4 items). The scales were developed by Eccles,
Wigfield, et. al., 1993. The results suggested that students with strong self-efficacy
also have a high task value. Eccles and Wigfield (2002) also examined the
relationship between self-efficacy and task value. Seven hundred and forty two 5"
through 12" grade students participated in the study. Self and Task Perception
Questionnaire was used to assess students’ self-efficacy (5 items), and task value (7
items). The results confirmed that students’ self-efficacy is positively related to their

task value.

In another study, Senler and Sungur (2009) investigated the relationship
between self-efficacy and task value. Five hundred and two, 4™ through 8" grade
students participated in the study. The researchers used The Academic Self-Concept
Questionnaire (ASCQ; Marsh,1990) to assess students’ beliefs in their capabilities in
science (8 items), and The Academic Interest Questionnaire (AIQ; Corbiere,

53



Fraccaroli, Mbekou, & Perron, 2006) to assess students’ science task value (6 items).
The results suggested a positive relationship between self-efficacy and task value in

science.

2.4.2. The Relationship between Students’ Fear of Failure and their Motivational
Beliefs

Relevant literature also suggested a significant association between
students’ fear of failure and their motivational beliefs. For example, Pantziara and
Philippou (2006) investigated the relationship between fear of failure and students’
intrinsic value in mathematics. Three hundred and two sixth grade students
participated in the study. The researchers assessed fear of failure using nine items
adopted from the Herman’s fear of failure measure, and students’ interest using Elliot
& Church (1997) seven-item scale. The results indicated that fear of failure has a

direct, negative effect on students’ intrinsic value.

In another study, the same researchers (2007) investigated the relationship
between self-efficacy and fear of failure. Three hundred and twenty one, sixth grade
students participated in the study. The researchers assessed students’ self efficacy
using five items by adopting from the Patterns of Adaptive Learning Scales (PALS)
and fear of failure using nine items adopted from the Herman’s fear of failure
measure. The results suggested that there is a strong negative relationship between
self-efficacy and fear of failure. Besides, the same researchers conducted a similar
research in 2009. The participants of the study were three hundred and twenty one,
sixth grade students. The results confirmed the previous ones. In other words,

students with high self-efficacy have low fear of failure, and the other way around.

Moreover, Thompson, Sharp and Alexander (2008) examined the
relationship between fear of shame, the core of fear of failure, and self-efficacy in
psychology class. Three hundred and twenty two, undergraduate students
participated in the study. The Self-Descriptive Questionnaire 111 (Marsh, 1992) was

used to assess students’ self-efficacy (10 items) by the researchers. The researchers
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also developed The Achievement Guilt and Shame Scale (AGSS), a scenario-based
measure, to assess students’ fear of shame. According to the results, fear of shame

was negatively related to self efficacy.

Overall, abovementioned literature shows that students’ self-efficacy
beliefs, task value beliefs and fear of failure are significantly related to each other.
More specifically, results demonstrated that self-efficacy is positively related to task
value and negatively related to fear of failure. Furthermore, the results also indicated
the negative relationship between task value and fear of failure. Accordingly, in the
present study, while a positive relationship is expected to be found between students’
self-efficacy and task value beliefs, negative relationships are expected between

motivational beliefs and fear of failure.

2.4.3. Relationships between Socio Cultural Influences and Motivational Beliefs

The expectancy- value theory suggests that students’ perceptions of social
environment, both the school environment and home environment, is an important
factor that influences not only students’ achievements and behaviors, but also
students’ motivational beliefs (Eccles et al.,1983; Eccles et al., 1998; Wigfield &
Eccles 1992; Eccles & Wigfield, 2000; Pintrich & Schunk, 2002). Besides,
achievement goal researchers suggested that the social environment created by
people around students can emphasize either mastery goals, by focusing on
improving knowledge, skills, or abilities, or performance goals, by focusing on
showing abilities to others (Nicholls, 1989; Garner, 1990; Ames, 1992; Kaplan et
all., 2002; Meece, Anderman& Anderman, 2006). Therefore, perceived parents’
achievement goals and perceived teachers’ achievement goals can be examined as
socio-cultural influences on student-related outcomes including motivation. To
illustrate, Roeser, Midgley, and Urdan, (1996) investigated how the goal structures in
learning environments affect students’ motivation in math classes. Two hundred
ninety six, middle school students participated in the study. The researchers used
Patterns of Adaptive Learning Survey (PALS) to assess students’ perceptions’ of

their learning environment. They assessed students’ self-efficacy with The Academic
55



Self-Efficacy Scale coming from PALS. They used dichotomous goal frame work,
mastery and performance goals, for environments’ goals. The results suggested that
there is a relationship between students’ self efficacy and their perceptions of
classroom goals. In other words, students who think that understanding and learning
new things is important for their teachers in the classroom have high self-efficacy for
math lessons. Moreover, Gutman (2006) examined the effects of students’
perceptions of classroom goals on their self-efficacy during the high school
transition. The researcher collected the longitudinal data. She administered the
survey during the last year of elementary school and then again the first year of high
school. In the first year, nine hundreds and one elementary students and the next
year, five hundreds and seven high school students participated in the study. The
researcher used Patterns of Adaptive Learning Survey (PALS) to assess students’
perceptions of their learning environment and their self-efficacy. According to the
results, students who perceive more mastery and less performance goals in their

classroom have more positive changes in their self-efficacy than their peers.

In another study, Brunel (2006) investigated the effects of perceived
classroom climate on students’ motivations. One hundred and sixty undergraduate
students from physical education studies who were also parts of a badminton course,
participated in the study. The classroom climate was assessed through the PE Class
Climate Scale (Goudas & Biddle), and students’ motivations were assessed through
the Sport Motivational Scale” (SMS: Pelletier et al.). Students who perceive their
classto be emphasizing mastery goals, give more value to learning or achieving new

skills, than the ones who perceive it it to be emphasizing performance goals.

Moreover, Tsai (2009) examined the relationship between motivational
climate and students’ fear of failure. 176 adolescent athletes participated in the study.
The researcher used the Chinese Perceived Motivational Climate in Sport
Questionnaire to assess students’ perceptions of goals that are emphasized by the
learning environment and the Performance Failure Appraisal Inventory to assess

students’ fear of failure. According to the results, students’ perceptions of classroom
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performance goals has positively related to students’ fear of failure. Also, no
relationship was found between students’ perceptions of mastery goals and fear of

failure.

Overall, abovementioned literature shows that motivational beliefs and
fear of failure are significantly associated with socio-cultural influences. More
specifically, results demonstrated that emphasized perceived teachers mastery goals
are positively related to students’ self-efficacy and task value. Additionally,
emphasized perceived teachers performance goals are positively related to students’
fear of failure. Accordingly, in the present study, while a positive relationship is
expected to be found between students’ perceptions of teachers’ mastery goals and
their self-efficacy and task value beliefs, a positive one also is expected to be found

between their perceptions of teachers’ performance goals and fear of failure.

Although, there are a number of researches on perceived classroom goal
structures and their effects on students’ motivations, there is a gap in terms of the
role of perceived parents’ goals (Kim, Schallert& Kim, 2010; Friedel, Cortina,
Turner, and Midgley, 2010). For this reason, the relationship between emphasized
perceived parents goals and motivational beliefs, self-efficacy and task value, will be
investigated in the current study. In the light of expectancy- value theory, a positive
relationship is expected to be found between students’ perceptions of parents’

mastery goals and their self-efficacy and task value beliefs.

2.5. Relationships among Consequences of Achievement Goals

2.5.1. Relationship between Coping Strategies and Metacognition

The relevant literature also suggests that students’ coping strategies
influence their learning strategies. To illustrate, Appelhans, and Schmeck (2002)
examined the relationship between learning strategies and coping strategies. Seventy
four university students participated in the study. Nine items from Ways of Coping
Questionnaire, developed by Folkman and Lazarus, 1988, were used to assess
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students’ coping strategies. The researchers also used the Inventory of Learning
Processes, developed by Schmeck and Geisler-Brenstein, 1995, to assess students’
cognitive process. According to the results, adaptive coping was positively related to
deep and strategic learning strategies. In other words, students who use adaptive
coping strategies, like problem focused coping, tend to use deep learning strategies.
On the contrary, students who use maladaptive coping strategies, like denial coping,

tend to use surface learning strategies.

Furthermore, Moneta, Spada, and Rost (2007) investigated how coping
strategies affect students’ learning strategies. One hundred and thirty five
undergraduate students participated in the study. The researchers used The
Approaches and Study Skills Inventory for Students, developed by Tait, Entwistle,
and McCune, 1998, to assess students’ deep approach (6 items), strategic Approach
(6 items) and surface approach (6 items) to studying. They also used The Revised
COPE, developed by Zuckerman, and Gagne, 2003, to assess students’ coping
strategies (32 items). According to the results, students using maladaptive coping
strategies tend to adopt surface learning strategies; they generally escape consciously
from the task. Besides, students using adaptive coping strategies tend to adopt deep
or strategic approach to their cognitive process.

In another study, Moneta and Spada (2009) examined the relationship
between students’ learning strategies and their coping strategies. Three hundred and
seventeen undergraduate students participated in the study. The researchers used The
Approaches and Study Skills Inventory for Students to assess students’ learning
strategies, and Revised COPE to assess students’ coping strategies. The results of the
study confirmed the previous ones, suggesting that adaptive coping is one of the
predictors of deep and strategic learning; whereas, maladaptive coping is a predictor

for the surface learning strategies.

Overall, abovementioned literature shows that metacognition is

significantly associated with coping strategies. More specifically, results
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demonstrated that deep learning strategies are positively related to adaptive coping;
while, surface learning strategies are positively related to maladaptive coping.
Accordingly, in the present study, while a positive relationship is expected to be
found between students’ adaptive coping strategies and metacognition, negative
relationships are expected to be seen between maladaptive coping strategies and

metacognition.

2.6. Relationships between Antecedents of Achievement Goals and

Consequences of Achievement Goals

2.6.1. Relationships among Students’ Motivational Beliefs, Fear of Failure, and
Coping Strategies

Current literature highlights that motivational beliefs are also related to
coping strategies. To illustrate, Mantzicopoulos (1997) investigated the relationship
between motivation and coping strategies. One hundred and eighty seven, fourth and
fifth grade students participated in the study. The researcher used Academic Coping
Inventory (ACI), Tero and Connell (1984) to assess students’ coping strategies.
Subjects were assigned to four groups (positive coping, projective coping, denial
coping and non-coping) according to the responses of the ACI. According to the
results, only those who cope positively reported that they enjoy and value academic
tasks. Moreover, Hsieh (2005) investigated the relationship between academic
motivation (i.e. task value and self efficacy) and coping strategies. Three hundred
and fifty undergraduate students participated in the study. The researcher used the
intrinsic interest scale, developed by Elliot and Church (1997) to assess students’
task value, The Perceived Competence Scale (PCS) developed by Williams and Deci
(1996) to assess students’ self efficacy, and a coping scale that was adapted from
Carver, Scheier and Weintraub’s (1998) to assess students’ coping strategies. The
results suggested a positive relationship between adaptive coping and achievement
motivation. In other words, students with high self-efficacy and high task value use
more adaptive strategies than their peers. Devenport and Lane (2006) examined the

relationship between self-efficacy and coping strategies. One hundred and thirty one
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undergraduate students participated in the study. The researchers developed a 40
item questionnaire to assess students’ self-efficacy. They also used Crocker and
Graham’s (1995) modified version of the COPE (MCOPE) to assess students’ coping
strategies. The findings of the study suggested that active coping, such as seeking
advice and time management is related to high self-efficacy. In other words, students

who use adaptive coping strategies are high self-efficient students.

Blankstein, Flett, and Watson (1992) investigated the relationship
between fear of failure and coping strategies. One hundred and twenty five
undergraduate students participated in the study. The researchers assessed students’
fear of failure (10 items) by Reactions to Tests scale, developed by Sarason (1984).
Additionally, they assessed students’ coping strategies (68 items) by Revised Ways
of Coping Questionnaire developed by Folkman, Lazarus, Dunkel-Schetter, Delongis
and Gruen (1986). According to the results, students who worry and experience a
fear of failure, tend to use emotion-focused coping strategies. In another study,
Veisson, Leino, Ots, Ruus and Sarv (2004) investigated the relationship between fear
of failure and academic coping. Two thousand, four hundred and sixty seven, 7%, 9"
and 12" grade students participated in the study. The researchers assessed students’
coping strategies by 36 items developed by Skinner and Wellborn, in 1997.
According to the results, there was a negative relationship between fear of failure
and coping. Namely, students with low fear of failure were found to be more

successful in coping than students with high fear of failure.

Overall, abovementioned literature shows that coping strategies are
significantly associated with motivational outcomes. More specifically, results
demonstrated that adaptive coping strategies are positively related to self-efficacy
and task value, and negatively related to fear of failure. Accordingly, in the present
study, while a positive relationship is expected to be found between students’ self-
efficacy, task value beliefs and adaptive coping strategies, negative relationships are

expected between fear of failure and adaptive coping strategies.

60



2.6.2. Relationships among Students’ Motivational Beliefs, Fear of Failure, and

Metacognition

Current literature also suggests that motivational beliefs and fear of failure
are related to metacognition. To illustrate, Mousoulides and Philippou (2005)
examined the relationship between motivational beliefs (i.e. self efficacy and task
value) and metacognition. One hundred and ninety four pre-service teachers
participated in the study. The researchers used Motivated Strategies for Learning
Questionnaire  (MSLQ) to assess students’ self-efficacy, task value and
metacognition. According to the results, there was a positive relationship between
metacognition and not only self-efficacy, but also task value. In other words, students
with a high-self efficacy and task value can use metacognitive learning strategies

more actively.

Moreover, Coutinho (2008) investigated the relationship between self-
efficacy and metacognition. One hundred and seventy three undergraduate students
participated in the study. The researcher used Motivated Strategies for Learning
Questionnaire (MSLQ), to assess students’ self-efficacy (8 items), and Metacognitive
Awareness Inventory (MAI), to assess students’ metacognition (52 items).
According to the results, there were a positive relationship between self-efficacy and
metacognition. Coutinho and Neuman (2008) examined the same relationship with
six hundred and twenty nine undergraduate students. The researchers assessed
students’ self efficacy with subscale of MSLQ, and students’ metacognition with
MAI. The results suggested that students with a high self-efficacy can use deeper

metacognitive strategies than students with a low self-efficacy.

Besides, Bartels, and Magun-Jackson (2008) investigated the relationship
between fear of failure and metacognition. One hundred and forty five,
undergraduate students participated in the study. The researchers assessed students’
fear of failure by using Success/Failure Questionnaire developed by Herman, (1990),
and students’ metacognition by wusing Motivated Strategies for Learning

Questionnaire developed by Pintrich, Smith, Garcia, and McKeachie, 1991. The
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results suggested that there is a negative relationship between fear of failure and
metacognitive strategy use. In a similar study, Bartels, Magun-Jackson and Ryan
(2010) examined the relationship between fear of failure and metacognition. The
participants of the study were one hundred and forty six undergraduate students. The
researchers used Success/Failure Questionnaire to assess students’ fear of failure and
Motivated Strategies for Learning Questionnaire to assess students’ metacognition.
The findings confirmed the previous results. In other words, according to the results,
students with a high fear of failure cannot use adaptive learning strategies as much as

students with a low fear of failure.

Overall, abovementioned literature shows that metacognition is
significantly associated with motivational outcomes. More specifically, results
demonstrated that metacognition is positively related to self-efficacy and task value,
and negatively related to fear of failure. Accordingly, in the present study, while a
positive relationship is expected to be found between students self-efficacy, task
value beliefs and metacognition, negative relationships are expected between fear of

failure and metacognition.

2.6.3. Relationships between Socio Cultural Influences and Coping Strategies

Relevant literature also suggested that socio-cultural influences are also
related to coping strategies. To illustrate, Kaplan and Midgley (1999) examined the
relationship between students’ perceptions of classroom goals and their coping
strategies. Eight hundred and eighty students participated in the study. The
researchers designed a longitudinal study. They collected the data four times. They
used Patterns of Adaptive Learning Survey (PALS) to measure perceptions of the
goal structure in the classroom as emphasizing mastery and performance goals, and
Academic Coping Inventory (ACI) developed by Tero and Connell (1984) to assess
students’ coping strategies. According to the results, students’ perception of the
mastery goals in classroom context is positively related to adaptive coping strategy

use. In other words, students who perceive that learning new things, and improving
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skills is important in the classroom, use more adaptive strategies, like positive

coping, than others.

Ntoumanis, Biddle, and Haddock (1999) examined the relationship
between classroom climate and students’ coping strategies. Three hundred and fifty
six university athletes participated in the study. The researchers used some subscales
of the Cope Inventory, developed by Crocker and Graham, 1995, and some subscales
of the Ways of Coping Questionnaire, developed by Folkman et al., 1986, to assess
participants’ coping strategies. Additionally, they used a short version of Perceived
Motivational Climate in Sport Questionnaire, developed by Newton and Duda, 1993
to assess participants’ perceptions of learning climate. The results suggested that
students who perceive mastery goals in classrooms tend to adopt adaptive coping
strategies; while, students who perceive performance goals in classrooms tend to

adopt maladaptive coping strategies.

Moreover, Friedel, Cortina, Turner and Midgley (2007) investigated the
relationship between perceived teachers’ and parents’ achievement goals and
students’ coping strategies. One thousand twenty one, 7™ grade students participated
in the study. They assessed students’ perceptions of their teachers’ achievement
goals by items adopted from PALS (Midgley et al. 1997), and students’ coping
strategies using the Academic Coping Inventory (ACI), Tero and Connell (1984).
The inventory examined coping strategies under the four categories; positive coping,
projective coping, denial coping and non-coping. They also developed a scale to
assess students’ perceptions of their parents’ achievement goals. According to the
results, there is an indirect relationship between students’ perceptions of social goals
that are emphasized by their parents and teachers and their use of adaptive and
maladaptive coping strategies. Namely, perceived parents’/ teachers’ goal emphasis
affects students’ adoption of personal achievement goals and students’ personal goals
affect their coping strategies. While mastery goals are positively related to adaptive
coping strategies, like positive coping, they are negatively related to maladaptive

coping strategies, like denial coping and projective coping. There was one exception
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in the findings. The results suggested a direct, positive relationship between students’

perceptions of teachers’ performance goals and projective coping.

Besides, Lau and Nie (2008) examined the relationship between classroom
goal structure and avoidance coping strategies. Three thousand nine hundred and
forty three, fifth grade students participated in the study. The researchers assessed
students’ perceptions of classroom goals via The Patterns of Adaptive Learning
Survey (PALS), and avoidance coping by adopting a scale (3 items) from the
Motivated Strategies for Learning Questionnaire (Pintrich, Smith, Garcia, &
McKeachie, 1993). According to the results, there was a positive relationship
between classroom performance goals and avoidance coping. In other words,
students who find demonstrating ability, and getting high grades to be important in
their classrooms tend to adopt avoidance coping strategies and tend to give up when
the task is difficult.

Overall, abovementioned literature shows that coping strategies are
significantly associated with socio-cultural influences. More specifically, results
demonstrated that the goals that are emphasized in learning environment affect
adoption of coping strategies. While emphasized perceived mastery goals are
positively related to adaptive coping strategies, emphasized perceived performance
goals are positively related to maladaptive coping strategies. Accordingly, in the
present study, a positive relationship is expected to be found between students’
perceptions of teachers’ mastery goals and adaptive coping strategies. Besides, a
positive relationship is expected to be found between students’ perceptions of

teachers’ performance goals and maladaptive coping strategies.

2.6.4. Relationships between Socio Cultural Influences and Metacognition

Relevant literature also suggested that socio-cultural influences are also
related to students” metacognition. To illustrate, Ames and Archer (1988)
investigated the relationship between the achievement goals that are emphasized in

the classrooms and use of effective learning strategies. One hundred seventy six, 8"
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to 11" grade students participated in the study. The researchers developed an
instrument to assess students’ perceptions about achievement goals in classroom
settings. The instrument includes 19 items to assess mastery goals and 15 items to
assess performance goals. They also adopted 15 items from the Learning and Study
Strategy Inventory (Weinstein, Schulte, & Palmer, 1987) to assess use of information
processing, self-planning, and self-monitoring strategies. The results suggested the
relationship between using learning strategies and students’ perceptions of mastery
or performance goals. According to the results, students who perceive mastery goals

in their classroom, tend to use more effective learning strategies.

Moreover, Lyke and Young (2006) examined the relationship between
students’ perceptions of achievement goals in learning environment, and use of
cognitive strategies. Three hundred and twenty two undergraduate students
participated in the study. The Patterns of Adaptive Learning Survey (PALS) was
used to assess students’ perceptions and strategy use. According to the results,
students’ perceptions of classroom mastery goals were positively correlated with use
of deep cognitive strategies and use of rehearsal. Additionally, no relationship was
found between students’ perceptions of classroom performance goals and strategy

usage.

In another study, Young (2007) examined the effects of perceived
classroom goals on students’ strategy use. Three hundred and six students
participated in the study. The researcher collected the data two times. The first time,
the students were sixth grade, and at the second time, the same students were seventh
grade students. The researcher used Patterns of Adaptive Learning Survey (PALS) to
assess students’ perceptions’ of learning environment, and their cognitive strategy
use. The findings of researches suggested that students’ perceptions of classroom
mastery goals had a positive effect on students’ strategy use. In other words, students
who perceive mastery goals in their classrooms, tend to use deeper cognitive

strategies than others.
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Overall, abovementioned literature shows that metacognitive strategy use
is significantly associated with socio-cultural influences. More specifically, results
demonstrated that deep learning strategies are positively related to emphasized
perceived social mastery goal. Accordingly, in the present study, a positive
relationship is expected to be found between perceived teachers’ mastery goals and

metacognition.

2.7. Summary of Findings

Achievement goal theory as one of the most active paradigms of research
in education, defines four types of achievement goals; mastery approach goals,
mastery avoidance goals, performance approach goals and performance avoidance
goals. The abovementioned literature suggests that mastery approach goals, focusing
on improving skills or learning new things, is positively related to not only students’
self-efficacy, task value beliefs, but also their perceptions of their parents’/ teachers’
mastery goals. In other words, students who perceive mastery goals from people in
their environment, and have high self-efficacy and task value tend to adopt mastery
goals. Besides, students who adopt mastery approach goals tend to use metacognitive
and adaptive coping strategies much better than others. Also, mastery avoidance
goals, focusing on avoiding misunderstanding, or not mastering the task, are
negatively related to students’ self efficacy, task value beliefs and students’
metacognition. Moreover, mastery avoidance goals are positively related to students’
perceptions of parents’/ teachers’ mastery goals, fear of failure and maladaptive

coping strategies, such as projective coping, denial coping, and non coping.

In regard to performance approach goals, focusing on demonstrating one’s
ability, are positively related to students’ self efficacy, task value, fear of failure and
perceived parents’/teachers’ performance goals. Moreover, the consequences of
performance approach goals are mixed. While some researchers suggest a positive
relationship between performance approach goals and metacognition, others suggest

a negative one. Besides, performance avoidance goals, focusing on avoiding looking
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slow-minded, or getting the worst grades, are negatively related to students’ self
efficacy, task value, and metacognition. On the contrary, perceived parents’/teachers’
performance goals, students’ fear of failure, and maladaptive coping strategies are

positively related to performance avoidance goals.

The literature also suggests that students who have high task value beliefs,
a low fear of failure and perceive mastery goals from their teachers generally have a
higher self-efficacy in comparison to others. These highly efficious students tend to
use adaptive coping and metacognitive strategies more effectively. Additionally,
students with a low fear of failure and perceived mastery goals from their teachers
tend to have high task value beliefs, and tend to use adaptive coping strategies and
they use metacognitive strategies much more effectively than others. In contrast,
students who perceive performance goals from their teachers generally have a high
fear of failure, and tend to use maladaptive coping strategies, and they use

metacognitive strategies less effectively than others.
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3. METHODOLOGY

This chapter addresses the methodology of the study in three main
categories namely, population and sampling, instruments, and data collection

procedures.

3.1. Population and Sampling

All seventh grade elementary students attending public schools in
Kiitahya, are identified as the target population of the study. Since it was not feasible
to reach a sample that represents this population well due to administrative and other
restrictions all seventh grades elementary students in the center of Kiitahya, not
including districts of the city, were identified as an accessible population for the

study. This was the population to which the results of this study will be generalized.

There are 111 elementary schools in the center of Kiitahya. Twelve public
elementary schools (10 %) were selected randomly from these schools using the
cluster random sampling procedure. Schools were considered as clusters during the
sample selection. All volunteer seventh grade students, with parental permission, in
these twelve schools (n = 977) constituted the sample of the study. Table 3.1
presents the number of schools and students within each school involved in the

study.

Table 3. 1: Number of Schools and Students

Number of schools Frequency Percent (%)
School 1 27 2.76

School 2 46 4.71

School 3 114 11.67
School 4 139 14.23
School 5 126 12.90
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Table 3.1 (Continued)

School 6 57 5.83
School 7 79 8.09
School 8 181 18.53
School 9 44 4.50
School 10 70 7.16
School 11 48 491
School 12 46 4.71
TOTAL 977 100.00

There were 494 (50. 6 %) girls and 482 (49. 4 %) boys participating in the
study. Their mean science grade in the previous semester was 3. 74 (SD= 1.11). They
were coming from families with mostly 2 children. Although the majority of the
students’ mothers were unemployed (82. 5%), the majority of the students’ fathers
were employed (83. %). The majority of the students’ mothers graduated from
primary education (53. 7%), while, the majority of the students’ fathers graduated
from high school or lower (74. 4%). There are exiguous reading materials, fewer
than 100 at most students’ homes (73. 7%). Furthermore, most families bought a
daily newspaper occasionally (71. 1%), although there are families that never bought
a newspaper (8%). Moreover, most of the students had personal rooms (80. 4%), a
computer ( 75 %), and internet connection (56. 5%). Table 3.2 gives detailed
information related to students’ gender (GENDER), number of sibling (SIBLING),
mother’s employment status (MES), father’s employment status (FES), mother’s
educational level (MEL), father’s educational level (FEL), number of reading
materials at home (READI), frequency of buying a daily newspaper (NEWS),
presence of a separate study room (ROOM), a computer (COMPUTER) and an
internet connection (INTERNET).
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Table 3. 2 Background Characteristics of Students

Frequency Percent (%)
GENDER
Girl 494 50. 6
Boy 482 49. 4
SIBLING
1 222 22.7
2 438 44. 8
3 229 23.4
4 49 5.0
5 6 0.6
6 3 0.3
7 or more 7 0.7
MES
Employed 145 14.6
Unemployed 806 82.5
Occasionally employed 11 1.1
Retired 6 0.6
FES
Employed 811 83.0
Unemployed 34 3.5
Occasionally employed 45 4.6
Retired 73 7.5




Table 3. 2 (Continued )

MEL

Iliterate 15 1.5
Primary School 525 53.7
Secondary School 162 16.6
High School 193 19.8
University 63 6.5
Ms 11 1.1
PhD 2 0.2
FEL

Illiterate 5 0.5
Primary School 222 22. 7
Secondary School 169 17.3
High School 331 33.9
University 191 19.5
Ms 41 4.2
PhD 10 1.0
READI

0-10 books 79 8.1
11-25 books 286 29.3
26-100 books 355 36.3
101-200 books 140 14. 3
More than 200 books 114 11.7
ROOM

Have a separate study room 785 80.4
Do not have a separate study room 191 19.6
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Table 3. 2 (Continued )

NEWS

Never 78 8.0
Sometimes 694 71.1
Always 204 20.9
COMPUTER

Have a computer 729 74.6
Do not have a computer 243 24.9
INTERNET

Have an internet connection 547 56.0
Do not have an internet connection 421 43.1

3.2. Instruments

3.2.1. Background Characteristics Survey

There were 13 items that investigated background characteristics of
students, namely: age, gender, number of siblings, Parents” employment status, and
educational level of parents, number of reading materials at home, frequency of
buying a daily newspaper, presence of a separate study room, a computer and an
internet connection. This information was used as an indicator of students’

socioeconomic status.

3.2.2. Motivated Strategies for Learning Questionnaire (MSLQ)

MSLQ is a self-reported questionnaire developed by Pintrinch, Garcia,
and McKeachie (1991). Students rate themselves on a seven point Likert scale from
“not at all true of me” to very true of me” concerning different aspects of their
motivation and use of learning strategies. There are two main sections in the MSLQ);

a motivation section and a learning strategies section. In the motivation section, there
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are 31 items in 6 sub-scales namely: intrinsic goal orientation, extrinsic goal
orientation, task value, control of learning beliefs, self -efficacy for learning and
performance, and test anxiety. In the learning section, there are 50 items in 9 sub-
scales which include rehearsal, elaboration, organization, critical thinking,
metacognitive and self regulation, time and study environment, effort regulation,
help seeking and peer learning. Within the scope of the present study, only 3 of the
MSLQ sub-scales (self efficacy for learning and performance (7 items), task value (6
items), and metacognitive self regulation (12 items) were used to collect data. While
the self efficacy sub-scale focuses on students’ judgments about their capabilities to
learn and perform well in science classes (e.g. “I expect to do well in this class”), the
task value sub-scale focuses on their beliefs concerning the importance, utility, and
interestingness of the tasks in science classes (e. g. “It is important for me to learn
the course material in this class”). Additionally, the metacognitive self-regulation
sub-scale of the MSLQ, focuses on how students plan, monitor, and evaluate their
learning process (e.g. “I ask myself questions to make sure I understand the material

I have been studying in this class”).

The MSLQ was translated and adopted into Turkish by Sungur (2004).
Sungur conducted the validation study with 485 high school students (319 tenth
grade and 169 eleventh grade). During its validation, confirmatory factor analysis
was conducted for each section and fit statistics similar to the original instrument
were obtained (see Sungur, 2004). The Cronbach’s alpha reliability coefficients of
the MSLQ- Turkish version were also comparable to those of the original version.

In order to validate factor structure for the present study, CFA was
conducted for each sub-scale. According to Kline (2005), GFI and CFI values > .90
and RMSEA and SRMR < .10 indicate a reasonably good fit of the model to the data.
The CFA results obtained from each section are presented in Table 3. 3.
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Table 3.3 CFA results for the MSLQ sub-scales

Subscale name RMSEA SRMR GFI CFlI
Self Efficacy for

Learning and 12 .04 94 .95
Performance

Task Value .09 .02 .98 .98

Metacognitive
.08 .02 99 99
Strategy Use

As shown in the table, the fit indices indicated a good model fit for each
sub-scale. In addition, reliability coefficients were found to be high enough to

conduct further analysis (see Table 3. 4).

Table 3.4 Subscales of the MSLQ

Scale Number of Reliability of Reliability of Reliability of
Items Original Turkish Current
Version Version Study
Self efficacy 8 .93 .89 .89
Task value 6 .90 .87 .85
Metacognition 12 .79 .80 .87

3.2.3. Achievement Goal Questionnaire (AGQ)

AGQ is a self-report questionnaire developed by Elliot and Church (2001)
to assess students’ adaptation of goals. It is a five point Likert scale ranging from
strongly agree to strongly disagree . It consists of 15 items in four sub-scales namely:
mastery approach goals (3 items), mastery avoidance goals (3 items), performance

approach goals (3 items) and performance avoidance goals (6) items. While mastery
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approach goals emphasize learning and understanding ( e.g. “I desire to completely
master the material that presented in this class”), mastery avoidance goals focus on
avoiding not learning or misunderstanding ( e.g. “I just want to avoid doing poorly in
this class”). Performance approach goals focus on showing abilities to others (e.g. “It
IS important to me to do better than other students”); and performance avoidance
goals focus on avoiding failure compared to others (e.g. “My goal for this class is to

avoid performing poorly”).

During its development, Elliot and McGregor (2001) pilot tested the AGQ
with 180 (49 male and 131 female) undergraduate students . Internal consistency
reliabilities were .87 for mastery approach, .92 for performance approach, .89 for
mastery avoidance, and .83 for performance avoidance. Additionally, the
confirmatory factor analyses revealed a good model to data fit (RMSEA = .04, GFI
=.99, CFI =.99).

The Turkish version of AGQ was translated and adapted into Turkish by
Senler and Sungur (2007). The researchers conducted the validation study with 616
elementary students. The coefficient alpha values for the Turkish sample were found
to be .81 for mastery approach goals, .69 for performance approach goals, .65 for
mastery avoidance goals, and .64 for performance avoidance goals. The result of the
confirmatory factor analysis supported the four factor structure of the instrument
(GFI1 =.92, CFI =.90, RMSEA = .06, SRMR =.07).

In order to validate factor structure for the present study, CFA was
conducted for each sub-scale. The CFA results obtained from each section is
presented in Table 3.5.
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Table 3.5 CFA results for the AGO sub-scales

Subscale name RMSEA SRMR GFI CFlI
Mastery approach goals .00 .00 1.00 1.00
Mastery avoidance goals .00 .00 1.00 1.00
Performance approach

.00 .00 1.00 1.00
goals
Performance avoidance

11 .04 .96 .93

goals

As shown in the table, fit indices indicated a good model fit for each sub-

scale. In addition, reliability coefficients were found to be high enough to conduct

further analysis (see Table 3.6).

Table 3. 6 Subscales of the Achievement Goal Questionnaire

Scale Number  Reliability  Reliability Reliability
of Items of original  of Turkish  of Main
version version study
Mastery approach goals 3 .87 81 .69
Mastery avoidance goals 3 .89 .69 .67
Performance approach goals 3 .92 .65 .64
Performance avoidance goals 6 .83 .64 .76

3.2.4. Performance Failure Appraisal Inventory (PFAI)

The PFALI is a self-report instrument on a 5 point Likert scale originally

developed by Conroy (2001). The original instrument consisted of 41 items in five
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sub-scales: the fear of shame and embarrassed (11 items), the fear of devaluing one’s
self estimate (8 items), the fear of having uncertain future (5 items), the fear of losing
social influence (9 items), and lastly the fear of upsetting important others (8 items).
During its development, Conroy (2001) tested the original instrument with 396 high
school and college-aged students (167 females and 229 males) through series of
confirmatory factor analyses. The first confirmatory factor analysis was conducted
for the whole scale yielding the following fit indices: GFI = .77, CFI = .87, RMSEA
= .06, SRMR = .06. Then, separate CFAs for each of the sub-scale were performed.
Table 3.3 also summarizes the fit indicates for both separate and whole CFAs on the
original version of the PFAI Concerning the reliability issues, Cronbach’s alpha
coefficients were found to be .87 for the fear of shame and embarrassment, .75 for
the fear of devaluing one’s self estimate, .73 for the fear of uncertain future, .82 for

the fear of losing social interest, and .87 for the fear of upsetting important others.

Table 3.7 The fit indicates for the first version of PFAI

Factor GFlI  CFI RMSEA SRMR
The fear of shame and embarrassment .95 .98 .04 .04
The fear of devaluing one’s self estimate .97 .99 .04 .04
The fear of having uncertain future .98 .97 .04 .04
The fear of losing social influence .96 .99 .06 .04
The fear of upsetting important others .96 .99 .05 .04

Since the instrument was long with many reverse scored items, Conroy,
Willow, and Metzler (2002) revised the PFAI and developed a second version of the
PFAI by removing some of the items from the original version. The revised version
consists 25 items, consistent with the original version- in five-sub scales namely, the

fear of shame and embarrassed (7 items; e.g. When | am failing, it is embarrassing if
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others are there to see it”), the fear of devaluing one’s self estimate (4 items, e.g.
“When I am failing, I blame my lack of talent™.), the fear of having uncertain future
(4 items, e.g. “When I am failing, my future seems uncertain”.), the fear of losing
social influence scale (5 items, e.g. “When I am not succeeding, people are less
interested in me”’), and lastly the fear of upsetting important others (5 items, “When I
am failing, it upsets important others”). While revising the inventory, the researchers

conducted validation study with 438 college students (234 female, and 204 male).

The internal consistency reliabilities were .80 for the fear of shame and
embarrassment, .74 for the fear of devaluing one’s self estimate, .80 for the fear of
uncertain future, .81 for the fear of losing social interest, and .78 for the fear of
upsetting important others. The developers also conduct the confirmatory factor
analyses (CFA) to assess the fit of the data. The results indicated a good data fit to
the model (GFI = .98, CFl = .95, RMSEA = .04, SRMR = .09).

In the present study, firstly, the 41-item original version of the instrument
was translated and adopted to Turkish by the researcher. The translated instrument
was examined by two instructors from science education department at the faculty of
education for its content validity. The instructors also judged the quality of items
regarding clarity, sentence structure, and comprehensiveness. Additionally, the
grammar structure of the translation was examined by one of the instructors from
Academic Writing Center of METU. In line with the suggestions by the instructors
from both faculty of education and Academic Writing Center, the instrument was
revised. The final form of the instrument was pilot tested with 201 7" grade
elementary students, (104 boys and 97 girls), in Kiitahya. As shown in Table 3.8, the
CFA results did not indicate a good model fit for the sub-scales. In addition,
reliability coefficients were quite low for the fear of devaluing one’s self estimate
and the fear of having uncertain future sub-scales (see table 3.9). While analyzing the
results, 13 items not contributing well to the total variability leading to lower
reliability coefficients and having low factor loadings were identified. Then, 7"

grade elementary students’ opinions were gathered concerning the clarity of these
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items and necessary revisions were made on the items to make them more clear and
understandable by 7" grade students. The statements in the original version of the
instrument and the first pilot study as well as the revision made on these statements
in the second pilot study displays in Appendix F. The second pilot study was
conducted with 182 7" grade elementary students (89 boys and 93 girls).
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Table 3.8 The results of the confirmatory factor analyses for Fear of Failure

Scale GFl CFI SRMR RMSEA

1. 2. 3. Main 1. 2. 3. Main 1. 2. 3. Main 1. 2. 3. Main
Pilot Pilot Pilot study Pilot Pilot Pilot study Pilot Pilot Pilot study Pilot Pilot Pilot study

The fear of shame a7 .90 .94 .93 .62 .80 .93 .93 A1 .07 .06 .04 18 .09 A2 A2
and embarrassment

The fear of .86 86 .99 .98 69 .73 99 .98 A1 .12 .03 .03 A7 17 .09 .10
devaluing one’s
self estimate

The fear of having .97 .98 .99 .99 91 .98 .99 .99 .05 .05 .03 .01 10 .06 10 .03
uncertain future

The fear of losing .80 .93 .98 .99 .76 .92 .98 .99 10 .07 .03 .01 24 A2 14 .04
social influence

The fear of .87 85 .98 .96 81 .74 96 .93 08 .10 .04 .04 16 17 .09 .13
upsetting important
others
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3.9 Reliability Coefficients for the Fear of Failure

Scale Number  Number Reliability Reliability = Reliability Reliability Reliability Reliability
of Items  of Items of original of original of Pilot 1 of Pilot2  of Pilot3 of the Main
forlong  forshort versionfor  version for Study

form form long form short form
(1. Version) (2. Version)

The fear of shame and 11 7 .87 .80 71 72 7 .84

embarrassment

The fear of devaluing one’s 8 4 75 74 .28 .64 71 .70

self estimate

The fear of having uncertain 5 4 73 .80 27 54 12 .70

future

The fear of losing social 9 5 .82 .80 .80 .84 .85 .86

influence

The fear of upsetting 8 5 .87 .78 7 71 .64 73

important others




As displayed in Table.3 8 and Table 3.9, the second pilot study resulted in
better fit indices and reliability coefficients. However, the model to data fit was not
good enough to conduct further analyses. The problematic items were mainly those
which were deleted from the original version of the PFAI by Conroy et al., (2002)
while developing the revised short version of the PFAI. Therefore, it was decided to
use the 25-item revised version of the PFAI by Conroy et al., (2002). Since the
revised version of the PFAL is the short form of the original PFAL, a third pilot study
was conducted excluding the items in the original long version of the PFAI, The third
pilot study revealed a good model fit and high reliability coefficients for each sub-
scale (see Table 3.8 and Table 3.9) Lambda-ksi estimates presented in Table 3.10.
also showed that items had sufficiently large factor loadings. Therefore, it was
demonstrated that the short version of Turkish PFAI provides a valid and reliable

measure of fear of failure for elementary students.

In order to validate factor structure for the main study, CFAs were also
conducted for each sub-scale. Results indicated a good model fit (see Table 3.8) In
addition, reliability coefficients were high enough to conduct further analysis (see
Table 3.9).

Table 3.10. Lambda ksi Estimates for Performance Failure Appraisal Inventory
(PFAI)

guestion LX Estimate Scale
ql6 0.43
430 056 Fear of Shame and
Embrassment
q34 0.66
g38 0.80
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Table 3.10.( Continued)

q40 0.70
q41 0.70 Fear of Shame and
Embrassment
g2 0.79
q7 0.82
Fear of Devaluing One’s
ql2 0.82 Self Estimate
q27 0.18
g3 0.68
g8 0.64
Fear of uncertain future
ql3 0.85
923 0.67
ql9 0.77
q24 0.78
Fear of losing social
q28 0.76 .
influence
q32 0.88
g5 0.45
Fear of upsetting
q10 0.40 important others
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Table 3.10.( Continued)

ql5 0.47

425 0.45 Fear of upsetting
important others

q33 0.91

3.2.5. Perceived Parent Goal Emphases Scale

Perceived Parent Goal Emphases Scale is a self-report instrument
developed by Friedel, Cortina, Turner and Midgley (2007). It is a five point Likert
scale ranging from 1 “do not believe at all” to 5 “completely true”. The questionnaire
was designed to assess students’ perceptions about their parents’ goal emphases. It
consists of 11 items in two sub-scales: mastery goals (6 items) and performance
goals (5 items). While perceptions of parents mastery goal emphasis focus on
assessing whether parents want their children to understand science, or to learn from
mistakes (e.g. “My parents want me to understand science concepts, not just do the
work™), perceptions of parent performance goal emphasis focus on assessing whether
parents want their children to show their abilities to others, or whether they dislike

mistakes (e.g. “My parents don’t like it when I make mistakes in science”).

While developing the questionnaire, Friedel and et. all (2007) conduct a
pilot study with 1021 students (52% girl, 48% boy). Internal consistency reliabilities
were .65 for perceived parent mastery goals emphasize, and .70 for perceived parent
performance goals emphasize. Confirmatory analysis was also verified the final

factor structure.

The scale was translated and adapted to Turkish by the researchers of the
current study. For its content validity, the translated instrument was examined by two
instructors from science education department at the faculty of education. The
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instructors also judged the quality of items with respect to clarity, sentence structure,
and comprehensiveness. Additionally, the grammar structure of the translation was
examined by one of the instructors from Academic Writing Center of METU. Taking
the suggestions by the instructors from both faculty of education and Academic
Writing Center into consideration, the instrument was revised. The final form of the
instrument was pilot tested with 201 7" grade elementary students, (104 boys and 97
girls) in Kiitahya. The coefficient alpha values for the Turkish sample were found to
be .66 for the perceived parent mastery goals, and .61 for the perceived parent
performance goals. The results of the confirmatory factor analysis indicated a good
model fit for the perceived parent mastery goals (GFI = .94, CFl = .89, RMSEA =
.13, SRMR =.05) and, for the perceived parent performance goals (GFI = .98, CFI =
.96, RMSEA = .09, SRMR =.03).

In the main study, the factor structure was also validated through
confirmatory factor analysis. Of 4 fit indices examined, two of them (i.e., GFI and
SRMR) indicated a good model fit for both perceived parent mastery goals and
perceived parent performance goals (see Table 3.11). On the other hand, RMSEA
and CFI values were not indicative of a good model fit for perceived parent
performance goals. When factor loadings (see Table 3.12) and item-total correlation
were examined, no apparent problematic item was found. Internal consistency
reliability of the main study was found to be comparable with the original English
version of the questionnaire with the alpha coefficients of .75 for the parents’
mastery goals and .61 for the parents’ performance goals. Thus, it was decided to use
this scale in the main study. However, the data obtained from this sub-scale should

be interpreted cautiously.
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Table 3.11. The results of the confirmatory factor analyses for Perceived Parents’

Goals Emphasize Questionnaire

Scale GFlI CFlI SRMR RMSEA
Pilot Main Pilot Main Pilot Main Pilot Main
study study study study
Perceived .94 .95 .89 .93 .05 .04 A1 A2
Parents’
Mastery Goals
Perceived .98 .95 .96 .85 .03 .06 .09 5
Parents’
Performance
Goals

Table 3.12. Reliability Coefficients for the Perceived Parent Goal Emphasis Scale

Scale Number Reliability Reliability  Reliability
of Items  of original of Pilot of Main
version Study Study
Perceived parent mastery 6 .65 .66 75
goal emphasis
Perceived parent 5 .70 .61 .61

performance goal emphasis
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Table 3.13. Lambda ksi Estimates for Perceived Parent Goal Emphases

Question LX Scale

ql 0.80 Parents Mastery Goals

g2 0.59 Parents Mastery Goals

g3 0.60 Parents Mastery Goals

g4 0.29 Parents Mastery Goals

g5 0.55 Parents Mastery Goals

g6 0.63 Parents Mastery Goals

q7 0.48 Parents’ Performance
Goals

g8 0.83 Parents’ Performance
Goals

g9 0.64 Parents’ Performance
Goals

gl0 0.59 Parents’ Performance
Goals

gqll 0.49 Parents’ Performance
Goals

3.2.6. Perceived Teacher Goal Emphases Scale

Perceived Teacher Goal Emphases Scale is a self-report instrument
adopted from the Patterns of Adaptive Learning Survey (PALS; Midgley et al., 1997)
by Friedel, Cortina, Turner and Midgley (2007). The questionnaire was designed to
assess students’ perceptions about their teachers’ goal emphases in the classroom. It
is a five point Likert scale ranging from 1 “do not believe at all” to 5 “completely
true”. It consists 10 items in two sub scales: perceived mastery goals (5 items), and
perceived performance goals (5 items). Items in the perceived mastery goals scale
were designed to assess if teachers focus on learning, and understanding in the class

(e.g. “My teacher gives us time to really explore and understand new ideas in
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science”), whereas, items in the perceived performance goals scale were developed
to assess if teachers focus on highest grades in the class (e.g. “My teacher points out

those students who get good grades in science as an example to all of us”).

The scale was translated and adopted to Turkish by the researcher of the
current study. The Turkish version of the questionnaire was examined by, two
instructors from science education department at the faculty of education for its
content validity. The instructors also judged the quality of items with respect to
clarity, sentence structure, and comprehensiveness. Additionally, the grammar
structure of the translation was examined by one of the instructors from Academic
Writing Center of METU. Considering the suggestions by the instructors from both
faculty of education and Academic Writing Center, the instrument was revised. The
final form of the instrument was pilot tested with 201 7" grade elementary students,
(104 boys and 97 girls) in Kiitahya. The coefficient alpha values for the Turkish
sample were found to be .67 for the perceived teachers’ mastery goals, and .78 for
the perceived teachers’ performance goals (see Table 3.14). The results of the
confirmatory factor analysis were GFI = .99, CFI = .98, RMSEA = .08, SRMR = .02
for the perceived teachers’ mastery goals, GFI = .96, CFl = .95, RMSEA = .13,
SRMR = .04 for the perceived teachers’ performance goals (see Table 3.15 and Table
3.16). Thus, the pilot study demonstrated the Turkish version of Perceived Teacher
Goal Emphases Scale as a valid and reliable measure of students’ perceptions of their
teacher goal emphasis in science classes. The validated instrument was used in the
main study. The coefficient alpha values for the main study were .67 for the
teachers’ mastery goals and .78 for the teachers’ performance goals. The results of
the confirmatory factor analyses were GFI = .98, CFI = .98, RMSEA = .08, SRMR =
.02 for the teachers’ mastery goals, and GFI = .99, CFI = .99, RMSEA = .19, SRMR
= .05 for the teachers’ performance goals indicating a good model fit .
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Table 3.14. Subscales of the Perceived Teacher Goal Emphasis

Scale Number Reliability Reliability  Reliability
of Items  of original of Pilot of Main
version Study Study
Perceived teacher mastery 5 74 .67 .83

goal emphasis

Perceived teacher 5 .84 .78 .78
performance goal emphasis

Table 3.15: The results of the confirmatory factor analyses for Perceived Teachers’

Goals Emphasize Scale

Scale GFl CFlI SRMR RMSEA

Pilot Main Pilot Main Pilot Main Pilot Main
study study study study

Perceived 99 .98 .98 .98 .02 .02 .08 .08
Teachers’

Mastery Goals

Perceived 96 .99 .95 .99 .04 .09 A3 19
Teachers’

Performance

Goals
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Table 3.16. Lambda ksi Estimates for Perceived Teacher Goal Emphases

Question Wilks Lamda Scale

ql 0.79 Teachers Mastery Goals

g2 0.45 Teachers Mastery Goals

g3 0.71 Teachers Mastery Goals

q4 0.37 Teachers Mastery Goals

g5 0.52 Teachers Mastery Goals

g6 0.58 Teachers Performance Goals
q7 0.76 Teachers Performance Goals
g8 0.76 Teachers Performance Goals
q9 0.83 Teachers Performance Goals
g10 0.61 Teachers Performance Goals

3.2.7. Academic Coping Inventory (ACI)

ACI is a self report questionnaire developed by Tero and Connell (1984) to
assess students’ coping strategies when faced with an academic failure. It is a five
point likert scale from 1 “do not believe at all” to 5 “completely true”. It consists 13
items in four sub-scales namely, positive coping (3 items), projective coping (3
items), denial coping (3 items) and non-coping (4 items). All items in the
questionnaire start with a stem that “If something bad happened to me during
science, such as doing poorly on a test or not being able to answer a question in
class...” and students complete this stem with items. Positive coping assess students’
adaptive strategies (e.g.“l would try to see what I did wrong)”. While students who
prefer projective coping blame others (e.g.“I would say it was the teacher’s fault”),

90



students who prefer denial coping generally say that they do not care the negative
event (e.g.“I would say it wasn’t important”). On the other hand, non-coping,

students blame themselves (e.g.“l would get really mad at myself”).

The scale translated and adopted to Turkish by the researcher of the
current study. The Turkish version of the questionnaire was examined by two
instructors from science education department at the faculty of education for its
content validity. The instructors also judged the quality of items with respect to
clarity, sentence structure, and comprehensiveness. Additionally, the grammar
structure of the translation was examined by one of the instructors from Academic
Writing Center of METU. Considering the suggestions by the instructors from both
faculty of education and Academic Writing Center, the instrument was revised. The
final form of the instrument was pilot tested with 201 7" grade elementary students,
(104 boys and 97 girls) in Kiitahya. The coefficient alpha values for the Turkish
sample were found to be .70 for the positive coping, .78 for the projective coping, .75
for the denial coping and .83 for the non-coping (see Table 3.17). The results of the
confirmatory factor analysis indicated a perfect fit for the positive coping, projective
coping and denial coping sub-scales (GFI = 1.00, CFI = 1.00, RMSEA = .00, SRMR
=.00), Concerning non-coping sub-scale, of four fit indices examined, three of them
indicated a good model fit (i.e.. GFI=.94, CFI=.91, SRMR= .04). However, RMSEA
value was found to be well-above .10. Since reliability of this sub-scale was high
enough and items were contributing well to the total variability with high factor
loadings (see Table 3.18), the non-coping sub-scale was decided to be retained in the

main study.

In the main study, the coefficient alpha values for the Turkish sample were
found to be .73 for the positive coping,.84 for the projective coping, .82 for the
denial coping and .80 for the non-coping. Similar to the results of pilot study,
confirmatory factor analyses results of the main study revealed a perfect fit for the

positive coping, projective coping and denial coping. (GFI = 1.00, CFI = 1.00,
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RMSEA = .00, SRMR = .00), and a good model fit for non-coping sub-scales
(GF1=.99, CFI=.98, RMSEA= .09, SRMR=.01)..

Table 3.17. Subscales of the Coping Strategies

Scale Number  Reliability of  Reliability of  Reliability of
of Items  original version  Pilot Study Main Study
Positive Coping 3 .63 .70 73
Projective Coping 3 72 .78 .84
Denial coping 3 .62 75 .82
Non-coping 4 .78 .83 .80

Table 3.18. The results of the confirmatory factor analyses for Academic Coping

Inventory

Scale GFI CFlI SRMR RMSEA

Pilot Main Pilot Main Pilot Main Pilot Main
study study study study

Positive 1.00 1.00 100 100 .00 .00 .00 .00
Coping

Projective 1.00 1.00 100 100 .00 .00 .00 .00
Coping

Denial 1.00 1.00 100 100 .00 .00 .00 .00
Coping
Non-coping .94 .99 91 .98 .23 .01 .04 .09
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Table 3.19. Lambda ksi Estimates for Academic Coping Inventory

Question Wilks Lamda Scale

gl 0.88 Positive Coping
g2 0.68 Positive Coping
g3 0.82 Positive Coping
g4 0.57 Projective Coping
g5 0.98 Projective Coping
g6 0.48 Projective Coping
q7 0.71 Denial Coping

g8 1.05 Denial Coping

q9 0.67 Denial Coping
gl0 0.69 Non-Coping

gll 0.76 Non-Coping

gl2 0.81 Non-Coping

ql3 0.76 Non-Coping

3.3. Data Collection Procedure

The study was started with defining the research problem. The next step
was reviewing the related literature in detailed. Both Turkish and foreign studies
were researched from the Educational Resources Information Center (ERIC), the
Ebscohost, Social Science Citation Index (SSCI), Science Direct databases, YOK,
TUBITAK-ULAKBIM, and from library of METU. After the literature review, the
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researcher hypothesized about the research problem. Then, pilot studies were
conducted during the 2008- 2009 academic year in Kiitahya. With the necessary
permission from the Ministry of Education, the Background Characteristics Survey,
the MSLQ (Motivated Strategies for Learning Questionnaire), the AGQ
(Achievement Goal Questionnaire), the PFAI (Performance Failure Appraisal
Inventory), the Perceived Parent Goal Emphases, the Perceived Teacher Goal
Emphases, and the ACI (Academic Coping Inventory) were administered to 201
seventh grade, volunteer students. During the same academic year, the PFAI
(Performance Failure Appraisal Inventory), was administered first to 182 seventh
grade students and later to 211 seventh grade students. The main study was
conducted during the 2009-2010 academic year by selecting 12 elementary schools
from Kiitahya. All the mentioned instruments were administered to 977 seventh
grade, volunteer students. While conducting the study, firstly, the participants were
informed about the study. The purpose of the study and how it would be conducted
were explained by the researcher. Students were also told that there were no right or
wrong answers, and their responses would be kept confidential. Additionally, their
names were not collected. Besides that, the researcher obtained the permission of the
participants’ parents on the consent forms. Completing the instrument took nearly

one lesson hour, approximately 40 minutes.

Fraenkel and Wallen (2006) suggested that a researcher should be careful
to protect the participants from harm by ensuring the confidentiality of the research
and by not deceiving the participants to make the research ethical. In the present
study, the researcher took care to protect participants. The instruments were checked
by the ethics committee of METU. Hence, participants were not faced with any
physical or psychological harm during the study. Besides that, the participants were
informed that they could withdraw from the study if they did not want to complete.
Participants were also asked to not write their name, surname or number that
identification number on the instrument to provide confidentiality. Moreover, there
were consent forms for both students and their parents. The research aim and

procedure were explained on the consent forms. The e-mail addresses and phone
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numbers of the researcher were also given in the consent forms so the participants or
parents could contact the researcher. Therefore, the researcher tried to meet the

requirements of an ethical research.

While conducting the study, the researcher also considered the internal
validity of the research. For instance, the same researcher collected the data to
control the data collector characteristic threat. Moreover, the instruments of the study
was designed so one subject would not affect the other one, so the testing was not a
threat to the internal validity of the research. On the contrary, although the
researchers attempted to standardize the conditions during the administration,
location threat was possible for the study, since the schools of participants were in

different districts.

3.4. Data Analysis Procedure

Two statistical packages, SPSS 16. for Windows and LISREL 8.30 for
Windows, were utilized in the current study to analyze the data. Missing data,
normality, outlier, influential data points and reliability coefficients were checked by
using SPSS. Confirmatory factor analysis (CFA) and Path analysis were conducted

by using the second statistical package, LISREL.

3.4.1. Missing Data Analysis

One or more values are not available for the analyses, called as missing
data, is a threat for the statistical analyses. There are different options for the
researchers to handle the problem. One of the most known solution deleting subjects
pair wise or list wise; however, this is not very much recommended because of losing
subjects possibility. Instead, replacement of missing values with mode is another

known solution and works best (Schumacker& Lomax, 2004).
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In the current study, data were examined in terms of missing values. There
were not much missing, less than 5%, in the data, so, missing values of the items

were replaced by the mode (see also Appendix G).

3.4.2. Normality

Path analysis assume multivariate normality. To talk about multivariate
normality there are three necessary conditions; firstly the univariate distributions
should be normal, secondly distributions of the variables should be bivariate normal
and thirdly bivariate scatter plots should be linear and homoscedatic (Kline, 2005).
As a result, univariate normality were checked before the analysis. To check
univariate normality, skewness and kurtosis values were assessed. The skewness and
kurtosis values between -2 and +2 acceptable to talk about univariate normality
(George and Mallery, 2003).

3.4.3 Ouitliers

Outliers, data points that are extreme or atypical, can arise because of
observation errors, data entry errors, instrument errors or actual extreme values from
self-report data. Outliers can effect mean, standard deviation and correlations so
these values should be considered and deleted or accommodated. There are two types
of outliers: univariate outliers and multivariate outliers. While univariate outliers
refer to an extreme values on one variable, multivariate outliers refer to cases with an
unusual combination of scores on two or more variables. Box plot display, scatter
plots, normality plots, frequency distributions, and z- values can be used to explore
univariate outliers. In large samples, n > 100, z value greater than 4 indicates outliers
(Tabachnick& Fidell, 1996; Stevens, 2002).

Additionally, Leverage values can be used to detect multivariate outliers.
Leverage value greater than 3p/n, where p=k+1 and k is the number of predictors,
can be considered as an outlier. Further, Cook Distance is a way to check whether the

outliers are influential or not. Cook Distance, assesses change in regression coefficients
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when a case is deleted. If the distance value greater than 1, or lesser than -1, it is considered

as influential outlier, and it should be excluded from the study (Stevens, 2002).

In the current study, box plot display, scatter plots, normality plots,
frequency distributions, z- values, Leverage and Cook D were used to identify

outliers.

3.4.3. Data Analyses

After the preliminary analyses was conducted, the data was examined in
terms of missing values, normality, and outliers, the confirmatory factor analyses
were conducted to confirm the theoretical factor structures of the questionnaires
(AGQ, MSLQ, PFAI, Perceived Parents Goal Emphases Scale, Perceived Teacher
Goal Emphases Scale, and ACI) by using the second statistical package, LISREL
8.7.

Descriptive statistics; mean, minimum and maximum values, and standard
deviation, were used to investigate the 7" grade elementary students’ profiles about

achievement goals, motivational beliefs and cognitive outcomes.

After the preliminary analyses was conducted, the data was examined in
terms of missing values, normality, and outliers, the confirmatory factor analyses
were conducted to confirm the theoretical factor structures of the questionnaires
(AGQ, MSLQ, PFAI, Perceived Parents Goal Emphases Scale, Perceived Teacher
Goal Emphases Scale, and ACI) by using the second statistical package, LISREL
8.7.

Descriptive statistics; mean, minimum and maximum values, and standard
deviation, were used to investigate the 7" grade elementary students’ profiles about

achievement goals, motivational beliefs and cognitive outcomes.
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3.5. PATH Analysis

The data was analyzed by using path analysis in this study. LISREL 8.7
for Windows with SIMPLIS command language was utilized for assessing the
LISREL models of the antecedents and consequences of achievement goals in
science lesson. Path analysis is a technique which enables to the researcher to assess
explanatory relationships for non experimental situations (Joreskog& Soérbom, 1993;
Raykov& Marcoulides, 2006). It is from structural modeling equation (SEM) family.
In other words, path analysis test a model that represents causal relationships
between variables (Joreskog& Sorbom, 1993; Kline, 2005; Raykov& Marcoulides,
2006).

3.5.1. Definition of Terms

1. Path Diagrams: A path diagram refers to graphical representation of a
model; it presents structural relations and equals to a set of equations
(Raykov& Marcoulides, 2006). Figure 3.1 summarizes commonly used

symbols in Path diagram.

2. Observed, or Manifest Variable: Observed variables refer to variables
that are directly measured on subjects, and used to define latent variables
(Raykov& Marcoulides, 2006).

3. Latent Variable: Latent variables refer to variables that cannot directly
observable. They are constructs that researchers interested in. They are
generally indicated by using observed variables (Raykov& Marcoulides,
2006).
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O or O Latent Variable

or Observed Variable
—_— or i Unidirectional path
Q{ or O‘/ Disturbance or error 1n latent variable
¢— or ld—  Measurement error in observed variable
4 B or & T Correlation between variables

Figure 3. 1: Commonly used symbols in path diagrams. (Raykov& Marcoulides,
2006, p. 8)

4. Endogenous Variable: Endogenous variables refers to dependent
variables; a latent variable that is predicted by other latent variable
(Schumacker & Lomax, 2004; Raykov& Marcoulides, 2006).

5. Exogenous Variable: Exogenous variables refers to independent
variables; a latent variable that used to predict other latent variable
(Schumacker & Lomax, 2004; Raykov& Marcoulides, 2006).

6. Direct Effect, or Path: Direct effect refers to direct relationship

between two latent variables (Schumacker & Lomax, 2004; Kline, 2005)

7. Indirect, or Mediator Effect: Indirect effect refers to relationship

between two latent variables but not directly. In other words, it indicates
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that there is an intervening variable (mediator variable) between two latent
variable; the first latent variable affects the intervening variable, and the
intervening variable affects the second latent variable (Schumacker &
Lomax, 2004; Kline, 2005; Raykov& Marcoulides, 2006)

8. The Measurement Coefficients: The measurement coefficients, The Ay
(lowercase lambda sub y) and Ax (lowercase lambda sub x) values, refers
to factor loadings, and they indicate the relationships between observed

and latent variables (Schumacker & Lomax, 2004).

9. The Structure Coefficients: The Structure Coefficients, f (lowercase
beta) and y (lowercase gamma), indicated the strength and direction of the

relationship between latent variables (Schumacker & Lomax, 2004).

10. Path Coefficients: Path coefficients refer to a structure coefficient
which measures direct effects (Schumacker & Lomax, 2004; Kline, 2005;
Raykov& Marcoulides, 2006).

3.5.2. Assessing Model Fit

Researchers need to assess the degree of fit of a path model when they

conduct path analysis. Researchers sometimes can have problems while assessing the

model, since there are a large number of model fit indexes in the literature. While

some of them report a fit index, others can report the different one. To work out this

problem, researchers suggest to use a minimal set of fit indexes. According to the

recommendations, researchers should use 1) the model chi-square, 2) the root mean

square error of approximation (RMSEA), 3) the comparative fit index (CFI), and 4)

the standardized root mean square residual (SRMR), in their report (Kline, 2005).

1.  Model Chi Square (y2) = The model Chi Square is test that compares
observed and estimated variance-covariance matrices. A significant x2

value point at differences between observed and estimated matrixes.
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Hence, a non significant value is accepted as an evidence for the model fit.
However, it is sensitive to sample size, with large sample sizes, it tends to

indicate a significant value (Schumacker &Lomax, 2004; Kline, 2005).

2. Root Mean Square Error of Approximation (RMSEA) = The RMSEA
estimates the amount of error of approximation for the model, and it is a
“badness of fit index”. Therefore, the value of “0” indicates best fit for the
model, and the greater value means worse for the model. Additionally, it’s
acceptable fit interpretation is .05 (Kline, 2005).

3. Comparative Fit Index (CFI) = The CFI is one of the indexes that
assess the relative improvement in fit of the model. It assess the model
with parameters of the variables, and it is a “goodness of fit” index; the
value of “0” poor fit, and “1” indicates perfect fit. Further, the acceptable
value of CFl is .95 (Kline, 2005).

Standardized root mean square residual (SRMR)= The SRMR is an index
which based on standardized covariance residuals, differences between
observed and predicted covariances. The value of “0” for SRMR indicates
perfect fit; while, the value of “1” indicates poor fit for the model.

Additionally, the acceptable value of the index is .05 (Kline, 2005).
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4. RESULTS

This chapter presents the results of the study in three parts namely,
Preliminary Data Analysis, Descriptive Statistics, and Inferential Statistics. In the
Preliminary Data Analysis part, the data were examined to identify potential outliers
and to check normality assumption. In the Descriptive Statistics part, the variables of
the study were investigated in terms of mean, standard deviation, and frequency
distributions. In the Inferential Statistics part, the proposed model was tested through

the path analysis.

4.1. Preliminary Data Analysis

4.1.1. Outlier Analysis

There are two types of outliers: univariate outliers and multivariate
outliers. To check univariate outliers, box plots, scatter plots and z- values were
investigated. In the current study, because of the large sample size, Z- values > 4
indicates outliers. There were no variables that has large z value, greater than 4.

Hence, there were no univariate outliers on the data.

To check multivariate outliers standardized residuals Leverage value were
examined. The standard residuals around 3 considered outliers. The range of standard
residuals was -2. 81 to 2. 19. It did not indicate outliers. The maximum leverage
value, .12, also indicates outliers; since, the leverage values greater than .087 also

considered as outliers for the present study.

To check whether these outliers should be excluded from the study, or not
Cook’s Distance were examined. Cook D less than -1 or greater than +1 refers to the
outliers which should be excluded from the study. As shown in the Table 4.1, Cook’s
Distance’s range is between .00 and .055, so it can be concluded that the outliers

were no influential, and they can included the study.
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Table 4.1 Residuals statistics

Min. Max. M SD
Standardized Residual -2.81 2.19 .00 .87
Centered Leverage Value .015 127 .06 .02
Cook’s Distance .000 .055 .02 .08

4.1.2. Normality

To check normality, skewness and kurtosis values were assessed. Table
4.2 summarizes the skewness and kurtosis values for the variables of the study. The
skewness and kurtosis values between -2 and +2 are considered to be acceptable to
demonstrate univariate normality (George and Mallery, 2003). As shown in the table,
all the variables’ values are between -2 and +2. Therefore, there is no violation in

normality assumption.

Table 4.2 Univariate normality statistics

Skewness Kurtosis
Mastery Approach Goals -1.66 1.45
Mastery Avoidance Goals -.53 -.28
Performance Approach Goals -1.53 1.16
Performance Avoidance Goals -.82 .23
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Table 4.2 (Contuniued)

Perceived Parents’ Mastery Goals
Perceived Parents’ Performance Goals
Perceived Teachers’ Mastery Goals
Perceived Teachers’ Performance Goals
The fear of shame and embarrassment
The fear of devaluing one’s self estimate
The fear of having uncertain future

The fear of losing social influence

The fear of upsetting important others
Denial Coping

Positive Coping

Projective Coping

Non Coping

Self Efficacy

Task Value

Metacognition

-.95

-.49

-1.43

-.84

-.52

-.08

-.16

.09

-.52

.09

-1.18

.33

-.30

-.84

-1.40

-.54

.90

-.13

1.71

A2

-31

-.89

-.83

-1.13

-22

-1.09

2.02

-1.19

-.92

25

2.03

-14
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4.2. Descriptive Statistics

Descriptive statistics were used to investigate the 7™ grade elementary
students’ profiles about achievement goals, motivational beliefs and cognitive
outcomes. As detailed in the following sections, results demonstrated that 7" grade
students appeared to adopt approach goals at higher levels compared to avoidance
goals; They are also found to have high levels of science self efficacy (M=5.30,
SD=1.35), and task value beliefs (M=5.76, SD=1.22). Additionally, they appeared to
use metacognition strategies at high levels (M=5.28, SD=1.18), and cope positively
with an academic failure (M=4.48, SD=.66). Morecover, from participants’
perspective, their parents and teachers were found to have comparable emphasis on

mastery and performance goals.

4.2.1. Descriptive Statistics for Achievement Goals

The mean subscale scores were used to identify the achievement goals
profile of the sample. According to the descriptive results, also presented in Table
4.3, seventh grade students appeared to adopt approach goals at higher levels
compared to avoidance goals in their science classes. This finding implied that
elementary students are likely to study for the reasons of mastering the course
material, getting a good grade, and showing their abilities to others rather than to
avoid not learning or getting the worst grade. Indeed, the repeated measures ANOVA
results indicated statistically significant differences in means among four
achievement goals (Wilks’ Lambda =519 , F(3,976) = 3,01, p = .000, 5 = .485).
Pairwise comparisons, paired sample t tests with Bonferroni procedure, was

presented in Table 4.4.
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Table 4.3. Descriptive results of achievement goals

Mean S.D Minimum  Maximum
Mastery Approach Goals 4.54 57 1.00 5.00
Mastery Avoidance Goals 3.76 89 1.00 5.00
Performance Approach Goals 4.38 69 1.00 5.00
Performance Avoidance
3.87 81 1.17 5.00
Goals
Table 4.4. Pairwise comparisons for achievement goals
T Df p Cohen’s d
Mastery Approach-Performance 6. 74 976 .00 0.22
Approach
Mastery Approach- Mastery 26. 39 976 .00 0.84
Avoidance
Mastery Approach-Performance 24. 23 976 .00 0.78
Avoidance
Performance Approach-Mastery 19. 80 976 .00 0.63
Avoidance
Performance Approach-Performance  20. 06 976 .00 0.64
Avoidance
Mastery Avoidance-Performance -4. 14 976 .00 0.13

Avoidance
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Paired sample t-test with Bonferroni procedure indicated that students
have significantly adopt higher mastery approach goals (M= 4. 54, SD= .57)
compared to performance approach goals (M= 4. 39, SD= . 69), t (976)= 6. 74,
p=.000. The magnitude of the difference was medium (d= ,22). Furthermore,
students’ adaptation of mastery approach goals was significantly higher mean than
their mastery avoidance goals (M= 3. 76, SD= .89), t (976) = 26. 39, p=.000, with
large effect size (d= .84) and performance avoidance goals (M= 3. 87, SD= .81), t
(976) = 24. 23, p=.000, with large effect size (d=.78). The second highest mean was
belong to performance approach goals, and it was also significantly higher than
mastery avoidance goals, t (976) = 19. 80, p= .000, with large effect size (d= .63)
and performance avoidance goals, t (976) = 20. 06, p= .000, with large effect size
(d= .63). Additionally, the mean level of mastery avoidance goals was significantly
smaller than the mean level of performance avoidance goals, t (976)= -4. 14, p=
.000, with small effect size (d=.13).

In order to get a clear picture of elementary students’ achievement goals,
the items and students’ responses to the individual items in the achievement goal
questionnaire (AGQ) and their frequency distributions were also presented in Table
4.5.

As shown in the table, the mean scores on the items measuring approach
goals were higher than that of avoidance goals. Consistent with this pattern, while the
highest mean (M = 4.61) score was found on the item “It is important for me to
understand the content of this course as thoroughly as possible” which belongs to
mastery approach scale, the lowest means score (M = 3.58) score was obtained on the
item “My fear of performing poorly in this class compared to others is often what
motives me” which belongs to performance avoidance scale. Indeed, the frequency
distributions showed that the highest agreements were found on the approach goal
items. In the table, the data were presented utilizing the following coding scheme: 5

and 4 points were assigned to “agree”, 3 to “undecided”, 1 and 2 to “disagree”.
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Table 4. 5. Descriptive Statistics and Frequency distribution of the responses of Achievement Goals Questionnaire (AGQ)

Statement

SD

Percentage (%)

Disagree Undecide  Agree
It is important for me to understand the content of this course as
] 4.61 .66 0.8 7.0 82.2
Mastery  thoroughly as possible
Approach
Goals | want to learn as much as possible from this class. 4.58 73 2.0 6.9 91.1
| desire to completely master the material presented in this class. 4.44 .80 2.8 9.6 87.6
Mastery . . .
] | worry that | may not learn all that I possibly could in this class 3.93 1.08 9.6 22.2 68.2
Avoidance
Goals | am often concerned that | may not learn all that there is to learn in
] 3.64 1.22 18.3 23.5 58.2
this class
Sometimes I’m afraid that I may not understand the content of this
3.72 1.17 16.1 21.7 62.2

class as thoroughly as I’d like
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Table 4. 5 (Contuniued)

Performance
Approach

Goals

Performance
Avoidance

Goals

It is important for me to do better than other students.

My goal in this class is to get a better grade than most of the other
students

It is important for me to do well compared to others in this class.
My goal for this class is to avoid performing poorly compared to
the rest of the class.

My fear of performing poorly in this class compared to others is

often what motives me

I just want to avoid doing poorly in this class compared to others

My goal for this class is to avoid performing poorly.

My fear of performing poorly in this class is often what motivates

me.

I just want to avoid doing poorly in this class.

4.58

4.34

4.24

4.10

3.58

3.88

4.28

3.65

3.74

74

94

1.02

1.19

1.22

1.25

1.01

1.26

1.31

2.2

5.8

7.2

114

19.3

15.0

6.8

19.0

19.0

5.9

9.2

13.8

9.7

22.4

14.5

10.9

204

16.6

91.9

85.1

79.0

78.9

58.3

70.5

72.3

60.6

64.4




Using the preceding coding scheme, a close examination of the frequency
distribution revealed that the highest agreement was on the first item of performance
approach goals: 91.9 % of the participants agreed with the item that “It is important
for me to do better than other students”. On the other hand, the lowest agreement
(58.2 %) was on the first item of performance avoidance goals which state that “My
goal for this class is to avoid performing poorly compared to the rest of the class”.
For the response of “ undecided” the highest percentage was for the second item of
mastery avoidance goals: 23.5 % of the sample were uncertain about the statement
that “I am often concerned that I may not learn all that there is to learn in this class”.
For the response of “disagree” the highest percentage was for the second item of
performance avoidance goals (19.3 %) which state that “My fear of performing
poorly in this class compared to others is often what motives me”. On the other hand,
only 2.0 % of the participants disagreed with the item that “I want to learn as much

as possible from this class” which belongs to mastery approach goals scale.

Overall, the examination of mean scores and frequency distributions
revealed that elementary students tend to study science for the reasons of
understanding and mastering the course content and getting better grades than their

classmates.
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4.2.2. Descriptive Statistics for Motivational Beliefs

4.2.2.1.  Descriptive Statistics for Science Self Efficacy

Concerning the descriptive statistics for science self-efficacy, the mean
score of 5.33 with a standard deviation of 1.3, on a seven-point scale revealed that
elementary students have a reasonable level of science self-efficacy. In order to get

an in-depth understanding of elementary students’ science self-efficacy, their

responses to the MSLQ were examined in item level and displayed in Table 4.6.

Table 4.7 Descriptive Statistics of Self Efficacy

Statement SD
I believe | will receive an excellent grade in this class 5.23 1.78
I’m certain I can understand the most difficult material 5.07 1.82
presented in the readings for this course
I’m confident I can understand the basic concepts taught in  5.45 1.66
this course
I’m confident I can understand the most complex material ~ 5.01 1.81
presented by the instructor in this course
I’'m confident I can do an excellent job on the assignments  5.48 1.64
and tests in this course
I expect to do well in this class 5.44 1.63
I’m certain I can master the skills being taught in this class 5.41 1.66
Considering the difficulty of the course, the teacher, and 5.64 1.78

my skills, I think I will do well in this class

111



As shown in the table, the highest mean (M=5.64) score was obtained on
the item stating that “Considering the difficulty of the course, the teacher, and my
skills, I think I will do well in this class”;. Consistent with this finding, frequency
distributions displayed in Table 4.8 indicated that majority of the participants (77.8
%) agreed with this item. On the other hand, the lowest mean (M=>5.01) score was
on the item that, “I’'m confident I can understand the most complex material
presented by the instructor in this course”. More than half of the participants (64.9
%) were found to agree with this item. At this point it is important to note that, even
the lowest mean score determined in item level was well above the mid-point of
seven point scale implying that elementary students have a strong belief that they
have capabilities to perform well in science class. The examination of the frequency
distributions in the item level also reflected this pattern. In the table, the data were
presented utilizing the following coding scheme: 7, 6 and 5 points were assigned to

“agree”, 4 to “undecided”, 1, 2 and 3 to “disagree”.
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Table 4.8 Frequency distribution of the responses for self efficacy

Percentage (%0)

Disagree Undecided Agree

Item 1 17.1 11.7 71.2
Item 2 19.8 135 66.7
Item 3 13.7 10.3 76.1
Item 4 20.8 14.2 64.9
Iltem 5 13.2 10.7 76.1
Item 6 12.8 11.3 75.9
Item 7 13.5 12.0 74.5
Item 8 11.9 10.3 77.8
4.2.2.2. Descriptive Statistics for Task Value

The descriptive statistics used to identify the task value profile of the
participants showed that elementary students perceive content of science courses as

interesting, useful and important to learn at high levels (M = 5.76, SD = 1.7)
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Table 4.9 Descriptive Statistics of Task Value

Statement M SD
I think | will be able to use what I learn in this course in other 6.11 1.39
courses
It is important for me to learn the course material in this class 5.64 1.78
| am very interested in the content area of this course 5.60 1.63
I think the course material in this class is useful for me to 5.97 1.46
learn
I like the subject matter of this course 5.38 1.80
Understanding the subject matter of this course is very 5.84 1.59

important to me

The examination of the mean scores (Table 4.9) and frequency
distributions (Table 4.10) in item level also revealed that the task value beliefs’ item
with the highest mean (M=6.11) was “I think I will be able to use what I learn in this
course in other courses”. Majority of the participants (77.8 %) agreed on this item.
The highest agreement (88.8 %) was on the item that “It is important for me to learn
the course material in this class”. On the other hand, the item with lowest mean
(M=5.38) was, “I like the subject matter of this course. The lowest (73.9 %)

agreement was observed on this item.
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Table 4.10 Frequency distribution of the responses for Task Value

Percentage (%0)

Disagree Undecided Agree

Iltem 1 11.9 10.3 77.8
Item 2 6.5 4.7 88.8
Item 3 11.7 10.2 78.1
Item 4 6.6 8.9 84.5
Item 5 15.7 10.4 73.9
Item 6 95 8.0 82.5
4.2.2.3. Descriptive Statistics for Fear of Failure

The descriptive statistics, also presented in table 4. 11, used to identify the
fear of failure profile of the participants in science showed that seventh grade
students tend to experience a fear of being unsuccessful in science at moderate levels
as indicated by a mean score of M = 3.57 (SD= .94) for the fear of shame and
embarrassment sub-scale. Additionally, they were found to have a fear of upsetting
people who are important for them, like their parents, or their teachers (M= 3.51,
SD= .93). Indeed, the repeated measures ANOVA results indicated statistically
significant differences in means among five fear of failure subscales (Wilks’ Lambda
= 542, F(4, 976) = 2. 057, p = .000, * = . 458). Pairwise comparisons, paired
sample t tests with Bonferroni procedure, was presented in Table 4.12.
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Table 4.11. Descriptive statistics of fear of failure

Mean S.D Minimum Maximum

The fear of shame and
embarrassment 3.52 .98 1.00 5.00

The fear of devaluing one’s

: 3.12 1.04 1.00 5.00
self estimate
The fear of having uncertain 313 1.06 1.00 500
future
The fear of losing social 5 87 199 1.00 5.00
influence
The fear of upsetting important 362 94 1.00 500

others

Table 4.12 Pairwise comparisons for fear of failure

t df p Cohen’s d
fear of shame and embarrassment- fear 17.13 976 .000 0.55
of devaluing one’s self estimate
fear of shame and embarrassment- fear 15. 99 976 .000 0.51
of having uncertain future
fear of shame and embarrassment- fear 23.92 976 .000 0.77
of losing social influence
fear of shame and embarrassment- fear 2. 88 976 .004 0.09

of upsetting important others
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Table 4.12 (Contuniud)

fear of devaluing one’s self estimate- -. 51

fear of having uncertain future

fear of devaluing one’s self estimate- 9.43

fear of losing social influence

fear of devaluing one’s self estimate- -14. 45

fear of upsetting important others

fear of having uncertain future- fear of 8. 99

losing social influence

fear of having uncertain future- fear of -14. 00

upsetting important others

fear of losing social influence- fear of  -22. 97
upsetting important others

976

976

976

976

976

976

.610

.000

.000

.000

.000

.000

-0.01

0.30

-0. 46

0.29

-0. 45

0.73

Paired sample t-test with Bonferroni procedure results also confirmed that
students have a fear of shame and embarrassment (M=3.57, SD= .94) and fear of
upsetting important others (M= 3.51, SD= .93) at significantly higher levels
compared to fear of devaluing one’s self estimate (M= 3. 12, SD= 1. 02), having
uncertain future (M= 3. 13, SD= .88), and losing social influence (M=2. 81, SD= 1.
24). On the other hand, the difference in the level of fear of shame and
embarrassment and fear of upsetting important others was not statistically significant,
t(976)= 2. 88, p= .004. The magnitudes of the difference in the level of fear of shame
and embarrassment beliefs and fear of devaluing one’s self esteem beliefs, t (976)=
17. 13, p=.000, d= .55 and fear of uncertain future beliefs, t (976)= 15. 99, p=.000,
d= .51 were medium while the magnitude of the difference in the level of fear of

shame and embarrassment beliefs and fear of losing social interest, t (976)= 23. 92,

p=.000, d= .77, was large.
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Fear of upsetting important others beliefs were also significantly higher
than fear of devaluing one’s self esteem beliefs, t (976)= 14. 45, p= .000, with
medium effect size (d= .46), fear of uncertain future beliefs, t (976)= 14. 00, p=.000,
with medium effect size (d= .45), and fear of losing social interest, t (976)= 22. 97,
p=.000, with large effect size (d=.73). On the other hand, the level of fear of losing
social influence were statistically at lower levels than fear of devaluing one’s self
esteem, t (976)=9. 43, p=.000, with medium effect size (d=.30), and fear of having
uncertain future beliefs, t (976)= 8. 99, p= .000, with medium effect size (d= .29),
among 7™ grade students. Moreover, according to the results, there was no
statistically significant mean difference in the level of students’ fear of devaluing

one’s self esteem beliefs and fear of uncertain future beliefs, t (976)= .51, p=.610.

In order to get a clear picture of elementary students’ fear of failure, the
items and students’ responses to the individual items in the PFAI, Performance
Failure Appraisal Inventory ,was presented in Table 4.13.

Table 4.13 Descriptive Statistics for Fear of Failure

Fear of Failure

Statement M SD
Fear of Shame and When | am not succeeding, | am less
345 137
Embarrassment valuable than when | succeed
When | am not succeeding, | get down on
) 393 122
myself easily
When | am failing, it is embarrassing if
) 357 136
others are there to see it
When | am failing, | believe that everybody
347 137

knows | am failing
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Table 4.13 (Contuniud)

Fear of Shame and

Embarrassment

The fear of devaluing

one’s self estimate

The fear of having

uncertain future

When | am failing, I believe that my

doubters feel that they were right about me

When | am failing, | worry about what

others think about me

When | am failing, | worry that others may

think 1 am not trying

When | am failing, it is often because | am
not smart enough to perform successfully

When | am failing, | blame my lack of
talent.

When | am failing, | am afraid that I might

not have enough talent

When | am failing, | hate the fact that | am

not in control of the outcome

When | am failing, my future seems

uncertain

When | am failing, | believe that my future

plans will change

When I am failing, it upsets my “plan” for

the future.

When | am failing, | am not worried about

it affecting my future plans

3.16

3.12

3.79

2.54

2.92

3.14

3.89

3.08

3.27

3.17

2.99

1.45

1.45

1.30

1.57

1.43

1.45

1.24

1.45

1.46

1.45

1.50
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Table 4.13 (Contuniud)

The fear of losing When | am not succeeding, people are less 279 153
social influence interested in me. ' '
When | am not succeeding, people seem to
3.03 146
want to help me less
When | am not succeeding, people tend to
2.73 154
leave me alone.
When | am not succeeding, some people are
_ ) 2.68 154
not interested in me anymore.
When | am not succeeding, my value
3.12 1.45
decreases for some people
The fear of upsetting  When | am failing, it upsets important
_ 405 118
important others others
When | am failing, | expect to be criticized
) 347 144
by important others
When | am failing, I lose the trust of people
_ 3.06 151
who are important to me
When | am failing, important others are not
393 1.22
happy
When | am failing, important others are
357 1.36

disappointed

The examination of the mean scores (Table 4.13) and frequency
distributions (Table 4.14) in item level also revealed that the highest mean score was
obtained for the item “When I am failing, it upsets important others” which belongs

to the fear of upsetting important others sub-scale (M = 4.05) Majority of the
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students agreed on this item (74 %). On the other hand, the item with the lowest
mean (M= 2.54) was “When I am failing, it is often because I am not smart enough
to perform successfully”. This items belongs to the fear of devaluing one’s self

estimate sub-scale. More than half of the students (52.5 %) disagreed on the item.

Table 4.14 Frequency distribution of the responses

Percentage (%0)
Disagree Undecided Agree

Fear of Shame and ltem 1 25.4 21.1 53.6
Embarrassment ltem 2 14.7 17.6 67.8
Item 3 23.3 19.0 57.7
Item 4 25.8 20.9 53.3
Item 5 34.1 20.8 45.1
Item 6 35.3 20.5 44.1
Iltem 7 17.7 18.1 64.2
The fear of devaluing Item 8 52.5 17.1 30.4
one’s self estimate Item 9 39.0 23.4 37.6
Item 10 34.8 21.1 44.2
Item 11 13.6 17.5 67.9
The fear of having Item 12 37.7 16.8 45.4
uncertain future Item 13 31.8 18.3 49.9
Item 14 35.2 17.7 47.1
Item 15 38.9 18.5 41.6
The fear of losing social Item 16 45.1 20.0 34.9
influence ltem 17 38.4 21.4 40.1
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Table 4.14 (Contuniued)

The fear of losing social Item 18 48.8 16.3 34.9
influence
Item 19 50.0 16.5 335
Item 20 354 20.5 44.1
The fear of upsetting Item 21 11.3 14.7 74.0
important others
Item 22 27.0 17.0 56.0
Item 23 38.7 17.5 43.9
Item 24 14.6 17.6 67.8
Item 25 23.2 19.0 57.7
4.2.2.4. Descriptive Statistics for Perceived Parents Goal Emphasis

The descriptive statistics were used to identify the perceived parents goal
emphasis profile of the sample. According to the results, seventh grade students
generally perceive mastery (M=3.93, SD=.76) goals emphasis more than
performance goals emphasis (M=3.77, SD=.79) from their parents. Paired sample t-
test results also indicated statistically significant difference in means between two
perceived parent achievement goals emphasizes, t (976)= 5. 75, p= .000 with small
effect size (d=.24), see also Table 4.15.

Table 4. 15 Pairwise comparisons for perceived parents goals

t df p Cohen’s d

Perceived parent mastery goal emphasis-

Perceived parent performance goal emphasis 976 000 0.18
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In order to get a clear picture of elementary students’ perceptions about
their parents achievement goals, the item means and students’ responses to the

individual items in terms of percentages were presented in Table 4.16.

Table 4. 16 Descriptive Statistics of Perceived Parents Goal Emphasis

Statement M SD

Perceived parent My parents want me to understand 423 106
mastery goal emphasis  science concepts, not just do the work ' '
My parents want me to understand
science problems, not just memorize 4.57 87

how to do them

My parents would like me to do
challenging science problems. even if | 4.02 1.15

make mistakes

My parents think how hard | work in

science is more important than the 3.23 1.31
grades | get
My parents think mistakes are OK in
_ 379 125
science as long as | learn from them
My parents want me to spend time
. _ 3.76 1.21
thinking about science concepts
Perceived parent My parents don’t like it when I make 3.30 1.37
performance goal mistakes in science
emphasis My parents would like it if I could show  4.36 .97

that I’m better at science than other

students in my class
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Table 4. 16 (Contuniued)

Perceived parent My parents ask me how my work in 3.44 1.46
performance goal science compares with the work of other
emphasis students in my class

My parents would like me to show 3.34 1.51

others that 1 am good at science

My parents would be pleased if | could 4.44 .92
show that science is easy for me

The examination of the mean scores (Table 4.16) and frequency
distributions (Table 4.17) in item level also revealed that the highest mean score was
obtained for the item “My parents want me to understand science problems, not just
memorize how to do them” which belongs to perceived mastery goals emphasis
(M=4.57). Approximately, 90 % of the students’ agreed on this item. On the other
hand, the item with the lowest mean (M= 3.23) was “My parents think how hard I
work in science is more important than the grades I get”. The lowest agreement

(44.1%) was also observed on this item.

Table 4.17 Frequency distribution of the responses

Percentage (%)

Disagree  Undecided Agree

Perceived parent mastery goal Item 1 8.2 12.6 79.2
emphasis
Item 2 4.4 6.3 89.3
Item 3 11.5 15.5 62.9
Item 4 27.5 28.4 44.1
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Table 4.17 (Contuniued)

Perceived parent mastery goal Item 5 16.0 18.4 65.6
emphasis
Item 6 15.6 22.1 62.4
Perceived parent performance Item 7 29.5 22.5 48.0
goal emphasis
Item 8 6.0 9.3 84.7
Item 9 27.8 18.8 535
Item 10 30.4 17.2 52.4
Item 11 5.1 8.6 86.3
4.2.2.5. Descriptive Statistics for Perceived Teacher Goal Emphasis

The descriptive statistics were used to identify the perceived teacher goal
emphasis profile of the sample. According to the results, seventh grade students
perceive mastery goals emphasis (M=4.07, SD= .92) from their science teachers
more than performance goals emphasis (M=3.83, SD= .97). Paired sample t-test
results also indicated a statistically significant mean difference between perceived
teacher mastery goal emphasis and performance goal emphasis, t (976)= 7. 46, p=
.000 with medium effect size (d=.24), see also Table 4.18.

Table 4.18. Pairwise comparisons for perceived parents goals

T df p Cohen’s d

Perceived teacher mastery goal emphasis- 7. 46 976 .000 0.24
Perceived teacher performance goal

emphasis
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In order to get a clear picture of elementary students’ perceptions about
their science teacher achievement goals, the item means and students’ percent
agreements on the individual items in the Perceived Teacher Goal Emphasis was
presented in Table 4.19 and Table 4.20.

Table 4. 19 Descriptive Statistics of Perceived Teachers Goal Emphasis

Statement M SD
Perceived teacher My teacher really wants us to enjoy 447 1.06
mastery goal emphasis learning new things in science
My teacher gives us time to really 398 123
explore and understand new ideas in
science
My teacher recognizes us for trying 387 1.26

hard in science
My teacher thinks mistakes are okay in 3.72 133
science as long as we are learning

My teacher wants us to understand our 432 1.09

science work, not just memorize it

Perceived teacher My teacher lets us know which students  4.10  1.22
performance goal get the highest scores on a science test
emphasis My teacher points out those students 3.79 136

who get good grades in science as an

example to all of us
My teacher tells us how we compare in 385 127

science to other students

My teacher lets us know if we do worse  3.84  1.30
in science than most of the other

students in class
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Table 4. 19 (Continued)

Perceived teacher My teacher makes it obvious when 354 146
performance goal certain students are not doing well on
emphasis their science work

The examination of the mean scores (Table 4.19) and frequency
distributions (Table 4.20) in item level also revealed that the item with the highest
mean (M=4.47) was “My teacher really wants us to enjoy learning new things in
science” which belongs to perceived teacher mastery goals emphasis. Majority of
students agreed on this item (86.5 %). On the other hand, the item with the lowest
mean (M= 3.54) was “My teacher makes it obvious when certain students are not
doing well on their science work”, which belongs to perceived teacher performance

goals emphasis. About half of the students (51.2%) agreed on the item.

Table 4.20 Frequency distribution of the responses

Percentage (%o)

Disagree Undecided Agree

Item 1 7.7 5.8 86.5
Item 2 13.6 12.3 74.1
Perceived teacher mastery goal
_ Item 3 15.9 16.4 67.6
emphasis
Item 4 19.6 17.2 63.2
Item 5 9.3 7.2 83.5
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Table 4.20 (Continued)

Item 1 12.5 11.0
Item 2 18.9 15.3
Perceived teacher performance goal
_ Item 3 16.6 17.4
emphasis
Item 4 16.9 16.6
Iltem 5 25.2 18.6

76.5

65.8

66.1

66.5

51.2

4.2.3. Descriptive Statistics for Cognitive Outcomes

4.2.3.1. Descriptive Statistics for Metacognition

The descriptive statistics concerning students’ metacognition revealed that

elementary students use effective metacognitive strategies in science (M =5.25, SD =

1.1) at high levels. In order to get an in-depth understanding of students’ use of

metacognitive strategies in science, mean scores in item level and percentage of

students’ responses to the individual items in the metacognition subscale of MSLQ

(Motivational Strategies for Learning Questionnaire) were presented in Table 4.21

and Table 4.22.

Table 4. 21 Descriptive Statistics of Metacognitive Self Regulation

Statement M
During the class time | often miss important points because 459
I’m thinking of other things '
When | am reading for this course, | make up the questions to 5 1

help focus my reading

SD

2.14

1.83
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Table 4. 21 (Continued)

When I became confused about something I’'m reading for

_ ) ) 5.64 1.63
this class, 1 go back and try to figure it out
If course material is difficult to understand, I change the way
) 5.27 1.75
| read the material
Because | study new course material thoroughly, I often skim
_ - _ 5.34 1.79
it to see how it is organized
| ask myself questions to make sure | understand the material 5 26 Lsa
| have been studying in this class ' '
I try to change the way I study in order to fit the course
_ _ . 5.26 1.79
requirements and instructor’s teaching style
I often find that I have been reading for class but don’t know
. 4.40 2.17
what it was all about
I try to think through a topic and decide what | am supposed £ 53 166
to learn from it rather than just reading it over when studying ' '
When studying for this course | try to determine which
5.51 1.70
concepts I don’t understand well
When | study for this class, | set goals for myself in order to 5 61 163
direct my activities in each study period ' '
If | get confused taking notes in class, | make sure | sort it out
5.28 1.94

afterwards

The examination of the mean scores (Table 4.21) and frequency

distributions (Table 4.22) in item level revealed that the item with the highest mean
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(5.64) was “When I became confused about something I’m reading for this class, I
go back and try to figure it out”. Around three quarter of the students (77%) agreed
on this item. On the other hand, the item with the lowest mean (M= 4.40) was “I
often find that I have been reading for class but don’t know what it was all about”.
Since, it was a negatively worded item, the lowest mean score on this item suggested
that elementary students are likely to be metacognitively active at moderate levels
while reading for science class students. The lowest agreement (54.8 %) was

observed on this item.

Table 4.22 Frequency distribution of the responses

Percentage (%o)

Disagree Undecided Agree
Item 1 32.2 8.8 59.0
Item 2 19.7 115 68.8
Item 3 111 111 77.8
Item 4 16.6 11.7 71.6
Iltem 5 16.8 10.6 72.6
Item 6 17.8 12.7 69.5
Item 7 17.2 9.7 73.1
Item 8 36.7 8.5 54.8
Item 9 12.7 10.7 76.6
Item 10 14.3 8.8 76.9
Item 11 12.4 8.6 79.0
Item 12 18.8 12.2 69.0
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4.2.3.2. Descriptive Statistics for Coping Strategies

The descriptive statistics, also presented in table 4. 23, were used to
identify the coping strategy profile of the sample. According to the results, seventh
grade students adopt mostly positive coping (M=4.48, SD= .66). In other words,
when they face a failure in a science course, they try to find where they did the
wrong, or they try to do better at the next time. Indeed, the repeated measures
ANOVA results indicated that statistically significant differences in means among
four coping strategies (Wilks’ Lambda = .346, F(3,976) = 6. 126, p = .000, 5 =
.654. Pairwise comparisons, paired sample t tests with Bonferroni procedure, was
presented in Table 4.24.

Table 4. 23. Descriptive Statistics of Coping Strategies

Mean SD Minimum  Maximum
Positive Coping 4.48 .66 1.00 5.00
Projective Coping 2.61 1.30 1.00 5.00
Denial Coping 2.88 1.25 1.00 5.00
Non Coping 3.32 1.15 1.00 5.00

Table 4.24 Pairwise comparisons for coping strategies

T Df p Cohen’s d
Positive Coping- Projective Coping 39.14 976 .000 1.25
Positive Coping- Denial Coping 35. 29 976 .000 1.13
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Table 4.24 (Contuniued)

Positive Coping- Non coping 30. 03 976 .000 0. 96
Projective Coping- Denial Coping -6. 75 976 .000 0.22
Projective Coping- Non coping -15. 53 976 .000 0.50
Denial Coping- Non coping -9.09 976 .000 0.29

Paired sample t-test with Bonferroni procedure indicated that students
adopt positive coping strategies at significantly higher levels (M= 4. 48, SD= .66)
compared to projective coping (M=2. 63, SD= 1. 30), ), t (976)= 39. 14, p=.000, with
high large size, (d= 1. 25), denial coping (M=2. 89, SD= 1. 22), t (976)= 35. 29,
p=.000, with large effect size, (d= 1. 13), and non coping (M=3. 33, SD= 1. 14), t
(976)= 30. 03, p=.000, with large effect size, (d= 0. 96). The second highest mean
belonged to non coping strategies, and it was also significantly higher than projective
coping , t (976) = -15. 53, p= .000, with medium effect size (d= .50) and denial
coping, t (976) = -9. 09, p= .000, with medium effect size (d= .29). Additionally,
students were found to use projective coping strategies at lower levels than denial
coping strategies, t (976)= -6. 75, p=.000, with medium effect size (d=.22).

In order to get a clear picture of elementary students’ coping strategies, the
item means and students’ responses to the individual items in the Academic Coping
Inventory, (ACI), were presented in Table 4.25 and Table 4.26. All items listed
below start with a stem that “If something bad happened to me during science, such

as doing poorly on a test or not being able to answer a question in class.”
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Table 4. 25 Descriptive Statistics of Coping Strategies

Statement M SD

Positive Coping I would try to figure out what | did wrong 4.57 .78

so it wouldn’t happen again
I would try to see what I did wrong 4.47 .80

I would tell myself that I’ll do better next 441 .85

time
Projective Coping I would say it was the teacher’s fault 2.60 1.46

| would say that the teacher didn’t cover 2.74 1.51
the things on the test

| would get angry at the teacher 2.54 1.51
Denial Coping I would tell myself it didn’t matter 3.14 1.41
I would say it wasn’t important 281 1.44
I would say I didn’t care about it 2.71 1.48
Non-coping | would feel really terrible 3.59 1.36
| would worry that other students would 3.36 1.46

think I’'m dumb
I would feel really stupid 2.85 1.54

| would get really mad at myself 3.50 1.45

The examination of the mean scores (Table 4.25) and frequency
distributions (Table 4.26) in item level also revealed that the coping strategies item

with the highest mean (M=4. 57) was “If something bad happened to me during
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science, such as doing poorly on a test or not being able to answer a question in class,
I would try to figure out what I did wrong so it wouldn’t happen again”, which
belonged to positive coping sub-scale. Majority of the students (92. 9%) agreed on
this item. The next item with the highest agreement response also belonged to
positive coping (89.9 %). The mean score for this item stating that “If something bad
happened to me during science, such as doing poorly on a test or not being able to
answer a question in class, | would try to see what I did wrong” was 4.47. On the
other hand, the coping strategies item with lowest mean (M=2. 54) was, “If
something bad happened to me during science, such as doing poorly on a test or not
being able to answer a question in class, | would get angry at the teacher” which
belonged to projective coping. More than half of the students (55.2%) were disagree

with this item.

Table 4.26 Frequency distribution of the responses

Percentage (%)

Disagree Undecided Agree
Positive Coping Item 1 2.9 4.2 92.9
Item 2 3.1 7.0 89.9
Item 3 2.8 111 85.0
Projective Coping Item 4 51.4 20.0 28.5
Item 5 48.2 18.0 33.8
Item 6 55.2 14.6 30.1
Denial Coping Item 7 32.9 24.8 40.5
Item 8 46.4 194 34.2
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Table 4.26 (contuniued)

Denial Coping Item 9 49.4 19.1 315
Non-coping Item 10 21.6 19.2 59.1
Item 11 28.3 20.2 51.4
Item 12 44.8 17.2 38.0
Item 13 26.6 16.9 56.4

4.3. Inferential Statistics

In order to investigate 7" grade elementary students’ achievement goals in
science classes in relation to their antecedents and consequences, path analysis was
conducted. In the model, concerning the relationship between achievement goals and
their antecedents, it was hypothesized that students’ self efficacy and task value
beliefs in science, and their perceptions about parents’ and teachers’ mastery goals
emphases would have direct effects on their own mastery approach goals. Further, it
was proposed that students’ self efficacy, task value, fear of failure and their
perceptions regarding parents’ and teachers’ mastery goals emphases would have
direct effects on their mastery avoidance goals. Besides, students’ self efficacy, task
value, fear of failure and their perceptions concerning parents’ and teachers’
performance goals were suggested to have direct effects on their both performance
approach and avoidance goals. The relations between achievement goals and their
antecedents were also presented in figure 4.1.

Then, concerning the relationship between achievement goals and their
consequences, it was hypothesized that students’ achievement goals (i.e. mastery
approach, mastery avoidance, performance approach, and performance avoidance
goals) would have direct effects on students’ metacognition and positive coping.

Moreover, it was proposed that students’ mastery avoidance and performance
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approach and avoidance, goals would have direct effects on students’ projective,
denial, and non coping strategies. The links between achievement goals and their

consequences also were presented in figure 4.2.
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In addition to aforementioned relations, links were specified between
antecedents and consequences of achievement goals. More specifically, the model
included direct paths from self efficacy, task value, and perceived teacher mastery
goal emphasized to metacognition and positive coping. The model also included
direct paths from fear of failure, and perceived teachers performance goals to
maladaptive coping strategies; projective coping, denial coping and non coping.
Besides, the paths were specified between coping strategies and students’
metacognition in the model. The relations between antecedents and consequences of

achievement goals were presented in figure 4.3.

Finally, it was hypothesized that students’ task value, fear of failure and
their perceptions about parents’ and teachers’ mastery goals would have direct
effects on students’ self efficacy. Additionally, students’ fear of failure and their
perceptions about parents’ and teachers’ mastery goals were proposed to have direct
effects on students’ task value. Besides, the model included direct paths from
perceived teachers’ performance goals to fear of failure. The relations among

antecedents’ of achievement goals were also presented in figure 4.4.

The path analysis of the conceptual model was conducted using the
LISREL 8.30 program. The goodness of fit measures (y°/ df =69.60, GFI = .64, CFl
=.70, RMSEA = .02, SRMR = .01) revealed that the initial conceptual model (based
on previously published relationships) did not fit the data very well. Based on these
preliminary results, modifications were made and a new model was specified. In the
re-specified model, the paths between fear of failure and perceived teachers’
performance goals emphases and between coping strategies to metacognition were
eliminated. On the other hand, paths leading from projective coping to denial
coping, from mastery approach to performance approach goals and to projective
coping, from mastery avoidance to performance avoidance goals, and from perceived
parents’ mastery goals to positive coping were added. The re-specified model results
in an acceptable fit (y%/ df = 7. 70, GFI= .95, CFI = .97, RMSEA = .08, SRMR = .04)
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The standardized path coefficients for direct and indirect effects are
presented in Appendix D. The significant path coefficients for direct effects are also

graphically summarized in Figure 4.5.
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4.3.1. Relationship between Achievement Goals and their Antecedents

(Motivational Beliefs, Fear of Failure, Socio Cultural Influence)

In the re-specified model, self efficacy, task value, students’ perceptions of
parents’ and teachers’ mastery goal emphasize accounted for 21 % of the variance in
mastery approach goals. Parameter estimates revealed that higher levels of task value
(6=.34) perceived parents’ mastery goals (y=.19), and perceived teachers’ mastery
goals (y=.07) were positively related to mastery approach goals. These results
implied that students who perceive science tasks and activities as interesting, useful,
and important and who perceive that their parents and teachers emphasizes learning
and understanding of science tend to study for the reasons of mastering the course
material. The relationship between self efficacy (B=.01) and mastery approach goals
was not statistically significant (see Table 4. 29).

Moreover, self efficacy, task value, perceived parents’ mastery goals,
perceived teachers’ mastery goals, fear of shame and embarrassment, fear of
devaluing one’s self-estimate, fear of having uncertain future, fear of important
others losing interest, and fear of upsetting important others accounted for 18 % of
the variance in mastery avoidance goals. Parameter estimates revealed that higher
levels of perceived parents’ mastery goals (y=.29), fear of shame and embarrassment
(y=.17), fear of devaluing one’s self-estimate (y=.11) were positively related to
mastery avoidance goals. These results implied that students who perceive that their
parents emphasize the importance of learning and understanding of science and
students who think that failure in science make feel them shame, and decrease their
self esteem tend to study for the reasons of avoiding misunderstanding, or not
learning the course material in science. The relationships between self efficacy (f=-
.06), task value (f=.07), perceived teachers’ mastery goals (y=-.01), fear of having
uncertain future (y=.00), fear of important others losing interest (y=.05), and fear of
upsetting important others (y=-.02) and mastery avoidance goals were not

statistically significant (see Table 4. 29).
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Table 4. 29. Relations between antecedents’ of achievement goals and mastery goals

Effect Direct Indirect  Total T R2
effect  effect  Effect

On Mastery Approach Goals 21

Self Efficacy 01 .00 01 0.22

Task Value 34 .00 34 7.68*

Perceived Parents’ Mastery Goals 19 .05 24 6.04*

Perceived Teachers’ Mastery Goals .07 A2 19 2.20*

On Mastery Avoidance Goals .18

Self Efficacy -.06 .00 -.06 -1.34

Task Value .07 -.04 .03 1.59

Perceived Parents’ Mastery Goals 29 .00 .29 9.13*

Perceived Teachers’ Mastery Goals -.01 .01 .00 -.33

Fear of Shame and Embarrassment 17 .01 18 2. 68*

Fear of Devaluing One’s Self A1 .00 A1 2.20*

Estimate

Fear of Having Uncertain Future .00 .00 .00 -.023

Fear of Losing Social Influence .05 .00 .05 1.06

Fear of Upsetting Important Others -.02 -.01 -.03 -37

Besides, mastery approach goals, self efficacy, task value, perceived
parents’ performance goals, perceived teachers’ performance goals, fear of shame

and embarrassment, fear of devaluing one’s self-estimate, fear of having uncertain
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future, fear of important others losing interest, and fear of upsetting important others
accounted for 21 % of the variance in performance approach goals. Parameter
estimates revealed that higher levels of mastery approach goals (5=.24), self efficacy
(6=.09) and perceived parents’ performance goals (y=.20) were positively related to
performance approach goals. These results implied that students who focus on
learning new things, or improving skills in science course, and have positive
judgments about their own capacity to learn science, and who perceive that their
parents emphasizes demonstrating ability tend to study for the reasons of getting
good grades in science. The relationships between task value (5=.08), perceived
teachers’ performance goals (y=.04), fear of shame and embarrassment (y=.07), fear
of devaluing one’s self-estimate (y=.00) fear of having uncertain future (y=-.05), fear
of important others losing interest (y=-.01), and fear of upsetting important others
(y=.07) and performance approach goals were not statistically significant (see Table
4. 30).

Further, mastery avoidance goals, self efficacy, task value, perceived
parents’ performance goals, perceived teachers’ performance goals, fear of shame
and embarrassment, fear of devaluing one’s self-estimate, fear of having uncertain
future, fear of important others losing interest, and fear of upsetting important others
accounted for 35 % of the variance in performance avoidance goals. Parameter
estimates revealed that higher level of mastery avoidance goals (f=.43), task value
(6=.09), perceived parents’ performance goals (y=.23) and fear of upsetting
important others (y=.14) were positively related to performance avoidance goals.
These results implied that students who focus on avoiding not understanding the
material, and who perceive science tasks and activities as interesting, useful, and
important and perceive that their parents emphasizes the importance of high grades
science tend to study for the avoiding getting the worst grades. Besides, students who
experience a fear of upsetting other people because of the academic failure, tend to
focus on avoiding not looking stupid or dumb in comparison to others. The
relationships between self efficacy (f=.01), perceived teachers’ performance goals
(y=.04), fear of shame and embarrassment (y=-.04), fear of devaluing one’s self-
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estimate (y=.06) fear of having uncertain future (y=.01), fear of important others

losing interest (y=.02), and performance avoidance goals were not statistically

significant (see Table 4. 30).

Table 4. 30. Relations between antecedents’ of achievement goals and performance

goals

Effect Direct Indirect  Total T R2
effect effect Effect

On Performance Approach Goals 21

Mastery Approach Goals 24 .00 24 7.22*

Self Efficacy .09 .00 .09 2.09*

Task Value .08 .14 .22 1.69

Perceived Parents’ Performance .20 .00 .20 5.99*

Goals

Perceived Teachers’ Performance .04 .00 .04 1.21

Goals

Fear of Shame and Embarrassment .08 .05 13 1.32

Fear of devaluing one’s self -.05 -.03 -.08 -1.10

estimate

Fear of having uncertain future -.03 .00 -.03 -.68

Fear of Losing Social Influence .00 .00 .00 -.004

Fear of Upsetting Important Others .08 -.01 .07 1.33
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Table 4. 30. (Continued)

On Performance Avoidance Goals .35
Mastery Avoidance Goals 43 .00 43 14.64*
Self Efficacy .01 -.03 -.02 37
Task Value .09 .02 A1 2.17*
Perceived Parents’ Performance .23 .00 .23 71.47*
Goals

Task Value .09 .02 A1 2.17*
Perceived Parents’ Performance .23 .00 .23 71.47*
Goals

Perceived Teachers’ Performance .04 .00 .04 1.34
Goals

Fear of Shame and Embarrassment -.04 .10 .06 -.68
Fear of Devaluing One’s Self -.06 .04 -.02 -1.34
Estimate

Fear of Having Uncertain Future .01 .00 .02 34
Fear of Losing Social Influence .02 .02 .04 .52
Fear of Upsetting Important Others 14 -.01 13 2.72*

Concerning the relationship among the variables examined as antecedents
of achievement goals, results showed that task value, perceived parents’ mastery
goals, perceived teachers’ mastery goals, fear of shame and embarrassment, fear of
devaluing one’s self-estimate, fear of having uncertain future, fear of important

others losing interest, and fear of upsetting important others accounted for 52 % of
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the variance in self efficacy. Parameter estimates revealed that higher levels of task
value (f=.66), perceived parents’ mastery goals (y=.08), and perceived teachers’
mastery goals (y=.08), were positively related to self efficacy. However, fear of
devaluing one’s self-estimate (y=-.11), was negatively related to self efficacy. These
results implied that students who perceive science tasks and activities as interesting,
useful, and important and who perceive that their parents and teachers emphasizes
learning and understanding of science generally have positive judgments about their
own capacity to learn science. On the contrary, students who think that failure in
science can devalue their self esteem, generally have low self efficacy in science.
The relationships between fear of shame and embarrassment (y=-.02), fear of having
uncertain future (y=.00), fear of important losing interest (y=.07), fear of upsetting
important others (y=.04), and self efficacy were not statistically significant (see
Table 4. 31).

Moreover, perceived parents’ mastery goals, perceived teachers’ mastery
goals, fear of shame and embarrassment, fear of devaluing one’s self-estimate, fear
of having uncertain future, fear of important others losing interest, and fear of
upsetting important others accounted for 18 % of the variance in task value.
Parameter estimates revealed that higher levels of perceived parents’ mastery goals
(y=.14), perceived teachers’ mastery goals (y=.26), fear of shame and embarrassment
(y=.22), were positively related to task value. These results implied that students who
perceive that their parents and teachers emphasizes learning and understanding of
science, and who think that the failure in science make feel them shame and
embarrassment perceive science tasks and activities as interesting, useful, and
important. The relationships between fear of devaluing one’s self-estimate (y=-.09),
fear of having uncertain future (y=.01), fear of important losing interest (y=.04), fear
of upsetting important others (y=-.05) and task value were not statistically significant
(see Table 4. 31).
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Table 4. 31. Relations among motivational beliefs, fear of failure and socio cultural

influence

Effect Direct Indirect  Total t R2
effect effect Effect

On Self Efficacy 52
Task value .66 .00 .66 25.63*
Perceived Parents’ Mastery .08 .09 A7 3.43*
Goals
Perceived Teachers’ .08 24 .32 3.15*
Mastery Goals
Fear of Shame and -.02 15 13 -.36
Embarrassment
Fear of Devaluing One’s -11 -.06 -17 -3.02*
Self Estimate
Fear of Having Uncertain .00 .01 .01 -.10
Future
Fear of Losing Social .07 -.03 .04 1.78
Influence
Fear of Upsetting Important .04 -.04 .00 .87
Others
On Task Value 18
Perceived Parents’ Mastery 14 .00 14 4.39*
Goals
Perceived Teachers’ .36 .00 .36 11.55*
Mastery Goals
Fear of Shame and 22 .00 22 3.53*
Embarrassment
Fear of Devaluing One’s -.09 .00 -.09 -1.80

Self Estimate
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Table 4. 31 (Contuniued)

Fear of Having Uncertain .01 .00 .01 31
Future

Fear of Losing Social -.03 .00 -.03 -.70
Influence

Fear of Upsetting Important -.05 .00 -.05 -.93
Others

Overall, results concerning the relationship between achievement goals
and its antecedents revealed that higher levels of perceived parents’ and teachers’
mastery goals emphasizes, and task value beliefs were positively related to students’
mastery approach goals. Further, students’ perceptions of parents’ mastery goals
emphasizes, fear of shame and embarrassment, and fear of devaluing one’s self
estimate were positively associated with mastery avoidance goals. Regarding
performance goals, the results suggested that there were positive relationships
between mastery approach goals, self efficacy, perceived parents’ performance goals
emphasizes and performance approach goals. The findings also revealed positive
relationships between mastery avoidance goals, task value, fear of upsetting
important others, perceived parents’ performance goals and performance avoidance
goals. In addition, positive relationships were found between perceived parents’ and
teachers’ mastery goals emphasizes and students’ self efficacy and task value.
Moreover, fear of shame and embarrassment was positively related to students’ task
value. Besides, task value was positively, fear of devaluing one’s self estimate was

negatively related to self efficacy.

4.3.2. Relationship between Achievement Goals and their Consequences

(Metacognition and Coping Strategies)

In this section, the results concerning how students’ achievement goals

related to their metacognition and coping strategies are presented while the following
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section focuses on how antecedents of achievement goals (i.e. students’ motivational
beliefs, fear of failure, and socio cultural influence) are related to metacognition and
coping strategies. The results showed that mastery approach goals, mastery
avoidance goals, performance approach goals, performance avoidance goals, self
efficacy, task value, perceived teachers’ mastery goals, fear of shame and
embarrassment, fear of devaluing one’s self-estimate, fear of having uncertain
future, fear of important others losing interest, and fear of upsetting important others
accounted for 63 % of the variance in metacognition. Concerning the achievement
goals, parameter estimates revealed that higher levels of performance avoidance
goals (B=.08) was positively related to metacognition. These results implied that
students who study for avoiding getting worst grades, tend to use metacognitive
skills like planning or monitoring at higher levels. The relationships between mastery
approach goals (f=.01), mastery avoidance goals (f=.02), and performance approach

goals (B=.00) and metacognition were not statistically significant (see Table 4. 31).

Moreover, mastery approach goals, mastery avoidance goals, performance
approach goals, performance avoidance goals, self efficacy, task value, perceived
teachers’ mastery goals, perceived parents’ mastery goals accounted for 27 % of the
variance in positive coping. Parameter estimates revealed that higher levels of
mastery approach goals (=.29), and performance approach goals ($=.07) were
positively related to positive coping. These results implied that students who study
for the reasons of mastering new skills, or learning new things in science course, and
who study to getting high grades, or being top student tend to use much positive
coping strategies when they faced with an academic failure. The relationships
between mastery avoidance goals (f=.00), performance avoidance goals and positive

coping were not statistically significant (see Table 4. 31).

In addition, mastery approach goals, mastery avoidance goals,
performance approach goals, performance avoidance goals, perceived teachers’
performance goals, fear of shame and embarrassment, fear of devaluing one’s self-

estimate, fear of having uncertain future, fear of important others losing interest,
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and fear of upsetting important others accounted for 22 % of the variance in
projective coping. Parameter estimates revealed that higher levels of mastery
avoidance goals (B=.14) was positively related to projective coping. However,
mastery approach goals (f=-.19) was negatively related to projective coping. These
results implied that students who study for the reasons of avoiding not learning, or
mastering the task tend to blame other people like their teacher because of their
failure, whereas, students who study for the reasons of mastering new skills, or
learning new things in science course tend to use projective coping less than others.
The relationships between performance approach goals (B=.00), performance

avoidance goals (p=.00) and projective coping were not statistically significant (see
Table 4. 31).

Mastery avoidance goals, performance approach goals, performance
avoidance goals, perceived teachers’ performance goals, fear of shame and
embarrassment, fear of devaluing one’s self-estimate, fear of having uncertain
future, fear of important others losing interest, fear of upsetting important others and
projective coping also accounted for 36 % of the variance in denial coping.
Parameter estimates revealed that the relationships between mastery avoidance goals
(B=-.06), performance approach goals (=-.01), performance avoidance goals (B=-

.05) and denial coping were not statistically significant (see Table 4. 32).

Besides that, mastery avoidance goals performance approach goals,
performance avoidance goals, perceived teachers’ performance goals, fear of shame
and embarrassment, fear of devaluing one’s self-estimate, fear of having uncertain
future, fear of important others losing interest, and fear of upsetting important others
accounted for 35 % of the variance in non coping. Parameter estimates revealed that
higher levels of mastery avoidance goals (=.14), and performance approach goals
(B=.09) were positively related to non coping. These results implied that students
who study to getting high grades, or being top student, and who study for avoiding

misunderstanding the course material blame themselves when they face an academic
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failure. The relationship between performance avoidance goals (f=.05) and non

coping was not statistically significant (see Table 4. 32).

Table 4. 32. Relations between achievement goals and their consequences

Effect Direct Indirect  Total t R2
effect effect Effect

On Metacognition .63

Mastery Approach Goals .02 .00 .01 .04

Mastery Avoidance Goals .02 .03 .05 .07

Performance Approach .00 .00 .00 -.22

Goals

Performance Avoidance .08 .00 .08 3.08*

Goals

On Positive Coping 27

Mastery Approach Goals .29 .02 31 8.66*

Mastery Avoidance Goals .00 -.01 -.01 .05

Performance Approach .07 .00 .07 2.18*

Goals

Performance Avoidance -.02 .00 -.02 -.73

Goals

On Projective Coping 22

Mastery Approach Goals -.20 .00 -.20 -6. 39*

Mastery Avoidance Goals 14 -.02 12 4. 05*
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Table 4. 32. (Continued)

Performance Approach .00 .00 .00 .33

Goals

Performance Avoidance -.06 .00 -.06 -1.87

Goals

On Denial Coping .36
Mastery Avoidance Goals -.06 .04 -.02 -1.92
Performance Approach -.01 .00 -.01 -.32

Goals

Performance Avoidance -.02 .00 -.05 -0.6

Goals

On Non Coping .35
Mastery Avoidance Goals 14 -.01 13 4.22*
Performance Approach .09 .00 .09 3.19*

Goals

Performance Avoidance -01 .00 -.01 -.33

Goals

Overall, results suggested that higher levels of performance avoidance
goals were positively related to metacognition. Additionally, the positive relationship
was found between performance approach goals and positive, and non coping.
Regarding to mastery goals, the results showed that mastery approach goals was
positively related to positive coping, and negatively related to projective coping.
Further, there were positive relationships between mastery avoidance goals and

projective coping, and non coping.
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4.3.3. Relationship between Antecedents ( Motivational Beliefs, Fear of Failure,
Socio Cultural Influence) and Consequences (Metacognition, and Coping

Strategies) of Achievement Goals.

The results concerning the relationship between antecedents and
consequences of achievement goals revealed that higher levels of self efficacy
(5=.59), task value (5=.17), perceived teachers’ mastery goals (y=.06), fear of shame
and embarrassment (y=.19) fear of having uncertain future (.07) were positively
related to metacognition. However, fear of important losing interest (y=-.11) was
negatively related to metacognition. These results implied that students who perceive
science tasks as interesting, useful, and important, who have positive judgments
about their capability to understand science, and who think that failure in science
makes them feel shame, and change their future plans tend to use metacognitive
skills effectively. Further, students’ perceptions about their teachers emphasize
learning and understanding of science also orient them using metacognitive skills in
higher level. On the contrary, students who think that their parents or teachers will
not be interested in them after failure tend to plan, or monitor their learning process
less effectively. The relationships between fear of devaluing one’s self-estimate
(y=.03), fear of upsetting important others (y=-.05) and metacognition were not

statistically significant (see Table 4. 33).

Moreover, parameter estimates revealed that higher levels of self efficacy
(f=.13), and perceived parents’ mastery goals (y=.18) were positively related to
positive coping. These results implied that students who are high self efficious in
science, and who perceive the importance of learning new things, or improving skills
in science from their parents tend to asking for help, trying again, or finding out
where the wrong was done when they face to an academic failure in science. The
relationships between task value (6=.05), perceived teachers’ mastery goals (y=.05)

and positive coping were not statistically significant (see Table 4. 33).

In addition, in the model higher levels of perceived teachers’ performance

goals (y=.10), fear of having uncertain future (y=.24), fear of important losing
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interest (y=.32) were positively related to projective coping. However, fear of shame
and embarrassment (y=-.14), and fear of upsetting important others (y=-.17) were
negatively related to projective coping. These results implied that students who
perceive the importance of high grades, and competition to others in science classes
from their teachers, and who think that failure in science will change their future
plans, and will decrease their parents’, or teachers’ interest to them tend to blame
other people when they face to an academic failure in science. On the other hand,
students who think that failure in science will make them feel shame in front of other
people, and will make their parents, or teachers upset, they tend to use projective
coping less than others. The relationships between fear of devaluing one’s self-
estimate (y=.06) and projective coping were not statistically significant (see Table 4.
33).

Parameter estimates also revealed that higher levels of perceived teachers’
performance goals (y=.15), fear of having uncertain future (y=14), fear of important
losing interest (y=.18), projective coping (f=.46), were positively related to denial
coping. However, fear of shame and embarrassment (y=-.24), was negatively related
to denial coping. These results implied that students who perceive the importance of
high grades, and ability in science classes from their teachers, and who think that
failure in science will change their future plans, and will decrease their parents’, or
teachers’ interest to them tend to try forgetting what happened when they face to an
academic failure in science. On the other hand, students who think that failure will
make them feel shame in front of other people, they use denial coping less than
others. The relationships between fear of devaluing one’s self-estimate (y=.06), fear
of upsetting important others (y=-.01) and denial coping were not statistically
significant (see Table 4. 33).

Besides that, the model suggest that higher levels of perceived teachers’
performance goals (y=.07), fear of shame and embarrassment (y=.12), fear of
devaluing one’s self-estimate (y=.26), and fear of having uncertain future (y=.09)

were positively related to non coping. These results implied that students who
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perceive the importance of high grades, and ability in science classes from their
teachers, and who think that failure will make them feel shame in front of other
people, change their future plans, and will orient them to judge their self esteem tend
to blame themselves when they face to an academic failure in science. The
relationships between fear of important losing interest (y=.04), fear of upsetting
important others (y=.04) and non coping were not statistically significant (see Table
4. 33).

Table 4. 33. Relationship between Antecedents and Consequences of Achievement

Goals.

Effect Direct Indirect Total t R2
effect effect  Effect

On Metacognition .63

Self Efficacy .59 .00 59 19.78*

Task Value 17 40 57 5.33*

Perceived Teachers’ mastery Goals .06 .26 32 2.82*

Fear of Shame and Embarrassment 19 12 31 4.28*

Fear of Devaluing One’s Self .03 -11 -.08 1.04

Estimate

Fear of Having Uncertain Future .07 .01 .08 2.21*

Fear of Losing Social Influence -11 .02 -.09 -3.36*

Fear of Upsetting Important Others -.05 .00 -.05 -1.36

158



Table 4. 33.(Continued)

On Positive Coping 27
Self Efficacy 13 .01 14 3.10*

Task Value .05 .20 25 1.22
Perceived Parents’ Mastery Goals 18 A1 .29 5.73*
Perceived Teachers’ Mastery .05 12 A7 1.47

Goals

On Projective Coping 22
Perceived Teachers’ Performance 10 .00 10 3.18*

Goals

Fear of Shame and Embarrassment ~ -.14 01 -13  -2.25*

Fear of Devaluing One’s Self .06 .00 .08 1.23
Estimate

Fear of Having Uncertain Future 24 .00 24 5.15*

Fear of Losing Social Influence .32 .00 32 6.77*

Fear of Upsetting Important Others ~ -.17 -.01 -18  -2.92*

On Denial Coping .36
Perceived Teachers’ Performance 15 .04 19 5.37*

Goals

Fear of Shame and Embarrassment -.24 -.06 -30  -4.03*

Fear of Devaluing One’s Self .06 .04 10 1.68

Estimate
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Fear of Having Uncertain Future 14 A1 25 3.15*

Fear of Losing Social Influence 18 14 32 3.98*
Fear of Upsetting Important Others -.01 -.09 -.10 -.25
Projective Coping 46 .00 46 15.20*
On Non Coping .35
Perceived Teachers’ Performance .07 .01 .08 2.07*
Goals

Fear of Shame and Embarrassment 12 .01 16 2.16*
Fear of Devaluing One’s Self .26 .00 .28 6.18*
Estimate

Fear of Having Uncertain Future .09 .00 .08 1.99*
Fear of Losing Social Influence .04 .00 .04 .88

Fear of Upsetting Important .06 .02 .06 .83
Others

Overall, results suggested that higher levels of self efficacy, task value,
perceived teachers’ mastery goals, fear of shame and embarrassment, and fear of
having uncertain future are positively related to students’ metacognition. On the
contrary, there was a negative relationship found between fear of losing social
influence and metacognition. Regarding to coping strategies, students’ self efficacy,
and perceptions about their parents’ mastery goals were positively related to positive
coping. Moreover, higher level of students’ perceptions of teachers’ performance
goals, fear of having uncertain future, and fear of losing social influence were
positively, fear of shame and embarrassment negatively related to projective and
denial coping. There was also negative relationship between fear of upsetting

important others and projective coping. Besides, projective coping positively related
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to denial coping. Last but not least, students’ perceptions of teachers’ performance

goals, fear of shame and embarrassment, fear of devaluing one’s self estimate, and

fear of having uncertain future were positively related to non coping.

4.3.4. Summary of Findings

The current study aimed to investigate Turkish elementary students’

achievement goals in science classes in relation to their antecedents and

consequences, path analysis was conducted. The model suggested following

relationships:

Students' task value, perceived parents’ and teachers’ mastery goals
emphasizes were positively related to mastery approach goals

Perceived parents’ mastery goals, fear of shame and embarrassment, and fear
of devaluing one’ s self estimate were positively related to mastery avoidance
goals.

Students' mastery approach goals, self efficacy, perceived parents’
performance goals were positively related to performance approach goals.
Students' mastery avoidance goals, task value, perceived parents’
performance goals, fear of upsetting important others were positively related
to performance avoidance goals.

Students' performance avoidance goals, self efficacy, task value, perceptions
of their teachers’ mastery goal emphasize, fear of shame and embarrassment,
fear of having uncertain future were positively, fear of losing social influence
were negatively related to metacognition.

Students’ mastery approach goals, performance approach goals, self efficacy,
and perceived parents’ mastery goals emphasize were positively related to
positive coping.

Students' mastery avoidance goals, perceived teachers’ performance goals
emphasizes, fear of having uncertain future, and fear of losing social

influence were positively, mastery approach goals, fear of shame and
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embarrassment and fear of upsetting important others were negatively related
to projective coping.

Students' perceptions about their teachers’ performance goals emphasizes,
fear of having uncertain future, fear of losing social influence, and projective
coping were positively, fear of shame and embarrassment was negatively
related to denial coping.

Students' mastery approach goals, performance approach goals, perceptions
of their teachers’ performance goals emphasizes, fear of shame and
embarrassment, fear of devaluing one’s self estimate were negatively related
to non coping.

Students' task value, perceptions of their parents’ and teachers’ mastery goals
emphasizes were positively, fear of devaluing one’s self estimate was
negatively related to self efficacy

Students' perceptions of their parents’ and teachers’ mastery goals
emphasizes and fear of shame and embarrassment were positively related to

task value.
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5. DISCUSSION

The present study aimed to investigate the antecedents and consequences
of Turkish elementary students’ achievement goals in science. Self efficacy, task
value, fear of failure, and socio cultural influence (i.e. perceived parents’ and
teachers’ goal emphases) were investigated as antecedents of achievement goals in
science while metacognition and coping strategies were examined as consequences
of achievement goals. In this section, the results of the study will be summarized and

discussed.

5.1. Discussion of the Results

5.1.1. Relationship between Achievement Goals and their Antecedents

(Motivational Beliefs, Fear of Failure, Socio Cultural Influence)

In the present study, the proposed model suggested that parents’ goal
emphases are important factors that affect students’ adoption of achievement goals.
According to the findings, students who perceive that their parents emphasize
learning and understanding of the course materials in science tend to adopt mastery,
both approach and avoidance, goals. In the same manner, students who perceive that
parents emphasize getting high grades, and demonstrating ability in science tend to
adopt performance, both approach and avoidance, goals. The model suggested that
students who think that their parents give priority to improvement of knowledge, and
skills in science tend to study not only for the reasons of learning, understanding, and
mastering the course materials but also for avoiding not learning, or
misunderstanding the course material. Similarly, when students think their parents
give priority to grades, or ability, they tend to adopt performance goals; tend to focus
on both demonstrating themselves, and avoiding looking stupid in front of
othersConsistent with the current findings, Friedel, Cortina, Turner, and Midgley
(2007) found, in their study examining the effects of perceived parents goal
emphases on students’ achievement goals, that students’ perceptions of parents

achievement goals is an important predictor of students’ personal achievement goals.
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More specifically, students who perceive that parents emphasize mastery goals were
found to adopt mastery approach goals, and who perceive that parents emphasize
performance goals were found to adopt performance approach goals. Likewise,
Gonida, Kiosseoglou and Voulala (2007; 2009) investigated the relationship between
perceived parents’ goal emphases and students’ achievement goals via path models.
They examined trichotomous form of achievement goals; mastery goals,
performance approach goals, and performance avoidance goals. The results showed
that students’ perceptions of parents’ goals has considerable effects on students’
adoption of any kind of achievement goals. Consisting with previous ones, the results
of the present study suggested that while perceived mastery goals orient students to
adopt mastery goals, perceived performance goals orient students to adopt
performance goals, both approach and avoidance goals. The current study differ from
the previous ones since considering 2X2 form of achievement goals; namely
including mastery avoidance goals, and suggesting that perceived parents’ mastery
goal emphasize direct students not only to adopt mastery approach goals, but also to

adopt mastery avoidance goals.

Regarding to teachers’ goal emphases, the findings of the current study
showed that students’ perceptions of teachers’ mastery goals are related to students’
adoption of mastery approach goals. Inconsistent with previous literature, on the
other hand, the model revealed non-significant relationships between perceived
teachers’ performance goal emphasis and students’ adoption of achievement goals:
Previous literature generally suggested a positive relationship between performance
goal emphases and adoption of performance goals. For instance, Rooser, Midgley,
and Urdan (1996) suggested that students can adopt either mastery goals or
performance goals according to their perceptions of classroom goals. In other words,
if students think that learning and mastering new things are important in their
classroom, they tend to adopt mastery goals, but if they think that ability, or high
success is important in their classroom, they tend to adopt performance goals.
Similarly, Tas (2008) investigated the effects of perception of classroom goals on

students’ personal achievement goals, and suggested that classroom goals is one of
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the predictor of achievement goals. Namely, students adopt mastery goals in the
classes where self improvement and learning new things are emphasized, and they
adopt performance approach goals in the classes where the importance of getting

good grades is emphasized.

On the other hand, the study conducted by Friedel, Cortina, Turner, and
Midgley (2007) which examined the students’ achievement goals in relation to
perceived teachers’ goal emphases together with parents’ goal emphases revealed
similar results with the present study; students’ mastery approach goals were
predicted by both perceived parents’ and teachers’ mastery goals, whereas, students’

performance goals were not predicted by perceived teachers’ goals.

In the present study, besides socio culture influences such as perceived
teacher and parents goal emphases, fear of failure was also investigated as an
antecedent of students’ achievement goals in science. According to the findings,
students who have high fear of failure in science tend to adopt avoidance goals. In
other words, students who think that failure in science classes make them feel not
only shame and embarrassment, but also devalue their self esteem tend to study for
avoiding not learning, or misunderstanding. In addition, students who think that their
failure in science upsets their parents, or teachers, tend to study for avoiding getting
the worst grades, or being the lowest performer in class. Consistent with the current
findings, Elliot and Sheldon’s (1997) study examining relationship between fear of
failure and students’ adoption of achievement goals revealed positive relationships
between fear of failure and avoidance goals. Additionally, Conroy, Elliot, and Hofer
(2003) proposed that fear of failure is positively associated to avoidance goals. Elliot
and Conroy (2004) also suggested that students who have high fear of failure tend to
focus on avoiding misunderstanding and getting worst grades. Furthermore, Nien and
Duda (2008) confirmed previous results, and found that fear of failure is positively

linked to avoidance goals.
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In the current study, another variable examined as one of the antecedents
of students’ achievement goals was self efficacy. The path model indicated that
students with higher levels of self efficacy tend to adopt performance approach goals.
However, the relationships between mastery approach goals, mastery avoidance
goals, performance approach goals, and self efficacy were not significant. Although,
it was an expected result, and confirmed the previous ones that self efficacy
positively related to performance approach goals, it was surprising to find no
significant relation between self efficacy and the other goals. Because the literature
generally suggests significant relationships between self efficacy and achievement
goals. For example, Elliot and Church (1997) investigated these relationships and
found that self efficacy is positively related to mastery goals, and performance
approach goals, whereas, it is negatively related to performance avoidance goals. In
another study, Bong (2001) investigated the relationship between self efficacy and
achievement goals, and offered positive relationship between mastery goals,
performance approach goals and self efficacy. Liem, Lau and Nie (2008) also
reported the positive relationship between mastery goals, performance approach
goals and self efficacy. They also suggested that self efficacy negatively related to
performance avoidance goals. Besides, Khezri Azar, Lavasani, Malahmadi, and
Amani (2010) also suggested that self efficacy is positively related to mastery goals,
and performance approach goals, whereas, it is negatively related to performance

avoidance goals.

Another unexpected finding was found between students’ task value
beliefs and achievement goals. According to the results, students who find science
tasks interesting, enjoyable, or important tend to study for improving their
knowledge, mastering new skills, or avoiding not looking stupid in front of others.
While the positive relationship between mastery approach goals and task value was
expected, a positive effect of task value on performance avoidance goals is
surprising, since the related literature suggest negative relationship between
performance avoidance goals task value. For instance, Wolters, Yu, and Pintrich
(1996) investigated the relationship between task value and achievement goals, and
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suggested that task value is positively related to mastery and performance approach
goals, whereas, it is negatively related to performance avoidance goals. Moreover,
Xiang, McBride and Bruene (2004) examined the relations of task value with
achievement goals, and suggested positive relationship between mastery goals and
task value. Liem, Lau and Nie (2008) also reported a positive relationship between
task value and mastery approach goals. They also suggested that task value is not
significantly related to performance avoidance goals. Why perceiving value in
science tasks lead to adopt not only mastery approach goals but also performance
avoidance goals can be a cultural factor. Although, Turkey had a traditional
collectivist culture, nowadays the individualist trend is also increasing. Therefore, the
characteristics of both individualist and collectivist cultures are apparent in Turkish
society (Kagit¢ibasi, 1994; Tsuladze; 2007). In collectivist cultures, people define
their identity according to society. Additionally, these cultures give priority to group
goals, not person’s own goals (Markus, Kitayama, & Heiman, 1996). Elliot, Chirkov,
Kim, and Sheldon (2001) suggested that people from collectivist cultures can adopt
much performance avoidance goals than others. Furthermore, in these cultures,
performance avoidance goals are not related to maladaptive outcomes because
people emphasize and give value avoiding negative outcomes. Supporting this idea,
Bong’s (2001) study which investigated the relationship between task value and
achievement goals in another collectivistic culture, Korea, revealed that task value is
positively associated to performance avoidance goals. Besides the collectivistic
culture, mentioned Turkish test oriented, competitive educational system can also
lead students who find science tasks useful, interesting, or enjoyable, study for
avoiding getting worst grade, or being lowest performer in the class: In Turkey,
educational system is highly competitive and examination oriented. Indeed, when the
data of the present study were collected, middle school students were entering
placement exams at the end of each academic year. These exam results were
essential to be admitted to better high schools. In such a competitive environment,
students tend to focus not only on demonstrating their ability to others or getting high
grades but also avoiding being the lowest performer or getting the worst grades.

These contextual and cultural factors can provide an explanation as to why, in the
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present study, positive associations were found between adaptive motivational
beliefs and performance goals, including positive relationships found between self-
efficacy and performance approach goals and between task value and performance

avoidance goals.

Concerning the interrelationships among antecedents of achievement
goals, the path model also suggested that students’ who perceive that their parents
and teachers emphasize learning, and understanding of the course materials in
science generally have positive judgments about their own capacity to learn science
(i.e. self-efficacy), and perceive science activities as interesting, useful, and
important. The findings were consistent with previous research: For instance, Rooser,
Midgley and Urdan (1996) investigated the relationship between students’
perceptions of classroom goals and their self efficacy, and they found a positive
relationship between self efficacy and students’ perception of classroom mastery
goals. In another study, Gutman (2006) examined the same relations and reported
that students’ perception of classroom mastery goals was positively linked to their
self efficacy. In other words, students who perceive an emphasis on learning and
understanding the course material in science classrooms have more positive beliefs
about their capacity to learn the material than others. Furthermore, Brunel (2006)
investigated the relation between students’ perceptions of classroom goals and task
value. According to the results, students who perceive mastery goals from their
teachers tend to give much value on learning new skills than students who perceive
performance goals from their teachers. Although, abovementioned literature clearly
established the link between perceived teacher goal emphases and students’ self-
efficacy and task value beliefs, there is no previous research examining the
relationship between perceived parent goal emphases and students’ motivational
beliefs. However, expectancy- value theory stressed that students’ considerations
about their social environment, not only school, but also home environment, have
significant role in the development of their motivational beliefs. Consistent with this
proposition, current study revealed a positive association between perceived parent

mastery goal emphasis and students’ adaptive motivational beliefs. Indeed, mastery
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oriented parents focus on their children’s improvement and learning progress over
time . They emphasize the importance of learning new things, developing skills, and
understanding course material (Gonida, Kiosseoglu,& Voulala, 2007). Besides,
mastery oriented teachers choose meaningful and interesting tasks for their students,
help students to participate in decision making process, give opportunity to develop
responsibility, and focus on individual improvement, and process (Ames, 1992).
Therefore, students who think that their parents and teachers give priority to self
improvement tend to have positive judgments about their ability and high opinion of

their tasks.

Besides that, students’ fear of failure was found to be negatively linked to
their self efficacy, and positively linked to their task value. More specifically,
students who think that failure in science lead to a decrease in their self esteem
generally have negative judgments about their capacity to learn science.
Furthermore, students who think that failure in science make them feel shame and
embarrassment perceive science tasks as useful, interesting or important. Consistent
with the current findings, Pantziara and Philippou’s (2007; 2009) study revealed that
fear of failure was negatively associated with self efficacy. The positive relation
found between fear of failure and task value in the present study, on the other hand,
was surprising: The relevant literature suggests that fear of failure is negatively
associated with task value. For example, Pantziara and Philippou (2006) investigated
the relation between fear of failure and students’ intrinsic value. They suggest that
fear of failure is negatively linked to students’ task value. However, cross cultural
comparisons suggest that collectivist cultures have higher levels of fear of failure
than individualistic cultures. Additionally, in these cultures, fear of failure is not
linked to negative outcomes (Elliot, Chirkov, Kim, & Sheldon, 2001). Consistent
with the related researches which compares Asian-American and non Asian students,
proposed that although, Asian-American students have higher fear of failure, this
negative motive is not related to negative consequences (Eaton& Dembo, 1997,
Zusho et al., 2005). In the current study, results showed that students who have

higher levels of intrinsic interest in science activities and task, find these activities
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and tasks as useful and important tend to have higher levels of fear of failure. This
finding can also be partly explained by the competitive Turkish educational system:
In Turkey, students who want to pursue science related careers must be good at
science and score high at science tests in the university entrance exam. One wrong
answer can cause a dramatic decline in their ranking, decreasing their likelihood of
being admitted to a science related department. Therefore, it is not unusual that
students with higher levels of utility value and attainment (importance) value

experience higher levels of fear of failure.

Moreover, results demonstrated that task value was strongly associated
with self efficacy. In other words, the path model suggested that students who find
science tasks useful, interesting or enjoyable tend to have much positive judgments
about their capability to learn science. Actually, self efficacy and task value are two
main components of expectancy-value theory. These two motivational beliefs are
suggested to have strong influence on students’ performance, persistence, and choice
of an academic task (Wigfield& Eccles, 1992). Empirical research also supported the
theoretical proposition concerning the link between task value and self-efficacy
(Bong, 2001; Cole & Denzine, 2004; Eccles & Wigfield, 1995; Eccles & Wigfield
2002; Jacobs, Lanza, Osgood, Eccles & Wigfield, 2002; Pajares & Miller, 1994;
Senler & Sungur; 2009). Hence, it is not surprising that task value was found to be

positively linked to self efficacy in the present study.

5.1.2. Relationship between Achievement Goals and their Consequences

(Metacognition and Coping Strategies)

The path analysis results showed that students who study for avoiding
getting worst grades, looking dumb in front of their peers (performance avoidance
goals) tend to use metacognitive skills like planning or monitor more effectively than
others. It was unexpected that performance avoidance goals rather than mastery

approach goals were positively related to metacognition because the relevant
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literature demonstrated that adaptive strategy usage is positively related to mastery
goals, and negatively related to performance avoidance goals. For example, Elliot,
McGregor and Gable (1999) examined the relationship between achievement goals
and .metacognitive strategy use. Results revealed that while mastery goals were
positively linked to use of deep learning strategies, performance approach and
avoidance goals were positively related to use of surface learning strategies.
Additionally, performance avoidance goals were found to have a positive
relationship with disorganization. Furthermore, Coutinho and Neuman (2008) also
investigated the relationship between students’ achievement goals and their
metacognitive strategy usage. According to the results, students who adopt mastery
approach goals use both surface processing, and deep processing. On the contrary,
students who adopt performance approach goals use surface strategies; while,
students with performance avoidance goals were found to be disorganized. Recently,
Ommundsen (2009) investigated the relationships between metacognitive strategies
and achievement goals. The results demonstrated that students who focus on
improving their knowledge and demonstrating their abilities, who adopt mastery and
performance approach goals use more adaptive learning strategies. Furthermore,
students who focus on not looking unsuccessful or stupid, adopt performance

avoidance goals are not likely use metacognitive strategies effectively.

Concerning the relationship between students’ achievement goals and their
use of coping strategies in science, the path analysis revealed that when faced with a
failure, students who study for the reasons of mastering new skills, or learning new
things in a science course (i.e. adopting mastery approach goals) try to find where the
mistake was done, study harder for the next time, and do not blame other people for
their failure. On the contrary, students who study for the reasons of avoiding not
learning, or mastering the task (i.e. adopting mastery avoidance goals) tend to blame
other people like their teacher for their failure. Moreover, students who study to get
high grades, or to be a top student (i.e. adopting performance approach goals), try to
find where the mistake was done, study harder for the next time, and blame their

ability for the failure when they face an academic failure in science. Overall results
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suggested that mastery approach goals are positively linked to adaptive coping
strategies, and negatively linked to maladaptive coping strategies. In contrast,
mastery avoidance goals are positively related to maladaptive coping strategies.
Furthermore, performance approach goals were found to be positively related to both
adaptive and maladaptive coping strategies. Last but not least, the present results
demonstrate that performance avoidance goals are not related to maladaptive coping
strategies. It was unexpected, because the literature generally suggests positive
relationship between these two variables. For example, Brdar, Rijavec and Loncaric
(2006) investigated the relationship between achievement goals and coping
strategies. Findings of their study suggested that students with mastery goals use
more adaptive coping strategies while students with performance goals use more
maladaptive coping strategies. Moreover, Friedel, Cortina, Turner and Midgley
(2007) examined the same relationship and found that mastery goals are positively
related to the use of adaptive strategies like positive coping and negatively related to
the use of maladaptive strategies like projective coping. On the contrary,
performance oriented students were found to use less adaptive strategies.
Additionally, performance goals were found to be negatively related to positive
coping. In a similar study, Taye and Zhou (2009) investigated the association
between achievement goals and students’ coping strategies. Results implied that
students with mastery goals use adaptive coping strategies like active coping, and
planning, whereas students with performance avoidance goals use maladaptive

coping strategies like venting emotions, and denial.

Inconsistent with literature, why Turkish elementary students who adopt
performance avoidance goals tend to use metacognitive strategies much effectively
than others, and do not use maladaptive coping strategies may be due to the cultural
factors and test oriented Turkish educational system. As mentioned before,
collectivistic cultures, like Turkey, tend to adopt more performance avoidance goals.
Furthermore, performance avoidance goals are not related to maladaptive outcomes
in these cultures (Elliot, Chirkov, Kim, & Sheldon, 2001). Supporting this idea,

Sungur and Senler (2009) investigated the relationship between achievement goals
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and students’ metacognition among Turkish high school students, and suggest that
performance avoidance goals have positive association with students’ metacognitive

strategy usage.

5.1.3. Relationship between Antecedents ( Motivational Beliefs, Fear of Failure,
Socio Cultural Influence) and Consequences (Metacognition, and Coping

Strategies) of Achievement Goals

Path analysis results showed that students who have positive beliefs about
their capacity to learn science, and students who find science tasks useful, important
or enjoyable tend to use metacognitive strategies more effectively than students with
lower levels of self-efficacy and task value beliefs. Besides, high self-efficacious
students were found to use adaptive coping strategies at higher levels. Consistent
with the findings, Mousoulides and Philippou (2005) found that students with high
self efficacy and task value beliefs use metacognitive learning strategies more
actively. Moreover, Coutinho’s (2008) study revealed that self-efficacious students
use deeper metacognitive strategies than students with low self efficacy. Concerning
the coping strategies, Hsieh (2005) investigated the relationship between self efficacy
and coping strategies. The results demonstrated that students with high self efficacy
use more adaptive strategies than their peers. Furthermore, Devenport and Lane
(2006) examined the relationship between self efficacy and coping strategies. The
findings of the study suggested that active coping, such as seeking advice and time
management is related to higher levels of self efficacy. In other words, self efficious
students were found to use adaptive coping strategies at higher levels. To sum up,
students with high self efficacy tend to use much deeper learning strategies, and try
to find where the mistake was and study harder for the next time when they face an
academic failure in science. Additionally, students with high task value also tend to

use more effective learning strategies than students with low task value.

Regarding the relationship between fear of failure and consequences of
achievement goals; metacognition and coping strategies, the results showed that

students who see the failure as an event which makes them feel shame, and change
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their future plans tend to use metacognitive skills effectively. On the contrary,
students who think that they will lose social environment’s interest after the failures,
like their parents’ or teachers’ interest, tend to plan, or monitor their learning process
less effectively. Regarding the coping strategies, students who think that failure will
make them feel shame in front of other people tend to blame themselves not others,
and do not try to forget what happened or ignore the failure. Furthermore, students
who think that failure will orient them to judge their self esteem tend to blame
themselves when they face to an academic failure in science. On the other hand,
students who think that failure will change their future plans tend to blame not only
themselves, but also other people because of the failure, and try to forget, or ignore
the failure when they face an academic failure. Moreover, students who think that
failure will decrease other people’s, their parents’, or teachers’ interest in them tend
to blame other people, and try to forget the failure. Lastly, students who think that
failure will make their parents, or teachers upset, tend to blame other people less
when they face an academic failure in science. Long of short, inconsistent with the
previous findings, the currents study suggest that students’ fear of failure linked not
only to maladaptive, but also to adaptive metacognitive and coping strategies. The
previous findings generally suggest that students’ fear of failure is associated to
maladaptive outcomes like using maladaptive coping strategies. To illustrate,
Blankstein, Flett, and Watson (1992) investigated the relationship between fear of
failure and coping strategies. According to the results, students who have fear of
failure, tend to use emotion focused, namely maladaptive coping strategies. In
another study, Veisson, Leino, Ots, Ruus and Sarv (2004) investigated the
relationship between fear of failure and academic coping, and confirmed that
students with low fear of failure were found to be more successful in coping than
students with high fear of failure. Besides, Bartels, and Magun-Jackson (2008)
investigated the relationship between fear of failure and metacognition, and
suggested negative relationship between fear of failure and metacognitive strategy
usage. In a similar study, Bartels, Magun-Jackson and Ryan (2010) examined the

same relationship and confirmed the previous results. In other words, according to
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the results, students with high fear of failure cannot use adaptive learning strategies

as much as students with low fear of failure.

Furthermore, students’ perceived teacher mastery goal emphasis was
found to be positively linked to their metacognitive strategy use. Consistent with the
present findings, Ames and Archer’s (1988) study demonstrated a positive
relationship between students’ use of learning strategies and perceived teacher
mastery goal emphasis.. In another study, Lyke and Young (2006) examined the
relationship between students’ perceptions about achievement goals in learning
environment, and use of cognitive strategies. According to the results, students’
perceptions of classroom mastery goals were positively associated with their use of
deep cognitive strategies. Additionally, there were no relationship between students’
perceptions of classroom performance goals and strategy usage. Additionally, Young
(2007) examined the effects of perceived classroom goals on students’ strategy
usage. The findings suggested that students experiencing learning environments
where learning and understanding of science tasks are emphasized tend to use deeper
cognitive strategies.

On the contrary, the path model suggest that students who perceive the
importance of high grades, and ability in science classes from their teachers, tend to
blame not only themselves, but also other people for their failure, and try to forget
what happened, ignore the failure. In other words, students who perceive
performance goals from their teachers, tend to use projective, denial and non coping
strategies, namely maladaptive coping strategies. Consistent with the current
findings, Ntoumanis, Biddle, and Haddock (1999) found that students who perceive
performance goals in classrooms tend to adopt maladaptive coping strategies. In
another study, Lau and Nie (2008) examined the relationship between classroom goal
structure and avoidance coping strategies. According to the results, students who
perceive demonstrating ability, and getting high grades are important in their
classrooms tend to adopt avoidance coping strategies; they tend to give up when the
task is difficult. Moreover, Friedel, Cortina, Turner and Midgley (2007) investigated

the relationship between perceived teachers’ and parents’ achievement goals and
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students’ coping. According to the results, there is an indirect relationship between

students’ perceptions of teachers’ achievement goals and students’ use of coping

strategies with one exception. The researchers suggested also a direct, positive

relationship between students’ perceptions about teachers’ performance goals and

projective coping.

5.2. Conclusions

The findings of the present study offer the following conclusions about 7"

grade Turkish elementary students:

Students who have positive judgments about their capacity to learn science
tend to study for demonstrating their ability, use metacognitive strategies
more effectively, and use adaptive coping strategies.

Students who find science tasks as useful, interesting, or enjoyable tend to
have positive beliefs about their capacity to learn science, study for their self
improvement, and avoiding getting worst grades, tend to use metacognitive
strategies more effectively.

Students who think that failure make feel them shame and embarrassment
tend to study for avoiding misunderstanding or not learning course material,
use metacognitive strategies more effectively, find science tasks as useful,
interesting or enjoyable, blame themselves not other people for the failure,
and less try to forget the failure than others.

Students who think that failure make them judge their self esteem tend to
study for avoiding misunderstanding or not learning course material, blame
themselves when they face an academic failure, and have low self efficacy.
Students who think that failure will change their future plans tend to use
metacognitive strategies more effectively, blame both themselves and other
people because of their failure, and try to ignore the failure when they face an

academic failure.
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Students who think that failure make lose them social influence tend to use
metacognitive strategies less effectively, blame other people because of their
failure and try to ignore the failure when they face an academic failure.
Students who think that failure make upset other important people, like their
parents or teachers, tend to study for avoiding getting worst grades, or
looking dumb in front of their peers, try to ignore the failure, and do not
blame other people when they face an academic failure.

Students who perceive the significance of the self improvement from their
parents tend to study for learning new things, avoiding misunderstanding the
course material in science, have positive beliefs about their capacity to learn
science, find science tasks useful, important, or enjoyable, and try to find
where the mistake was, or study harder for the next time.

Students who perceive the importance of high grades, or ability in science
from their parents tend to study for demonstrating their ability, getting high
grades, and avoiding getting worst grades, or looking dumb in front of their
peers.

Students who perceive the significance of the self improvement from their
science teachers tend to study for mastering new skills, or learning new things
in science, use metacognitive strategies more effectively, have positive
beliefs about their capacity to learn science, and find science tasks useful,
important, or enjoyable.

Students who perceive the importance of high grades, or ability in science
from their science teachers tend to blame not only themselves, but also other
people because of their failure, and try to forget the failure when they face an
academic failure.

Students who study for learning new things or mastering new skills in science
tend to try to find out what went wrong or study harder for the next time
when they face an academic failure, and they blame other people less because
of their failure.

Students who study for avoiding misunderstanding the course material, tend

to blame both themselves and other people because of their failure.
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e Students who study for demonstrating their ability, getting high grades tend
to try to find out what went wrong or study harder for the next time, and
blame themselves when they face an academic failure.

e Students who study for avoiding getting worst grades, or looking dumb in
front of their peers tend to use metacognitive strategies more effectively.

5.3. Implications

The present study underlines the importance of teachers’ role on students’
motivation, and behavior. While perceived teachers’ mastery goal emphases are
associated with the students’ positive outcomes, perceived teachers’ performance
goal emphases are associated with the students’ negative outcomes. In science
classrooms in which the significance of the self improvement is stressed by science
teachers, students study for learning new things, and improving their skills in
science. In other words, they adopt mastery approach goals. Considering mastery
approach goals’ consequences, their positive relations with adaptive coping, and
negative relations with maladaptive coping strategies, it is important to promote
students to adopt mastery approach goals. Besides that, in science classrooms in
which the significance of the self improvement is stressed by science teachers,
students also use metacognitive and positive coping strategies at higher level.
Moreover, in these classrooms, students also tend to have high self efficacy, and find
science tasks as useful, interesting, or enjoyable more than others. In contrast, in
science classrooms in which the importance of high grades, or ability is stressed by
science teachers, students tend to use maladaptive coping strategies such as blaming
their ability, other people, and ignoring the failure. Therefore, these findings suggest
that teachers should emphasize mastery goals, and avoid creating a competitive
environment. There are several different ways to create a mastery oriented
classroom. Epstein (1989) defined six dimensions of classrooms that effect students’
motivation: Task, Authority, Recognition, Grouping, Evaluation, and Time. The task
dimension refers to learning activities. In order to emphasize mastery goals in the
classrooms, teachers can use different types of tasks. The difficulty of the task is also

an important factor. The task should be challenging, but in an optimal level. The
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second dimension, authority, concerns the students’ rights over learning activities.
Students should have some choice and control in the classroom settings. Teachers
should give them leadership roles. Recognition involves using rewards. Each student
in the class should have a chance to earn reward. Rewarding individual learning and
progress, not normative comparisons, can emphasize students, the importance of
improving knowledge. The other dimension, grouping, refers group works. Teachers
can allocate time, and orient students to work with their peers in the classroom.
Evaluation focuses on methods that used to assess students’ learning. Teachers
should use private evaluation methods, because a public evaluation stresses the social
comparisons so it emphasizes performance goals. Teachers should determine
evaluation criteria that allow assessing individual progress to make students focus on
self improvement. The last component, time, refers to time for completing work.
Teachers should adjust time according to the workload. Given time should also allow
students to plan their timetables for the progress (Ames, 1992; Pintrich& Shunk,
2002).

Regarding the parents effect, the findings demonstrated that home
environment also has considerable influence on students’ motivation. While
perceived parents’ mastery goal emphases are associated with the students’ positive
outcomes, perceived parents’ performance goal emphases are associated with the
students’ negative outcomes. For instance, students who perceive that learning new
things is important from their parents, tend to adopt mastery goals, whereas, students
who perceive that ability is important in science from their parents tend to adopt
performance goals. Additionally, students who think that their parents give priority to
the their self improvement, tend to have high self efficacy, task value, tend to study
for learning new things, or improving their skills in science, and misunderstanding
the course material. On the other hand, students who think that their parents give
priority to the their ranking with respect to other students, tend to study for
demonstrating their ability, getting high grades, and avoiding getting the worst
grades, or looking dumb in front of their peers. Therefore, these findings suggest that

parents should emphasize mastery goals to their children, namely create a mastery
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oriented environment in their home. Parents can focus on their children’s
improvement on science to lead them focus on enhancing their knowledge and skills
in science. They should encourage their children to study in an attempt to learn and
understand science concepts rather than just getting good grades without meaningful
learning. In order to achieve this end, programs can be developed to increase parents’
awareness about importance of students’ personal achievement goals in their
academic performance and to help parents create mastery oriented home

environments.

In addition, results of the current study revealed that self-efficacious
students tend to use metacognitive strategies like planning, monitoring or evaluating
more effectively than others in science classes. The strongest predictor of the
metacognition was self efficacy. Students who use metacognitive strategies at higher
level refer to students who are aware of their own learning process, and bring better
academic performance. Students with high self efficacy also use adaptive coping
strategies when they face an academic failure. Shortly, the present study suggests
that self efficacy has a conspicuous role on 7" grade Turkish elementary students’
learning. Therefore, educators, teachers and researchers should be aware of the
importance of self efficacy, and try to increase students’ positive judgments about
their capacity to learn science. Accordingly, teachers are suggested to choose
different types of tasks in science classes and give corrective feedbacks to students’
work. Instead of saying “good job”, teachers can focus on what the students did right,
and share their opinion with the students. Furthermore, teachers can give challenging
science tasks to students to make them believe themselves to learn new things
(Linnerbrink& Pintrich, 2003). On the other hand, students thought that the failure
will decrease their self esteem is negatively linked to students’ self efficacy. For this
reason, teachers and parents should help student see mistakes, or failure as a part of
learning. Students should be able to attribute their failures in science to their
inadequate effort which is improvable and under their own control. Otherwise, if
classroom or home environment leads students to attribute their failures to

inadequate ability which is perceived as a stable characteristic by students, this can
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have detrimental effects on self-efficacy (Paulsen & Feldman, 2005; Schommer,
1994).

Moreover, the present study revealed that students who find science tasks
as useful, interesting, or enjoyable tend to have positive beliefs about their capacity
to learn science, study for their self improvement, and tend to use metacognitive
strategies more effectively. Making connections between what students learn in the
classroom and their daily lives, designing meaningful and challenging activities,
using variety and personal tasks, discussing rationales of school work by focusing on
the importance of the work, giving students opportunities for choice and control in
the class can help to increase students’ task value (Pintrich& Schunk, 2002). By the

way, increasing students’ task value will also increase their self efficacy.
5.4. Limitations and Suggestions for Future Research

There are some limitations in this study. Firstly, it is a cross sectional
study, therefore, the observed relationships do not imply cause and effect relations.
Future studies can use longitudinal designs to establish cause and effect relations.
Secondly, this study examined the proposed relationships within the science domain.
So, whether the relationships are the same for other domains or not is not answered
in the current study. Additionally, 7" grade, Turkish elementary students
participated in the study. The participants of the study were from Kutahya, Turkey.
Therefore, the study cannot be generalized to all Turkish elementary students, and
across other age groups. Besides that, the present study investigated perceived
parents’ and teachers’ achievement goals without making an approach-avoidance
distinction. In future investigations, the social goals can be examined as 2X2 form of

achievement goals.

Moreover, the findings of the present study solely rely on students’
responses to self-report instruments. Future studies can use qualitative data collection
procedures such as interviews to validate and get an in-depth understanding of the

observed relationships. In addition, the present study surprisingly suggested that
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Turkish students’ fear of failure in science is related to both adaptive and
maladaptive outcomes. With regard to cultural factors, students’ fear of failure in
science and its association with other motivational beliefs can be another study
subject. Besides, the current study also offered a positive relationship between
students’ perceptions of their parents’ goals and their adaptive coping strategies. This

relationship also needs more investigations and confirmation.

Finally, in the present study, relationship between perceived parents’ and
teachers’ goal emphases and students’ achievement goal were investigated. Future
studies can examine how these socio cultural goals are effected by demographic
variables. Furthermore, how students’ personal achievement goals, perceived
parents’ goals emphasis, and perceived teacher goal emphasis interact with each
other can be another study subject. Such studies can shed light into what happens if

there is conflict in parents’ and teachers’ goal emphases.
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APPENDICES

APPENDIX A
MOTIVATED STRATEGIES FOR LEARNING QUESTIONNAIRE

Self Efficacy

o | believe I will receive an excellent grade in this class

e I’m certain I can understand the most difficult material presented in the
readings for this course

e [’m confident I can understand the basic concepts taught in this course

e [’m confident I can understand the most complex material presented by the
instructor in this course

e [’m confident I can do an excellent job on the assignments and tests in this
course

e | expect to do well in this class

e D’m certain I can master the skills being taught in this class

e Considering the difficulty of the course, the teacher, and my skills, I think |

will do well in this class

Task Value

e | think I will be able to use what I learn in this course in other courses
e Itis important for me to learn the course material in this class

e | am very interested in the content area of this course

e | think the course material in this class is useful for me to learn

e | like the subject matter of this course

e Understanding the subject matter of this course is very important to me
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Metacognitive Self Regulation

¢ During the class time I often miss important points because I'm thinking of
other things

e When | am reading for this course, | make up the questions to help focus my
reading

e  When I became confused about something I’m reading for this class, I go
back and try to figure it out

e If course material is difficult to understand, | change the way | read the
material

e Because I study new course material thoroughly, | often skim it to see how it
is organized

e | ask myself questions to make sure | understand the material | have been
studying in this class

e | try to change the way I study in order to fit the course requirements and
instructor’s teaching style

e [ often find that I have been reading for class but don’t know what it was all
about

e | try to think through a topic and decide what | am supposed to learn from it
rather than just reading it over when studying

e When studying for this course I try to determine which concepts I don’t
understand well

e When I study for this class, I set goals for myself in order to direct my
activities in each study period

e If I get confused taking notes in class, | make sure | sort it out afterwards
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OGRENMEDE GUDULEYICI STRATEJILER

Oz yeterlilik

e Fen bilgisi dersinden ¢ok 1iyi bir not alacagimi diisiiniiyorum.

e Fen bilgisi dersi ile ilgili okumalarda yer alan en zor konuyu bile
anlayabilecegimden eminim.

e Fen bilgisi dersinde 6gretilen temel kavramlar1 6grenebilecegimden
eminim.

e Fen bilgisi dersinde, 6gretmenin anlattig1 en karmasik konuyu
anlayabilecegimden eminim.

e Fen bilgisi dersinde verilen sinav ve ddevleri en iyi sekilde
yapabilecegimden eminim.

e Fen bilgisi dersinde ¢ok basarili olacagimi umuyorum

e Fen bilgisi dersinde dgretilen becerileri iyice 6grenebilecegimden eminim.

Deger Verme

e Fen bilgisi dersinde 6grendiklerimi baska derslerde de kullanabilecegimi
diistiniiyorum.

e Fen bilgisi dersindeki konular1 6grenmek benim i¢in énemlidir

e Fen bilgisi dersinin kapsaminda yer alan konular ¢ok ilgimi ¢ekiyor.

e Fen bilgisi dersinde 6grendiklerimin benim i¢in faydali oldugunu
diisiiniiyorum.

e Fen bilgisi dersindeki konulardan hoglaniyorum.

e Fen bilgisi dersindeki konular1 anlamak benim i¢in énemlidir.
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Bilis Otesi kendi Kendini Ayarlama Stratejileri

Fen bilgisi dersi sirasinda baska seyler diisiindiigiim i¢in énemli kisimlar
siklikla kagiririm.

Fen bilgisi dersi ile ilgili bir seyler okurken, okuduklarima odaklanabilmek
i¢in sorular olustururum.

Fen bilgisi dersi ile ilgili bir seyler okurken bir konuda kafam karisirsa, basa
doner ve anlamak i¢in ¢caba gosteririm.

Eger fen bilgisi dersi ile ilgili okumam gereken konular1 anlamakta
zorlantyorsam, okuma stratejimi degistiririm.

Yeni bir konuyu detayli bir sekilde ¢alismaya baglamadan once ¢ogu kez
konunun nasil organize edildigini anlamak i¢in ilk olarak konuyu hizlica
gozden gegiririm.

Fen bilgisi dersinde islenen konular1 anladigimdan emin olabilmek icin
kendi kendime sorular sorarim.

Calisma tarzimi, dersin gereklilikleri ve dgretmenin 6gretme stiline uygun
olacak tarzda degistirmeye caligirim.

Genelde derse gelmeden Once konuyla ilgili bir seyler okurum fakat
okuduklarimi ¢gogunlukla anlamam

Fen bilgisi dersine ¢alisirken, konular1 sadece okuyup, ge¢gmek yerine ne
ogrenmem gerektigi konusunda diisiinmeye ¢aligirim.

Fen bilgisi dersine c¢alisirken 1yi anlamadigim kavramlar1 belirlemeye
calisirim.

Fen bilgisi dersine calisirken, calismalarimi yonlendirebilmek i¢in kendime
hedefler belirlerim.

Ders sirasinda not alirken kafam karisirsa, notlarimi dersten sonra

diizenlerim.
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23.
24.
25.

APPENDIX B

THE PERFORMANCE FAILURE APPRAISAL INVENTORY

When | am failing, it is often because |1 am not smart enough to perform
successfully.

When | am failing, my future seems uncertain.

When | am failing, it upsets important others.

When | am failing, | blame my lack of talent.

When | am failing, | believe that my future plans will change.

When | am failing, | expect to be criticized by important others.

When | am failing, | am afraid that I might not have enough talent.
When I am failing, it upsets my “plan” for the future.

When | am failing, I lose the trust of people who are important to me.

. When | am not succeeding, | am less valuable than when | succeed.
. When | am not succeeding, people are less interested in me.

. When | am failing, I am not worried about it affecting my future plans.

(Reverse)

When | am not succeeding, people seem to want to help me less.

When | am failing, important others are not happy.

When | am not succeeding, | get down on myself easily.

When | am failing, | hate the fact that I am not in control of the outcome.
When | am not succeeding, people tend to leave me alone.

When | am failing, it is embarrassing if others are there to see it.

When | am failing, important others are disappointed

When | am failing, | believe that everybody knows I am failing.

When | am not succeeding, some people are not interested in me anymore.
When | am failing, | believe that my doubters feel that they were right about
me.

When | am not succeeding, my value decreases for some people.

When | am failing, | worry about what others think about me.

When | am failing, | worry that others may think 1 am not trying.
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PERFORMANS BASARISIZLIGI DEGERLENDIRME ENVENTARI

10.

11.
12.

13.

14.
15.
16.
17.
18.
19.

20.

21.
22.

Basarisizliklarimin nedeni yeterince zeki olmamamdir.

Basarisiz oldugumda, gelecegim belirsiz goriiniir.

Basarisiz oldugumda, bu durum beni 6nemseyen kisileri (anne, baba, vb)
uzer.

Basarisiz oldugumda, bunu yeteneksizligime baglarim.

Basarisiz oldugumda, gelecege yonelik planlarimin degisecegine inanirim
Basarisiz oldugumda, beni onemseyen kisiler (anne, baba, vb) tarafindan
elestirilecegimi diigintiriim.

Basarisiz oldugumda, yeteri kadar yetenekli olmadigimdan korkarim.
Basarisiz oldugumda, bu benim gelecege yonelik planlarimi alt iist eder.
Basarisiz oldugumda, benim i¢in 6nemli olan kisilerin giivenini kaybederim.
Basarisiz oldugum zamanlarda kendimi basarili oldugum zamanlardan daha
az degerli hissederim.

Basarili olamadigimda, insanlar benimle daha az ilgilenir.

Basarisizliklarrmin ~ gelecek ile ilgili planlarimi etkilemesinden endise
duymam.

Basarili olamadigimda, insanlar bana daha az yardim etmek istiyormus gibi
hissederim.

Basarisiz oldugumda, beni 6nemseyen kisiler mutsuz olurlar.

Basarili olamadigimda, hemen moralim bozulur.

Elimde olmayan sebeplerden dolay: basarisiz olmak beni rahatsiz eder.
Basarili olamadigimda, insanlar beni yalniz birakma egilimindedir.

Basarisiz oldugumda, bagkalarinin bagarisizligimi gérmesi beni utandirir.
Basarisiz oldugumda, beni 6nemseyen kisiler (anne, baba, vb) hayal
kirikligina ugrar.

Basarisiz  oldugumda, herkesin basarisizligimdan haberdar oldugunu
diistintirim.

Basarisiz oldugumda, insanlar benimle ilgilenmezler.

Basarisiz oldugumda, bana siipheyle bakan kisilerin hakli oldugunu

distintirim.
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23. Basarili olamadigimda, bazi insanlarin goziinden diiserim.

24. Basarisiz oldugumda, baskalarinin benim hakkimda ne diisiindiigii merak
ederim.

25. Basarisiz oldugumda, bagkalarinin benim yeterince ¢aba gostermedigimi

diisiinmelerinden endigelenirim
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APPENDIX C
PERCEIVED PARENTS’ ACHIEVEMENT GOAL SCALE

My parents want me to understand science concepts, not just do the work
My parents want me to understand science problems, not just memorize
how to do them

My parents would like me to do challenging science problems, even if |
make mistakes

My parents think how hard | work in science is more important than the
grades | get

My parents think mistakes are OK in science as long as | learn from them.
My parents want me to spend time thinking about science concepts

My parents don’t like it when I make mistakes in science

My parents would like it if I could show that I’'m better at science than
other students in my class

My parents ask me how my work in science compares with the work of
other students in my class

My parents would like me to show others that | am good at science

My parents would be pleased if I could show that science is easy for me
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AILELERDEN ALGILANAN HEDEFLER OLCEGI

Anne ve babam, yalnizca, dédev yapmami degil, fen kavramlarimi anlamami da

ister.

Anne ve babam , fen problemlerinin nasil ¢6ziildiigiinii ezberlememi degil, bu
problemleri anlayarak ¢6zmemi ister.

Anne ve babam , hata yapsam da zorlayici fen problemleri {izerinde ¢alismami
ister.

Anne ve babam , aldigim notlardan ¢ok fen dersine ¢aligmamin daha 6nemli
oldugunu diisiintir.

Anne ve babam, hatalarimi gordiigiim stirece fen dersinde hata yapmami
anlayisla karsilar.

Anne ve babam, fen kavramlar1 hakkinda diisiinmeye zaman ayirmamu ister.
Anne ve babam, fen dersinde hata yapmamdan hoslanmaz.

Anne ve babam, fen dersinde sinifimdaki diger 6grencilerden daha iyi oldugumu
gormek ister.

Anne ve babam, sinifimdaki diger arkadaslarimin notlari ile benim notlarimi
karsilastirir.

Anne ve babam fen dersinde basarili oldugumu bagkalarina géstermemi ister.
Anne ve babam, fen dersinin benim i¢in kolay oldugunu gosterebilirsem

sevinirler.
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APPENDIX D
PERCEIVED TEACHERS’ ACHIEVEMENT GOALS

My teacher really wants us to enjoy learning new things in math

My teacher gives us time to really explore and understand new ideas in math
My teacher recognizes us for trying hard in math

My teacher thinks mistakes are okay in math as long as we are learning

My teacher wants us to understand our math work, not just memorize it

My teacher lets us know which students get the highest scores on a math test
My teacher points out those students who get good grades in math as an
example to all of us

My teacher tells us how we compare in math to other students

My teacher lets us know if we do worse in math than most of the other
students in class

My teacher makes it obvious when certain students are not doing well on

their math work
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OGRETMENLERDEN ALGILANAN HEDEFLER OLCEGI

Ogretmenimiz, fen dersinden zevk aldigimizi gérmek ister.

Ogretmenimiz, fen dersindeki yeni diisiinceleri tam olarak arastirmamiz ve

anlamamiz i¢in bize yeterli zaman verir.
Ogretmenimiz ,fen dersi igin gdsterdigimiz ¢abanin farkindadir.

Ogretmenimiz ,6grendigimiz siirece fen dersinde hata yapmamiz1 anlayisla

karsilar.
Ogretmenimiz ,fen dersini ezberlemekten ¢ok anlayarak yapmamizi ister.

Ogretmenimiz, bir fen testinde hangi 6grencilerin en yiiksek notlar1 aldigimi bize
bildirir.

Ogretmenimiz, fen dersinde iyi not alan dgrencileri bize drnek olarak gosterir.

Ogretmenimiz, diger dgrencilerle karsilastirildiginda fen dersinde nasil

oldugumuzu bizlere sdyler.

Ogretmenimiz, fen dersinde simiftaki diger 6grencilerden daha kotii yaparsak

bunu bize bildirir.

Ogretmenimiz, stiftaki baz1 grenciler fen etkinliklerinde iyi olmadiklarinda

bunu acikca belirtir.
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APPENDIX E
ACADEMIC COPING INVENTORY

Stem: If something bad happened to me during math, such as doing poorly on a test

or not being able to answer a question in science class

e [ would try to Wgure out what I did wrong so it wouldn’t happen again.
e | would try to see what | did wrong.

e [ would tell myself that I’ll do better next time.

e | would say it was the teacher’s fault.

e [ would say that the teacher didn’t cover the things on the test.
e | would get angry at the teacher.

e [ would tell myself it didn’t matter.

e [ would say it wasn’t important.

e I would say I didn’t care about it.

o | would feel really terrible.

e | would worry that other students would think I’m dumb.

e | would feel really stupid.

e | would get really mad at myself.
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AKADEMIK SORUNLARLA BASA CIKMA ENVANTERI

Fen dersinde, bir teste basarisiz olma yada smiftaki bir soruyu cevaplayamama gibi

kotii bir durumla karsilagsam. ..

e Bodyle bir durumun tekrar basima gelmemesi i¢in neyi yanlis yaptigimi
anlamaya calisirdim.

e Nerede yanlis yaptigimi bulmaya caligirdim.

e Kendi kendime bir dahaki sefere daha iyi yapacagimi soylerdim.

e Bunun 6gretmenimin hatasi oldugunu séylerdim.

e Ogretmenin testteki tiim konular1 islemedigini sylerdim.

e Ogretmenime kizardim.

e Kendi kendime bunun sorun olmadigini sdylerdim.

e Bunun 6nemli olmadigini sdylerdim.

e Bunu 6nemsemedigimi sdylerdim.

e Kendimi berbat hissederdim.

e Diger 6grenciler akilsiz (bilgisiz) oldugumu diisiinecekler diye endiselenirdim.

o Kendimi ¢ok akilsiz hissederdim.

e Kendime ger¢ekten ¢ok kizardim.
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APPENDIX F

Some items’ original version, first translation and second translation of Performance

Failure Appraisal Inventory

Original version 1. Pilot 2. Pilot Sub-scale
When | am not Basarili Basarili
succeeding, it olamadigimda, olamadigimda,

bothers me that |
was too confident

before performing

When | am not
succeeding, | am
less valuable than

when | succeed

When | am failing,
| believe that
everybody knows |

am failing

uygulamadan 6nce
kendime ¢ok
giivenmis olmam beni

rahatsiz eder

Basarisizsam, basarili
oldugum zamandan
daha az degerli

hissederim

Basarisiz oldugumda,
herkesin
basarisizligimdan
haberdar oldugunu

sanirim

onceden kendime
cok giivenmis
olmam beni rahatsiz

eder

Basarisiz oldugum
zamanlarda kendimi
Fear of Shame
basarili oldugum
and

zamanlardan daha

_ Embarrassment
az degerli

hissederim.

Basarisiz
oldugumda,
herkesin
basarisizligimdan
haberdar oldugunu

diistiniirtim.
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When | am failing,
my doubters feel
that they were right

about me

When | am failing,
it is often because |
am not smart

enough to perform

successfully.

When | am failing,
| am afraid that |
might not have

enough talent

When | am failing,
| hate the fact that |
am not in control

of the outcome

When | am not
succeeding, it is
because too many
factors out of my

control.

When | am failing,
I have a plan for

recovering

Basarisiz oldugumda,
derslerime silipheyle
bakan kisilerin hakli

oldugunu diisiiniiriim

Basarisiz oldugumda,
bu genellikle basarili
bir performans
sergileyebilecek kadar
zeki olmamam

yiiziindendir

Basarisiz oldugumda,
yeteri kadar yetenekli
olmadigimdan

korkarim

Basarisiz oldugumda,
sonucu kontrol
edememek beni

rahatsiz eder.

Kontroliim digindaki
faktorler
basarisizligima

etkendir

Basarisiz oldugumda,
bu durumu telafi i¢in

bir planim vardir

Basarisiz
oldugumda, bana
stipheyle bakan
kisilerin hakli
oldugunu
distintirim.
Basarisizliklarimin
nedeni yeterince

zeki olmamamdir

Basarisizliklarim
yeterince iyi
olmamamdan

kaynaklanir

Elimde olmayan
sebeplerden dolay1
basarisiz olmak

beni rahatsiz eder

Basarisizliklarim
elimde olmayan
pek cok sebepten
kaynaklanmaktadir

Basarisiz
oldugumda, bu
durumu telafi etmek

i¢in bir planim

Fear of
Devaluing
One’s Self

Estimate

Fear of Having

Uncertain

Future
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When | am failing,
I am not worried
about it affecting

my future plans

When | am failing,
| am afraid that |
won’t be allowed

to try again

When | am not
succeeding, | can
tell that some

people avoid me

When | am not
succeeding, my
value decreases for

some people

Basarisiz oldugumda,
bunun gelecekle ilgili
planlarimi
etkilemesinden

endiselenmem

Basarisiz oldugumda,
tekrar denememe izin
verilmeyeceginden

korkarim

Basarili
olamadigimda, bazi
insanlarin benden
kactigini

sOyleyebilirim

Basarili
olamadigimda, bazi
insanlar i¢in degerim

diser

vardir.
Basarisizliklarimin
gelecek ile ilgili
planlarimi

etkilemesinden

endise duymam

Basarisiz
oldugumda, bana
bir sans daha

verilmeyeceginden

korkarim

Basarili
olamadigimda, bazi
insanlarin benden
uzaklastigini

sOyleyebilirim

Basarili
olamadigimda, baz1
insanlarin goziinden

diiserim

Fear of Losing
Social

Influence

234



APPENDIX G

Missing Data Analysis

Sub-scale Items Missing Data
Item 1 3
Mastery Approach goals Item 2 21
Item 3 .6
Item 1 2.0
Mastery Avoidance Goals Item 2 20
Item 3 2.0
Item 1 1
Performance Approach Goals Item 2 7
Item 3 2.1
Iltem 1 .9
Item 2 1.7
Performance Avoidance Goals Item 3 2.9
Item 4 2.0
Item 5 1.9
Item 6 1.7
Item 1 1
Item 2 3
Item 3 31
Perceived Parents’ Mastery Goals
Iltem 4 1.0
Item 5 .9
Item 6 1.3
Item 1 23
Item 2 1.6
Perceived Parents’ Performance Goals Item 3 1.2
Item 4 1.3
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Perceived Teachers’ Mastery Goals

Perceived Teachers’ Performance Goals

Fear of Shame and Embarrassed

Fear of Devaluing One’s Self Estimate

Fear of Having Uncertain Future

Fear of Losing Social Influence

Fear of Upsetting Important Others

Item 1
Item 2
Item 3
Iltem 4
Item 5
Item 1
Item 2
Item 3
Item 4
Item 5
Iltem 1
Item 2
Item 3
Iltem 4
Item 5
Item 6
Item 7
Iltem 1
Item 2
Item 3
Iltem 4
Item 1
Item 2
Item 3
Iltem 4
Item 1
Item 2
Item 3
Iltem 4
Item 5
Iltem 1
Item 2
Item 3

2.3
11
1.4
1.2
1.4
11

2.8
3.8
4.1
3.5
4.0
3.3
2.9
1.2
1.8
1.5
3.0
1.6
2.9
2.0
3.4
1.8
3.6
3.9
3.0
3.3
1.2
1.7
3.9

236



Fear of Upsetting Important Others

Self Efficacy

Task Value

Metacognition

Positive Coping

Projective coping

Iltem 4
Item 5
Item 1
Item 2
Item 3
Item 4
Item 5
Item 6
Item 7
Item 1
Item 2
Item 3
Item 4
Item 5
Item 6
Item 1
Item 2
Item 3
Item 4
Item 5
Item 6
Iltem 7
Item 8
Item 9
Item 10
Item 11
Item 12
Item 1
Item 2
Item 3
Iltem 1
Item 2
Item 3

3.8
4.1
2.8
2.8
2.6
2.8
2.4
2.7
2.7
2.5
2.5
1.9
1.9
2.5
2.8
3.1
3.2
3.3
2.9
3.4
3.3
3.7
3.0
3.1
3.0
2.7
2.5

2.3
1.7
1.4
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Denial Coping

Non-coping

Item 1
Item 2
Item 3
Item 1
Item 2
Item 3
Iltem 4

1.7
2.3
2.9
3.0
1.7
1.7
1.5
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APPENDIX H

The standardized path coefficients for direct and indirect effects

6€¢C

Effect Direct effect Indirect effect ~ Total Effect T value R2
On Mastery Approach Goals 21
e Self Efficacy .01 .00 .01 0.22
e Task Value 34 .00 34 7.68*
e Perceived Parents’ Mastery Goals 19 .05 24 6.04*
e Perceived Teachers’ Mastery Goals .07 12 .20 2.20*
On Mastery Avoidance Goals .18
e Self Efficacy -.06 .00 -.06 -1.34
e Task Value .07 -.04 .03 1.59




)44

e Perceived Parents’ Mastery Goals 29 .00 .29 9.13*
e Perceived Teachers’ Mastery Goals -.01 01 .00 -.33
o fear of shame and embarrassment 17 .01 18 2. 68*
e fear of devaluing one’s self estimate 11 .00 11 2.20*
o fear of having uncertain future .00 .00 .00 -.023
o fear of losing social influence .05 .00 .05 1.06
o fear of upsetting important others -.02 -01 -.03 -.37
On Performance Approach Goals 21
e Mastery Approach Goals 24 .00 24 7.22*
e Self Efficacy .09 .01 10 2.09*
e Task Value .08 14 22 1.69
e Perceived Parents’ Performance Goals .20 .00 .20 5.99*
e Perceived Teachers’ Performance Goals .04 .00 .04 1.21




e fear of shame and embarrassment .07 .05 12 1.32

14774

e fear of devaluing one’s self estimate .00 -.03 -.03 -1.10
o fear of having uncertain future -.05 .00 -.05 -.68
o fear of losing social influence -.01 .00 -01 -.004
o fear of upsetting important others .07 -01 .06 1.33
On Performance Avoidance Goals .35

e Mastery Avoidance Goals 43 .00 43 14, 64*
e Self Efficacy 01 -.03 -.02 37

e Task Value .09 .02 11 2.17*
e Perceived Parents’ Performance Goals 23 .00 23 7.47*
e Perceived Teachers’ Performance Goals .04 .00 .04 1.34
o fear of shame and embarrassment -.04 .10 .06 -.68

e fear of devaluing one’s self estimate -.06 .04 -.02 -1.34




o fear of having uncertain future 01 .00 .02 34

o fear of losing social influence .02 .02 .04 52

o fear of upsetting important others 14 -01 13 2.72*
On Metacognition .63

e Mastery Approach Goals .02 .00 .01 .04

e Mastery Avoidance Goals .02 .03 .05 07

e Performance Approach Goals .00 .00 .00 -.22
E e Performance Avoidance Goals .08 .00 .08 3.08*

e Self Efficacy .59 .00 .59 19.78*

e Task Value 17 40 57 5.33*

e Perceived Teachers’ mastery Goals .06 .26 32 2.82*

o fear of shame and embarrassment 19 12 31 4.28*
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e fear of devaluing one’s self estimate .03 -11 -.08 1.04
e fear of having uncertain future .07 .01 .08 2.21*
o fear of losing social influence -11 .02 -.09 -3.36*
o fear of upsetting important others -.05 .00 -.05 -1.36
On Positive Coping 27
e Mastery Approach Goals 29 .02 31 8.66*
e Mastery Avoidance Goals .00 -.01 -.01 .05
e Performance Approach Goals .07 .00 .07 2.18*
e Performance Avoidance Goals -.02 .00 -.02 -.73
e Self Efficacy 13 .01 14 3.10*
e Task Value .05 .20 25 1.22
e Perceived Parents’ Mastery Goals 18 A1 29 5.73*
e Perceived Teachers’ Mastery Goals .05 A2 A7 1.47




1474

On Projective Coping 22
e Mastery Approach Goals -.20 .00 -.20 -6. 39*
e Mastery Avoidance Goals 14 -.02 12 4. 05*
e Performance Approach Goals .00 .00 .00 33
e Performance Avoidance Goals -.06 .00 -.06 -1.87
e Perceived Teachers’ Performance Goals 10 .00 10 3.18*
o fear of shame and embarrassment -.14 .01 -.13 -2.25%
e fear of devaluing one’s self estimate .06 .00 .08 1.23
o fear of having uncertain future 24 .00 24 5.15*
o fear of losing social influence 32 .00 32 6.77*
o fear of upsetting important others -17 -.01 -.18 -2.92*
On Denial Coping .36
e Mastery Avoidance Goals -.06 .04 -.02 -1.92




Gve

e Performance Approach Goals -.01 .00 -.01 -.32
e Performance Avoidance Goals -.02 .00 -.05 -0.6
e Perceived Teachers’ Performance Goals 15 .04 19 5.37*
o fear of shame and embarrassment -.24 -.06 -.30 -4.03*
e fear of devaluing one’s self estimate .06 .04 10 1.68
o fear of having uncertain future 14 A1 25 3.15*
o fear of losing social influence 18 14 32 3.98*
o fear of upsetting important others -.01 -.09 -.10 -.25
e Projective Coping 46 .00 46 15.20*
On Non Coping .35
e Mastery Avoidance Goals 14 -.01 13 4.22*
e Performance Approach Goals .09 .00 .09 3.19*
e Performance Avoidance Goals -01 .00 -.01 -.33
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e Perceived Teachers’ Performance Goals .07 01 .08 2.07*
o fear of shame and embarrassment 12 .01 16 2.16*
o fear of devaluing one’s self estimate .26 .00 .28 6.18*
o fear of having uncertain future .09 .00 .08 1.99*
o fear of losing social influence .04 .00 .04 .88
o fear of upsetting important others .06 .02 .06 .83
On Self Efficacy .52
e task value .66 .00 .66 25.63*
e Perceived Parents’ Mastery Goals .08 .09 17 3.43*
e Perceived Teachers’ Mastery Goals .08 24 32 3.15*
o fear of shame and embarrassment -.02 15 13 -.36
e fear of devaluing one’s self estimate -11 -.06 -17 -3.02*
o fear of having uncertain future .00 .01 01 -.10




A4

o fear of losing social influence .07 -.03 .04 1.78
o fear of upsetting important others .04 -.04 .00 87
)n Task Value 18

e Perceived Parents’ Mastery Goals 14 .00 14 4.39*

e Perceived Teachers” Mastery Goals .36 .00 .36 11.55*

o fear of shame and embarrassment 22 .00 22 3.53*

o fear of devaluing one’s self estimate -.09 .00 -.09 -1.80

e fear of having uncertain future .01 .00 .01 31

o fear of losing social influence -.03 .00 -.03 -.70

o fear of upsetting important others -.05 .00 -.05 -.93
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APPENDIX J

TURKISH SUMMARY

HEDEF YONELIMINI ETKILEYEN FAKTORLER VE SONUCLARI

“Egitim denince akla gelen ii¢ sey vardir. Birincisi motivasyon. Ikincisi

motivasyon.

-Terrell H. Bell (cited in Ames, 1990, p.409)

Basarma motivasyonu insanlarin ¢aligsmak, amaglarin1 gergeklestirebilmek
icin davraniglarin1 nasil sekillendirdiklerini agiklar. (Eliot, 1999). Basarma
motivasyonu insanlarin bir amaglari i¢in ya da herhangi bir gorevi gerceklestirirken
ne sekilde giidiilendiklerini ise iki unsur iizerinden agiklar: yaklagma- kag¢inma, ve
ustalik- basarim yonelimleri (Fryer& Elliot, 2007). Ilk unsur yaklasma- kaginma
motivasyonu insanlarin herhangi bir davranisa enerjilerini harcarken iki gidii
tarafindan yonlendiklerini 6ne siirliyor. Yaklagma giidiisii olas1 pozitif sonuglari
diisiinerek bu amag ugrunda ¢alisma durumunu inceler herhangi bir basariya ulagmak
i¢cin ¢alismak bu duruma iyi bir 6rnektir. Kaginma giidiisii ise olusabilecek olumsuz
sonuclart engellemeye yonelik bir motivasyondur; buna ornek olarak da
basarisizliktan kaginmak verilebilir (Elliot& Sheldon, 1997; Elliot, 1999). ikinci
unsur, ustalik- basarim yonelimleri ise insanlarin herhangi bir amag icin ¢alismaya
baslamalarinda farkli yonelimlerin etkin oldugunu iddia eder. Bazi kisiler kendi
bilgilerini arttirip kisisel gelisimlerine odaklanirken ikinci grup ise kendilerini daha
cok digerleriyle kiyaslamaya meyillidirler. Arastirmacilar (Elliot& Harackiewicz,
1996; Church& Elliot, 1997; Elliot& McGregor, 2001) bu iki unsuru bir araya
getirerek mevcut hedef yonelimi teorisini olusturmuslardir. Buna bagli olarak dort

farkli grubu gosterecek sekilde bir sema olusturmuslardir; s6zii gegen gruplar su
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sekilde siralanabilir: ustalik yaklasma hedefleri, ustalik kaginma hedefleri, basarim
yaklasma hedefleri ve basarim kacinma hedefleri. Ustalik yaklasma hedefleri
yetenekleri gelistirme ve bilgi artirnmina odakliyken, ustalik kaginma hedefleri olasi
hatalar1 ve yanlis anlasilmalar1 engellemeye odaklidir. Bagsarim yaklagsma hedefleri
kendini gosterme, zeki goriinme ve yetenekleri vurgulama istegi ile baglantiliyken,
basarim kacinma hedefleri ise siiftaki en diisiik notu alan kisi olmayr veya
arkadaslarinin oniinde yeteneksiz goriinmeyi engelleme istegiyle baglantilidir.

Ilgili arastirmalar gosteriyor ki 6grencilerin hedef yonelimleri kayda deger
sekilde iist bilislerine ve bir seyin iistesinden gelebilme stratejilerine iliskilidir. Ust
bilis kisinin kendi 6grenme asamalarini diisiinsel olarak incelemesini ifade eder.
Teorisyenler iist bilisi kisaca “diislinme lizerine diisiinme” ya da “bilis hakkindaki
bilis” olarak tanimlarlar (Flavell, 1999; Livingston, 2003). Baska bir deyisle, iist bilis
O0grenme asamasinda diisiinceyi kontrol etmeye yarayan bir diisiince diizeyidir. Ayni
zamanda kisinin kendi biligsel gelisimini izlemesine yardimci olur (Forrest-
Pressley& Waller, 1984; Flavell, 1999; Hattie, Biggs, & Purdie, 1996; Schraw,
1998). Insanlar diisiince asamalarmi iki unsur yardimiyla izlerler: iist bilissel bilgi ve
iist biligsel diizenleme. Ust biligsel bilgi 6grenme asamasi hakkindaki bilgiyi
anlatirken st bilissel diizenleme kisilerin 0grenme asamasindaki davraniglarini
kontrol etmelerini anlatir (Gardner, 1990; Schraw& Moshman, 1995; Schraw, 1998;
Livingston, 2003). Arastirmacilara gore, bilgiyi arttirmaya, 6grenme odakli yani
ustalik yaklasma hedeflerine sahip olan &grenciler iist biligsel stratejileri diger
ogrencilere gore daha ¢ok kullaniyorlar. Ek olarak, arastirmacilar gosterdiler Ki
o0grenme bozukluklarini gizlemeye calisan ya da en diisiik notu almamaya odakli,
yani basarim kag¢inma hedeflerine sahip 6grenciler iist biligsel stratejileri verimli
olarak kullanamiyorlar (Middlebrooks, 1996; Wolters, Yu & Pintrich, 1996;
McGregor & Gable, 1999; Somuncuoglu & Yildirim, 2001; Vermetten, Lodewijks &
Vermunt, 2001; Wolters, 2004; Shih, 2005a, Ommundsen, 2009).

Hedef yonelimiyle ilgili bir diger davranis bigcimi ise 6grencilerin cesitli
bir seyin Ustesinden gelebilme stratejilerini kullanmalaridir. Bir seyin iistesinden
gelebilme olumsuz olaylara bir tepki, baska bir deyisle akademik basarisizlik gibi

sikintilt durumlarda gosterilen davranig, strateji ve duygularin biitiiniidiir (Lazarus&
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Folkman, 1986; Kamins& Dweck, 1999; Folkman& Moskowitz, 2004). Bu
stratejilerin birgok sinifa ayrilmalarina ragmen Tero ve Connel iistesinden gelme
stratejilerini dort farkli grupta incelemislerdir: Pozitif iistesinden gelme, Yansitmali
listesinden gelme, Inkar etme ve iistesinden gelememe. Pozitif stratejiye &rnek
olarak, ebeveynlere ve dgretmenlere sorma, zaman planlama ve hatalar1 fark edip
analiz etme verilebilir. Yansitmali stratejide ise 6grenci hatalar1 i¢in baskalarim
suclar. Bu basarisizligin sebebinin 6gretmeni, ailesi veya ¢evresindeki diger insanlar
oldugunu diisiiniir. Inkar etmede ise Ogrenci basarisizliklarini gz ardi eder ve
kendini bu basarisizligin 6nemli olmadigina inandirir. Son metot, iistesinden
gelememe ise kendini suclamayi anlatir. Bagka bir deyisle, 6grenci iistesinden
gelememeyi se¢misse basarisizligin sebebinin kendini yeteneksizligi oldugunu
diisiiniir (Kaplan and Midgley, 1999). Ayica iistesinden gelme stratejileri uyumlu ve
uyumsuz stratejiler olarak ikiye ayrilir. Yardim istemek, zaman planlamasi1 yapmak,
nerede hata yaptigini analiz etmek ve bir dahaki sefere daha fazla ¢alismak uyumlu
stratejilere 0rnek iken basarisizligindan dolayr baskalarini veya kendini suglamak,
basarisizligi gormezden gelmek uyumsuz stratejilere ornektir (Kaplan& Midgley,
1999; Friedel, Cortina, Turner and Midgley, 2007). Arastirmacilara gore ustalik
hedefleri uyumlu stratejilerle iligkiliyken basarim hedefleri uyumsuz stratejilerle
iligkilidir (Brdar, Rijavec & Loncaric, 2006; Friedel, Cortina, Turner & Midgley
2007; Taye & Zhou, 2009). Yukarida bahsedilen arastirmalara dayanarak bu ¢alisma
ogrencilerin farkli {istesinden gelme stratejileri ve iist biligsel davranislar1 hedef
yoneliminin sonucu olarak incelenmistir.

Tgili literatiir 6grencilerin hedef ydnelimini benimsemelerinde etkin olan
birgok 6nciil etken oldugunu 6ne siiriiyor. Ornegin basarisizlik korkusu hedef
yoneliminin belirlenmesinde rol oynayan etkenlerden biridir. Basarisizlik korkusu
negatif olasiliklar1 engellemek i¢in gerekli olan motivasyona enerji harcamak olarak
tanimlanabilir (Elliot& Sheldon, 1997; Elliot, 1999). Basarisizlik korkusu kisinin
akademik basarisizlig1 nasil tanimladigina ve ne sekilde algiladigina baglidir. Bunun
yaninda, ayni zamanda bagskalarinin kisinin basarisizligi hakkinda diisiinceleri de
basarisizlik korkusuna neden olabilir (Heckhausen, 1991). Conroy, Poczwardowski

ve Henschen’ e gore (2001) basarisizlik korkusunun bes tane sonucu vardir: a) Utang
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ve mahcubiyet duygusu b) Ozsaygmin degerinin diismesi c) gelecegin belirsizligi d)
Diger kisilerin ilgisini kaybetme e) Diger kisileri hayal kirikligina ugratmak. Baska
bir deyisle, kisi bu bes olas1 sonug yiiziinden basarisizliktan korkar. Ilk olarak
kimilerine gore basarisizlik onlarin baskalar1 6niinde utanacaklari, kiiciik diisecekleri
ortam hazirlar. Ikinci olarak basarisizlik bazi kisileri kendi yetenekleri ve zekasim
sorgulamaya yonlendirir. Uciincii olarak basarisizlik kisinin gelecek planlarini
olumsuz yonde etkileyebilir. Dordiincii olarak ise bazi kisiler sadece basarilari
yiiziinden ciddiye alindiklarini diisiindiikleri i¢in basarisiz olduklarinda digerlerinin
ilgisini kaybetme korkusu yasarlar. Son olarak, bu kisilerin ilgisini kaybetmelerinin
yaninda ayn1 zamanda onlar i¢in dnemli insanlar1 hayal kirikligina ugratmaktan da
korkarlar (Conroy, 2001; Conroy, Willow, and Metzler, 2002; Conroy, Metzler, and
Hofer, 2003; Conroy& Elliot, 2004). Hedef yonelimi arastirmacilarina gore
basarisizlik korkusu yiiksek olan 6grenciler bagarim yaklagsma, basarim kaginma ve
ustalik kaginma hedeflerini benimsemeye yatkindirlar. Yani bu 6grenciler kendilerini
gostermeye, derste Ogretilen materyali yanlis anlama veya hi¢ anlayamamaya ve
baskalarimin yaninda kétii duruma diismemeye odaklanmistir. Ayni sekilde ilgili
kaynakcada basarisizlik korkusu o6grencilerin hedef yoneliminde etkin olan dnciil
diirtiilerden biridir (Thrash and Elliot 2002; Conroy, Elliot& Hofer, 2003; Conroy&
Elliot, 2004; Nien & Duda, 2008; Elliot and Murayama 2008).

Buna ek olarak ilgili kaynak¢a ebeveyn ve Ogretmenlerin hedefleri gibi
sosyo-kiiltiirel etkileri, 6z yeterlilik ve gorev degeri gibi Ogrencilerin diirtiisel
inanglarin1 da hedef yonelimini etkileyen oOnciil faktorler oldugunu gostermistir
(Eccles& Wigfield, 2000; 2002). Bu degiskenlerin arasindan gorev degeri 6grenciler
icin bir goreve baslamada ana neden olarak tanimlanmistir. Teorisyenlere gore gorev
degeri dort elemandan olusur: Beceri degeri bir gérevde basarili olmanin 6nemini
isaret eder. Insanlar bir gérevi segerken s6z konusu gérevde basarili olacaklarina dair
inanglartyla énemlidir. ikinci unsur gergek deger kisisel ilgiyi isaret eder. Kisi bir
gorevi sadece igerigiyle ilgili oldugu i¢in ya da gorevin eglenceli olacagini
diisiindiigii icin yapabilir. Ugiincii olarak fayda degeri kisinin bu gorevden
yararlanabilmesiyle ilgilidir. Ornegin doktor olmak isteyen bir 6grencinin biyoloji

derslerine daha ¢ok 6nem vermesi gibi. Son olarak bedel bir gorevde yer alirken bu
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isin olumsuz yonlerini gz oniine almakla ilgilidir. Bu nedenle bir gdrevi yiiriitmenin
belirli bir bedeli vardir, gerekli zaman ya da enerji gibi. (Eccles, & Wigtfield, 2002;
Pintrich & Schunk, 2002; Hulman, Durik, Schweigert & Harackiewicz, 2008; Eccles,
2009) Ilgili literatiir gdsteriyor ki gorevi ilgi ¢ekici ve faydali bulan 6grenciler daha
cok ustalik yaklasim hedeflerine ya da bagarim yaklagim hedeflerine egimliler. Diger
yandan gorevi ilgi ¢ekici ya da faydali bulmayan Ogrenciler daha ¢ok basarim
kaginma hedeflerine egilimliler. (Wolters, Yu, & Pintrich, 1996; Xiang, McBride &
Bruene, 2004; Bong, 2004; Liem, Lau & Nie, 2008).

Hedef yoneliminin altinda yatan bir diger giidiisel inang ise 6z yeterliliktir.
Oz yeterlilik 6grencinin 6grenme ve basar1 i¢in kendi kabiliyetleri ve yeterliligi ile
ilgili diistinceleridir. Bir diger deyisle 6z yeterlilik kisinin bir gérevi yerine getirmede
kendini sorgulamasi ve yetenekleri hakkinda yargiya varmasidir. Bu yiizden 6z
yeterlilik gorevin zorluk derecesine gore degisiklik gosterebilir. (Bandura, 1982,
1999; Zimmerman, 2000). Oz yeterlilik kisinin bir gérevi yerine getirmede 1srarin1 ve
cabasmi etkiler. Ogrencinin bir gorevdeki 6z yeterliligi diisiik ise o gorevden
birakma egiliminde bulunabilir.. Diger yandan 6z yeterliligi yliksek insanlar zor
gorevlerde daha yiiksek ¢aba ve uzun 1srar gosterirler. (Baundra 1977; Bandura,
1982; Schunk, 1990; Bandura, 1999; Pintrich, & Schunk, 2002). Ayrica kisinin kendi
hakkindaki yargilar1 ge¢misindeki basar1 ve basarimina, baskalarinin basar1 ve
basarimini disaridan gozlemlemesine, bagkalarinin verdigi tavsiyelere ve psikolojik
durumuna (rahat ya da gergin olma) bagldir. (Bandura, 1982; Schunk, 1984;
Pintrich, & Schunk, 2002). Arastirmacilara gore 6z yeterliligi yiiksek olan dgrenciler
ustalik yaklasim hedeflerine sahipken diisiik 6z yeterliligi olan 6grenciler daha ¢ok
kaginma hedeflerine meyillidirler. (Phillips & Gully, 1997; Bong, 2001; Shim &
Ryan, 2005; Hsieh, Sullivan & Guerra, 2007).

Ogrencilerin gorevin degeri ve 6z yeterlilik gibi giidiisel inanglar1 disinda
sosyo kiiltiirel etkiler de 6grencilerin hedef yonelimini benimsemelerinde etkilidir.
Bu ¢alismada sosyo Kkiiltiirel etki hem ev hem de okul gibi sosyal cevrelerdeki
hedeflerin etkisi olarak ele almmistir. Okulda ogretmenler, evde ebeveynler
O6grenmenin 0nemine ve kabiliyetleri gelistirmenin dnemine deginerek &grencilerin

ustalik hedeflerini benimsemelerinde rehberlik yapabilirler. Ayni sekilde 6grenciyi
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arkadaslariyla kiyaslayarak basarim hedeflerini benimsemelerinde etkili olabilirler.
Nicholls, 1989; Anderman & Maehr, 1994; Kaplan& Maehr, 2002; Friedel, Cortina,
Turner and Midgley, 2007). Bundan dolay1 0Ogrencilerin ebeveynleri ve
ogretmenlerinin hedeflerini hakkindaki algilar1 hedef yoneliminin onciillerinden
biridir. Aragtirmacilara gore Ogrencinin sosyal ¢evresi ustalik hedeflerini
Onemsiyorsa ogrenci de ustalik hedeflerini benimseme egilimindedir. Ayn1 sekilde
basarim hedefleri sosyal cevrede Onemseniyorsa &grenci basarim hedeflerini
benimseme egilimindedir. (Roeser, Midgley & Urdan, 1996; Friedel, Hruda, &
Midgley, 2001; Gonida, Kiosseoglou& Voulala, 2007; Bong, 2008; Kim, Schallert &
Kim, 2010).

Yukarida bahsedilen arastirmalara dayanarak bu ¢alismada Ogrencilerde
hedef yoneliminin nedenleri ve sonuglar1 bir yol modeli kapsaminda incelenmistir.
Kiitahya’daki devlet okullarinda tiim ilkdgretim yedinci smif Ogrencileri bu
calismanin hedef popiilasyonudur. Kiitahya’nin biitiin ilge ve kdylerindeki yedinci
smif 6grencilerine ulagsmak miimkiin olmadig1 i¢in sehir merkezi diginda kalan
yerlesimlerdeki 6grenciler bu popiilasyona alinmadi ve Kiitahya merkezindeki
Ogrenciler bu ¢alismada ulasilabilir popiilasyon olarak alindi. Calismanin sonuglar
bu ulasilabilir popiilasyon {izerinden degerlendirilecektir. Kiitahya merkezinde 111
ilkdgretim okulu var. Kiime rastgele drnekleme yontemi kullanilarak 12 ilkdgretim
okulu (%10) rastgele drneklem olarak secildi. Orneklem secimi sirasinda okullar
kiime olarak kabul edildi. Ailelerin de izni alinarak bu okullardaki tiim yedinci sinif
ogrencileri, 977 kisi, bu calismanin 6rneklemini olusturdu. Veri toplama sirasinda

calismanin amaci ve kapsami hakkinda 6grenciler bilgilendirildi.

Ogrencilerin 4941 (%50.6) kiz, 482°si (%49.4) erkeklerden olugmaktadir.
Bu 6grenciler genellikle 2 ¢ocuklu ailelerden geliyorlardi. Ogrenci annelerinin ¢ogu
calismiyorken (%82.5), babalarin cogu bir iste (%83.) calismakta. Ogrenci
annelerinin ¢ogunlugu ilkokul mezunlarindan olusuyor (%53.7) babalarda ise
yogunluk lise ya da ortaokul mezunlarinda (%74.4). Evde 100’iin altinda okuma
materyali oldugunda bu yetersiz materyal olarak kabul edildi ve 6rneklemde yetersiz

okuma materyali olan aileler ¢ogunlukta (%73.7). Ailelerin ¢ogunda giinliik gazete
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bazen aliniyorken (%71.1), eve hi¢c gazete almayan aileler de var (%8). Buna ek
olarak cogu Ogrencinin kendine ait bir odas1 (%80.4), bir bilgisayar1 (%75) ve
internet baglantisi var (%56.5).

Calisma sirasinda Ogrencilerin 0z yeterlilik, gorev degeri ve {ist bilis
stratejilerini 6lgmek icin Ogrenmede Motive Edici Stratejiler- Olgegi kullanildi. Oz
yeterlilik boliimiindeki ifadeler (8 soru) Ogrencilerin kendi yetenekleri ve fen
dersindeki basarilar1 hakkindaki yargilarina odaklanirken (6rnek:”Bu derste basarili
olmay1r bekliyorum” gibi), goérev degeri bdliimiindeki ifadeler ise (6 soru)
Ogrencilerin fen bilgisi derslerinde yapilan aktiviteleri ne derece yararl, ilgi ¢ekici
veya eglenceli bulunduklarinin ol¢iilmesine odaklanmaktadir (6rnek: “Bu dersteki
materyali dgrenmem benim i¢in dnemlidir”). Ek olarak Ogrenmede Motive Edici
Stratejiler- Olgegi’ndeki iist bilissel 6z diizenleme boliimii (12 soru) dgrencilerin
Ogrenme asamalarini nasil planladiklari, gozlemledikleri ve degerlendirdiklerine
odaklidir (6rnek: “Bu derste 6grendiklerimizi ¢alisirken kendime sorular sorarak ne
kadar 6grendigimden emin oluyorum™). Ogrenmede Motive Edici Stratejiler- Olgegi
Sungur tarafindan terclime edilmis ve uyarlanmistir (2004).

Hedef yonelimi anketi 6grencilerin hangi hedefleri adapte ettiklerini
degerlendirme iizerinedir. Olgek Elliot ve Church tarafindan gelistirilmis (2001)
ogrencilerin hedef benimsemelerini inceleyen bir ankettir. Kesinlikle katiliyorum
seceneginden kesinlikle katilmiyorum secenegine uzanan 5 noktali bir Likert
Olcegidir. Dort alt gruptan olusan anket 15 ifadeden olusur: ustalik yaklagma
hedefleri (3 unsur), ustalik ka¢inma hedefleri (3 unsur), basarim yaklasma hedefleri
(3 unsur) ve basarim kaginma hedefleri (6 unsur). Ustalik yaklagsma hedefleri kendini
gelistirme, yeni seyler 6grenme ve becerileri gelistirme ile ilgiliyken (6rnek: “Bu
derste 6grendiklerimizi tam olarak anlamak istiyorum”) ustalik kaginma hedefleri
O0grenememeyi, ya da yanlis anlamay1 engellemeye yoneliktir (6rnek: “Bu derste
zayif olmamak benim i¢in yeterli). Basarim yaklasma hedefleri kisinin becerilerini,
basarisin1 bagkalarina gosterme {izerineyken (0rnek: “Diger 6grencilerden daha iyi
olmak benim i¢in dnemlidir”) basarim kaginma hedefleri diger 6grenciler arasinda
basarisiz olmak korkusu iizerinedir (6rnek: “Bu dersteki amacim basarisiz olmamak).

AGQ Senler ve Sungur tarafindan Tiirkgeye terciime edilerek uyarlanmistir (2007).
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Basarim Basarisizlik Degerlendirme Envanteri (PFAI) 6grencilerin
basarisizlik korkusunu olger. PFAI Conroy tarafindan gelistirilmis 5 noktali bir
Likert olcegidir (2001). 5 alt gruba ayrilmis 25 ifadeden olusur: utanma ve
mahcubiyet korkusu (7 unsur, ornek: “Basarisiz oldugumda digerlerinin bunu
gormesi ¢ok utang verici”’), kendi degerini diisirme korkusu (4 unsur, Ornek:
“Basarisiz oldugumda yeteneksizligimi sugluyorum™), gelecek korkusu (4 unsur,
ornek: “Basarisiz oldugumda gelecek belirsizlesiyor™), sosyal ilgi kaybetme korkusu
(5 unsur, ornek: “Basarili olamadigimda insanlar benimle daha az ilgilenirler”), ve
son olarak onemli kisileri hayal kirikligina ugratma korkusu (5 unsur, Ornek:
“Basarisiz oldugumda bu durum benim i¢in 6nemli olan kisileri hayal kirikligina

ugratir”). Arastirmacilar tarafindan Tiirkge’ye terclime edilmis ve uyarlanmistir.

Ailelerden Algilanan Hedefler Olgegi Friedel, Cortina, Turner ve Midgley
tarafindan  gelistirilmistir  (2007). “Kesinlikle katilmiyorum”  se¢eneginden
“Kesinlikle katiliyorum” segenegine uzanan bes noktali bir Likert dlgegidir. Anket
ogrencilerin ailelerinin hedeflerine bakisini incelemek iizerine gelistirilmistir. Iki alt
grupta toplam 11 unsurdan olusur: ustalik hedefleri (6 unsur) ve basarim hedefleri (5
unsur). Ailelerden algilanan ustalik hedefleri, anne baba i¢in ¢cocugunun fen bilgisi
dersinde 6grenmesinin, hatalarindan ders almasinin 6nemli olup olmadig: lizerinde
dururken (6rnek: “Ailem sadece derslerde i1y1 not almami degil 6gretilenleri tamamen
anlamamu ister”), ailelerden algilanan basarim hedefleri ise anne babanin 6grencinin
yeteneklerini gdstermesini, hata yapmamasini ne derece dnemsedigi iizerinde durur
(6rnek: “Ailem derslerde hata yaptigimda bundan hi¢ hoslanmazlar”). Bu anket bu

caligmanin arastirmacilar tarafindan Tiirkce’ye ¢evrilmis ve uyarlanmustir.

Ogretmenlerden Algilanan Hedefler Olgegi Friedel, Cortina, Turner ve
Midgley tarafindan uyarlanmistir (2007). Anket Ogrencilerin 6gretmenlerinin
smiftaki hedeflerine bakisini incelemek {izerine gelistirilmistir. “Kesinlikle
katilmiyorum” se¢eneginden “Kesinlikle katiliyorum” secenegine uzanan bes noktali
bir Likert 6lcegidir. Iki alt grupta toplam 10 ifadeden olusur: algilanan ustalik
hedefleri (5 unsur) ve algilanan basarim hedefleri (5 unsur). Algilanan ustalik

hedefleri Olcegindeki unsurlar Ogretmenlerin fen bilgisi dersinde 6grenme ve
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anlamaya olan odaklanmalarmi incelerken (6rnek: “Ogretmenimiz bilimsel olarak
yeni diislinceler kesfetmemiz i¢in bize ekstra zaman verir”), algilanan basarim
hedeflerindeki unsurlar ise ogretmenlerin siniftaki yiiksek notlara olan vurgusunu
inceler (6rnek: “Ogretmenimiz yiiksek not alan ogrencileri digerlerine ornek
gosterir”). Anket arastirmacilar tarafindan Tiirkceye tercime edilmis ve

uyarlanmistir.

Akademik Ustesinden Gelme Envanteri (ACI) Tero ve Connell tarafindan
Ogrencilerin akademik basarisizlikla karsilagtiklarinda tistesinden gelme stratejilerini
inceleme tizerine gelistirilmistir (1984). “Kesinlikle katilmiyorum” seceneginden
“Kesinlikle katiliyorum” se¢enegine uzanan bes noktali bir Likert dl¢egidir. Dort alt
grupta toplanmig 13 ifadeden olusur: pozitif listesinden gelme (3 unsur), izdiistimsel
iistesinden gelme (3 unsur), inkar etme (3 unsur) ve iistesinden gelememe (4 unsur
Anketteki tiim boliimler “Eger fen bilgisi dersinde kotii bir sey olduysa, bir sinavda
diisiik not almak ya da sinifta bir soruyu cevaplayamama gibi...” bir yar1 climleyle
baslar ve 6grenciden bu ciimleyi tamamlamalari istenir. Pozitif iistesinden gelme
Ogrencilerin uyumlu stratejilerini belirler ( 6nek: “Nerede hata yaptigimi gormeye
calisiim”). Izdiisiimsel {istesinden gelme &grencinin basarisizlig1 igin baskalarim
suclamay1 gosterirken (6rnek: “Ogretmenin hatasi oldugunu diisiiniirdiim™). inkar
etmede 6grenci bu olumsuz durum iizerinde ¢ok durmadigini belirtip, basarisizlig
gormezden gelir (rnek: “Cok ©Onemli olmadigini diisiiniirdiim”). Ustesinden
gelememede ise Ogrenci kendi becerisini, yeteneklerini kisacasi kendini suglar
(6rnek: “Kendime gercekten kizardim™). Akademik Ustesinden Gelme Envanteri bu

caligmanin arastirmacilar tarafindan Tiirkceye terciime edilmis ve uyarlanmistir.

Bu c¢alismada 7. Simf ogrencilerinin fen bilgisi dersindeki hedef
yonelimini etkileyen faktorler ve sonuglart incelenmistir. Bu inceleme Lisrel analiz
programinda yol analizi ile gergeklestirilmistir. Oz yeterlilik, deger verme,
basarisizlik korkusu ve ailelerden ve Ogretmenlerden algilanan hedefler hedef
yoneliminin Onciileri olarak incelenirken {ist biligsel ve listesinden gelme stratejileri

hedef yoneliminin sonuglart olarak ele alimmistir. Bunlarin yanmi sira, hedef
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yonelimini etkileyen faktorlerin kendi arasindaki ve hedef yoneliminin sonuglari, {ist
bilis ve istesinden gelme stratejileri ile olan iliski de calisma kapsaminda

incelenmistir. Yol analizi sonuglari kabul edilebilir bir model 6ne siirmiistiir (x*/ df =

7.70, GFI= .95, CFI = .97, RMSEA = .08, SRMR = .04)

Bu caligmada tasarlanan model ailelerden algilanan hedeflerin 7. Siif
Ogrencilerinin fen bilgisi dersindeki kendi hedef yonelimi belirleme ve benimseme
stirecinde onemli bir faktor oldugunu 6ne siiriiyor. Arastirmalara gore 6grencinin fen
bilgisini 6grenmesini ve fen dersindeki becerilerini gelistirmeyi 6nemseyen ailelerde
ogrenciler ustalik yaklasim veya ustalik kaginma hedeflerini benimsiyorlar. Ayni
sekilde ¢ocugunun yiiksek not almasini onemseyen ailelerde Ogrenciler basarim
yaklagma yada basarim kaginma hedeflerini benimsiyorlar. Buna gore, aileleri fen
bilgisi dersindeki gelisimine 6nem verdigini diisiinen 6grenciler hem fen bilgisini
O0grenmek i¢cin hem de fen bilgisi konularin1 anlayamamay1 engellemek i¢in ders
calisiyorlar. Benzer olarak aileleri yliksek not almaya onem verdigini diislinen
Ogrenciler basarim hedeflerini  benimsiyor; kendi becerilerini arkadaslarina
gostermek, yiiksek not almaya odaklanirken, ayn1 zamanda diger 6grenciler arasinda
basarisiz olma korkusu tagtyorlar. Ogretmenlerin odaklandiklart hedefler yoniinden
bakildiginda ise model 6gretmenlerden algilanan ustalik hedefleri 6grencilerin kendi
ustalik yaklasim hedefleri ile iligkili oldugunu oOnermektedir. Bunun yani sira,
olusturulan bu model 6grencideki dgretmenlerden algilanan basarim hedefleri ile
ogrencilerinin  hedef yOnelimini benimsemesi arasinda anlamhi  bir iliski
gostermemistir. Bu calismada 6gretmen ve ailelerden algilanan hedefler gibi sosyo
kiltiirel etkiler disinda basarisizlik korkusu da ogrencilerin akademik hedef
yonelimini etkileyen bir faktor olarak incelenmistir. Arastirmalara gore basarisizlik
korkusu yiiksek olan 6grenciler akademik hayatta daha ¢ok kaginma hedefleri
gelistiriyorlar. Bagka bir deyisle basarisizlik korkusu Ogrenciye utang vermenin
disinda ayni zamanda 6grencinin 0z saygisini yitirmesine neden oluyor ve yanlis
anlamay1 ya da dgrenememeyi engelleme yoniinde giidiilerini gelistiriyor. Buna ek
olarak diisiik notlarin ailelerini hayal kirikligina ugrattigini diisiinen 6grenciler diisiik
not almay1 engellemek icin ve siniftaki en basarisiz 6grenci olmay1 engellemek igin

ders calisiyorlar. Bu calismada hedef yoneliminin altinda yatan faktér olarak
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incelenen bir diger degisken de 6z yeterliliktir. Yol modeli ortaya koyuyor ki 6z
yeterlilik duygusu yiliksek olan Ogrenciler basarim yaklagsma hedeflerini
benimsemeye daha yatkindirlar. Ustalik yaklasma hedefleri, ustalik kaginma
hedefleri, bagsarim kag¢inma hedefleri ile 6z yeterlilik arasinda ise anlamli bir iliski
ctkmamustir. Oz yeterliligin basarim yaklasma hedefleri pozitif bir iliskisi oldugunun
beklenen bir sonug¢ olmasina ragmen 6z yeterlilik ve diger hedef yonelimleri arasinda
manal1 bir iliski olmamasi sasirticitydi. Bu sasirticiligin nedeni ise ilgili kaynak¢anin
genelde 0z yeterlilik ve hedef yonelimi arasinda belirli anlamli iliskiler oldugunu
ortaya koymastydi (Elliot& Church, 1997; Bong, 2001; Liem, Lau& Nie, 2008). Bir
diger beklenmeyen sonug ise Ogrencilerin gorev degeri inanct ve hedef yonelimi
arasindaki iligki hakkindaydi. Sonuglara gore fen 6devlerini ilgi ¢ekici, eglenceli ya
da faydali bulan 6grenciler bilgilerini artirmak, yeni yetenekler gelistirebilmek ya da
diger 6grenciler yaninda basarisiz olup kiigiik diismemek icin fen bilgisi derslerine
calistyorlardi. Ustalik hedef yonelimi ve gérev deger inanci arasinda pozitif bir iligki
beklenen bir sonucken gorev deger inanci ve basarim kaginma hedefleri arasindaki
pozitif iliski beklenmeyen bir sonuctur. Bunun nedeni de ayni sekilde ilgili
kaynakg¢anin gorev deger inanci ve basarim kag¢inma giidiisii arasinda negatif bir
iligki beklendigi yoniindeki yargisidir (Wolters, Yu, & Pintrich , 1996; Xiang,
McBride & Bruene, 2004). Bu sekilde bir sonug kiiltiirel bir faktor olabilir. Tiirkiye
bireysel 6zellik gosteren geleneksel, kolektivist kiiltiire sahip bir iilke (Kagit¢ibas,
1994; Tsuladze; 2007). Kolektivist kiiltiirlerde kisiler benliklerini topluma goére
tanimlarlar. Ek olarak bu Kkiiltiirlerde grup calismasiyla ulasilan hedef kisisel
hedeflere gore oOncelige sahiptir (Markus, Kitayama, & Heiman, 1996). Elliot,
Chirkov, Kim, ve Sheldon’a gore (2001) kolektivist kiiltiirden gelen insanlar bagarim
kacinma hedeflerini digerlerine gore daha ¢ok benimseme egilimindedirler. Dahasi
bu kiiltiirlerde basarim kag¢inma hedefleri olumsuz sonuglarla iliskili degildir ¢iinkii
bdyle toplumlarda olumsuz sonuglar1 engelleme diirtiisii degerli bir amactir. Bu
goriisii destekleyen bir arastirmada, Bong, (2001) gorev deger inanci ve hedef
yonelimi arasindaki iliskiyi incelemek i¢in kolektivist kiiltiir yapisina sahip bagka bir
iilkeyi, Kore’yi secerek su sonuca varmistir: gorev deger inanci basarim kaginma
hedefleriyle pozitif bir iligki i¢indedir. Kiiltiirel etkilerin yani sira, Tiirkiye’de egitim
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sistemi yiiksek oranda rekabetci ve sinav odakli bir yapiya sahiptir. Bu calisma
yapilirken ortaokul 6grencileri her yil sonunda yapilan seviye belirleme sinavlarina
giriyorlardi. Bu sinavlar siralama sinavlartydi ve sinav sonucu lise tercihlerinde
onemli rol oynamaktadir. lyi bir liseye devam edebilmek igin bu smavlardan yiiksek
puan almak gereklidir. Bu sekilde rekabet¢i bir ¢evrede ogrenciler sadece kendi
basarilarini1 gosterme egiliminde degil ayn1 zamanda sinifta en diisiik seviyeli 6grenci
olma kaygisiyla kotii not almama egilimindedirler. Bu kiiltiirel ve sistemsel faktorler
bu ¢alismadaki siirpriz sonuglari agiklamada yardimci oluyor.

Bu calismadaki yol modeline gore, 6gretmen ve ailenin hedef algisinin
hedef yoneliminin onciilleri olmasinin yaninda diger motivasyonsal inanglar ile de
iligkilidir. Ailelerinin ve fen bilgisi 6gretmenlerinin, dersi 6grenme ve anlamaya, o
ders ile ilgili becerileri arttirmanin daha 6nemli oldugunu diisiinen ogrenciler fen
bilgisi dersini 6grenme kapasiteleri hakkinda daha pozitif yargiya sahip oluyorlar (6z
yeterlilik) ve okulda 6grenilen fen bilgisi derslerini daha ilgi ¢ekici, faydali ve
onemli olarak goriiyorlar. Bunun yaninda basarisizlik korkusu ve 06z yeterlilik
arasinda negatif bir iligski varken basarisizlik korkusu ve gorev deger inanci arasinda
pozitif bir iligki gézlemlenmistir. Daha detayli olarak, basarisizligin 6zsaygilarini
azaltacagia inanan Ogrenciler genellikle akademik 6grenme kapasiteleri hakkinda
olumsuz yargiya sahip olmakta, fen bilgisi dersini 6grenmek icin gerekli olan
becerileri sergileyemeyeceklerini diisiinmektedirler. Ayrica basarisizligin utang
verici oldugunu diisiinen, bir basarisizlik karsisinda ¢ok utacaklarina, sikilacaklarina
inanan Ogrenciler dersleri ilgi ¢ekici bulma, derslerin énemli ve faydali oldugunu
diisiinme gibi pozitif goriislere sahipler. Bu ¢alismadan ¢ikan sonuglar gosteriyor ki
diisiik diizeyde igsel bilim ilgisi olan ve akademik gorevleri dnemli oldugu kadar
faydali bulan 6grenciler basarisizlik korkusuna kapilmaya daha ¢ok meyillidirler. Bu
sonu¢ Tirk egitim sistemiyle de bir nebze olsun aciklanabilir. Tirkiye’de fende
kariyer hedefleyen ogrenciler sayisal derslerde basarili olmanin yaninda ayni
zamanda tUiniversite giris sinavinda yiiksek derecelerde olmak zorundalar. Bir yanlis
cevap bile siralamada yiliksek dislislere neden olurken hedefledikleri fakiilteye

girmelerinde Onlerinde engel olusturabilir. Bu yiizden de derslerin ve hedeflerin ¢ok
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onemli oldugunu diisiinen Ogrencilerin yiiksek diizeyde de basarisizlik korkusuna
sahip olmalar1 bu sisteme baglanabilir.

Ayrica, sonuglar ortaya koyuyor ki gorev deger inanci 6z yeterlilik ile
kuvvetli bir baga sahiptir. Bir baska deyisle olusturulan yol modeline gore fen bilgisi
dersindeki akademik gorevleri faydali, eglenceli ve ilgi c¢ekici bulan &grencilerin
kendi kapasiteleri hakkinda daha pozitif bir yargiya sahip olmakta, yani 6z yeterlilik
inanclar1 artmaktadir. Oz yeterlilik ve gorev deger inanci beklenti-deger teorisinin iki
ana maddesidir. Bu iki giidiisel inan¢ Ogrencilerin akademik basarim, istikrar ve
secim siirecinde ¢ok etkilidirler (Wigfield& Eccles, 1992). Literatiirdeki bir ¢ok
arastirma sonuclar1 da bu iliskiyi dogrular niteliktedir (Bong, 2001; Cole & Denzine,
2004; Eccles & Wigfield, 1995; Eccles & Wigfield 2002; Jacobs, Lanza, Osgood,
Eccles & Wigfield, 2002; Pajares & Miller, 1994; Senler & Sungur; 2009). Bu
baglamda bu calismada ortaya ¢ikan 6z yeterlilik ve gorev deger inanci arasindaki

pozitif iliski beklenen bir sonugtur.

Yol analizi sonuglarina gore diisiik not engelleme diirtiisiiyle ¢alisan, ya da
diger 6grenciler yaninda yetersiz goriinmeyi engelleme odakli olan dgrenciler, bir
baska degisle basarim kacinma hedeflerini benimseyen Ogrenciler planlama,
gozlemleme gibi iist biligsel becerilerini digerlerine gore daha etkili kullanmaya
meyillidirler. Ustalik yaklasma hedef yonelimi yerine basarim kag¢inma hedeflerinin
st bilisle pozitif ilgisi beklenmeyen bir sonugtu c¢iinkii ilgili kaynak¢a pozitif
stratejilerin ustalik yaklagma hedefleri ile pozitif iligkili oldugunu, basarim kaginma
hedefleri ile ise negatif iliskili oldugunu ortaya koyuyor (Elliot, McGregor & Gable,
1999; Coutinho & Neuman, 2008). Yol analizi 6grencilerin hedef yonelimi ve
istesinden gelme strateji kullanimlari arasindaki iliskiye bakarak su sonuca vartyor:
Fen bilgisi dersinde yeni yetenekler gelistirmek icin, yeni bilgi kesfetme amaciyla
calisan oOgrenciler akademik bir basarisizlikla karsilastiklarinda nerede hata
yaptiklarin1 gérmeye calisip, bir daha ki sefere daha fazla ¢aba gostermekte
baskalarini bu basarisizlik hakkinda suglamay1 ise daha az tercih etmektedirler. Buna
z1t olarak fen bilgisi dersinde herhangi bir konuyu 6grenememeyi, yada bir noktay1
yanlis anlamay1 engellemeye yonelik nedenlerle calisan 6grenciler diger kisileri

suclamaya meyillidirler.. Buna ekle olarak fen bilgisi dersinde yiiksek not almak igin,
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en iyi O0grenci olmak i¢in, kisacasi kendilerini gostermek i¢in calisan Ggrenciler,
hatanin nerede oldugunu anlamaya ¢alisarak bir sonraki denemede daha ¢ok ¢alisma
ve kendi yeteneklerini su¢lama egilimindedirler. Ozet olarak, sonuglar gosteriyor ki
ustalik yaklagsma hedefleri uyumlu iistesinden gelme stratejileri ile pozitif, uyumsuz
iistesinden gelme stratejileri ile negatif iliskilidir. Ustalik kagimma hedefleri ise
uyumsuz iistesinden gelme stratejileri ile pozitif iligkilidir. Ayrica bagsarim yaklagsma
hedeflerinin hem uyumlu hem de uyumsuz iistesinden gelme stratejileri ile pozitif
iliskide oldugu soylenebilir. Son olarak mevcut sonuglar gosteriyor ki basarim
kaginma hedefleri uyumsuz iistesinden gelme stratejileri ile herhangi bir anlaml
iligkisi yoktur. Bu sonug ilgili kaynak¢anin iki degisken arasinda, uyumsuz
iistesinden gelme ve basarim kacinma hedefleri arasinda, pozitif bir ilgi oldugunu
gostermesi nedeniyle beklenmeyen bir sonu¢ olmustur (Brdar, Rijavec& Loncaric
;2006; Friedel, Cortina, Turner & Midgley, 2007).

Kaynakcayla tezat olusturan basarim kac¢inma giidiisiine sahip Tiirk
ilkdgretim 6grencilerinin iist bilissel stratejileri daha etkili kullanmasi ve uyumsuz
iistesinden gelme stratejiler kullanmamasi kiiltiirel faktorler nedeniyle ve sinav
odakli Tiirk egitim sistemiyle ilgili olabilir. Onceden de belirtildigi gibi Tiirk
toplumu gibi kolektivist kiiltiire sahip toplumlarda basarim kaginma giidiisii daha
baskindir. Ve basarim kagimma giidiisii uyumsuz sonuglara bagl degildir (Elliot,
Chirkov, Kim, & Sheldon, 2001). Bu goriisii destekleyen bir ¢aligma Sungur ve
Senler tarafindan 2009 yilinda yapilmistir. Arastirmacilar hedef yonelimi ile Tiirk
lise Ogrencilerinin {ist bilisi  hakkinda arastirma yaparak bagsarim kaginma
hedeflerinin 6grencilerin st bilissel strateji kullanimi arasinda pozitif bir iliski

oldugunu 6ne siirmiiglerdir (2009).

Yol analiz sonuclar1 gosteriyor ki fen bilgisini 6grenmek konusunda kendi
akademik kapasiteleri hakkinda pozitif yargilart olan ve akademik gorevleri faydali,
ilgi cekici, onemli bulan 6grenciler iist biligsel stratejileri kullanma konusunda 6z
yeterlilik ve gorev deger inanci diislik olan 6grencilere gére daha basarililar. Bunun

yaninda bu o6grenciler uyumlu iistesinden gelme stratejilerini yiiksek diizeylerde
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kullanmaktadirlar. Fen bilgisi dersi ile ilgili bir etkinlige daha fazla 6nem veren
Ogrenciler daha az Oonem veren Ogrencilere gore daha etkili 6§renme stratejileri
kullanmaktadirlar.

Basarisizlik korkusu ile hedef yoneliminin sonuglari yani iist bilis ile
istesinden gelme stratejileri arasindaki iliskiye bakildiginda ise sonuglar gosteriyor
ki basarisizlig1 utang verici bir olay olarak géren ve basarisizligin gelecek planlarini
etkileyecegini diistinen Ogrenciler st bilissel stratejiler daha etkili bir sekilde
kullanabilmektedirler. Buna =zit olarak basarisizligi nedeniyle sosyal ilgiyi,
ailelerinden veya oOgretmenlerinden gordiikleri ilgi gibi, kaybedecegini diigiinen
ogrenciler fen bilgisi dersindeki Ogrenme siireclerini planlama, izleme ve
degerlendirme gibi iist biligsel stratejileri daha etkili kullanmaktadirlar. Ustesinden
gelme stratejileriyle ilgili olarak ise basarisizligin utang verici oldugunu diistinen
ogrenciler bagkalarindan ziyade kendilerini suclarken olanlart unutmayip
basarisizligt goz ardi etmiyorlar. Basarisizhigin 6zsaygilarini yitimine neden
olacagim1 diisiinen Ogrenciler ise akademik basarisizlikla karsilagtiklarinda
kendilerini suc¢lamaya daha meyilli oluyorlar. Basarisizligin gelecek planlarini
degistirme nedeni oldugunu diisiinen Ogrenciler ise hem kendilerini hem cevreyi
suglarken akademik basarisizligi goz ardi etmeye meyilli oluyorlar. Basarisiz
oldugunda aile ya da Ogretmenin ilgisini kaybedecegini diisiinen Ogrenciler ise
bagkalarmi suglaylp basarisizligi unutma egiliminde oluyorlar. Son olarak
basarisizliginin ailesini ya da 6gretmenini hayal kirikligina ugratacagini diistinen
ogrencilerin bagkalarin1 suclama davranisi digerlerine gére daha az olma egiliminde.
Onceki arastirmalara tezat olusturacak sekilde, bu c¢alisma basarisizlik korkusunun
yalnizca uyumsuz istesinden gelme stratejilerine degil ayni zamanda uyumlu
stratejilere de bagli oldugunu one siiriiyor. Onceki arastirmalar genellikle
ogrencilerdeki basarisizlik korkusunun uyumsuz iistesinden gelme stratejileri gibi
olumsuz sonuglar dogurdugunu ortaya atmistir (Blankstein, Flett, & Watson, 1992;
Veisson, Leino, Ots, Ruus & Sarv; 2004; Bartels, & Magun-Jackson; 2008)

Bu calisma ogrencilerin 6gretmen ustalik hedef algisinin iist biligsel
strateji kullanimiyla pozitif iliski i¢inde oldugunu onermektedir. Buna zit olarak yol

modeline gore aile veya dgretmenlerinin yiiksek not almayr 6nemsedigini algilayan
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Ogrenciler akademik basarisizlikla karsilastiklarinda sadece kendilerini degil,
baskalarini da suc¢lama egiliminde bulunuyorlar ve basarisizligt 6nemsememe, goz
ard1 etme egiliminde oluyorlar. Bir baska deyisle 6gretmenlerinde basarim yonelimi
algisin1 gozlemleyen Ogrenciler izdiisiimsel, inkar ve iistesinden gelememe gibi

uyumsuz iistesinden gelme stratejilerini kullanmaya daha meyilli oluyorlar.

Bu c¢aligmanin bulgularin1t maddeler halinde 6zetleyecek olursak;

e fen bilgisini 6grenme konusunda pozitif inanglar1 olan dgrenciler fen dersini
becerilerini gostermek, yliksek notlar almak i¢in ¢aligmaktadir. Bunun yani
sira, ist biligsel stratejileri daha etkili ve akademik bir basarisizlikla
karsilastiklarinda uyumlu iistesinden gelme stratejileri kullanmaktadirlar.

e Fen bilgisi dersindeki akademik etkinlikleri 6nemli, eglenceli ve ilgi ¢ekici
bulan 6grenciler fen bilgisini 6grenme konusunda daha pozitif inanglara sahip
olup, kendilerini gelistirmek ve en diisiik notu alan 6grenci olamamak i¢in
ders caligmakta ve iist biligsel stratejileri daha etkili kullanmaktadirlar.

e Basarsizligin kendilerini utandiracagini diisiinen 6grenciler fen bilgisi
dersinde her hangi bir noktay1 kagirmamak veya Ogrenememeyi engellemek
i¢cin ders caligsmakta, iist biligsel stratejileri etkili bir sekilde kullanmakta, fen
bilgisi dersindeki etkinlikleri daha oOnemli, kullanigh ve ilgi ¢ekici
bulmaktadirlar. Akademik bir basarisizlikla karsilastiklarinda ise baskalarini
degil kendilerini suglamakta ve basarisizlii gormezden gelmeye
calismamaktadirlar.

e Bagsarisizligin kendilerine olan giivenlerini sarsacagini diislinen 6grenciler fen
bilgisi dersinde her hangi bir konuyu anlayamamay: engellemek icin
caligmakta ve bir akademik basarisizlikla karsilastiklarinda ise kendi
becerilerini, yeteneklerini sug¢lamakta ve daha diisiik 6z yeterlilik inancina
sahip olmaktadirlar.

e Basanisizligin gelecek planlarini olumsuz bir sekilde etkileyecegini diisiinen

Ogrenciler st biligsel stratejileri daha etkili bigcimde kullanmakta, akademik
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bir basarisizlikla karsilastiklarinda ise kendilerini ve bagkalarini suglamakta
ve basarisizligr gormezden gelmeye, 6nemsememeye ¢alismaktadirlar.
Basarisizlik sonucu cevreden gordiikleri sosyal ilgiyi kaybedeceklerini
diisiinen 6grenciler 6grenme siirecini planlama, denetleme ve degerlendirme
gibi st biligsel stratejileri daha az etkili kullanmamak, akademik bir
basarisizlik karsisinda baskalarini suglamakta ve basarisizligi gérmezden
gelmeye galigmaktadirlar.

Basarsizliklariin aileleri veya Ogretmenleri gibi 6nem verdikleri kisileri
lizecegini diisiinen 6grenciler fen bilgisine en diisiik notu almaktan kaginmak,
veya bagkalar1 onilinde kiiclik diismemek icin calismakta ve akademik bir
basarisizlik karsisinda bagkalarini su¢lamak yerine bunu gérmezden gelmeye
calismakta.

Ailelerinden fen bilgisinde kisisel gelisimin, 6grenmenin 6nemli oldugunu
algilayan Ogrenciler fen bilgisine yeni seyler Ogrenmek, becerilerini
gelistirmek veya 6grenememeyi engellemek icin ¢aligmakta, fen bilgisini
O0grenme kapasiteleri konusunda pozitif inanglara sahip olmakta, fen bilgisi
dersindeki etkinlikleri ilging, ©nemli bulmakta ve bir basarisizlikla
karsilastiklarinda nerede hata yaptiklarini bulmaya veya bir dahaki sefer daha
fazla caligmay1 denemektedirler.

Ailelerinden fen bilgisinde yliksek notlar almanin veya becerinin 6nemli
oldugunu algilayan 6grenciler fen bilgisine yiiksek notlar almak, kendilerini
gostermek veya diisiik not almamak i¢in calismaktadirlar.

Fen bilgisi 6gretmenlerinden fen bilgisinde kisisel gelisimin, dgrenmenin
onemli oldugunu algilayan Ogrenciler fen bilgisine yeni seyler 6grenmek,
becerilerini gelistirmek i¢in c¢alismakta, fen bilgisini 6grenme kapasiteleri
konusunda pozitif inanglara sahip olmakta, fen bilgisi dersindeki etkinlikleri
ilging, Onemli bulmakta ve st biligsel stratejileri daha etkili
kullanmaktadirlar.

Fen bilgisi 6gretmenlerinden fen bilgisinde yiiksek notlar almanin veya

becerinin  Onemli oldugunu algillayan Ogrenciler bir basarisizlikla
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karsilastiklarinda hem kendilerini hem baskalarin1 suglamakta ve basarisizlig
gormezden gelmeyi denemektedirler.

Fen bilgisi dersinde yeni seyler 6grenmek, veya becerilerini arttirmak igin
calisan Ogrenciler bir akademik basarisizlikla karsilastiklarinda nerede yanlis
yaptiklarin1 bulmayi, bir dahaki sefer daha fazla g¢alismayr denemekte,
basarisizliklar karsisinda baskalarint daha az suglamaktadirlar.

Fen bilgisi dersinde yanlis anlamay1 veya herhangi bir noktayir anlayamamay1
engellemek icin ¢alisan Ogrenciler bir akademik basarisizlikla
karsilagtiklarinda sadece kendilerini degil diger insanlar1 da bu basarisizliktan
sorumlu gormektedirler.

Fen bilgisi dersinde yiiksek notlar almak i¢in, yeteneklerini diger insanlara
gostermek  icin  calisan  Ogrenciler akademik  bir  basarisizlikla
karsilastiklarinda nerede yanlis yaptiklarini bulmaya caligmakta ve bir
sonraki sefer daha fazla ¢alisma yontemini se¢mektedirler.

Fen bilgisi dersinde kotii notlar almamak i¢in veya bagkalar1 oniinde kiiciik
diismemek i¢in ders ¢alisan 6grenciler 6grenme siirecini planlama, denetleme
veya degerlendirme gibi {ist bilissel stratejileri digerlerine gdére daha etkili

kullanmaktadirlar.
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