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ABSTRACT

THE ROLE OF PERCEIVED TEACHER AFFECTIVE SUPPORT AND SENSE
OF RELATEDNESS IN ACHIEVEMENT EMOTIONS OF MIDDLE SCHOOL
STUDENTS IN EFL CLASSROOMS

Kok, Ezgi Hazal
M.S., Department of Curriculum and Instruction
Supervisor: Assoc. Prof. Dr. Yesim Capa-Aydin

October 2017, 142 pages

The aim of the present study was to investigate the role of perceived teacher affective
support and sense of relatedness in middle school students’ achievement emotions
experienced in EFL classes. The study also included individual variables (gender and
grade level) to examine the relationship between these variables and English
achievement emotions. There were 810 5™, 6", and 7" grade students who participated
from two districts in Ankara and were administered Achievement Emotions
Questionnaire- English (AEQ-E), Perceived Teacher Affective Support (PTAS) Scale,
and Relatedness to Peers Scale as data collection instruments. Among the scales,
Relatedness to Peers Scale was adapted to the Turkish language by the researcher in
the present study. Confirmatory Factor Analysis of the AEQ-E revealed the factor
structure with seven emotion dimensions whose Cronbach alpha coefficients ranged
from .82 to .89. PTAS scale yielded one-factor structure with high reliability
coefficient of .95; whereas Relatedness to Peers scale with four items and one-factor
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structure showed an acceptable Cronbach alpha coefficient of .74. Multivariate
Analysis of Variance results demonstrated that there were not any significant gender
differences in English achievement emotions. On the other hand, significant grade
level differences were found in English achievement emotions, except pride, anxiety,
and hopelessness. Canonical correlation results revealed that both perceived teacher
affective support and relatedness to peers were positive predictors of positive emotions
(enjoyment and pride) and negative predictors of negative emotions (anger, anxiety,
hopelessness, boredom, and shame). Same pattern of relationship was also observed

for each grade level in the study.

Keywords: EFL Achievement Emotions, Teacher Affective Support, Relatedness to

Peers, Gender, Grade Level



0z

ALGILANAN OGRETMEN DUYUSSAL DESTEGININ
VE AKRAN ILISKISININ ORTAOKUL OGRENCILERININ INGILIZCE
DERSLERINDEKI BASARI DUYGULARI UZERINDEKI ROLU

Kok, Ezgi Hazal
Yiiksek Lisans, Egitim Programlari ve Ogretim Anabilim Dali

Tez Yoneticisi: Dog. Dr. Yesim Capa-Aydin

Ekim 2017, 142 sayfa

Bu caligmanin amaci, algilanan 6gretmen duyussal desteginin ve akran iligkisinin
ortaokul 6grencilerinin Ingilizce derslerinde deneyimledikleri basar1 duygulari
tizerindeki roliinli arastirmaktir. Bunun yani sira, arastirmaya bireysel degiskenler
(cinsiyet ve smif seviyesi) dahil edilmistir ve boylelikle bu degiskenler ve basari
duygulari arasindaki iligki incelenmistir. Calismaya Ankara’nin iki ilgesinden 810 5.
6. ve 7. siif dgrencisi katilmis ve veri toplama araclar1 olarak Ingilizce Basari
Duygular 8lcegi, Ogretmen Yapicit Duygusal Destek dlgegi ve arastirmaci tarafindan
Tiirkce’ye uyarlanan akran iliskisi 6lcegi uygulanmistir. ingilizce Basari Duygulart
Olgegi Dogrulayici Faktdr Analizi, Cronbach alfa degerleri .82 ile .89 arasinda degisen
yedi duygu boyutlu faktor yapist ortaya ¢ikarmistir. Tek faktorlikk yapisi olan dort
maddelik Akran iligkisi 6lgegi .74 kabul edilebilir giivenirlik katsayis1 gdsterirken,
Ogretmen Yapict Duygusal Destek lgegi .95 yiiksek giivenirlik katsayisi ile tek

faktorliik yap1 sonucunu vermistir. Cok Degiskenli Varyans Analizine gore, basari
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duygularinda istatistiksel olarak anlamli herhangi bir cinsiyet farki bulunmamustir.
Diger taraftan, gurur, kaygi ve timitsizlik duygulari disinda, basar1 duygularinda sinif
seviyesine gore istatistiksel olarak anlamli farkliliklar bulunmustur. Kanonik
korelasyon sonuglari, algilanan 6gretmen duyussal destegi ve akran iligkisinin pozitif
duygularin (haz ve gurur) pozitif yordayicilari, negatif duygularin (6fke, kaygi,
umutsuzluk, bikkinlik ve utang) ise negatif yordayicilari oldugunu gostermistir. Ayni

orlintli caligsmadaki her bir sinif seviyesi i¢in de gozlenmistir.

Anahtar Kelimeler: Yabanci Dil Olarak Ingilizce Basar1 Duygulari, Ogretmen

Duyussal Destegi, Akran Iliskisi, Cinsiyet, Smif Seviyesi
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CHAPTERII

INTRODUCTION

This chapter aims at presenting an introduction to the study in terms of its background,
purposes, and significance. In the first part of the chapter, the introductory section is
provided as the background of the study. Next section includes purposes of the study
while the third section provides both the reasons to conduct research on achievement
emotions in English language classes and its significance. Then, the last section
explains the definitions of the important terms included in the study in detail.

1.1 Background of the study

The term ‘affect’ is variously defined by scientists in different fields. Though
psychologists and neuroscientists consider the term much straightforward, affective
scientists study affect by examining emotional states and distinctive changes that they
bring about in the body and mind (Wetherell, 2012). Affect can be sometimes seen just
as “every aspect of emotion” and sometimes considered as “physical disturbance and
bodily activity” (Wetherell, 2012, p. 2). According to Boekaerts (2007), it is a generic

term that includes not only affective states but also feelings, emotions, and moods.

Since humanistic education presented the importance of the affective domain
(Gardner, 1985), the study of affect has become fundamental to the educational
sciences. In different academic domains such as language learning and second
language acquisition, affect becomes an essential component in learning outcomes
(Aragdo, 2011; Imai, 2010). It is considered as “broadly aspects of emotion, feeling,
mood or attitude which can condition behavior and influence language learning”
(Arnold & Brown, 1999, p. 1). Therefore, the term ‘affect’ can be considered as an
umbrella term in the field of language learning (Aragao, 2011).
1



Among the other concepts (e.g., feelings, moods and attitudes), emotions are seen as
the principal element of affect in second language acquisition (Imai, 2010) and foreign
language learning (Pishghadam, Zabetipour, & Aminzadeh, 2016), learning processes
and academic motivation (Meyer & Turner, 2006). They stem from sets of interrelated
and coordinated psychological processes involved in individuals® past experiences
with affective, cognitive, physiological, motivational, and expressive components
(Pekrun, 2006; Pekrun, Goetz, Frenzel, Barchfeld, & Perry, 2011; Pekrun & Stephens,
2010; Scherer, 2009).

Throughout their lives, individuals have different past experiences, which results in
different types of emotions such as achievement emotions and social emotions. One of
the domains of life is education, and in academic lives, aforementioned types of
emotions are experienced by individuals, particularly students. For instance, there
could be a student feeling empathy toward his/her peer in the classroom. In this sense,
empathy is a social emotion since the feeling is about success or failure of others.
When it comes to achievement emotions, they are linked to students’ judgment about
their own success or failure and other individuals’ judgment about those students’
success or failure (Pekrun, Frenzel, Goetz, & Perry, 2007). For example, there could
be a student who feels pride when s/he completed a difficult homework assignment.
In this case, the student's own judgment and/or others' judgment about the success
make the student proud of himself/herself. For this reason, it is important to
differentiate achievement emotions and social emotions from one another. Though
students feel emotions related to academic learning and achievement, not all of them
are achievement emotions or social emotions (Pekrun et al., 2007; Pekrun & Stephens,
2010).

In recent years, there has been increasing attention and interest to the study of

achievement emotions in education as well as other fields such as economics, the

neuroscience, the humanities and anthropology (Pekrun & Linnenbrick-Garcia, 2014).

Achievement emotions, based on Pekrun’s (2006) control-value theory which

proposes an integrative and complementary framework to other theories of emotions
2



(e.g., expectancy-value theories of emotions, transactional theories, attributional
theories, and models tied to learning and performance effects of emotions), are directly
linked to achievement activities such as studying and achievement outcomes such as
success and failure (Pekrun, 2006; Pekrun et al., 2007; Pekrun et al., 2011; Pekrun &
Stephens, 2010). They refer emotions linked to students’ academic learning and
achievement, and they are essential when it comes to better understand learning
processes, learners’ motivation, and effective learning and teaching (Calik, 2014;
Meyer & Turner, 2006; Pekrun, Goetz, Titz, & Perry, 2002) including different
academic domains such as foreign/ second language learning, mathematics and science
(Calik, 2014; Goetz, Cronjaeger, Frenzel, Lidtke, & Hall, 2010; Goetz, Frenzel,
Pekrun, & Hall, 2006; Goetz, Frenzel, Pekrun, Hall, & Ludtke, 2007; Goetz, Nett,
Martiny, Hall, Pekrun, Dettmers, & Trautwein, 2012; Ismail, 2015; Méndez Lopez &
Pefia Aguilar, 2013; Pishghadam et al., 2016; Raccanello, Brondino, & Bernardi, 2013;
Yikselir & Harputlu. 2014)

Considering the number of emotions experienced by individuals, there is not any exact
number. In the related literature, it is emphasized that anxiety, as one of the
achievement emotions, is the one mostly examined and reported (Pekrun & Stephens,
2010). There have been several studies conducted on particularly test anxiety so far
(Guntzviller, Yale, & Jensen, 2016; Hamzaoglu & Kogoglu, 2016; Onem, 2010;
Wigfield & Eccles, 1990; Zeidner, 1998, 2007). Nevertheless, there are other emotions
experienced by students. To give an example, students might be proud of themselves
when they become successful after an exam, or they might experience enjoyment when
doing homework since they internalize subject matter very well, or they might be angry
when doing homework since it is far too difficult for them, or they might be bored
when they attend the class, or they might feel ashamed when they want to utter a word
during the class. All those situations can be examples of achievement emotions other
than anxiety. So, there are several types of emotions that students might experience in
different educational settings and in different time intervals including before, during

or after attending the class, doing homework, and taking an exam.



Emotions can be affected by different factors including ‘situational perceptions,
cognitive appraisals, physiological processes, or feedback from facial expression’
(Pekrun et al., 2007, p. 18). For achievement emotions, on the other hand, appraisals
related to achievement activities and performance outcomes are of utmost importance
(Pekrun, 2006; Pekrun et al., 2007; Pekrun et al., 2011; Pekrun & Stephens, 2010).
These are subjective control, which is related to perceived controllability over
achievement activities and outcomes, and subjective value, which is linked to the
subjective importance of achievement related actions and performance outcomes. The
former one includes causal expectancies (e.g., action-control expectancies, action-
outcome expectancies, and situation-outcome expectancies) and causal attributions
while the latter one consists of extrinsic and intrinsic values (Pekrun, 2006; Pekrun et
al., 2007; Pekrun et al., 2011; Pekrun & Stephens, 2010).

Moreover, there are other antecedents influencing achievement emotions such as
achievement goals and beliefs, tasks and environment (Pekrun & Stephens, 2010). Of
these antecedents, the role of learning environments in achievement emotions has not
been largely explored, except test anxiety being analyzed since the 1930s. It is known
that learners' emotional functioning and academic achievement are significantly
influenced by the psychological climate of learning environments as well as contextual
and social characteristics of such environments (Murray & Malmgren, 2005). In such
learning environments influencing students’ emotional functioning and academic
achievement, there are two essential key social partners: teachers and peers whose
influences cannot be denied (Furrer & Skinner, 2003). They spent many hours together
in the classroom, build social relationships, and experience different emotions so that
they can attain life goals both individually and collectively in an educational institution
(Pekrun et al., 2007). In this sense, both teachers and peers can be seen as two
important factors in learning environments that affect students’ emotions and

achievement.

In the related literature, there are ten studies incorporated by Hembree (1988) to figure
out perceived teacher support and test anxiety. The results demonstrated that the fact
4



that students perceive their teachers as someone negative or unfriendly was correlated
to test anxiety to some extent. Furthermore, the study conducted by Jacob (as cited
Frenzel, Pekrun, & Goetz, 2007, p. 479) to examine perceived classroom environment
and test-related emotions (e.g., anger, hopelessness, shame, enjoyment, and anxiety)
showed that perceived teacher support was positively correlated to learners' academic
enjoyment while perceived teacher punishment was positively related to learners'
negative emotions such as anger, shame, anxiety, and hopelessness. What’s more,
Goetz, Pekrun, Hall, and Haag (2006) investigated perceived learning environment
and emotions that students experience in the subject of Latin. The study concluded that
positive learning environment with reinforcement and teacher enthusiasm was
positively correlated to learners’ positive emotions such as enjoyment and pride, and
negatively correlated to negative emotions such as anger and boredom. In addition,
Frenzel et al. (2007) examined perceived classroom environment and the emotions
enjoyment, anxiety, anger, and boredom experienced in mathematics. The results
illustrated that perceived quality of instruction and peer esteem were positively
correlated to positive emotions while failure-contingent teacher punishment was
negatively correlated to positive emotions. Besides, the study conducted by Sakiz,
Pape, and Hoy (2012) in mathematics concluded that perceived teacher affective
support in an educational setting was positively related to academic enjoyment and
negatively correlated to academic hopelessness. The findings in another study by Sakiz
(2015) also demonstrated that high perceived teacher support was related to higher
enjoyment and lower anxiety in science classes. Moreover, there are some other studies
concentrating on learners’ relatedness to peers and teachers in relation to affective
responses, motivation, engagement and academic achievement (Cox, Duncheon &
McDavid, 2009; FitzSimmons, 2006; Shen, McCaughtry, Martin, Fahlman, & Garn,
2012). The findings emphasized the roles of relatedness to teachers and peers in
behavioral and emotional engagements. Positive teacher and peer relatedness make

students engaged and feel more enjoyed and less worried.

As it can be deduced from aforementioned studies, emotions are influenced by

perceived learning environments with two key social partners: teachers and peers. This
5



is because there is a reciprocal causation between achievement emotions and both
proximal antecedents (e.g., cognitive appraisals) and distal antecedents (e.g., perceived
learning environment) with the help of feedback loops stated in the proposed model of
the control-value theory of achievement emotions by Pekrun (2006). Recent
aforementioned studies have started to investigate some of the achievement emotions,
especially anxiety and enjoyment, and their determinants related to learning
environments in some of the domains such as mathematics and science so that the
reciprocity in the model can be better understood. Unfortunately, in the current
literature, a huge gap still stands there to be filled by empirical studies on variables of
learning environments (e.g., perceived teacher affective support and peer relatedness)
in relation to achievement emotions experienced in different domains of education
such as the subject of English. Thus, there is a need to explore the role of learning
environments with the variables mentioned earlier in achievement emotions from a

domain-specific viewpoint.

1.2 Purpose of the Study

This study aimed to explore the role of perceived teacher affective support and
relatedness to peers in achievement emotions of middle school students in EFL
classrooms. In addition to that, this study aimed to inquire into the achievement

emotions regarding gender and grade level.

1.3 Significance of the study

As Pekrun and Linnenbrink-Garcia (2014, p. 1) stated, “the classroom is an emotional
place.” With all those hours spent together in such an emotional place, teachers and
students build social relationships that make them so close and related to each other so
that they can experience many emotions together. Therefore, it would not be wrong to
say educational settings exist with emotions such as enjoyment, hope, pride, anger,

shame, boredom, and anxiety (Pekrun & Linenbrink-Garcia, 2014).



As one of the educational settings, language learning classes are seen of fundamental
importance to countries since language learning is no longer just a means to enhance
communication but it is the way to improve global understanding. Moreover, with the
globalization, it becomes a disadvantage for a job seeker if s/he speaks only one
language. Learning a foreign language becomes a must for many individuals, which
seems a challenge for them because of many factors such as motivation (Della Chiesa,
Scott, & Hinton, 2012). With this understanding, language learning classes in
educational institutions have started to change regarding the criteria of CEFR
(Common European Framework of Reference for Languages) by Council of Europe
(2001) so that foreign language learners can use a language for communicative
purposes with required knowledge and skills and keep up with the changes of
increasingly globalized world (Council of Europe, 2001). Moreover, different factors
such as affective factors are taken into account in such language learning classes
established with CEFR criteria since there could be various constraints on foreign
language learners, even pressures because of anxiety-producing situations such as tests
or exams (Council of Europe, 2001). Though it is true that “an alert and a relaxed
learner is more likely to learn and to succeed than a tired and anxious one” (Council
of Europe, 2001, p. 161), anxiety is not the only emotion in foreign language learning
classes. Other than anxiety, many positive and negative emotions are experienced by
language learners (Aragdo, 2011; Bown & White, 2010; Garret & Young, 2009; Goetz
et al., 2006; Goetz, Frenzel, Hall & Pekrun, 2008; Méndez Lopez & Pefia Aguilar,
2013). Therefore, the current study aimed at investigating achievement emotions in
language learning classes where English is taught as a foreign language. In this way,
the study will make a contribution to the related literature so that it can be better
understood what kinds of emotions are experienced in the domain of English.

Moreover, of the appraisals of achievement emotions learning environments are of

importance. In such environments, relationship between teachers and students is

crucial as it affects emotional functioning. The way teachers communicate influences

learners’ emotions. For example, if teachers are perceived as someone listening and

close to students, then learners experience positive emotions more likely (Titsworth,
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Quinlan, & Mazer, 2010). Unfortunately, when the studies on teachers’ affective
support and emotions are viewed from domain-specific nature of achievement
emotions, it is seen that most of the studies were conducted with some of the
achievement emotions in mathematics and science (Frenzel et al., 2007; Sakiz, 2015,
2017; Sakiz et al., 2012). Therefore, it would be meaningful and relevant to investigate
the role of perceived teacher affective support by considering all achievement
emotions and domain of English other than mathematics and science. On the other
side, in learning environments relationship between learners and their peers are
essential as learners’ interactions with their peers play a mediator role in key learning
outcomes such as changes in values and attitudes (Quinlan, 2016), and affect their
emotions. In the previous research studies about peer relatedness in learning
environments in relation to emotions (Cox et al., 2009), the findings demonstrated that
students feeling related to their peers experienced positive emotions such as
enjoyment. However, educational settings like English language classes abound with
some other emotions such as hope, pride, anger, shame, and boredom other than
enjoyment as well (Pekrun & Linenbrink-Garcia, 2014). For this reason, the present
study aimed at examining peer relatedness and its roles in various achievement
emotions in English as a subject matter so that the current gap could be filled in the

literature.

What is more, it is found out that achievement emotions differ by different grade levels
(Birgin, Baloglu, Catlioglu, & Giirbiiz, 2010; Calik, 2014; Eroglu, Isiklar, &
Bozgeyikli, 2006; Normak & Taltz, 2009; Raccanello, Brondino, & Bernardi, 2013;
Vierhaus, Lohaus, & Wild, 2016) and gender (Cui, 2011; Calik, 2014; Goetz, Bieg,
Liidtke, Pekrun, and Hall, 2013; Goetz et al., 2008; Lichtenfeld, Pekrun, Stupnisky,
Reiss, & Murayama, 2012; Oztiirk & Giirbiiz, 2013; Pekrun et al., 2011; Pekrun, Hall,
Goetz, & Perry, 2014; Pekrun, Lichtenfeld, Marsh, Murayama, & Goetz, 2017;
Yiikselir & Harputlu, 2014). Due to that reason, this study included grade levels and
gender together and investigated the roles of perceived teacher affective support and
peer relatedness in achievement emotions in EFL classes regarding these two factors.

In this way, it might be helpful for educators to better understand achievement
8



emotions by gender and grade levels, and provide their affective support accordingly

so as to have an effective learning in educational settings.

Considering altogether, the current study intended to contribute the literature by
examining the role of perceived teacher affective support and peer relatedness in
achievement emotions of middle school students in EFL classes. Besides, there was
no related scale in Turkish to measure peer relatedness. Hence, the related scale was
adapted to the Turkish language in this study.

1.4 Definition of Important Terms

Achievement emotions: Achievement emotions are defined as emotions linked directly
to achievement related activities or actions and achievement related outcomes (Pekrun,
2006). These emotions are enjoyment, pride, anxiety, anger, shame, hopelessness, and

boredom.

Enjoyment: Enjoyment is described as “the good feelings people experience when they
break through the limits of homeostasis, when they do something that stretches them

beyond what they were” (Seligman & Csikszentmihalyi, 2000, p. 12).

Pride: Pride is described as “a feeling of self-respect and personal worth” (Walden,
2009, p. 158).

Anxiety: Anxiety is described as “unresolved fear, or, alternatively, as a state of
undirected arousal following the perception of threat” (Epstein, 1972, p. 311), and “a
state of uneasiness and apprehension especially for future concerns” (Yiikselir &
Harputlu, 2014, p. 102).

Anger: Anger means “a transitory emotion or feeling of displeasure” (Carlson, 2000,
p. 50).



Shame: Shame is about feelings relating to “some sort of failure, weakness or flaw of
the self” (Wurmser, 1987, p. 85)

Hopelessness: Hopelessness means “the expectation that negative events will occur
and that positive events will not occur, coupled with the expectation that one can do
nothing to change this” (Abela & Hankin, 2008, p. 38).

Boredom: Boredom is found to be “a state of relatively low arousal and dissatisfaction,
which is attributed to an inadequately stimulating situation” (Mikulas & Vodanovich,
1993, p. 3).

Teacher Affective Support: It refers to “teacher behaviors, attitudes, and practices
involving caring, respect, concern for and interest in students, valuing, recognition,

fair treatment, high expectations, encouragement, and listening” (Sakiz, 2007, p. 23).

Peer Relatedness: Peer relatedness is defined as learners’ “perceptions of the support
they receive from peers” (Furrer & Skinner, 2003, p. 150). It is related to how
individuals feel close to their peers and accordingly how much they feel supported or
lonely (Furrer & Skinner, 2003).

10



CHAPTER I

LITERATURE REVIEW

This chapter aims to examine the related literature with respect to the variables of the
current study. The first section provides a detailed background of the achievement
emotions with the theory grounded in, the antecedents, and the research studies
conducted so far. The following section explains perceived teacher affective support
and the research studies on the variable in relation to achievement emotions. In the
third section, relatedness to peers is described in detail and the related research studies
showing its relation with achievement emotions are presented. Finally, a summary of

the literature review is presented for a general overview.

2.1 Control-Value Theory of Achievement Emotions

Emotions are seen as multifaceted phenomena, which consist of psychological
processes as well as expressive, affective, motivational, cognitive, and physiological
components. To give an example, when a student experiences anxiety before taking an
exam, it may cause uneasy feelings (an affective component of emotions), worries (a
cognitive component of emotions), increased cardiovascular symptoms (a
physiological component of emotions), worried facial expression (an expressive
component of emotions), and sudden desire of flight from the situation (a motivational
component of emotions) (Pekrun, 2006; Pekrun, Goetz, Frenzel, Barchfeld, & Perry,
2011; Pekrun & Stephens, 2010; Scherer, 2009).

Achievement emotions, grounded in Pekrun’s control-value theory, are defined as

emotions being directly related to achievement activities such as studying or

achievement outcomes such as success and failure (Pekrun, 2006; Pekrun et al., 2011,

Pekrun, Frenzel, Goetz, & Perry, 2007; Pekrun & Stephens, 2010). Most of the
11



emotions tied to pupils’ academic learning and achievement are considered as
achievement emotions, but not all of the emotions experienced by students in
educational settings (Pekrun et al., 2007; Pekrun & Stephens, 2010). For instance,
there could be a student envying his/her peer in the classroom. In this case, envy is an
example of social emotions linked to success or failure of others (Weiner, 2007).
However, achievement emotions “relate to behaviors and outcomes that are typically
judged according to standards of quality by students themselves and by others”
(Pekrun et al., 2007, p. 15).

Thus far, there have been research studies focusing on emotions that are linked to
achievement outcomes such as anxiety (Guntzviller, Yale, & Jensen, 2016; Hamzaoglu
& Kogoglu, 2016; Onem, 2010; Wigfield & Eccles, 1990; Zeidner, 1998, 2007).
However, a student may experience anger when there are unreasonable task demands,
or s’/he may feel bored when having monotonous tasks, or s/he may experience
enjoyment while performing a new project. Other emotions can be induced by
activities in educational settings other than emotions relating to achievement outcomes
(Pekrun & Stephens, 2010). At this point, Pekrun’s control-value theory, which can be
seen as complementary to other related theories such as expectancy-value theories of
emotions (Pekrun, 1992a; Turner & Schallert, 2001), transactional theories (Folkman
& Lazarus, 1985), models relating to learning and performance effects of emotions
(Fredrickson, 2001; Pekrun, 1992b; Pekrun, Goetz, Titz, & Perry, 2002; Zeidner, 1998,
2007), and attributional theories (Weiner, 1985), comes up with an integrative
framework for emotions in educational settings. It includes emotions that are tied to
both achievement-related outcomes and activities.

According to the proposed model of the control-value theory of achievement emotions

(illustrated in Figure 2.1), students experience different achievement emotions in

educational settings. They can feel in control of, or out of control of, achievement

activities and outcomes. These achievement activities and outcomes can also be

subjectively essential to them. Hence, control and value appraisals are at the center of

the theory (Pekrun et al., 2007; Pekrun et al., 2011). Also, these emotions can be
12



influenced by some other distal antecedents such as individual achievement goals and
beliefs. At the same time, non-cognitive factors such as temperament genes including
genetic dispositions can indirectly influence individual’s achievement emotions by
first influencing control and value appraisals. Furthermore, different determinants in
social environments, socio-historical context, and classroom interaction such as
instruction, autonomy support, goal structures and expectations can affect achievement
emotions through control and value appraisals. Achievement emotions influenced by
the aforementioned factors can affect cognitive resources, motivation to learn, learning
strategies, and self-regulation of learning which act as mediator between achievement
emotions and their effects on achievement. Then, both learning processes and
achievement-related outcomes influence students' emotions and the environment in or
out of the classroom. Then, the process starts from the beginning and keeps going in
the same way mentioned earlier. To put it simply, with all antecedents, emotions, and
their effects, the control-value theory of achievement emotions presents a dynamic
nature which suggests a reciprocal causation among the elements over time via positive
and negative feedback loops. This reciprocal relationship also has implications for the
achievement emotions regulation and treatment, and design of learning and social

environment according to the theory (Pekrun, 2006; Pekrun et al., 2007).

13
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On the other hand, the theory provides a three-dimensional taxonomy of achievement
emotions in order to present the differentiation of activity and outcome emotions.
According to the taxonomy shown in Table 2.1, achievement emotions are divided into
three groups which are object focus such as activity focus and outcome focus, valance
such as positive and negative emotions, and degree of activation such as activating

emotions and deactivating emotions (Pekrun, 2007; Pekrun & Stephens, 2010).

Table 2.1.

The three-dimensional taxonomy of achievement emotions

Positive? NegativeP

Object Focus Activating  Deactivating Activating  Deactivating

Activity Enjoyment Relaxation Anger Boredom

Frustration

Outcome/ Hope Relief Anxiety Hopelessness

Prospective Joy°

Outcome/ Joy Contentment Shame Sadness

Retrospective Pride Relief Anger Disappointment
Gratitude

Note. 2Positive = pleasant emotion; "Negative = unpleasant emotion; cAnticipatory
joy/relief. Adapted from “Achievement Emotions: A Control-Value Approach” by R.
Pekrun and E.J. Stephens, 2010, Social and Psychology Personality Compass, 4,
p.239. Copyright 2010 by The Authors Journal Compilation, Blackwell Publishing.

As in the first group “object focus”, there are activity emotions and outcome emotions.
Activity emotions are tied to current achievement related activities perceived as
controllable or uncontrollable, and positively or negatively valued. To give an
example, while doing homework a student can experience enjoyment because s/he
feels high controllability and positively values it. Moreover, anger can be experienced
when the task is negatively valued but there is high control over it. Additionally, no
matter how much the on-going activity is controlled, if the activity is not valued at all,

boredom can arise. Besides, if there is low control over the current task and it is valued
15



positively or negatively, the student can feel frustrated. On the other hand, outcome-
related achievement emotions are related to prospective and retrospective outcomes of
activities. Prospective (anticipatory) outcome emotions are experienced when the
focus is on possible success or failure. For example, when a student has high perceived
control over an upcoming exam and focus on the success, s/he can experience
anticipatory joy; or when a student has high perceived control and expects the
avoidance of failure, s/he can experience anticipatory relief; or when a student has
partial control over an upcoming exam and is unsure about success and failure, s/he
can experience hope; or when a student has partial control over the task and the focus
is on the failure, s/he can feel anxious; or when a student expects that the success is
not attainable and cannot avoid failure, hopelessness can arise. On the other hand, the
retrospective outcome emotions can arise when prior success or failure is the focus.
These emotions are seen as control-dependent. Causal attributions of success and
failure, which indicate the self, others, or external factors produced the achievement
outcomes, instigate these emotions. To give an example, when attribution of success
and failure is to the self, pride and shame can be experienced; whereas when attribution
of success and failure is to other persons, gratitude and anger can arise (Pekrun et al.,
2007).

In the second group “valance,” there are positive emotions and negative emotions.
Feeling enjoyed, proud, hopeful, and relieved can be examples of positive emotions,
whereas experiencing hopelessness, boredom, shame, anger, and anxiety can be

examples of negative emotions (Pekrun et al., 2007).

The last group “degree of activation” is divided into two as activating achievement
emotions and deactivating achievement emotions. The former one causes individuals
to take actions, as for example, a student can take a positive action after enjoyment is
experienced; or a student can take a negative action after anger is experienced
(Yiikselir & Harputlu, 2014). Nevertheless, the latter one causes individuals to have
decreased arousal, take action in a decreased manner, or not to take any actions at all.

Relief and boredom can be examples of deactivating emotions (Pekrun et al., 2007).
16



The control-value theory of achievement emotions (Pekrun, 2006) integrates valance
and degree of activation, which results in two-dimension affective states as positive
deactivating/activating emotions and negative deactivating/ activating emotions
(Pekrun et al., 2011). Positive activating emotions such as enjoyment, hope, and pride
motivate learners and enhance their cognitive abilities. Positive deactivating emotions
such as relief and relaxation also make learners eager to learn for themselves despite
the fact that there is a decreased arousal, an action taken in a decreased manner by
students, and such emotions slow down learners (Chiang & Liu, 2014; Yiikselir &
Harputlu, 2014). On the other side, negative activating emotions (e.g., anger and
anxiety) stimulate learners to try to deal with task challenges by taking actions or to
avoid from failures (Chiang & Liu, 2014). Negative deactivating emotions such as
boredom and hopelessness prompt learners to prevent their performance and
motivation, which can result in feeling incompetence in their abilities (Chaing & Liu,
2014; Yiikselir & Harputlu, 2014).

Finally, achievement emotions are differentiated as state and trait achievement
emotions (Pekrun, 2006; Pekrun et al., 2011). State achievement emotions include
“momentary occurrences within a given situation at a specific point of time” (Pekrun,
2006, p. 317). To give an example, when a student experiences anxiety before an
upcoming exam, test anxiety is a state emotion. On the other side, trait achievement
emotions are habitual and they occur over time. To exemplify, a student can experience
anxiety over and over again through the time. In this case, anxiety becomes habitual,

which results in a trait emotion (Spielberger, Anton, & Bedell, 2015).

2.1.1 Appraisal Antecedents of Achievement Emotions

Emotions can be instigated by different factors such as “situational perceptions,
cognitive appraisals, physiological processes, or feedback from facial expression”
(Pekrun et al., 2007, p. 18). For the arousal of achievement emotions, on the other side,

the control-value theory emphasizes cognitive appraisals and suggests two important
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groups of appraisals that are most relevant among these factors. These are subjective
control and subjective value (Pekrun, 2006; Pekrun et al., 2007; Pekrun et al., 2011).

Subjective control is linked to perceived control over achievement activities and
outcomes, which relies on causal expectancies and causal attributions. Causal
expectancies are “prospective cognitions” which refer relations between causes and
their future effects (Pekrun, 2006, p. 317). Causal expectancies include action-control
expectancies, action-outcome expectancies, situation-outcome expectancies, and total
outcome expectancies. Action-control expectancies are expectancies relating to
whether individuals successfully initiate and perform an action. For example, a learner
can expect that s/he will be able to put in enough effort on learning materials. Action-
outcome expectancies are the ones implying to produce positive actions or preventing,
reducing, or terminating negative actions as a result of individuals’ own actions. An
example would be the expectation of a student that s/he will have a high grade because
of his/her efforts. To the contrary, situation-outcome expectancies are related to
external control over outcomes. They imply that in a given situation positive outcomes
will be produced without individuals’ own actions, or negative outcomes will be
produced when individuals do not take any actions against an unwanted situation. For
instance, a student can expect that s/he will attain a good grade even though s/he does
not take any actions. Total outcome expectancies, on the other side, involve action-
control, action-outcome, and situation-outcome expectancies so that the overall
controllability and expectancies of an achievement outcome can be appraised (Pekrun,
2006; Pekrun et al., 2007). Causal attributions, on the other hand, are retrospective
cognitions referring the causes of success and failure such as external circumstances,
individual’s own actions, others. To give an example, a student who passes an
important exam will experience pride as s/he attributes the success to his/her own
ability or effort; or failing in the exam can cause shame when the student attributes the
failure to his/her lack of ability or effort (Pekrun & Stephens, 2010).

Subjective value is related to subjective importance of achievement related actions and
performance outcomes (Pekrun, 2006; Pekrun et al., 2007; Pekrun et al., 2011; Pekrun
18



& Stephens, 2010). The control-value theory of achievement emotions divides
subjective value into two as intrinsic values and extrinsic values (Pekrun, 2006).
Intrinsic values of activities imply that an individual appreciates an activity even
though any relevant outcomes are not produced. To exemplify, when a learner is
interested in English language learning, s/he can value handling challenges of writing
activities regardless of getting good grades in English. Extrinsic values refer to the
instrumental utility of activities to generate outcomes. An example would be a learner
who values studying English because of getting good grades, and who values high
grades to attain future goals such as finding a job s/he wants (Pekrun, 2006; Pekrun et
al., 2007). There are some studies to provide evidence of the interaction between
control and value appraisals in triggering achievement emotions (Goetz, Frenzel,
Stoeger, & Hall, 2010; Lichtenfeld, Pekrun, Stupnisky, Reiss, & Murayama, 2012;
Simonton, 2016).

Other than cognitive appraisals, the control-value theory of achievement emotions
proposes other distal individual, social and cultural antecedents (Pekrun, 2006).
According to the theory, distal individual determinants are achievement goals, control
and value beliefs, and physiologically based temperament. The first two antecedents
influence achievement emotions by first affecting control and value appraisals which
act as mediator while physiological based temperament directly influence achievement
emotions. Achievement goals include mastery-approach goals, performance-approach
goals, and performance-avoidance goals. Mastery-approach goals concentrate
learners’ attention on the current mastery and the positive value of activities, which
results in facilitating positive activity emotions (e.g., enjoyment) and reducing
negative activity emotions (e.g., boredom). To the contrary, performance-approach
goals concentrate learners’ attention on the perceived controllability of outcomes and
their positive value, which fosters positive outcome emotions (e.g., hope and pride).
Performance-avoidance goals concentrate learners’ attention on the perceived
uncontrollability of outcomes and their negative value, which causes the arousal of
negative outcome emotions (e.g., anxiety, shame and hopelessness) (Pekrun, 2006;
Pekrun & Stephens, 2010). There are some studies to examine the proposed mediator
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roles of control and value appraisals in the relationship between achievement goals
and emotions (Hall, Sampasivam, Muis, & Ranellucci, 2016). Some indicated that the
relationship between achievement goals and emotions was stronger for emotions with
mastery-approach goals than performance-approach or performance-avoidance goals
(Pekrun, Elliot, & Maier, 2009; Ranelluci, Hall, & Goetz; 2015). On the other hand,
control-related and value-related beliefs (e.g., perceived ability and individual interest)
can influence achievement emotions through affecting appraisals in addition to effects
of temperament. An example would be that when a student who has favorable control-
related beliefs considering his/her achievement in a subject matter such as English
activates these beliefs, this leads to appraisals and related positive emotions (Pekrun
et al., 2007).

Social and cultural antecedents comprise of cognitive quality and task demands of
classroom instruction, value induction, autonomy support, goal structures and
expectation, feedback and consequences of achievement, which are mediated by
control and value appraisals. Task structure and clarity define the cognitive quality
affecting task value and perceived competence, hence affecting achievement emotions.
Value inductions include motivational quality. Direct and indirect messages of
teachers and peers structure tasks and environment so that they can meet individuals’
needs. As a result, positive-activity related emotions can be facilitated. Educators’
enthusiasm in handling tasks can also foster value induction and related emotions.
Supporting autonomy and meeting autonomy needs can enhance perceived control and
value of achievement activities. In addition, goal structures and social expectation
affect emotions in two ways. Firstly, they affect achievement goals, which in turn
affect emotions. Individual achievement goals act as mediator here. Second, relative
opportunities for success and the perception of control are determined by goal
structures. Feedback is of importance to induce achievement emotions and
consequences of achievement are essential since they influence the instrumental value
of outcomes. To give an example, when valuable long-term outcomes are produced by
success, it can facilitate positive outcome emotions such as hope for success. However,

the outcomes produced by failure can cause negative outcome emotions such as

20



anxiety and hopelessness (Pekrun, 2006; Pekrun & Stephens, 2010). There are some
studies on control-related and value-related appraisals and their mediator role between
social environment and emotions (Goetz, Pekrun, Hall, & Haag, 2006), distal social
antecedents of achievement emotions such as teacher enthusiasm, reinforcement,
affective and social support (Ahmed, Minnaert, Werf, & Kuyper, 2010; Goetz et al.,
2006; Hembree, 1988; Sakiz, 2015, 2017; Sakiz, Pape, & Hoy, 2012), quality of
instruction and peer esteem (Frenzel, Pekrun, & Goetz, 2007), and the sense of school
belonging (Fong Lam, Chen, Zhang, & Liang, 2015).

2.1.2 Measurement of Achievement Emotions

Academic settings are full of achievement emotions that learners’ experience. These
can be enjoyment of learning, hope, pride, anger, anxiety, shame, hopelessness, or
boredom. Unfortunately, there was a lack of instrument to assess such emotions,
except for test anxiety questionnaires. After its development, the Achievement
Emotions Questionnaire (AEQ) has enabled to measure middle and high school and
university students’ achievement emotions (Pekrun et al., 2011; Pekrun, Goetz, &

Perry, 2005).

The AEQ was constructed as a multidimensional self-report instrument to measure
achievement emotions that college students experience in academic achievement
situations (Pekrun et al., 2005). The AEQ aimed to assess a number of discrete
emotions for each academic achievement situations including attending class,
studying, and having tests and exams. Accordingly, three main sections were included
in the AEQ, which are class-related, learning-related, and test-related emotions. The
class-related emotion scales are comprised of 80 items to assess class-related
enjoyment, hope, pride, anger, anxiety, shame, hopelessness, and boredom; whereas
there are 75 items included in the learning-related emotion scales to measure same
emotions in situations of studying. The test emotions scales consist of 77 items to
examine enjoyment, hope, pride, relief, anger, anxiety, shame, and hopelessness in
situations of tests or exams. Moreover, the items of these sections were categorized
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into three blocks as before, during and after so that different emotional experiences
could be assessed (Pekrun et al., 2005; Pekrun et al., 2011).

The scale also addresses the three-dimensional taxonomy: (1) object focus including
activity emotions (e.g., enjoyment, boredom, anger) stated in during section,
prospective outcome emotions (e.g., hope, anxiety, hopelessness) stated in before
section, and retrospective outcome emotions (e.g., pride, relief, shame) stated in after
section; (2) valence including positive emotions (e.g., enjoyment, pride, hope, and
relief) and negative emotions (e.g., anxiety, anger, shame, hopelessness, and
boredom); (3) degree of activation including activating emotions (e.g., enjoyment,
pride, hope, anger, anxiety, and shame) and deactivating emotions (e.g., hopelessness,
boredom, and relief). In this way, learners’ trait achievement emotions, more
specifically their typical emotional reactions in achievement situations, are measured
by the AEQ. State achievement emotions experienced in specific situations or single
courses at a specified point of time can also be assessed by using alternative
instructions (Pekrun et al., 2005; Pekrun et al., 2011). Then, Pekrun et al. (2011)
conducted a study to evaluate and validate the AEQ in terms of its construction,
reliability, internal validity and external validity. The scale was analyzed according to
rational empirical strategy grounded in the control-value theory of achievement
emotions by Pekrun (2006). To validate the instrument, Pekrun et al. (2011) tested four
models which were one-emotion factor model, eight emotion-factors model, three
setting-factors model and emotion x setting factors model. According to fit indices,
two facet model (emotions x setting model) demonstrated a reasonable fit compared
with other models. In addition to that, Cronbach alpha coefficients of the scales were
between .75 and .93, which showed evidence of reliability and validity of the AEQ.

There are different versions of the AEQ scales in order to assess elementary school
students’ emotional experiences (AEQ-ES; Lichtenfeld et al., 2012) and pre-adolescent
students’ achievement emotions (AEQ-PA; Peixoto, Mata, Monteiro, Sanches, &
Pekrun, 2015). Moreover, there are other versions of the AEQ with domain-specific
variants to measure middle and high school learners’ emotional experiences in
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different domains. For instance, Pekrun, Goetz, and Frenzel (2005) developed
Achievement Emotions Questionnaire for mathematics (AEQ-M). It includes 60 items
to assess seven discrete emotions experienced in the domain of mathematics:
enjoyment, pride, anger, anxiety, shame, hopelessness, and boredom. The class-related
emotion scale consists of 19 items, learning-related emotion scale has 18 items, and
test-related emotion scale includes 23 items. The items for each section were also
organized in three blocks so that emotions experienced before, during, and after being
in achievement situations could be measured. Then, the scale was adapted to different
foreign language domains such as English, Latin, Italian and German classes by
changing domain names in the scale (Goetz, Cronjaeger, Frenzel, Liidtke, & Hall,
2010; Goetz, Frenzel, Hall, & Pekrun, 2008; Goetz, Frenzel, Pekrun, Hall, & Lidtke,
2007; Goetz et al., 2012; Raccanello, Brondino, & Bernardi, 2013). Nevertheless,
compared to AEQ, these aforementioned scales for different domains include

restricted number of emotions to assess achievement emotions.

2.1.3 Domain Specificity of Achievement Emotions

The control-value theory of achievement emotions implies that control-related and
value-related variables of achievement emotions such as learners’ academic self-
concepts, interest and achievement expectancies are organized in domain-specific
manners (Pekrun, 2006; Pekrun et al., 2007). In order to determine domain specificity
of achievement emotions, there are several studies on different subject matters and

cultures as presented.

Goetz et al. (2010) performed a study with 1710 students from 8" and 11" grades to
examine the relations between self-concepts and emotions (e.g., enjoyment, pride,
anxiety, anger, and boredom) in different domains such as mathematics, physics,
German and English classes. In the line with other related research studies, the
findings implied that within-domain relations between the variables were strong,
especially stronger for mathematics and physics than German and English. In other

words, strong relations between the variables differed in different domains. The study
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stated the reason why quantitative domains such as mathematics and physics have
stronger relations compared to language domains such as German and English. It
might be because quantitative subject matters are more restricted regarding classroom
activities than language domains and narrowly defined.

Goetz et al. (2008) studied with 1380 5" to 10™" grade students in Germany to examine
learners’ academic enjoyment, self-concept, and achievement in domain-specific
manner by including different academic domains (e.g., mathematics and language
classes). The results indicated that enjoyment in math and language classes was

unrelated, which means academic enjoyment is organized in a domain-specific way.

Goetz, Frenzel, Pekrun, and Hall (2006) investigated domain specific nature of
achievement emotions by concentrating on enjoyment, anxiety, and boredom in
different subject domains such as mathematics, Latin, German, and English. There
were 721 students from 7" to 10" grades. The results of confirmatory multitrait-
multimethod factor analysis in terms of emotions and domains denoted that weak
correlations were found among four domain variables as well as between same
emotions in four different domains though most of the domain factors are language-
based subject areas. Moreover, the most intensively experienced emotion among the
three emotions was enjoyment, then boredom and anxiety followed. Compared to
boredom and anxiety, enjoyment was found to be more domain-specific. Furthermore,
compared to academic achievement, it is indicated that emotions are organized more

domain-specifically.

Goetz et al. (2007) conducted a study to examine the between and within-domain
relations of achievement emotions such as enjoyment, pride, anxiety, anger, and
boredom in different subject matters such as mathematics, physics, German, and
English classes. Participants were 542 8" and 11" grade students and they completed
AEQ adapted according to the subject matters. The findings pointed to greater domain
specificity of achievement emotions in 11" grade students compared to 8" grade
students. There were weak between-domains relations found, which indicated that
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conceptualizing learners’ emotions as domain-generalized nature can be misleading,
especially for high school students. It was also found that at both grade levels anxiety
and enjoyment demonstrated the weakest degree of between-domains relations. On the
other hand, there were strong relations found among emotions in different subject
domains as well as different grade levels. The greatest within-domain associations
were found for the subject matter of mathematics, followed by physics and English,
while the weakest one was for German. The study indicated that the reason for this
result might be the fact that mathematics has homogenous and narrower structure

compared to language classes

Goetz et al. (2006) investigated emotions (e.g., enjoyment, anxiety, and boredom) in
relation to their antecedents and domain-specific nature. To examine the proposed
domain-specific nature of achievement emotions, there were six core and subsidiary
school subjects included, which were Latin, English, German, mathematics, music,
and sports. 200 students from 7" to 10" grades participated in the study. The findings
of the study suggested that achievement emotions were likely organized in domain-
specific nature though there were some moderate relationships found between
emotions and some of the subject matters such as English and German. Moreover, it

is indicated that anxiety was found to be less domain-specific than other emotions.

Goetz et al. (2012) studied with 553 German high-school students to examine
homework and class-related emotions such as enjoyment, pride, anxiety, anger, and
boredom in the domains of mathematics, physics, German, and English. Adapted
version of AEQ-M was used for data relating to emotions. The results found out that
there were weaker within-domain relations for homework emotions compared with
class-related emotions. On the other side, stronger between-domain relations for
homework emotions were found compared to class-related emotions. The study
assumed that this result was found because most probably there was a situational
homogeneity of homework settings in different domains. Furthermore, between-
domain relations for homework and class-related emotions were weaker for students
from 11" grade while there could be found any difference in age in within-domain
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relations. The study concluded that despite the fact that homework emotions were less
domain-specific than class-related emotions, a great level of domain-specificity in
relation to homework and class-related emotions were observed. Besides, it was
suggested that teachers should observe learners’ achievement emotions regarding
different subject matters in different settings such as classroom (e.g., enjoyment of

English classes) and homework situations (e.g., enjoyment of English homework).

Raccanello et al. (2013) examined achievement emotions (e.g., hopelessness, relief,
relaxation, guilt, hope, enjoyment, pride, anxiety, anger, and boredom) with 527
students from 4™, 7" and 11" grades in terms of settings consisting of class, homework,
and tests situations, and subject domains including Italian and mathematics.
Confirmatory multitrait-multimethod analyses showed higher salience of subject
domains compared to settings. Learners differentiated between subject domains and
within subject domains. Additionally, greater enjoyment and pride, lower guilt,
boredom, and hopelessness were found for the domain of mathematics compared to
Italian, which indicated domain-specificity of emotions.

Taken all together, all aforementioned research studies signify domain-specific nature

of achievement emotions rather than domain-generalized nature.

2.1.4 Effects of Achievement Emotions

According to Pekrun's (2006) control-value theory, achievement emotions influence
cognitive resources, interest, and motivation to learn, use of learning strategies and
problem-solving, self-regulation vs. external regulation of learning, which in turn
affect academic achievement and learning. In other words, these cognitive,
motivational, and regulatory processes act as mediators between emotions and learning
and academic achievement (Pekrun, 2006; Pekrun et al., 2007). To give an example,
when positive or negative emotions do not relate to a current achievement activity, it
can distract an individual’s attention from the achievement activity. As a result, the

use of available cognitive resources for the given tasks can decrease, and it can affect
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performance which should be supported by such resources. On the other side, when
learners experience positive emotions relating to the achievement activity, they
concentrate on the given tasks more and it results in high performance. Moreover,
interest and motivation to learn are expected to be increased and enhanced by positive
activating emotions (e.g., enjoyment of learning); whereas, negative deactivating
emotions (e.g., hopelessness) can decrease interest and motivation. However, the
theory points out that all negative emotions may not be detrimental to interest and
motivation. For instance, interest and intrinsic motivation can be reduced by negative
activating emotions such as anxiety, but at the same time, learners can take an action
to avoid failure (e.g., strengthening motivation to put in effort), resulting in high
achievement. Therefore, it is emphasized that the influence of positive deactivating
and negative activating emotions has an ambivalent nature in motivation and cognitive
processing. At this point, learners intrinsic and extrinsic motivation play a significant
role. Furthermore, positive activating emotions (e.g., enjoyment) encourage learners
to use more flexible learning strategies (e.g., elaboration of learning material) while
negative activating emotions (e.g., anxiety and anger) cause learners to use more rigid
learning strategies (e.g., simple rehearsal). For deactivating emotions, the theory
proposes that they are detrimental to learning strategies, resulting in low achievement.
Besides, self-regulation learning is enhanced by positive activating emotions while
negative emotions lead learners to need external guidance. As a result of these
assumptions, the theory indicated that these four mechanisms (cognitive resources,
interest and motivation to learn, use of learning strategies and problem-solving, self-
regulation vs. external regulation of learning) mediated by emotions and their
interactions with task demands affect academic achievement (Pekrun, 2006; Pekrun et
al., 2007).

On the other hand, Pekrun (2006) reminds dynamic nature of the control and value

theory model, which is reciprocal causation among achievement emotions, both their

proximal and distal antecedents and their effects. For example, emotions not only

affect achievement through cognitive resources, motivation, learning strategies and

self-regulation, but they also influence achievement through individual and social
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antecedents. Moreover, control and value appraisals are seen as proximal antecedents
of emotions, but emotions can influence these antecedents reciprocally. Likewise,
social environment as the distal antecedent is assumed to affect emotions, but the
emotions experienced by learners also shape the social environment in the classroom
(Pekrun, 2006).

There are several national and international studies conducted in different academic
domains and different developmental stages of learners to investigate direct/ indirect
effects of emotions on aforementioned factors such as motivation to learn,
achievement, performance, learning strategies, goal structures and social environment
including teacher, peer and classroom variables, and the reciprocal relation between
emotions and these factors. For example, Dewaele, Witney, Saito, and Dewaele (2017)
examined foreign language enjoyment and foreign language classroom anxiety to
understand to what extent these variables are related to learner internal variables (e.g.,
age, gender, attitude towards the foreign language, relative standing among peers in
the foreign language class) and social environment including teacher/ classroom-
specific variables (e.g., attitudes towards teacher and predictability of the foreign
language class). One hundred and eighty-nine British high school students participated
in the study. The findings emphasized the importance of social environment in relation
to emotions. More specifically, the study demonstrated attitudes towards teachers and
their practices boosted foreign language enjoyment, and relative standing among peers

influenced foreign language anxiety.

On the other hand, Hamzaoglu and Kogoglu (2016) carried out a study with 30 9%
grade elementary level students in Turkey to examine the relationship between English
speaking anxiety and speaking performance. The findings revealed that there was a
negative association between speaking anxiety and learners’ oral performances. That
IS, students who experienced higher levels of anxiety reported lower oral

performances.
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In addition, Ismail (2015), examined class achievement emotions including anger,
anxiety, enjoyment, hope, hopelessness, pride, boredom and shame and their effects
on EFL students’ English achievement. There were 315 Saudi university students who
participated in the study. The Achievement Emotions Questionnaire was administered
to measure various achievement emotions. The results revealed that there was a strong
and significant relation between emotions experienced in EFL setting and students’
English achievement. Some positive and negative achievement emotions such as

enjoyment, pride, shame, and hopelessness predict students' English achievement.

Furthermore, Méndez Lopez (2011) investigated emotions and their sources in foreign
language learning with 24 students in a South East Mexican University. Participants
kept emotional journals for twelve weeks. The results showed that language learners
mostly experienced fear, happiness, worry, sadness, calm and excitement and there
were five main sources of these emotions, which were feeling insecure while speaking
a foreign language, comparisons with peers, teachers’ attitudes and their choice of

learning activities, and classroom climate.

Besides, Méndez Lopez and Pena Aguilar (2013) performed a study in south Mexico
with 24 university ELT students to examine positive and negative emotions and their
effects on learners’ motivation to learn English. Throughout the study, personal
narratives, semi-structured interviews, and emotional reactions journals were
administered. The results were presented under different categories as positive effects
of positive and negative emotions and negative effects of positive and negative
emotions. They indicated that emotional experiences significantly affect language
learners’ motivation. Positive effects of positive emotions were likely to enhance self-
efficacy feelings; whereas negative effects of positive emotions caused learners to rest
on their laurels. On the other hand, negative effects of negative emotions made learners
feel insecure, participate class less, perceive English more difficult; whereas positive
effects of negative emotions made learners aware of language learning, and led them

to use language learning strategies and develop motivational strategies.
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Likewise the EFL classes, there are some studies in the subject of Latin, which
examined and stressed the influence of social environment on achievement emotions.
To give an example, Goetz et al. (2006) also concentrated on achievement emotions
such as enjoyment, pride, anxiety, and anger and the influence of socio-environmental
factors such as teacher enthusiasm and reinforcement on such emotions in the subject
of Latin. 200 German students from 7" to 10" grades participated in the study and
completed self-report scales. The findings provided evidence of the importance of
social environment for achievement emotions experienced by learners. Positive
reinforcement and teacher enthusiasm were positive predictors of positive emotions,

but negative predictors of negative emotions.

There are also some national and international studies with different domains (e.g.,
mathematics and science) other than language classes, which examined the effects of
classroom learning environment including teacher and peer variables on achievement
emotions and found out similar results. For instance, Frenzel et al. (2007) examined
classroom learning environment comprising of quality of instruction, peer esteem,
teacher failure-contingent punishment, and competition variables, and their influence
on achievement emotions such as enjoyment, anxiety, anger, and boredom in
mathematics. There were 1623 5" to 10" grade students who participated from
Germany and completed self-report scales. The results pointed out the importance of
learning environment and its effects on emotions. Perceived failure-contingent teacher
punishment was positively linked to anxiety and anger, and slightly linked to boredom.
Both perceived quality of instruction and peer esteem were positively associated with
enjoyment, but negatively related to anxiety, anger, and boredom. On the other hand,
perceived competition in the class was positively related to enjoyment, anxiety, and

anger, and slightly positively linked to boredom.

On the other hand, Sakiz (2015) performed a study in the domain of science to examine

the classroom learning environments with different variables. As in the present study,

Sakiz (2015) included perceived teacher affective support and also other variables such

as perceived teacher mastery goal orientation, sense of belonging in order to find out
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whether there are any relations among these factors and academic emotions including
enjoyment and anxiety, academic self-efficacy, and behavioral engagement in science
achievement in elementary school. 138 elementary school students in Turkey
participated in the study and completed a questionnaire. The results demonstrated that
teacher mastery goal orientation and teacher support were associated with emotions.
These variables were positive predictors of enjoyment, but negative predictors of
anxiety. By the same token, Sakiz (2017) examined the social environment including
perceived teacher affective support variable and its roles in achievement emotions such
as enjoyment, anxiety, and hopelessness, academic self-efficacy, and behavioral
engagement in science classrooms. There were 633 elementary students from Turkey,
who were administered a self-report questionnaire. The findings revealed positive
effect of teacher affective support on emotions and the other variables.

Unlike the research studies concentrating on different domains, there are some studies
with university students without a domain-specific manner. These studies also
investigated the effects of different antecedents on emotions and learning strategies,
which in turn influences academic achievement. For example, Ranellucci, Hall, and
Goetz (2015) carried out a study to examine both direct and indirect effects of students’
goals on academic achievement through their emotions and learning strategies as
proposed in Pekrun’s (2006) control and value theory. There were 203 university
students from different disciplines who completed self-report measures of
achievement goals, emotions, and learning strategies. Through the measures, learners’
emotions in learning and achievement settings including enjoyment, anxiety, and
boredom were assessed while the measured learning strategies were critical thinking,
cognitive elaborations, time management, and self-monitoring. GPA scores were
obtained for the achievement variable over a two-year period. The results signified that
mastery-approach goals were positive predictors of enjoyment and negative predictors
of anxiety and boredom while performance-approach goals predicted lower levels of
critical thinking and performance-avoidance goals predicted higher levels of anxiety,
boredom, critical thinking, and lower achievement. Besides, enjoyment was a positive

predictor of learning strategies such as the use of elaboration, critical thinking, and
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self-monitoring, whereas anxiety predicted lower self-monitoring and overall GPA.
Boredom, on the other hand, was a predictor of poorer time management. It was also
observed that learning strategies such as cognitive elaboration influenced achievement
later in the academic year. Despite the fact that the overall pattern of results supported
the theory, some of them did not show any significance. To give an example,
performance-approach goals were not predictors of high levels of anxiety, enjoyment
was not a predictor of time management, and the only learning strategy as a predictor

of achievement was cognitive elaboration.

Considering aforementioned research studies from Pekrun’s (2006) control and value
theory perspective, it can be deduced that there are effects of emotions on several
different factors as these factors have an influence on these emotions, which provides
evidence of reciprocal causation among the variables in the proposed model (See
Figure 2.1).

2.1.5 Research on Achievement Emotions by Gender

The control-value theory of achievement emotions assumes that achievement emotions
may differ regarding gender since specific contents of emotions and specific values of
process parameters such as intensity of experienced emotions can be different and
specific to individuals (Pekrun, 2006). In the related literature, there are several
research studies on achievement emotions regarding gender in national and
international educational settings so that the proposed gender differences in emotions
could be analyzed. For example, Cui (2011) aimed to investigate high school students’
English learning anxiety regarding gender. There were 105 students in China who
participated in the study and completed a questionnaire including demographic
information and foreign language classroom anxiety scale, and an achievement test.
The results demonstrated that male students experienced higher levels of anxiety in
English lessons compared to female students in China.
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Moreover, Dewaele, Maclntyre, Boudreau and Dewaele (2016) focused on gender
differences in foreign language classes in relation to emotions that language learners
experience. There were 1736 foreign language learners from the UK who were at
different developmental stages from 11 to 75. The results revealed that female
language learners reported that they experienced more fun, enjoyment, excitement in
foreign language classes and pride in their language accomplishments compared to
male language learners. Beside these positive emotions, female language learners felt
more worried and nervous than male peers while speaking the foreign language.
However, male language learners experienced higher levels of boredom than female
language learners. Likewise, Dewaele et al. (2017) studied foreign language
enjoyment and foreign language classroom anxiety in relation to learner internal
variables such as age and gender, and other social environmental factors. There were
189 high school students from the UK. The results revealed that female students
experienced higher levels of foreign language enjoyment and classroom anxiety than

male students.

Furthermore, Goetz et al. (2008) concentrated on learners’ academic enjoyment, self-
concept, and achievement in different academic domains (e.g., mathematics and
language classes). 1380 5th to 10th grade students in Germany participated in the
study. Class-related subscale of AEQ-Mathematics, whose items were also adapted for
language classes, was administered. It was found out that male students had greater
levels of self-concept and class-related enjoyment in mathematics while female
students demonstrated greater levels of self-concept and enjoyment in language
classes.

In addition, Oztiirk and Giirbiiz (2013) examined foreign language speaking anxiety

and learner motivation regarding genders. There were 383 Turkish university students

included in the study and administered two questionnaires. Of the participants, 19

randomly selected students were interviewed as well. The findings indicated that there

was a statistically significant difference between genders in terms of learner

motivation and anxiety. Girls reported a greater level of learning motivation than boys
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did. However, female students reported a higher level of foreign language speaking

anxiety than male students did.

Moreover, Yiikselir and Harputlu (2014) performed a study to examine EFL prep-class
students’ academic emotions (e.g., enjoyment, hope, pride, anger, anxiety, shame,
hopelessness, boredom, and relief) before, during and after learning and taking a test
regarding departments and gender. 215 Turkish university students participated in the
study and completed the AEQ. The findings of the study showed that there is no
significant difference between achievement emotions before learning and gender.
However, there is a significant difference between female and male students in terms
of enjoyment, pride, anxiety, and shame experienced during learning. Female students
reported lower levels of enjoyment and pride, and higher levels of anxiety and shame
during learning. On the other side, there is no significant difference between female
and male students with regards to achievement emotions after learning, except for
enjoyment and pride. Female students reported lower levels of enjoyment and pride
for after learning than male students. On the other hand, the findings demonstrated that
before and during taking a test there is no significant difference between achievement
emotions, except for anxiety, and gender. Female students showed higher levels of
anxiety than male students before and during taking a test. Finally, after taking a test,

there is no significant difference between achievement emotions and gender.

Regarding domain specificity of achievement emotions, there are other studies to
examine emotions by gender in different academic domains such as mathematics
(Calik, 2014; Goetz, Bieg, Liidtke, Pekrun, & Hall, 2013; Pekrun et al., 2017) and
physics (Limprecht, Janko, & Glaser-Zikuda, 2014) other than language classes. These
studies also provide evidence of gender differences in emotions in achievement
settings. Moreover, there are some other studies which found out gender differences
in achievement emotions though they did not emphasize any domain-specificity
(Licthenfeld et al., 2012; Pekrun et al., 2011; Pekrun, Hall, Goetz, & Perry, 2014;
Ringeisen, Raufelder, Schnell, & Rohrmann, 2016).
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Nonetheless, there are some other national and international research studies on
achievement emotions by gender whose findings did not reveal any gender differences
in achievement emotions. To give an example, Aydin (2013) worked with 477 Turkish
students from 4" to 8" grades to investigate foreign language anxiety in English
classes. The results concluded that gender was not a significant predictor of test anxiety

except two items out of 37 in the test anxiety scale.

Ismail (2015) studied class achievement emotions including anger, anxiety,
enjoyment, hope, hopelessness, pride, boredom and shame and their effects on EFL
students’ English achievement with respect to gender. The findings of the study with
315 Saudi university students revealed that there were no gender differences in English
achievement emotions except enjoyment. Female students reported higher levels of

enjoyment than male students.

In addition to that, Nemati (2012) studies test anxiety in foreign language classes
regarding gender. There were 323 undergraduate and post graduate university students
from Iran who completed Test Anxiety Scale developed by Sarason, 1975. The
findings failed to find any gender differences in test anxiety in foreign language

classes.

Moreover, Oziitiirk & Hiirsen (2013) carried out a study with 517 university students
in Cyprus in order to examine English language learning anxiety and its influence on
English language learning by gender, age, departments, and English levels. The
findings indicated no significant difference in English language learning anxiety

regarding gender.

When all aforementioned studies are taken into account, it can be seen that there is still
inconsistency in research findings in terms of gender differences in achievement
emotions. Therefore, there needs to be studies to make sure whether or not there are
any gender differences in achievement emotions regarding different academic
domains.
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2.1.6 Research on Achievement Emotions by Grade Level

In the related literature, there are some research studies analyzing students’ emotional
experiences by grade levels as well. Regarding these research studies, it can be
understood that emotional experiences of learners change by grade levels. However,
in the relevant literature, domain-specific nature of achievement emotions as proposed
by Pekrun (2006) was not emphasized in several studies regarding grade levels. Except
for one or two studies, the research studies including specific academic domains such
as language classes mainly focused on a few achievement emotions such as anxiety
and enjoyment. To give an example, Aydin (2013) examined foreign language anxiety
in English classes in Turkey. There were 477 students from 4™ to 8" grades who
completed Sarason’s Test Anxiety Scale. The findings of the study revealed that test
anxiety was significantly related to grade levels. Upper grade English language

learners experienced more anxiety than lower grade English language learners.

Moreover, Goetz et al. (2008) examined learners’ academic enjoyment, self-concept,
and achievement in different academic domains (e.g., language classes) by including
1380 participants from 5" to 10" grades in Germany. In the study analysis, both gender
and grade level were included. Though gender difference was found to be significant,
gender and grade level interaction was not significant, which indicated that gender

differences in the variables (e.g., enjoyment) did not change by grade levels.

Besides, Raccanello et al. (2013) studied achievement emotions such as hopelessness,
relief, relaxation, guilt, hope, enjoyment, pride, anxiety, anger, and boredom in
different academic settings and different academic domains (e.g., Italian) with respect
to grade levels, too. According to the data results gathered from 527 4th, 7th, and 11th
grade students from Italy, grade levels were significant for enjoyment, pride, hope,
relief, relaxation, anger, and boredom. It is revealed that younger students had greater
intensity of positive emotions compared to older students. More specifically, 4" grade
students had higher levels of enjoyment, pride, relief, and relaxation than 7" grade
students. 7" grade students reported greater levels of enjoyment, pride, and hope
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compared to 11" grade students. For the negative emotions such as anger and boredom,

4" grade students demonstrated lower levels than 7th and 11" grade students.

Other than emotional experiences in language classes by grade levels, there are some
other studies performed in different academic domains (e.g., mathematics) indicating
significant differences in achievement emotions regarding grade levels. To give an
example, Birgin et al. (2010) examined mathematics anxiety with respect to grade
levels. The findings of the data from 220 6" and 8" grade Turkish students indicated
a significant main effect of grade level. To be more precise, the sixth-graders reported
the lowest level of math anxiety while the eighth-graders showed the highest level of
math anxiety. So, the study concluded that mathematics anxiety levels increased as the
students passed upper grades. Likewise, Calik (2014) also examined the achievement
emotions in mathematics in relation to mathematics self-efficacy, and self-regulated
learning strategies, and achievement emotions with respect to grade levels. The results
indicated that as the grade level increased from 6™ to 8" grade, Turkish students
reported lower levels of positive emotions but higher levels of negative emotions.

On the other hand, some of the studies examined grade level differences in emotions
without including any specific domains and revealed both significant and insignificant
results for the levels of emotions by grade levels. For instance, Eroglu, Isiklar, and
Bozgeyikli (2006) carried out a study in Turkey on university students’ achievement
emotions regarding different variables such as class levels. There were 481 1st and 4th
year students who participated in the study and completed the AEQ. The results
showed that there were significant differences found in learning-related anxiety and
learning-related hopelessness with respect to class levels. 1st year students reported
lower levels of learning-related anxiety and hopelessness than 4th year students.
However, there were not any significant differences found in other learning-related
emotions (anger, shame, joy, hope, pride, and boredom) regarding class levels.
Moreover, the study revealed that the only significant difference was found in pride
about tests. 1st year students showed higher levels of test-related pride compared to

4th year students. But, there was no significant difference in other test-related emotions
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(e.g., anger, anxiety, hopelessness, shame, joy, and relief) with respect to grade levels.
Finally, there were significant differences in class-related anxiety, class-related
hopelessness, and class-related hope, whereas there was no significant difference
found in other class-related emotions (e.g., anger, shame, joy, pride, and boredom)
with respect to class levels. To more specific, 1st year students reported lower levels
of test-related anxiety and hopelessness, but higher levels of hope than 4th year

students.

Furthermore, Normak and Taltz (2009) studied test-related emotions of students in
Estonia with respect to grade levels. 687 6™ to 10" grade students from Estonia were
included in the study and administered the AEQ to measure positive emotions such as
enjoyment, hope and pride, and negative emotions such as anger, anxiety, shame, and
hopelessness. The findings revealed that though there were not any significant
differences in test-related pride, anxiety, hopelessness, and anger, there were
significant differences found in test-related enjoyment, hope and shame. Lower grades
reported higher levels of test-related enjoyment, hope, and shame than higher grade
students did.

In addition, Vierhaus, Lohaus, and Wild (2016) conducted a study on achievement
emotions (e.g., boredom and enjoyment during school lessons) and coping/emotion
regulation of students in elementary and middle schools in Germany. The study
included two longitudinal cohorts. Cohort 1 started with the second grade students
from elementary schools in Germany, then the students were reassessed at the end of
3 grade, 4™ grade, and 5" grade. Cohort 2 started with the fourth grade students and
the students were reassessed at the end of 5" grade, 6" grade, and 7" grade. With
complete observations, Cohort 1 consisted of 345 students while Cohort 2 included
301 students. The findings with respect to Cohort 1 (2" grade to 5" grade) revealed
that there was a high and stable level of enjoyment. On the other side, Cohort 2 (4"
grade to 7" grade) demonstrated a substantial decrease in the level of enjoyment during
school lessons when the students passed from 5" grade to 6 grade, then 7" grade. For

the level of boredom during school lessons, Cohort 1 implied that second grade
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students showed a low starting level; however, it was observed that there was a
constant increase when the students passed higher grade levels. Cohort 2 revealed that
the level of boredom was highly increased in upper-grade levels (7" grade) compared

to lower levels (5" grade).

Regarding these aforementioned research studies investigating achievement emotions
by grade levels, it can be understood that emotional experiences of learners might
change by grade levels. However, there is still lacking in achievement emotions

research studies regarding grade levels and different subject domains.

2.2 Perceived Teacher Affective Support (PTAS)

Education can be basically seen socially-oriented in nature. Students are expected to
fulfill different social and intellectual tasks in a unique educational system represented
by a school (Davis, 2001). Within this system, the classroom learning environment has
an important place. It goes beyond being simply physical space. With all those hours,
educators and learners spent together, the classroom learning environment becomes an
emotional place where teacher-student relationships and student-student relationships
are built (Frenzel et al., 2007; Pekrun, & Linenbrink-Garcia, 2014). More specifically,
learning environments are not comprised merely of “observable characteristics such
as school buildings, materials used for instruction” (Frenzel et al., 2007, p. 478), but it
also includes interactions among students and teachers as well as their own subjective
perceptions of classroom learning environment that can be observed externally
(Frenzel et al., 2007).

In such learning environments influencing students’ emotional functioning, academic
achievement, behavioral and emotional engagement, and motivation (Meyer & Turner,
2002; Murray & Malmgren, 2005) teacher-student relationships are important (Davis,
2001; Furrer & Skinner, 2003). Starting from kindergarten through eighth grade adult-
child relationships such as teacher-child relationships influence learners’ academic,

behavioral and emotional outcomes. It is indicated that close relationships between
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students and teachers in a supportive school environment can lead to more motivation
and more positive feelings that students experience (Davis, 2001), facilitate learners’
enjoyment, make them feel better, experience less loneliness and worry (Ahmed et al.,
2010; Cox, Duncheon, & McDavid, 2009; King, 2015). On the other hand, a
relationship, which is perceived as difficult, may be seen as a handicap for academic

success and motivation (Davis, 2001).

Furthermore, close and caring relationships with teachers become important for
classroom adjustment for students at different grades. Birch and Ladd (1997)
conducted a study on teacher-child relationship in relation to kindergarten children’s
school adjustment. It was found that teacher-child conflict at different levels was
negatively related to students’ school liking, cooperative participation, and self-
directedness but positively related to school avoidance. On the other hand, teacher-
child closeness was associated with learners’ academic performance, school liking,
and self-directedness positively. In the line with the previous study, Wentzel (2002)
examined the effects of teachers on middle school student adjustment. The findings
revealed that there was a significant association between teaching dimensions (e.g.,
high expectations, fairness, teacher motivation, rule setting, and negative feedback)
and student adjustment outcomes (e.g., classroom grades, irresponsible behavior,

prosocial behavior, mastery orientation, interest in class).

Moreover, school engagement, classroom participation, and achievement can be
affected depending on the teacher-student relationship quality. There are several
research studies with students from kindergarten to middle school to investigate
relationships with teachers and school engagement, classroom participation, and
achievement (Ahmed et al., 2010; Birch & Ladd, 1997; FitzSimmons, 2006; Gest,
Welsh, & Domitrovich, 2005; Hamre, & Pianta, 2001; Hosan & Hoglund, 2017; King
2015; Ladd, Birch, & Buhs, 1999; O'Connor & McCartney, 2007; Shen, McCaughtry,
Martin, Fahlman, & Garn, 2012; Skinner & Furrer, 2003; Skinner & Pitzer, 2012). The
results suggested that close and caring teacher-student relationships can make a

contribution to students’ emotional and behavioral school engagement, and levels of
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academic and behavioral achievement while negative teacher-student relationships

such as conflict can hinder them.

All the findings stated above suggest that teacher-student relationships are of
importance in many ways. In such relationships, different roles fall to teachers. They
need to care about their students, be cheerful, friendly, emotionally mature, sincere,
and show affection for students, listen to their needs carefully, understand their
emotions, socialize them to teach how to interact with others effectively (Good &
Brophy, 2000; Sergiovanni, 1994). In other words, teachers are expected to provide
support which enables learners at different grade levels to be motivated, more engaged,
feel secure and comfortable in class, have positive social and academic outcomes, like
school more, experience more positive emotions such as enjoyment and less negative
emotions such as loneliness, boredom, anxiety, and hopelessness (Connell &
Wellborn, 1991; Frenzel et al., 2007; Furrer & Skinner, 2003; Gest et al., 2005; Goetz
et al.,, 2006; Hembree, 1988; Roorda, Koomen, Spilt, & Oort, 2011; Rudasill,
Gallagher, & White, 2010; Ruzek et al., 2016; Sakiz, 2015, 2017; Sakiz et al., 2012;
Skinner, Furrer, Marchhanda, & Kindermann, 2008; Stipek et al., 1998; Turner &
Meyer, 2004; Verschueren & Koomen, 2012; Wentzel, 1997; Wentzel, Russell, &
Baker, 2016).

Although there are different dimensions of teacher support (e.g., behavioral support,
social support, cognitive support), affective dimensions of teacher support such as
caring, respect, concern for and interest in students, valuing, listening, fair treatment,
encouragement, and high expectations have not been given enough attention so far
(Erden & Akgiil, 2010; Sakiz, 2007, 2015, 2017; Sakiz et al., 2012). Stipek et al.
(1998) investigated teachers’ instructional practices (e.g., emphasis on effort/ learning/
performance; autonomy encouragement; positive teacher affects such as respect and
interest) in relation to 4th through 6th grade students’ motivation (e.g., perceived
ability; positive emotions such as enjoyment and pride; mastery and performance
orientation) in the US. The findings revealed that the most influential indicator of
learners’ classroom motivation was affective classroom climate, which means the
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more positive affective learning environment there is, the more motivated students
there are. Moreover, Rudasill et al. (2010) examined four-and-a-half year-old
children's temperament and classroom affective support in relation to academic
achievement in third grade. According to results of the longitudinal study, classroom
emotional support with warmth and enthusiastic teachers was related to children's
reading and mathematics achievement in third grade. Furthermore, the study
conducted by Ruzek et al. (2016) in the US suggested that when teachers provide
emotional support to students by shared positive affect, showing enthusiasm, giving
positive comments and listening to them, they create more opportunities for learners’
autonomy and positive peer relatedness experiences. In addition, Wentzel et al. (2016)
did research on perceived teacher, parent, and peer emotional support and expectations
in relation to adolescents’ academic functioning such as achievement, effort, and
academic efficacy, and social behavior in the US. The results demonstrated that
perceived teacher and parent emotional support and expectations resulted in students'
academic achievement, academic effort, and academic efficacy while peer emotional
support and expectations influenced students' social behavior.

2.2.1 Research on PTAS and Achievement Emotions

The aforementioned studies indicated the importance of teacher affective support and
provided evidence of the influence of teachers' emotional support on learners'
academic, behavioral, motivational, and emotional outcomes in learning settings.
Nevertheless, there are not any studies examining the relationship between perceived
teacher affective support and various achievement emotions specifically. Instead, there
are some studies conducted to explore the possible relationship between perceived
teacher support consisting of teacher enthusiasm, teacher supportive feedback, teacher
reinforcement, teacher punishment, and some of the achievement emotions in different
academic domains such as Latin and mathematics, and there are a few studies
examining perceived teacher affective support in relation to some of the achievement
emotions in different subject domains such as science and mathematics. For instance,
Frenzel et al. (2007) investigated perceived classroom learning environment variables
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such as quality of instruction and teacher failure-contingent punishment in relation to
51 through 10" grade students' emotions in mathematics. The study included four
academic emotions: enjoyment, anxiety, anger, and boredom. There were 1623
participants from Germany who completed self-report scales. The findings revealed
that perceived failure-contingent teacher punishment was positively correlated with
anxiety and anger, slightly linked to boredom. On the other hand, perceived quality of
instruction was positively linked to enjoyment and negatively linked to anxiety, anger,

and boredom.

Furthermore, Goetz et al. (2006) focused on the possible relationship between
academic emotions including enjoyment and pride as positive activating emotions,
anxiety and anger as negative activating emotions, and boredom as negative
deactivating emotion and their antecedents such as the influence of social environment
(e.g., teacher enthusiasm and teacher reinforcement). The data were gathered from 200
German students at 7™ through 10" grades in the subject of Latin by administering
self-report scales. The results demonstrated that positive reinforcement of teachers and
teacher enthusiasm were both positively correlated to enjoyment and pride, negatively

related to anxiety, anger, and boredom.

In addition, Hembree (1988) did a meta-analysis on test anxiety by integrating the
findings of 562 studies so that correlates of the variable, its causes, effects, and
treatment could be demonstrated in detail. In the study, possible correlates of the
variable (e.g., performance correlates, personal/ personality correlates, teacher-related
correlates) were identified. Among the studies, 10 studies were on teacher variables
(e.g., perceived teacher support) and test anxiety. The results revealed that test anxiety

was moderately linked to the perception of the teacher as negative and unfriendly.

Moreover, Jacob (as cited in Frenzel et al., 2007, p. 479) examined different variables

of perceived classroom environment such as perceived teacher enthusiasm and teacher

supportive feedback in relation to middle and high school students' test-related

emotions such as anxiety, hopelessness, anger, shame, and enjoyment. It was found
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out that there was a positive association between students' academic enjoyment and
perceived teacher enthusiasm and supportive feedback. On the other hand, the findings
emphasized that teachers' unsupportive behaviors such as punishment were positively
related to anger, anxiety, shame, and hopelessness.

Besides, Sakiz et al. (2012) conducted a study in the subject of mathematics to examine
to what extent perceived teacher affective support explains sense of belonging,
academic emotions such as enjoyment and hopelessness, academic self-efficacy, and
academic effort of middle school students. The data were collected from 317 seventh
and eighth grade students in the USA having completed a questionnaire consisting of
different subscales such as Perceived Teacher Affective Support (PTAS) Scale. Based
on the results, the study concluded that there was a significant relationship between
perceived teacher affective support and aforementioned variables in the study. To be
more precise, perceived teacher affective support was positively linked to academic

enjoyment and negatively linked to academic hopelessness.

Additionally, Sakiz (2015) examined the roles of perceived teacher affective support,
perceived teacher mastery goal orientation, sense of belonging, academic emotions
including enjoyment and anxiety, academic self-efficacy, and behavioral engagement
in science achievement in elementary school. There were 138 elementary school
students from Turkey included in the study, who were administered a questionnaire
with different subscales. The findings showed that perceived teacher affective support,
academic self-efficacy, and academic anxiety were significantly correlated to students’
achievement in elementary science classrooms. The findings also underlined that the
students with high perceived teacher affective support and high perceived teacher
mastery goal orientation were the ones having reported the highest levels of academic
enjoyment, behavioral engagement, sense of belonging and academic self-efficacy,

and the lowest degree of academic anxiety.

Sakiz (2017) also investigated the relationship among perceived teacher affective
support, academic emotions consisting of enjoyment, anxiety and hopelessness,
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academic self-efficacy and behavioral engagement in science classrooms in a follow-
up study. 633 elementary school students from Turkey participated and completed a
self-report questionnaire. The findings of the study demonstrated that there was a
positive and a direct relation between perceived teacher affective support and students’
academic enjoyment, behavioral engagement, and academic self-efficacy in science
classrooms. On the other hand, perceived teacher affective support was directly and
negatively related to negative emotions (e.g., academic anxiety and academic

hopelessness).

When the research studies mentioned earlier are taken into consideration, it can be said
that teacher support including affective component play an important role in
achievement emotions in different academic domains such as Latin, mathematics, and
science. However, the research studies in the related literature are still scanty to
provide evidence of the role of perceived teacher affective support in achievement

emotions experienced in foreign language classes other than Latin.

2.3 Relatedness to Peers

There is a need for belongingness for individuals. When it is fulfilled, it promotes
positive emotional responses in different domains including the academic domain
(Martin & Dowson, 2012). For instance, when a student experiences positive
emotional attachments to any social key partners such as peers, teachers, and parents,
it makes him/her have healthy and positive social, intellectual, and emotional
functioning throughout his/her academic life (Connell & Wellborn, 1991).

“Relatedness refers to the connection and sense of belonging with others” (Martin &

Dowson, 2012, p.335) including peers, teachers, and the school (FitzSimmons, 2006).

It makes individuals feel emotionally secure so that they are able to explore their

worlds and manage what they come across (Martin & Dowson, 2012). The

acquirement of certain outcomes related to status or power is not the main concern

here, but rather feeling connected to others (Ryan & Deci, 2002) as well as satisfaction
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of the need including acceptance, warmth, and emotional responsiveness matter
(Duncan, 2006). Therefore, relatedness is enhanced by positive relationships with key
social partners, and being cared by others (FitzSimmons, 2006), and to be able to
experience relatedness, the requirement of frequent and warmth contact with others
should be available (McDonough, 2006).

Relatedness is explained by many theories such as social cognitive views of motivation
(Weiner, 1990), perceived social support (Wentzel, 1997), classroom climate
(Anderson, 1982) and self-determination theory (Deci & Ryan, 1985). Each
perspective emphasizes an innate desire of connection to others (Shen et al., 2012).
Nevertheless, among these theories self-determination theory (Deci & Ryan, 1985)
provides a more explicit framework linked to relatedness since relatedness is seen as
one of the most essential components in the theory (Furrer, Skinner, & Pitzer, 2014).
The theory proposes that if an individual is expected to be motivated and to perform
at optimal level, his/her psychological needs such as relatedness, competence, and
autonomy must be supported (Deci & Ryan, 1985). After the satisfaction of
psychological needs, motivated behavior arises. At this point, the theory explains
motivated behavior with two main principles working together: (a) motivation as a
multidimensional construct affects cognitive, affective, and behavioral consequences;
and (b) whether experiences meet an individual’s psychological needs resolves the
type of motivation in a specific context (Deci & Ryan, 1991). When these two
principles are aggregated, it can be said that psychological need fulfillment affects
motivation, which influences cognitive, affective, and behavioral outcomes in return
as illustrated in Figure 2.2. From this point of view, it can be deduced that directly or
indirectly the satisfaction of psychological needs such as relatedness has an effect on

different outcomes including emotional ones.
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Social => Psychological => Motivation => Outcomes

Factors Needs
e Autonomy e Intrinsic Motivation e Cognitive
o Competence e Extrinsic Motivation o Affective
e Relatedness - External Regulation e Behavioral
- Introjected
Regulation

- ldentified Regulation

e Integrated Regulation

e Amotivation
Figure 2.2. Four phases of motivational sequence on the basis of Self-Determination
Theory. Adapted from “An Integrative Analysis of Intrinsic and Extrinsic Motivation
in Sport”, by R. J., Vallerand, & G. F., Losier, 1999, Journal of Applied Sport
Psychology, 11(1) , p.145. Copyright 1999 by Association for Advancement of
Applied Sport Psychology

To exemplify, as different studies performed with participants at different ages
emphasize, the students experiencing positive relationships with teachers and peers
enjoy school more, feel more engaged and less lonely, are academically successful,
and feel better (Ahmed et al., 2010; Cox et al., 2009; FitzSimmons, 2006; Furrer &
Skinner, 2003; King 2015; Kingery, Erdley, & Marshall, 2011; Ladd et al., 1999;
O’Connor & McCartney, 2007; Shen et al., 2012; Wentzel et al., 2016). In other words,
feeling special to key social partners and being cared by them develop positive
emotions such as enthusiasm and make negative emotions such as anxiety less strong.
On the other hand, if students feel unrelated to their key social partners, most likely

they experience boredom and worry (Furrer & Skinner, 2003).

Considering different contexts such as family and school where individuals develop,
interpersonal relationships with social key partners (e.g., parents, peers, and teachers)
are of importance for their positive development at different stages (Davidson, 2009).

Among these social partners, peer relationships are utmost important as teachers' and

47



parents' support because pupils and their peers start spending much more time together
than they did before at school. When they have positive peer relationships, they feel
more interpersonally related to them and build close relationships with their peers. It
also helps them to experience a smooth transition from primary to middle school. They
feel more engaged and fulfill their goals more likely. On the other hand, students who
are ignored by their peers experience negative emotions such as feeling lonely and
socially isolated. They do not want to be engaged with academic activities and in fact,
they leave school (Furrer & Skinner, 2003). Therefore, feeling related to peers turn out

to be an important matter in the academic domain.

When it comes to measuring relatedness to peers in educational settings, the most
common way is to examine social acceptance by peers, in other words, likeability
(Davidson, 2009). It is indicated that how much a student is accepted or ignored by
peers in the classroom is related to students’ engagement and academic performance
(Furrer & Skinner, 2003). It can be said that students ignored or unaccepted by peers
have hard times to build positive peer relationships as well as to learn and be motivated
because of fewer opportunities (Davidson, 2009). On the other hand, when students
perceive their peers as being caring and when they feel being accepted by peers, they
get higher grades and more motivated (Wentzel & Watkins, 2002). These perspectives
were supported by the study (Furrer & Skinner, 2003) on relatedness and students’

engagement including emotional sides as well.

2.3.1 Research on Peer Relatedness and Achievement Emotions

In academic domain, relatedness and its roles have been explored both in the classroom
and school settings. Mainly, the studies demonstrated that relatedness is interpreted by
the quality of teacher-student and/or student-peer relationships, caring, acceptance,
importance, and interpersonal support (Furrer & Skinner, 2003; Shen et al., 2012).
Besides, those studies concluded that both relatedness to peers and teachers can predict
pupils’ motivation and learning including positive and negative affect, engagement,

achievement values, and interest in school (Furrer & Skinner, 2003).
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Considering relatedness to peers alone and its roles in engagement and emotions in
educational settings, it can be interpreted that if the sense of relatedness (e.g.,
relatedness to peers, teachers) influence positive and negative emotions in educational
settings, then there might be a role of peer relatedness in achievement emotions as
well. Though there are not any studies investigating the relationship between peer
relatedness and various achievement emotions in detail, there are still some studies
supporting the possible relationship between peer relatedness and positive and
negative emotional experiences by different subject domains such as mathematics,
physics and physical education. There are also some others to support the possible
relationships between these variables; however, they were not included any academic
domains. For instance, Ahmed et al. (2010) investigated motivational beliefs
consisting of competence beliefs and subjective value, and emotions including anxiety
and enjoyment in relation to perceived social support from parents, peers, and teacher,
and math achievement. There were 238 seventh grade students from the Netherlands
who completed questionnaires, some of which were adopted from the AEQ-M. The
findings indicated that students’ motivational beliefs and emotions were facilitated by
the perceived teacher, peer, and parental support. This also affects students’
achievement in turn. When the results of perceived peer support in relation to beliefs
and emotions were particularly taken into account, the study revealed that peer support
was positively significantly associated with competence, interest, and enjoyment. In
other words, when learners perceived their peers as supportive, they were more likely
to feel competent, enjoyed, and interested in the class. On the other hand, there was no
significant relationship between perceived peer support and math importance and

anxiety.

Likewise math classes, there are some studies in the domain of physical education and
sports, which investigated peer acceptance and friendship quality in relation to
emotional responses. For instance, Cox et al. (2009) performed a study on teacher
perceived emotional support and peer relationships (e.g., peer acceptance, friendship
quality) and their roles in self-determined motivation, relatedness perceptions, and

positive and negative affective outcomes such as enjoyment and worry in the field of
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physical education. Participants of the study from the Midwestern US were 179 male
and 232 female students in grades 6-8 who were applied an online questionnaire. The
findings indicated that feeling connected played a role as a mediator in the relationship
between self-determined motivation and teacher support, peer acceptance and
friendship quality in physical education. In other words, perceived teacher support,
feelings of acceptance by peers, and friendship quality among peers contribute to self-
determined motivation as they feel related to those social key partners. Moreover, the
findings revealed that feelings of relatedness were directly linked to positive and
negative affective responses that students experienced. That means when students feel

related in the class, they experience enjoyment more and worry less.

In addition, Ullrich-French and Smith (2006) carried out a study in Midwestern US on
sports about youths' perceived relationships with their parents (parent-child
relationship quality) and peers (friendship quality and peer acceptance), and their roles
in motivational outcomes such as perceived competence, self-determined motivation,
enjoyment, and stress. There were 186 youth soccer athletes in the study whose ages
ranged from 10 to 14. A questionnaire with social relationship variables such as peer
acceptance, friendship quality, father/mother relationship quality, and motivational
outcomes variables were administered to the participants. Based on the results, the
study concluded that higher enjoyment, perceived competence, self-determined
motivation and lower stress were highly related to some of the social relationship
variables, especially peer acceptance and friendship quality compared to parent-child
relationship quality. More specifically, the more one feels accepted by his/her peers
and experience a greater quality of friendships, the more s/he becomes motivated and

experiences enjoyment.

On the other hand, there are some studies performed in the domain of Physics, which
revealed the importance of relatedness in emotions. For example, Flunger, Pretsch,
Schmitt, and Ludwig (2013) conducted a study investigating whether the influence of
satisfaction of the basic needs stated in self-determination theory (autonomy,
competence, and relatedness) on achievement emotions and situational interest in
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Physics is moderated by domain-specific explicit need strength. The study only
included joy and boredom in terms of achievement emotions. Self-report measures in
the study were completed by 220 8" and 9" grade German students. The results
emphasized that when students highly feel the need for autonomy, competence, and
relatedness, the need satisfaction (e.g., feeling related to the classmates) has a positive
influence on situational interest in Physics. On the other hand, the dissatisfaction of
such needs caused negative consequences for some achievement emotions such as

lower joy and higher boredom.

There are also some national and international studies concentrating on the sense of
relatedness and social support in relation to emotions and emphasizing the importance
of these factors in emotional experiences. However, these studies did not include any
specific academic domains. To give an example, King (2015) conducted two
longitudinal studies on adolescent students' sense of relatedness to parents, teachers,
and peers. The aim of the study was to find out how sense of relatedness to parents,
teachers, and peers were linked to engagement, disaffection, and achievement (Study
1), and well-being consisting of positive and negative affect (Study 2). The data were
gathered from 848 secondary school students in the Philippines, having responded
questionnaires, some of which were adopted from Sense of Relatedness Scale (Furrer
& Skinner, 2003). Results of the second longitudinal study indicated that sense of
relatedness was associated with both positive and negative affect. More specifically,
the study stressed that peer relatedness was positively correlated with positive affect,
which means students feeling related to peers experience more positive emotions (e.g.,

being excited) and less negative emotions (e.g., being upset).

Furthermore, Yildirim, Gengtanirim, Yal¢in and Baydan (2008) investigated
predictors of test anxiety including perceived social support from friends. There were
505 high school students in Turkey who participated in the study. The findings
revealed that perceived support from friends negatively significantly predicted test
anxiety of learners. In other words, when learners perceived their friends as supportive,

that helped them to alleviate high levels of test anxiety.
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As it can be deduced from the findings of the research studies mentioned above, there
seems to be a possible relationship between peer relatedness and emotions.
Unfortunately, there are insufficient research studies to make sure the roles of peer
relatedness in various achievement emotions in different academic domains such as

foreign language classes rather than mathematics, physics and physical education.

2.4 Summary of Review of the Literature

The research studies in the relevant literature reviewed so far demonstrate that
emotions in educational environments are significantly related to significant variables
such as perceived teacher affective support and peer relatedness. More precisely,
perceived teacher affective support predicts some of the achievement emotions (e.g.,
enjoyment, hopelessness, and anxiety) in different subject domains such as
mathematics, and science. That is, students who experience high levels of teacher
affective support have higher levels of enjoyment, but lower levels of hopelessness
and anxiety. Moreover, peer relatedness seems to be a predictor of achievement
emotions in different academic domains such as mathematics, physics and physical
education. The variable is positively correlated with positive emotions (excitement,
enjoyment, and joy) and negatively with negative emotions (upset, worry, anxiety and
boredom). In other words, students who feel related to their peers experience more
positive emotions and less negative emotions. However, the research studies in the
related literature are still scanty to provide evidence of the roles of perceived teacher
affective support and relatedness to peers in foreign language classes where emotions
are seen of importance and various positive and negative emotions are experienced by
language learners (Aragdo, 2011; Bown & White, 2010; Garret & Young, 2009; Goetz
et al., 2006; Goetz et al., 2008; Méndez Lopez & Penia Aguilar, 2013; Pishghadam,
Zabetipour, & Aminzadeh, 2016).

Despite an increasing trend in achievement emotions and their determinants, there is
still a lack of research studies particularly in Turkey, which investigate the roles of less

examined contextual and environmental determinants of achievement emotions. In
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addition to that, the studies should focus on achievement emotions regarding gender
and grade level variables as the relevant literature has not come up with consistent
results yet. Moreover, as Pekrun’s (2006) theory indicates domain-specificity of
achievement emotions, studies should concentrate on different subject domains other
than mathematics and science. Therefore, the aim of the current study was to examine
the role of perceived teacher affective support and relatedness to peers in achievement
emotions of middle school students in EFL classrooms with respect to gender and
grade levels.
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CHAPTER 11

METHOD

This chapter aims at presenting the research methodology of the current study in detail.
To begin with, both the design of the study and the research questions regarding the
purpose of the present study are given. Then, the description of each variable in the
study is presented separately. After that, participants of the study, data collection
instruments, and procedures, as well as data analysis are discussed in different
sections. Finally, in the very last section of the research methodology, limitations and

assumption of the present study are explained.

3.1 Design of the Study

This study was designed as a correlational study as the relationships among three
quantitative variables were examined for understanding the degree of relationship

among the variables without manipulating them (Fraenkel, Wallen, & Hyun, 2015).

The aim of the study was to find out any relationship between achievement emotions,
perceived teacher affective support, and relatedness to peers for middle school students
in English classes. The quantitative variables were achievement emotions, which was
criterion variable in the study, perceived teacher affective support, and relatedness to

peers, which were predictive variables in the study.

Data were gathered from the fifth, sixth and seventh grade students who were studying
at private middle schools located in Ankara. Achievement Emotions Questionnaire-
Mathematics (AEQ-M; Pekrun, Goetz, & Frenzel, 2005), Perceived Teacher Affective
Support Scale (PTAS; Sakiz, 2007), and Relatedness to Peers Scale (Furrer & Skinner,
2003) were the data collection instruments.
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3.2 Research Questions
The research questions of the study are as follows;

1) How do achievement emotions differ by gender and grade level?

2) How well do perceived teacher affective support and sense of relatedness to
peers predict achievement emotions of middle school students in EFL
classrooms?

3) How well do perceived teacher affective support and sense of relatedness to
peers predict achievement emotions of middle school students in EFL

classrooms by grade level?

3.3 Variables in the Study

Achievement Emotions for English subject matter: This is the dependent variable,
whose scale of measurement is considered interval. The variable was measured by
Achievement Emotions Questionnaire for Mathematics (AEQ-M) developed by
Pekrun et al. (2005) and adapted to Turkish by Calik (2014). Before implementing the
scale, the subject matter, mathematics, was changed into English subject matter. This
scale includes seven dimensions, which are enjoyment, pride, anger, anxiety, shame,
hopelessness, and boredom. As it has more than one dimension, mean scores were
computed for each dimension separately. Accordingly, higher scores on each

dimension refer to a high level of emotions in each dimension that students have.

Gender: This is the independent variable, whose scale of measurement is considered

nominal. It has two levels as female and male.

Grade level: This is the independent variable, whose scale of measurement is described

ordinal. It has three levels in the present study: fifth, sixth and seventh graders.

Perceived Teacher Affective Support: This is the independent variable, whose scale of

measurement is considered interval. The variable was measured by Perceived Teacher

Affective Support (PTAS) scale originally developed by Sakiz (2007) in English and
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adapted to Turkish by Sakiz (2011). The scale has only one dimension. Higher scores

on the scale demonstrate high teacher affective support perceived by students.

Relatedness to Peers: This is the independent variable, whose scale of measurement is
described interval. The variable was measured by Relatedness to Peers Scale
developed by Furrer and Skinner (2003) and adapted into Turkish by the researcher.
The scale consists of one dimension with four items. Higher scores on the scale show
a high level of peer relatedness.

3.4 Participants of the Study

The target population of the current study consisted of middle school students who
studied at private schools in Ankara. However, the eighth grade students were not
included in the study. The reason was that the data collected were not enough in
number because most of the eighth grade students were not in school the week after
taking the TEOG exam. Therefore, the study was limited to the fifth, sixth, and seventh

grade students at private schools in Ankara.

The accessible population of the study was identified as the fifth, sixth, and seventh
grade students studying at four different private schools from two central districts in
Ankara: Cankaya and Yenimahalle. There were two reasons why the private schools
were selected for the study. The first reason was the number of hours English language
teachers and students spend together was higher in private schools compared to public
schools (Kulaksizoglu, Cakar, & Dilmag, 1999). It was stated that it becomes difficult
to build trustworthy relationships in middle school because of very limited time
teachers and students spend together (Bergin & Bergin, 2009). But, the close and
trustworthy relationships between pre and primary school teachers and students are
easily built, which enables students to have higher grades, develop positive behaviors
towards school, participate in classes more and so on (Birch & Ladd, 1997; Hamre &
Pianta, 2001). This all means that the number of hours teachers and students spend

together matters in order to build trustworthy relationships and experience different
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emotions. In public schools, 5 and 6™ grade students have English classes for three
hours a week, and 7" and 8™ grade students have these classes for four hours a week.
However, in private schools, these hours extend and reach at least 10 hours a week.
Therefore, private school students who have more English language classes were
selected for the study. The second reason was the intention to control the school type

variable so that internal validity threats could be prevented.

Since it was not possible to have a random sample of individuals, cluster random
sampling was used in the study (Fraenkel et al., 2015). According to National
Education Statistics Formal Education 2015/2016, there are 171 private middle
schools located in Ankara consisting of 53,641 students, of which 44.3% are males
(Ministry of National Education [MoNE], 2016). To be able to make sure of
representativeness of the accessible population, the number of schools according to the
districts was taken into account. Four schools were randomly selected from Cankaya
(n=13) and Yenimahalle (n = 1) as there are more schools in Cankaya district compared
to Yenimahalle district. Both the number of items on the scales and the accessible
population size were considered to identify the minimum number of the participants.

Data were collected from 810 private middle school students from the fifth, sixth, and
seventh grade students. There were 417 female students (51%) while there were 397
male students (49%) in the study. Besides, there were 272 fifth grade students forming
33.6% of the sample, 263 sixth grade students constituting 32.5% of the sample, and
275 seventh grade students comprising 34% of the sample. Table 3.1 represents the
characteristics of the participants in the study regarding district, gender and grade

level.
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Table 3.1
Frequency Distributions and Proportions of the Participants Regarding District,
Gender, and Grade Level (n = 810)

Frequency (f) Percent (%)

District
Cankaya 648 80
Yenimahalle 162 20
Gender
Female 417 51
Male 397 49
Grade levels
5t grade 272 33.6
6™ grade 263 325
7" grade 275 34

3.5 Data Collection Instruments

Three different instruments were used to collect data in the current study. These are
Achievement Emotions Questionnaire (AEQ) for English subject matter, Perceived
Teacher Affective Support (PTAS) Scale, and Relatedness to Peers Scale. In addition,

demographic information about participants (e.g., gender and grade level) was asked.

3.5.1 The Achievement Emotions Questionnaire for English Subject Matter
(AEQ-E)

The Achievement Emotions Questionnaire (AEQ) as the original scale with nine
emotions was developed by Pekrun, Goetz, and Perry (2005). Then, related items to
pupils’ emotions in grades from 5 to 10 were derived from the scale in order that it
could be adopted to different subject matters at schools (e.g., Mathematics) (Pekrun et
al., 2005). The scale for Mathematics was adapted into the Turkish Language by Calik
(2014). In this study, the name of the subject matter- mathematics in the adapted scale
was replaced with the English subject matter to evaluate pupils’ achievement emotions

in the English language classes.
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The AEQ as a self-report instrument has a five-point Likert type scale. It ranges from
‘strongly disagree’ to ‘strongly agree’. The scale includes 60 items examining seven
different emotions, which are enjoyment, pride, anger, anxiety, shame, hopelessness,
and boredom (Pekrun et al., 2005). Sample items are as follows for each emotion
dimension: “I look forward to my English language class” (Enjoyment, item 1); “After
an English language test, [ am proud of myself” (Pride, item 50); “I get angry because
the material in English language is so difficult” (Anger, item 13); “When thinking
about my English language class, I get nervous” (Anxiety, item 2); “After taking a test
in English language, I feel ashamed” (Shame, item 52); “During the English language
test, | feel hopeless” (Hopelessness, item 42); “Just thinking of my English homework
assignments makes me feel bored” (Boredom, item 18). This multidimensional scale
incorporates three sections referring to different emotions that students experience
when they attend classes (class-related emotions involving 18 items), study and do
homework (learning-related emotions involving 19 items), and take tests and exams
(test-related emotions involving 23 items). Furthermore, each section in the scale is
divided into three different parts as before class/studying/taking the test-exam, during
class/studying/taking the test-exam and after class/studying/taking the test-exam to

assess emotional feelings experienced in different time intervals.

Confirmatory Factor Analysis (CFA) was conducted by Pekrun, Goetz, Frenzel,
Barchfeld, and Perry (2011) to examine the multidimensional structure of the AEQ.
The results pointed out that nine different emotions are experienced by students.
Compared to the one-factor model with a poor fit (¥ (252) = 5647.78, GFI = .42, CFI
= .81, RMSEA = .025), the nine-emotion factor model presented a better fit but still
not satisfactory (y? (217) = 2349.25, GFI = .64, CFl = .92, and RMSEA = .017). When
both the differences between achievement emotions and these emotions occurring in
achievement settings are taken into consideration, the achievement emotions and the
relationships among these emotions were explained better with the two-facet emotion
x setting model illustrating a reasonable fit (x? (134) = 370.78, GFI = .92, CFI = .99,
and RMSEA = .07) (Pekrun et al., 2011). Though the factorial structure of the
Achievement Emotions Questionnaire was tested by Pekrun et al. (2011), CFA was
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not conducted for AEQ for Mathematics and the other subject matters. There were
only reliability estimates presented by Pekrun et al., (2005). The Cronbach alpha
coefficients for seven emotions were as follows; o = .90 for enjoyment with 10 items,
a = .87 for pride with 6 items, a = .88 for anger with nine items, o = .92 for anxiety
with 15 items, o = .84 for shame with 8 items, a = .89 for hopelessness with 6 items,

and a = .89 for boredom with 6 items (Pekrun et al., 2005).

In the current study, the Achievement Emotions Questionnaire- Mathematics adapted
into the Turkish language by Calik (2014) was used by changing the name of the
subject matter as English subject matter. In this way, it was aimed to measure
achievement emotions that students experience in English language classes. Calik
(2014) also performed CFA to find out if the suggested model with seven emotions
fits the data by providing the latent relationships between indicators (items on the
scale) and factors (the seven latent variables). By using data collected in both pilot
study and main study and by eliminating some of the items, the results of a seven-
factor model indicated an acceptable fit, whose fit indices are as follows: CFI = .90,
NNFI = .90, and RMSEA = .05. Cronbach Alpha coefficients were as following: a =
.92 for enjoyment, o = .89 for pride, a = .91 for anger, o = .89 for anxiety, a = .81 for

shame, a = .89 for hopelessness, and o = .88 for boredom (Calik, 2014).

Considering both the requests by the Ministry of Education (MoNE) and suggestions
by Calik (2014), 52 items out of 60 were included in the current study.

3.5.2 Perceived Teacher Affective Support (PTAS) Scale

Perceived Teacher Affective Support (PTAS) Scale was a self-report instrument which
was both developed and used for the dissertation by Sakiz (2007). It includes nine
items in English language after some necessary exclusions. Then, a 12-item scale was
developed and adapted to the Turkish language by Sakiz (2011) to measure both
primary and secondary school students’ perceived teacher affective support. The scale

aims at finding out teachers’ affective behaviors such as caring, fair treatment,
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encouragement, high expectations, valuing, concern for and interest in students,
respect and listening perceived by students in the classroom. In the 12-item scale, the
nine items were adapted from the dissertation (Sakiz, 2007), and the rest three items

were included regarding theory and the related research (Sakiz, 2011).

In the scale, students respond each item on a 5-point rating scale, which ranges from
1 ‘not at all true’ to 5 ‘completely true.” The sample items are as follows: “My teacher
encourages me at times when I don’t do well in class,”, “My teacher really cares about
me,” and “My teacher recognizes and appreciates when I am good at something."
Reliability estimate of the scale was found .88 (Sakiz, 2011). Though Sakiz (2007)
provided validity evidence for the nine-item scale (CFI = .99, TLI = .99, RMSEA =

.09), it was not provided for the 12-item scale.

3.5.2.1 Pilot Study of Perceived Teacher Affective Support (PTAS) Scale

The pilot study was conducted through pre-test and post-test with a two-week time
interval to provide evidence on test-retest reliability of the PTAS scale in Turkish. Data
were gathered from one private middle school in Yenimahalle. The 12-item scale was
applied to 37 students at seventh and eighth grades. 19 of the participants were female

while the rest was males.

Two-week test-retest reliability coefficient was .87, estimated through Pearson
correlation. Furthermore, internal consistency estimated by Cronbach’s alpha was .96
for pre-test and .98 for post-test.

3.5.3 Relatedness to Peers Scale

Relatedness to Peers Scale was a subscale in Sense of Relatedness Scale developed by

Furrer and Skinner (2003) to assess the degree of relatedness students have towards

their parents, teachers, and peers. In this subscale, though relatedness to peers was
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divided into two sections as classmates and friends with four items for each, the current

study focuses on classmates only as peers regarding the purpose of the study.

The scale has four self-report items with a four-point rating scale, which ranges from
1 ‘not at all true’ to 4 ‘very true.” The sample item is “When I’m with my classmates,
I feel accepted.” Furrer and Skinner (2003) reported Cronbach’s Alpha Coefficient .81
in the study with 641 participants from third to sixth grades in an elementary school.
The adaptation process and the pilot study of the scale are presented in the next

sections.

3.5.3.1 Adaptation Process of Relatedness to Peers Scale

The Relatedness to Peers Scale was adapted to Turkish by considering the scope of the
present study. While the scale was being adapted, following steps were taken into
account. To begin with, the items in the scale were translated from English to Turkish
by three different English language instructors speaking English fluently and
accurately. Then, the items were translated back into English by three other English
language instructors. Finally, the original version of the items as well as back
translated version were investigated by the researcher, and the translated items to be
used in the study were identified.

3.5.3.2 Pilot Study of Relatedness to Peers Scale

In order to provide evidence on reliability of the Relatedness to Peers scale, the pilot
study was performed. Data were gathered from one private middle school in
Yenimahalle. The 12-item scale was administered to 37 seventh and eighth grade
students. The length of the test-retest interval was two weeks. The Pearson correlation
coefficient for test-retest reliability was .73 (p < .01). Cronbach alpha coefficient was
.55 for pre-test and .63 for post-test. The fact that negatively and positively worded

items were in a mixed order might be the reason for the low Cronbach alpha level.
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That is why, in the main study, the orders of the items 2 and 3 were changed in the

way that positively worded items followed each other.

3.6 Data Collection Procedures

In order to carry out the current study the required permissions were received both
from METU Human Subjects Ethics Committee and Ministry of National Education
(MoNE). Some items were deleted and some were revised at the request of MoNE.
Right after the permissions were taken, a pilot study including pre-and post- tests was
performed with 37 private middle school students at 7" and 8™ grades. The students
having participated in the pilot study had the similar background of the target
population. Hereby, Relatedness to Peers Scale, adapted to Turkish by the researcher,
and Perceived Teacher Affective Support (PTAS) Scale, adapted to Turkish by Sakiz
(2011), were included in the pilot study so that psychometric characteristics could be
examined. Then, the main study was carried out with 810 private middle school
students at 5", 6" and 7" grades during the second term of 2015-2016 school year.

It took almost twenty minutes for the participants to answer the questions in the scales.
Besides, the researcher and teachers were present in the classes during the
administration to observe students carefully. Then, all the participants were informed
about the current study, its purpose, the data collection instruments and their
administration process in detail. Participants were also reminded that they were asked
to participate in the study voluntarily and they had a right to withdraw from the study
at any time. Furthermore, they were notified that the identity of participants would be
anonymous, any data collected would be confidential and no one else would be able
to access the data except the researcher. The students were asked to read and answer

questions of each scale carefully and independently.
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3.7 Data Analysis

Data analysis was conducted in terms of both descriptive and inferential statistics by
using IBM SPSS 22 for windows. Before these statistics, missing data analysis was
performed. According to the results, there were no missing values for Perceived
Teacher Affective Support (PTAS) and Relatedness to Peer Scales. However, there
were three items missing in Achievement Emotions Questionnaire for English subject
matter (AEQ-E) and missing value percentages did not exceed 1%. Then, the matter
of randomness was checked since the pattern of missing data was more essential
compared to missing data amount (Tabachnick & Fidell, 2014). Statistically
significant result was found out for AEQ, which indicated missing data was not
completely at random (p < .05). To deal with this serious matter, deletion of cases was
not an appropriate choice. Instead, mean substitution was used for AEQ because of

very small missing value proportions (Tabachnick & Fidell, 2014).

On the other hand, Confirmatory Factor Analysis was performed via AMOS 24
(Arbuckle, 2016) in order to examine the seven-factor model of AEQ-M suggested by
Pekrun et al., (2005), and confirmed by Calik (2014), as well as the one-factor model
of Perceived Teacher Affective Support (PTAS). As Hair, Black, Babin and Anderson
(2010) stated, there should be five or more items for each factor to examine the
proposed structure through factor analysis. Therefore, CFA was not run for Peer

Relatedness scale as the scale only has four items.

The Chi square (x°) statistics, and both absolute fit indices (e.g., RMSEA) and
incremental fit indices (e.g., CFl and NNFI) are mainly chosen to estimate the model
fit in CFA. Hence, these aforementioned statistics and indices were taken into account
in the present study. As the chi square statistics can be affected by sample size
(Tabachnick & Fidell, 2014), different fit indices are suggested to be reported besides
the chi square statistics. These are Root Mean Square Error of Approximation
(RMSEA), which is absolute fit index examining the discrepancy between the model

that is suggested and the covariance matrices that exist, and Comparative Fit Index
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(CFI) and Non-Normed Fit Index (NNFI), which are incremental fit indices (Byrne,
2009). The values of RMSEA should be .06 or less for a good-fitting model (Hu &
Bentler, 1999). Also, it should not be greater than .10 as the value greater than .10
indicates a poor-fitting model (Browne & Cudeck, 1993). In addition to RMSEA
values, CFl and NNFI values should be greater than .95 for a good-fitting model (Hu
& Bentler, 1999). In addition to construct validity of the scales in the study, the matter
of internal consistency was taken into consideration. Reliability was tested through

Cronbach Alpha coefficients.

Descriptive statistics were also reported so that the similarities and differences in terms
of gender and grade level could be found out by calculating mean scores and standard
deviations of the sample. The frequency distributions and proportions of the

participants were examined as well.

Besides descriptive statistics, two-way multivariate analysis of variance (MANOVA)
was conducted after its assumptions such as independent observations, absence of
outliers, univariate and multivariate normal distributions, homogeneity of variance-
covariance matrices, linearity among dependent variables, and absence of
multicollinearity test (Hair et al., 2010; Tabachnick & Fidell, 2014), were checked. In
this way, it was investigated whether there are any gender and/or grade level effects

on achievement emotions in English language classes.

Lastly, canonical correlation analysis was performed for the second research question
so that the relationship between two sets of variables, achievement emotions as the
first set and perceived teacher affective support and peer relatedness as the second set,
could be identified. In addition, to answer third questions ‘How well do perceived
teacher affective support and sense of relatedness to peers predict achievement
emotions of middle school students in EFL classrooms by grade level?’ three separate
canonical correlation analyses were performed. Before conducting the canonical

correlation, its assumptions which are normality, linearity, homoscedasticity, absence
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of outliers, and absence of multicollinearity (Tabachnick & Fidell, 2014), were

examined.

3.8 Limitations of the Study

There are several limitations of the current study that should be taken into account. To
begin with, this is a correlational study investigating the relationship between
achievement emotions for English subject matter, perceived teacher affective support,
and relatedness to peers. Therefore, it is not possible to have cause and effect
inferences. Besides, the current study investigates students’ own perceptions by using
self-report scales. Because of social desirability bias, the students might not present
their own ideas and feelings. They also might have different emotional processes
during the administration of the data collection instruments. Moreover, the present
study is limited to the private middle school students from the fifth, sixth and seventh
grades. It is also limited to English subject matter. Hence, the findings cannot be
generalized to other educational settings, grade levels, and subject matters. Inaddition
to that, it is not possible to generalize findings to the other cities in Turkey as well as
all districts in Ankara because of the fact that students living in different cities might
have different backgrounds in respect to socioeconomic status, ethnicity and cultures.
As a result of that, the findings can be generalized to the aforementioned districts in

Ankara, which limits the ecological generalizability issue of the current study.

3.9 Assumptions of the Study

The assumptions of the present study were as follows: (a) standard conditions were
provided to the participants when the data collection instruments were applied; (b) all
the items in the data collection instruments were correctly deduced by the participants;
(c) the participants sincerely answered the questions without any social desirability
bias; (d) the participants responded the questions in the instruments by reflecting their

own ideas without any influence of other participants.
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CHAPTER IV

RESULTS

The aim of this chapter is to present findings utilizing descriptive and inferential
statistics of the study in respect of the research questions. The first section points out
validity and reliability of instruments used in the current study. The following section
demonstrates the results of descriptive statistics. Then, the next sections present the
results of Multivariate Analysis of Variance (MANOVA) conducted to answer the
research question 1, and Canonical correlation performed to answer the research
questions 2 and 3 so that the relationship among perceived teacher affective support,
relatedness to peers and achievement emotions in EFL classrooms could be
investigated in detail. Besides, the required assumptions of aforementioned statistical
analyses are estimated and the related results are given in these sections.

4.1 Psychometric Characteristics of the Scales

Achievement Emotions Questionnaire for English subject matter (AEQ-E),
Relatedness to Peer Scale, and Perceived Teacher Affective Support (PTAS) Scale
were applied in the present study to identify any relationships among the variables.
The factorial structures of two instruments in the study, AEQ for English subject
matter and PTAS Scale, were tested by conducting Confirmatory Factor Analysis
(CFA) so that both instruments could be supported with construct related evidence of
validity. Nevertheless, Relatedness to Peers Scale was not tested by CFA because the
scale includes only four items. As in the related literature, to investigate a proposed
structure through factor analysis each factor should have at least five items (Hair,
Black, Babin, & Anderson, 2010).
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4.1.1 Validity and Reliability Analyses of Achievement Emotions Questionnaire
for English Subject Matter (AEQ-E)

Confirmatory Factor Analysis (CFA) was conducted using Analysis of Moment
Structures (AMOS 24) (Arbuckle, 2016). Maximum likelihood, which enables pairs
of nested models to be tested and compared (Tabachnick & Fidell, 2014), was the
chosen estimation to validate the proposed factorial model of AEQ-E with seven
dimensions; enjoyment, shame, anger, pride, boredom, hopelessness, and anxiety.
With the measurement model specified and estimated, assessing measurement model
validity was done through absolute fit indices such as Root Mean Square Error of
Approximation (RMSEA), and incremental fit indices such as Comparative Fit Index
(CFI1) and Non-Normed Fit Index (NNFI). In this way, acceptable levels of goodness-
of-fit for the model was established and an evidence of construct validity was found
out (Hair et al., 2010).

Before starting CFA, assumptions such as normality on univariate and multivariate
levels were checked. On the univariate level of normality, skewness and kurtosis
values were under 3 and 10 respectively, which indicated the distribution was normal
(Kline, 2011). In addition, the graphical plots such as histograms and Q-Q plots were
assessed to make sure normality was not violated (Hair, et al., 2010). The histograms
of different dimensions in AEQ-E seemed to be positively or negatively skewed
although Q-Q plots showed evidence of normality. Nevertheless, it is stated that a
subjective decision in terms of the number and width of the intervals can be made
based on how histograms appear (NCSS Statistical Software, 2016). Therefore, the
histograms could have inferred subjectively by the researcher. On the other hand,
multivariate normality was performed. On that level of normality, Mardia’s test value
was significant, which means the normality was violated. Therefore, item parceling
was performed for each factor as a solution to multivariate non-normality (Little,
Cunningham, Shadar, &Widaman, 2002; Williams & O’Boyle, 2008).
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To be able to parcel the items, the dimension of the items needs to be determined first.
Otherwise, it becomes “an unwarranted practice” for the constructs, which do not
present any dimensionality in the literature (Little et al., 2002, p. 165). Then, the
unidimensionality and multidimensionality of items should be checked. If there is
unidimensional structure, parceling items can be considered (Bandalos & Finney,
2001), which enables item parceling to be effective (Little et al., 2002). Otherwise,
using parcels would cause factor structure to obscure, and estimates and fit indices to
be biased (Bandalos, 2002, 2008; Hall, Snell, & Singer-Fout, 1999; West, Finch, &
Curran, 1995). AEQ-E, as stated in the literature, has seven dimensions. Each
dimension is a construct, which has its own unique items. Any items going under a
construct are not related to the other constructs in the questionnaire. Therefore, it can
be said that there is unidimensionality of items in AEQ and item parceling can be an
effective method to use. As a next step, the mean scores of items in AEQ-E were
calculated to form indicators called parcels (Williams & O’Boyle, 2008). Then, the
items were grouped according to which dimension they belonged to, and how many
parcels were needed for each factor was estimated. Each parcel can have at least 2
items (Bandalos, 2002). In the present study, the following parcels were created:
enjoyment dimension with 9 items in 3 parcels; pride with 5 items in 2 parcels; anger
with 8 items in 2 parcels; anxiety with 11 items in 3 parcels; hopelessness with 5 items
in 2 parcels; boredom with 6 items in 2 parcels, and shame with 8 items in 2 parcels.
In a study being conducted on the effects of parceling, simulated data were used to see
whether CFA solutions could change depending on two (six-item), three (four-item),
four (three-item), or six (two-item) parcels (Marsh, Hau, Balla, & Grayson, 1998).
Results showed that the solutions based on these parcels offered proper solutions
compared to individual items, which were two, three, four or six. Therefore, it seemed
that the number of items assigned into each parcel in the present study was appropriate.
Next, it should be decided in which parcel the items of a specific construct will be. By
using item-to-construct balance, the first two or three items with the highest mean
scores were assigned into the first items in each parcel. Then, in an inverted order the

next items with the highest mean scores were included in the parcels. This went on till

69



all the items were assigned into a parcel (Little et al., 2002; Williams & O’Boyle,
2008). In this way, balanced parcels were built (Little et al., 2002).

After items were parceled according to the seven factors in the model, CFA was
performed. The chi-square was statistically significant (> (83) =318.931, p < .001).
Then, CFI, NNFI, and RMSEA were investigated to find out the model fit. The values
of CFI, NNFI, and RMSEA were .98, .97 and .06 respectively. This indicated a good-
fitting model (Hu & Bentler, 1999). Besides, standardized regression weights of each
parcel in the model were significant, as illustrated in Table 4.1. The standardized
regression weights ranged between .84 to .88 for enjoyment, .89 and .91 for pride, .90
and .91 for anger, .80 to .90 for anxiety, .86 and .91 for boredom, .82 and .89 for
hopelessness, and .83 and .86 for shame.

Table 4.1.
Factor Loadings of Items for AEQ-E

Dimension Parcels Standardized estimates
Enjoyment P1 .88
P2 .84
P3 .84
Pride P1 91
P2 .89
Anger P1 .90
P2 91
Anxiety P1 .80
P2 .87
P3 .90
Boredom P1 91
P2 .86
Hopelessness P1 .89
P2 .82
Shame P1 .83
P2 .86

Reliability coefficients of emotion subscales were also estimated. Cronbach alpha
coefficients were .82 and above for each dimension as presented in Table 4.2.
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Table 4.2.
Reliability Coefficients of Emotion Subscales

Emotion subscales Number of items Cronbach alpha coefficients
Enjoyment 9 .88
Pride 5 .87
Anger 8 .89
Anxiety 11 .89
Boredom 6 .86
Hopelessness 5 87
Shame 8 .82

4.1.2 Validity and Reliability Analyses of Perceived Teacher Affective Support
(PTAS) Scale

CFA was conducted to test the model fit of Perceived Teacher Affective Support
(PTAS) Scale with one dimension via AMOS 24 (Arbuckle, 2016). The results
demonstrated a significant chi-square statistics y? (52) =343.333, p < .001. Then,
absolute fit indices such as RMSEA, and incremental fit indices such as CFl and NNFI
were investigated and the following values were found out: RMSEA = .08, CFI = .96,
NNFI =.95. The value of RMSEA did not indicate a good-fitting model since the value
was not .06 or less (Hu & Bentler, 1999). It did not show a poor-fitting model either
because it was not larger than .10 (Browne & Cudeck, 1993). Therefore, it seemed to
be a fair fit of the model. When considering the results of CFl and NNFI, they revealed
a good-fitting model because of values of .95 and above (Hu & Bentler, 1999).
Besides, the standardized regression weights of each item in the scale ranged from .65

to .89, which were significant as presented in Table 4.3.
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Table 4.3.
Factor Loadings of Items for PTAS

Item Standardized estimates
Item1 g1
Item 2 .85
Item 3 .82
Item 4 87
Item 5 .80
Item 6 g7
Item 7 .87
Item 8 .68
Item 9 g7
Item 10 .65
Item 11 .89
Item 12 .78

In addition, Cronbach alpha coefficient of the PTAS scale was estimated as .95, which
revealed an acceptable overall reliability of the scale as it needs to be at least .7 and
above (Fraenkel, Wallen, & Hyun, 2015).

4.1.3 Reliability Analysis of Relatedness to Peers Scale

Cronbach alpha coefficient of the Relatedness to Peers Scale (RPS) was found to be
.74, which indicated an acceptable overall reliability of the scale since the value was
higher than .7 (Fraenkel et al., 2015).

4.2 Descriptive Statistics

Descriptive statistics was conducted to examine the profiles of participants in terms of
achievement emotions for English subject matter, perceived teacher affective support,

and relatedness to peers. Mean scores and standard deviations are presented in Table
4.4,
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Table 4.4.
Descriptive Statistics for AEQ-E, PTAS, and RPS

Variables M SD
Achievement emotions?
Enjoyment 3.46 0.96
Pride 3.62 1.09
Anger 1.77 0.94
Anxiety 2.30 0.99
Shame 1.98 0.91
Hopelessness 2.11 1.15
Boredom 2.22 1.07
Perceived teacher affective support? 4.01 1.01
Relatedness to peers? 3.32 0.67

Note. Ratings were on a 5-point scale. Ratings were on a 4-point scale

When the scores of positive emotions were compared, it was seen the mean value of
pride (M = 3.62) was greater than the mean value of enjoyment (M = 3.46).
Considering negative emotions, anxiety mean score (M = 2.30) was the highest among
all negative emotions. Then, the other negative emotions came in the following order:
boredom (M = 2.22), hopelessness (M = 2.11), shame (M = 1.98), and anger (M =
1.77). When taking both positive and negative emotions into account, the results
revealed that compared to the mean values of negative emotions, positive emotions

scores were higher.

Furthermore, the mean and standard deviation scores were found out for relatedness
to peers and perceived teacher affective support. Perceived teacher affective support
was high with a mean value of 4.01. On a 4-point scale, the mean value of peer

relatedness (M = 3.32) was also higher at the end of the scale.
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4.3 Multivariate Analysis of Variance (MANOVA) for Achievement Emotions
Questionnaire for English Subject Matter (AEQ-E)

Two-way (2 x 3) Multivariate Analysis of Variance (MANOVA) was performed via
SPSS 22 so as to find an answer for the first research question in the present study:
“How do achievement emotions differ by gender and grade level in middle school?”
There were two levels of gender as male and female, and three grade levels as 5", 6"
and 7" grades, which were independent variables in the study. On the other hand,
achievement emotions with seven dimensions (enjoyment, pride, anger, anxiety,
boredom, hopelessness, and shame) were dependent variables. Instead of preferring
Analysis of Variance (ANOVA) which neglects to estimate any relationships among
dependent variables (Field, 2009), MANOVA was used for multiple dependent
variables (achievement emotions) and independent variables (gender and grade level)
so that the increase of Type 1 error could be under control and the relationship between

dependent variables in the study could be also found out.

4.3.1 Multivariate Analysis of Variance (MANOVA) Assumptions

MANOVA has several essential assumptions to be considered before running it. These
are as follows: independent observations, absence of outliers, univariate and
multivariate normal distributions, homogeneity of variance-covariance matrices, and
absence of multicollinearity (Hair et al., 2010; Tabachnick & Fidell, 2014).

First of all, observations were independent. The researcher and the class teachers were
in the classroom during the data collection procedure.

Second, for univariate outliers, z scores of each item in the questionnaire were

calculated. According to the results, there were not any univariate outliers since the z

scores did not exceed 3.29. Then, Mahalanobis Distance (D2) was measured to find

out multivariate outliers. The critical value was 89.27 (df = 52, p = .001). The results

revealed 105 cases as multivariate outliers since they exceeded that value. These cases
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were not eliminated since Mahalanobis distance can cause either a real outlier to be

masked or a normal case to seem an outlier (Tabachnick & Fidell, 2014).

Third, univariate normality was estimated through the values of skewness and kurtosis,
some statistical tests such as Kolmogorov-Smirnov and Shapiro-Wilk, and graphical
plots such as histograms and Q-Q plots. According to the skewness and kurtosis
values, there was a normal distribution in the data since the values were between -3
and +3. However, Kolmogorov-Smirnov and Shapiro-Wilk results were significant,
which indicated non-normality in the data. It is stated that such tests are sensitive to
the size of sample in studies (Field, 2009). Therefore, these results can be expected.
Besides, histograms and Q-Q plots were examined. Though histograms of each
achievement emotions seemed positively or negatively skewed, Q-Q plots did not
show enough evidence of non-normality. In addition to univariate normal distribution,
multivariate normality was tested via Mardia’s test. The result was significant (b2p =
80.36, p < .001), revealing non-normality in the data. This situation can occur as the
sample size gets larger (Hair et al., 2010; Kline, 2011). Although there are some
concerns of non-normality in the data, it is reasonable to continue with the analysis, as
sample size was large. MANOVA s reported to be fairly robust to deviations from
normality with respect to Type | error rate, particularly with large sample sizes
(Stevens, 2002).

Fourth, homogeneity of variance and covariance matrices were investigated through
Levene’s test and Box’s M test respectively. Levene’s test (as presented in Table 4.5)
showed that homogeneity of variance was violated for four achievement emotion
dimensions: enjoyment, pride, anger, and boredom. As the scores for these dimensions
show similar variation with SDs ranging between 0.94 and 1.07 (See Table 4.4) and

as the sample sizes are large, findings were deemed tenable.
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Table 4.5

Levene’s Test Results of Achievement Emotions for English Subject Matter

Achievement emotions F dfl df2
Enjoyment 2.48* 5 804
Pride 4.20* 5 804
Anger 6.31* 5 804
Anxiety 1.96 5 804
Shame 0.90 5 804
Hopelessness 2.09 5 804
Boredom 3.18* 5 804
*p <.05

Then, Box’s M test was checked for the homogeneity of covariance. The Box’s M
result (266.830, p < .001) was significant, revealing heterogeneity of covariance.
Nevertheless, Box’s M test is sensitive to large sample size as well as deviations from
multivariate normality (Field, 2009). Therefore, one of the most robust test statistics
which is Pillai’s trace was selected (Field, 2009).

As the last assumption, absence of multicollinearity was checked via correlation
coefficients, tolerance and variance inflation factor (VIF). No concerns appeared for
multicollinearity as the values for the relationship among achievement emotions were
not greater than .90 (Field, 2009) as illustrated in Table 4.6. Besides, the tolerance
values ranged from .22 to .58, which were greater than .10. VIF values ranged from
1.72 to 4.48, which were less than 10. These results revealed absence of

multicollinearity in the dependent variables (Myers, 1990).
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Table 4.6

Correlation Coefficients for the Relationship Among Achievement Emotions

Dimensions 1 2 3 4 5 6 7
1.Enjoyment -

2.Pride .70* -

3.Anger -.64* -51* -

4.Anxiety -41*  -53* 50* -

5.Boredom -76*  -55*  79* 47* -
6.Hopelessness -45*  -b56*  57* .86* .51* -
7.Shame -31*  -45*  45* 76* .38* .72* -
*p<.01

4.3.2 MANOVA Results of AEQ- E by Gender and Grade Level

The descriptive statistics results including mean values and standard deviations for
achievement emotions by gender and grade level were given in the Table 4.7. There
were 397 male and 417 female participants included in the analysis. Besides, there
were 272 5" grade students, 263 6" grade students and 275 7" grade students
participated in the analysis.

Table 4.7.

Descriptive Statistics Results of Achievement Emotions by Gender and Grade Level

Mean (SD) Mean (SD)
Variable Male Female 5Mgrade 6" grade 7" grade
Enjoyment  3.40 (0.94) 351 (0.99)  3.73(0.91) 3.36(L.05) 3.29 (0.88)
Pride 3.60 (L.06) 3.64(1.12)  3.75(0.99) 3.56(1.21) 3.54 (1.06)
Anger 1.85(0.94) 1.69(0.94)  1.60(0.81) 1.91(1.08) 1.80 (0.90)
Anxiety 228(0.99) 2.30(1.01)  2.24(0.91) 2.36(1.05) 2.28(1.03)
Boredom 227 (1.04) 2.17(1.11)  2.00(0.95) 2.29 (1.17) 2.36 (1.06)
Hopelessness 2.11 (1.12) 2.10(1.19)  2.01(1.06) 2.20 (1.23) 2.12 (1.17)
Shame 1.98(0.89) 1.99(0.93) 1.98(0.89) 2.14 (0.94) 1.84 (0.88)

The results revealed that when the positive emotions were considered, enjoyment and
pride scores of female students were higher compared to male students. Taking into
negative emotions account, it was seen that the anxiety and shame scores of female
students were higher than male students’ scores. However, for anger, boredom, and
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hopelessness, male students had higher scores than female students did. Moreover,
according to the grade level there was a decreasing pattern for positive emotions as
grade levels were getting higher while boredom, one of the negative emotions, had an
increasing pattern. The other four negative emotions (anger, anxiety, hopelessness and

shame) had higher scores for students at 6™ grade than the ones at 5" and 7*" grades.

2 X 3 MANOVA was conducted with Pillai’s Trace because Box’s M test was
significant as it was mentioned before. The findings as illustrated in Table 4.8 revealed
a non-significant multivariate main effect for gender, F (1, 436) = 0.12, p > .05, a
significant multivariate main effect for grade level, F (5, 239) = 0.09, p < .05, 2= .04,
and a significant multivariate interaction between gender and grade level, F (1, 682) =
0.03, p < .05, 2= .02. The multivariate main effect for grade level and the interaction
between gender and grade level had a small to medium effect size when Cohen’s
multivariate eta-squared effect size was considered. Besides, each achievement
emotion by gender and grade level was examined through univariate ANOVA
statistics. In this way, it was estimated which achievement emotions could differ
according to gender and grade level, as presented in Table 4.8. In order not to have an
increase in experiment wise error rate (type 1 error rate) because of estimating multiple
ANOVAs, Bonferroni correction was conducted. For Bonferroni correction alpha level
should be divided by the number of dependent variables. Therefore, the alpha level
(.05) was divided by seven as there were seven achievement emotions. The new alpha

value with .007 was set.
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Table 4.8.
MANOVA and ANOVA Results of Gender x Grade Level Effects on Achievement

Emotions

ANOVA
Variable MANOVA  AE1 AE2 AE3 AE4 AE5 AE6 AE7
Gender 0.12 2.87 34 580 0.02 195 0.01 0.03
Grade 0.09* 17.02** 3.22 7.79** 0.95 8.63** 1.86 7.26**

level
Interaction 0.03* 3.13 377 019 156 4.2 1.03 0.82

Note. F ratio is Pillai’s Trace approximation. AE1 = Enjoyment; AE2 = Pride; AE3 =
Anger; AE4 = Anxiety; AE5 = Boredom; AE6 = Hopelessness; AE7 = Shame. *p
<.05. **p <.007.

The results of univariate ANOVA as illustrated in Table 4.8 yielded there was not a
significant difference between genders in terms of achievement emotions. In addition,
there was not a significant difference among grade levels in pride, anxiety, and
hopelessness. What’s more, non-significant difference was found in each achievement
emotion regarding gender and grade level together. Nevertheless, there was a
significant grade level effect in enjoyment, Fenjoyment (2, 804) = 17.02, p < .007, #? =
.04, small to medium effect (Cohen, 1988). There was, also, a significant difference
found in anger by grade level, Fanger (2, 804) = 7.79, p < .007, #%= .02, indicating small
effect (Cohen, 1988). Besides, boredom by grade level differed significantly, Fooredom
(2, 804) = 8.63, p <.007, 2= .02, revealing small effect (Cohen, 1988). Furthermore,
a significant difference was found in shame by grade level, Fshame (2, 804) = 7.26, p <
.007, 2= .02, demonstrating small effect (Cohen, 1988). In general, the results showed
that though students did not have a significant difference in pride, anxiety, and
hopelessness, they significantly differ in one of the positive emotions, enjoyment, and
some of the negative emotions such as anger, boredom and shame regarding grade

levels.

Post-hoc comparisons of achievement emotions regarding grade levels, as presented
in Table 4.9, were made with Scheffe test so that the significant difference among

grade levels could be determined in detail. Findings revealed that the fifth grade
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students’ enjoyment scores in English lesson (M = 3.73) were significantly greater than
the sixth graders’ scores (M = 3.36) as well as the seventh graders’ scores (M = 3.29).
However, the fifth grade students’ anger scores in English lesson (M = 1.60) were
significantly lower than the sixth grade students’ scores (M = 1.91). Similarly, the fifth
grade students’ boredom scores in English lesson (M = 2.00) were significantly lower
than the seventh grade students’ scores (M = 2.36). Finally, there was a significant
difference found between the sixth (M = 2.14) and seventh graders (M = 1.84) for the
feeling of shame in English lesson, which revealed the sixth grade students had

significantly higher scores than the seventh grade students.

Table 4.9.

Post Hoc Comparisons of Achievement Emotions by Grade Levels

Achievement Emotions Measures
Grade levels AE1l AE2 AE3 AE4 AE5 AE6 AE7

5t grade (1) 3.73 3.75 1.60 2.24 200 201  1.98
6" grade (2) 3.36 3.56 1.91 2.36 229 220 214
7" grade (3) 3.29 3.41 1.80 2.28 236 212 184
Post Hoc 1>2>3 2>1 3>1 2>3

Note. Only significant differences are presented through Post Hoc. AE1 =
Enjoyment; AE2 = Pride; AE3 = Anger; AE4 = Anxiety; AE5 = Boredom; AEG6 =
Hopelessness; AE7 = Shame.

4.4 Canonical Correlation for the Relationship among AEQ-E, PTAS, and
Relatedness to Peers

Canonical correlation analysis, as its graphical figure presented in Figure 4.1, was
conducted for the second research question so that the relationships between two sets
of variables could be examined. The first set consisted of perceived teacher affective
support, and relatedness to peers. On the other hand, the second variable set included
seven dimensions of achievement emotions, which are enjoyment, pride, anger,

anxiety, boredom, hopelessness, and shame.
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Figure 4.1 Diagram of the Canonical Correlation

There are several assumptions that should be met before running the canonical
correlation. These are normality, absence of outliers, and absence of multicollinearity
(Tabachnick & Fidell, 2014).

Univariate normality was investigated through skewness and kurtosis values,
Kolmogorov-Smirnov and Shapiro-Wilk tests, histograms and Q-Q plots. Findings
regarding skewness and kurtosis values revealed a normal distribution for the first set
of variables, perceived teacher affective support and relatedness to peers, as the values
were between -3 and +3. Nevertheless, there was a significant result in Kolmogorov-
Smirnov and Shapiro-Wilk tests, which showed non-normal distribution in the data. It
is stated that such tests are sensitive to the size of sample in studies (Field, 2009),
which could result in violation of these tests. Additionally, histograms and Q-Q plots
were generated. Accordingly, histograms for the first set of variables were negatively
skewed though in Q-Q plots there was not any serious violation of normality observed.
Then, multivariate normality was estimated through Mardia’s test. According to the
results, multivariate normality was violated. It is stated that when the sample size gets
larger, there could be violation in multivariate normality (Hair et al., 2010). That could

81



be the reason of the violation in the study. As the sample size was large, analysis was

continued with caution.

Additionally, multicollinearity between two sets was examined through correlation
coefficients and tolerance and variance inflation factor (VIF) values. The correlation
coefficients were below .90. Besides, the tolerance values were greater than .10, and
the VIF values were less than 10. These results demonstrated absence of
multicollinearity among the variables in the two sets (Field, 2009).

Two canonical solutions were suggested. The first canonical correlation was .70,
which means the two variates had 49% shared variance (y* (14) = 628.436, p < .001).
Besides, the second one was .32, indicating the two variates with 10% shared variance
(> (6) = 87.905, p < .001). Since both canonical correlations were greater than .30
with more than a 10% overlapping variance and were significant, both solutions are
suggested to be interpreted (Tabachnick & Fidell, 2014). Data on the first and the
second canonical variates were demonstrated through the canonical correlations,
standardized canonical coefficients, variance percentages and redundancies in Table
4.10. The cut off correlation value was .30 (Tabachnick & Fidell, 2014), and
accordingly the canonical loadings were investigated.

According to the first canonical variate results, the variables in the first set, which were
perceived teacher affective support and relatedness to peers, were negatively
correlated with the first canonical variate. Besides, all the variables in the achievement
emotions set, except enjoyment and pride, were positively correlated with the
canonical variate. That is to say, the directions of relationship with perceived teacher
affective support and relatedness to peers in the first set, and enjoyment and pride in
the second set were the same, indicating lower levels of perceived teacher affective
support and relatedness to peers were associated with lower levels of enjoyment and
pride in English lesson. However, the variables in the first set and the negative

achievement emotions in the second set did not have the same sign. Specifically, lower
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levels of perceived teacher affective support and relatedness to peers were correlated

with higher levels of anxiety, anger, boredom, hopelessness, and shame.

Moreover, according to the first canonical variate, percentage of variance values was
investigated. Perceived teacher affective support and relatedness to peers had 62% of
variance in the first set; on the other hand, achievement emotions in the second set had
50% of variance. Besides, the redundancy values were examined. They revealed that
perceived teacher affective support and relatedness to peers in the first set accounted
for 30% of variance in the achievement emotions while the achievement emotions

explained 24% of variance in these variables.

When the second canonical solution was considered, relatedness to peers was
correlated to the second canonical variate. However, perceived teacher affective
support was not associated with the second canonical variate. Besides, achievement
emotions, except enjoyment, anger, and boredom, were associated with the second
canonical variate, that is, they were above .30 criterion. Relatedness to peers had the
same sign as pride, but the opposite sign with anxiety, hopelessness, and shame. These
results indicated that higher level of relatedness to peers was related to higher level of

pride and lower levels of anxiety, hopelessness, and shame.

Furthermore, the percentage of variance values was examined. They demonstrated
relatedness to peers had 38% of variance while achievement emotions except
enjoyment, anger and boredom had 20% of variance. On the other hand, redundancy
values were checked. They showed relatedness to peers explained 4% of variance in
pride, anxiety, hopelessness and shame while these emotions accounted for 2% of

variance in relatedness to peers.
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4.5 Canonical Correlation for the Relationship among AEQ-E, PTAS, and
Relatedness to Peers by Grade Level

Canonical correlation was performed to examine the relationship between
achievement emotions, perceived teacher affective support and relatedness to peers by
grade levels. The first set included perceived teacher affective support and relatedness
to peers. The second set, on the other hand, consisted of achievement emotions;
enjoyment, pride, anger, anxiety, boredom, hopelessness, and shame. Analyses were
repeated three times using data collected from the fifth grade students (n = 272), the

sixth grade students (n = 263), and the seventh grade students (n = 275).

According to the results of canonical correlation with respect to grade levels (Table
4.11), the first canonical correlation for fifth grade was .61, indicating two sets had
approximately 37% shared variance. It was .76 for the sixth grade with 58% shared
variance in both sets, and .72 for the seventh grade with 52% shared variance in both
sets. Then, the second canonical correlations were investigated. These were .30 for the
fifth grade with 9% shared variance, .24 for the sixth grade with 6% shared variance,
and .47 for the seventh grade with 22% shared variance in both sets. Considering the
cut off correlation value that is .30 (Tabachnick & Fidell, 2014), both solutions were
interpreted for fifth and seventh grade and only the first canonical solution was

interpreted for the sixth grade.

Looking at the first solution coefficients, perceived teacher affective support and
relatedness to peers were positively associated with enjoyment and pride while these
variables in the first set were negatively correlated with anger, anxiety, boredom,
hopelessness, and shame. Specifically, lower levels of perceived teacher support and
relatedness to peers were associated with lower levels of enjoyment and pride in
English lesson. Nevertheless, lower levels of perceived teacher support and relatedness
to peers were correlated with higher levels of negative emotions in English lesson. The
same pattern was observed for fifth, sixth, and seventh graders. According to the first
canonical solution, perceived teacher affective support and relatedness to peers in the
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first set indicated that both the fifth and sixth grade had 63% of variance while the
seventh grade had 60% of it. Besides, all achievement emotions in the second set had
50% of variance for the fifth grade, 54% of variance for the sixth grade, and 45% of
variance for the seventh grade.

In the second solution, where canonical correlations of the fifth and seventh grades
were only interpreted, it was seen that relatedness to peers was negatively associated
with anxiety, hopelessness, and shame for the fifth grade students. For the seventh
grade students, relatedness to peers was correlated with pride, anxiety, and
hopelessness. On the contrary, perceived teacher affective support was not correlated
with the second canonical variate for both fifth and seventh grade students since its
overlapping variance was lower than 10% (Tabachnick & Fidell, 2014).

The second canonical solution showed that the first set variables had 37% of variance
for the fifth grade while it was 41% of variance for the seventh grade. Furthermore, all
achievement emotions in the second set had 19% of variance for the fifth grade, and

20% of variance for the seventh grade.
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4.6 Summary of Results

The current study mainly concentrated on the association among three issues which
were achievement emotions, perceived teacher affective support, and relatedness to
peers. In addition to that, these variables were examined with respect to gender and

grade levels.

First of all, confirmatory factor analysis for AEQ-E was conducted so that the factor
structure could be examined and confirmed. The findings demonstrated the proposed
factor structure with seven dimensions. Each factor had considerably high Cronbach
alpha coefficients ranging from .82 to .89. Then, CFA was examined for PTAS, which
revealed one-factor structure. Cronbach alpha coefficient was .95. Besides, relatedness
to peers scale with four items and one-factor structure had an acceptable Cronbach

alpha coefficient of .74.

Moreover, the results of MANOVA showed that students’ achievement emotions in
English lesson differed by grade level and the interaction between grade level and
gender while they were not significant by gender. Particularly, the fifth grade students
seemed to enjoy more than the other students at sixth and seventh grades. Also, they
showed less anger than the sixth grade students. Besides, they experienced more
boredom than the seventh grade students. However, the sixth grade students appeared
to be more ashamed towards English than the ones at the seventh grade. These findings
as a whole indicated as grade levels got higher, the level of enjoyment decreased. On
the other hand, boredom increased as students passed from lower grades to upper
grades. Anger and shame were higher for students at 6" grade. Nevertheless, pride,

anxiety, and hopelessness did not differ significantly regarding grade level.

Taking the first solution into account in the canonical correlation analysis, there was a

significant relationship found among the variables in the study: achievement emotions,

perceived teacher affective support, and relatedness to peers. The findings were

parallel to the expectations in the literature. Specifically, perceived teacher affective
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support and relatedness to peers were positively associated with enjoyment and pride
while these variables were negatively correlated with anger, anxiety, boredom, shame,
and hopelessness. So, higher level of teacher affective support and peer relatedness
resulted in higher level of positive emotions and lower level of negative emotions.

Same pattern was observed for each grade level.

90



CHAPTER V

DISCUSSION

The aim of the last chapter is to present a critical analysis of the findings of the present
study in relation to the findings in the related literature. First of all, the results of the
present study are compared to better understand to what extent the findings relate to
the previous research. The following section points to the implications of the findings
for educational practices. The very last section of this chapter presents

recommendations for further research.

5.1 Conclusion of the Results

The results of the present study shed light on understanding achievement emotions
experienced in English language learning classes, and the roles of learning
environments in middle school learners’ achievement emotions. First of all, English
achievement emotions that learners experience were represented by the current study
regarding gender and grade level variables. In this way, the current study would be
able to extend knowledge in the association between middle school students’ English
achievement emotions and gender and grade level. Moreover, the evidence of the
relationship between achievement emotions and learning environments comprised of
perceived teacher affective support and relatedness to peers was provided to realize
the importance of constructing positive affective learning environments in educational
settings. In this sense, the current study aimed to enlighten the affective domain of
language learning with regards to achievement emotions and affective learning

environments.

Considering achievement emotions in relation to gender, the present study found out

that there were no gender differences in English achievement emotions of middle
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school students. This result is consistent with the findings of Ismail (2015) in respect
of achievement emotions (anger, anxiety, hope, pride, hopelessness, boredom, and
shame; except for enjoyment) and gender. Despite the differences between population
characteristics of the current study and Ismail’s (2015) study in terms of grade level,
both examined English achievement emotions and results revealed concurrence.
Moreover, the findings are slightly comparable with the results of Yiikselir and
Harputlu’s (2014) study. Yiikselir and Harputlu (2014) examined Turkish university
students English achievement emotions (enjoyment, hope, pride, relief, anger, anxiety,
shame, hopelessness, and boredom) and found no significant gender differences in
before and during tests except for anxiety, and after test emotions. Furthermore, there
were not any significant gender differences found in after learning emotions except
for enjoyment and pride and before learning emotions. For during learning emotions,
hope, anger, hopelessness, and boredom were not found to be significant with respect
to gender. What is more, the findings are aligned with the results of Fong Lam, Chen,
Zhang, and Liang’s (2015) study regarding emotions and gender. Although domain
specificity was not indicated in the study, Fong Lam et al. (2015) failed to find a
significant difference between middle school students’ emotions such as hope, relief,
anxiety, anger, boredom, shame, and gender. Unfortunately, gender difference in
English achievement emotions is not a well-defined and measured construct because
of few research studies available. On the contrary, there are several research studies
on language learning anxiety with respect to gender (Aydin, 2013; Cui, 2011; Goetz,
Frenzel, Hall, & Pekrun, 2008; Nemati, 2012; Oztiirk & Giirbiiz, 2013; Oziitirk &
Hiirsen, 2013; Park & French, 2013). Due to that reason, further research is needed to
confirm the findings of the current study and make clear of the relation between
English achievement emotions and gender difference.

On the other hand, grade level variable was found to be significant for English

achievement emotions: enjoyment, anger, boredom, and shame. The findings showed

that when the grade level increased, the levels of English enjoyment and shame

decreased constantly. Moreover, there was a rise in the levels of English anger and

boredom when learners passed upper classes. These results are comparable with the
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findings of Vierhaus, Lohaus, and Wild’s (2016) study with German middle school
students’ achievement emotions (e.g. enjoyment and boredom), Normak and Taltz’s
(2009) study with Estonian middle and high school students’ achievement emotions
(e.g., enjoyment, hope, and shame), Raccanello, Brondino, and Bernardi’s (2013)
study with 4", 7' and 11" grade students’ Italian and math achievement emotions
(e.g., enjoyment, anger, and boredom), and Calik’s (2014) study with Turkish middle
school students’ math achievement emotions (e.g., enjoyment, anger, and boredom).
Due to the transition from elementary to middle school, from the beginning of early
adolescence, learners may perceive classroom environment less supportive, personal
and positive teacher-student relationships when they pass upper grades (Eccles et al.,
1993). This might be the reason why the levels of boredom and anger increased and
the levels of enjoyment decreased from 5" to 71" grades. In addition to that, main
indicators of academic success become numerical grades in middle school, which
identifies attitudes towards learners in educational settings, at home, even in public
and media. Students may not deal with the curriculum requirements as the grade levels
increase and may feel the pressure more because of overestimated importance of
grades (Normak & Talts, 2009). As a result, they may experience lower levels of

positive emotions and higher levels of negative emotions.

Considering teacher affective support analyzed in the current study, it was observed
that teacher affective support is a strong predictor of achievement emotions. The
findings pointed to the strong influence of teachers on emotions experienced in
achievement settings. Students who experience lower teacher affective support
reported lower levels of enjoyment and pride, but higher levels of hopelessness,
anxiety, anger, boredom, and shame, which indicated perceived teacher affective
support positively predicted positive emotions, but negatively predicted negative
emotions. In other words, high levels of teacher affective support predicted positive
achievement emotions that students experience in English classes; whereas low levels
of teacher affective support predicted negative achievement emotions. These results
are slightly consistent with the findings of Sakiz, Pape, and Hoy’s (2012) study with

7" and 8" grade American students’ perceived teacher affective support and its relation
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to math enjoyment and hopelessness, and Sakiz’s (2015, 2017) studies concentrating
on perceived teacher affective support and its roles in Turkish elementary school
students’ science enjoyment, anxiety, and hopelessness. Despite the fact that these
studies and the current study are different with respect to subject matters and number
of the achievement emotions included, the results revealed alignment with each other.
In the relevant literature there are other studies examining teacher support including
teacher reinforcement, teacher punishment, teacher helpfulness and friendliness and
quality of instruction in relation to achievement emotions (Ahmed, Minnaert, Van der
Werf, & Kuyper, 2010; Frenzel, Pekrun, & Goetz, 2007; Goetz, Frenzel, Pekrun, &
Hall, 2006). Although these studies did not include affective domain of teacher support
specifically, the findings implied the importance of teacher support to foster positive
emotions and dampen negative ones. At this point, more research is needed to advance
our knowledge in predictor role of perceived teacher affective support in various

achievement emotions and to confirm the current findings.

Additionally, the current study revealed that relatedness to peers is a significant
predictor of English achievement emotions. The findings showed that relatedness to
peers is positively associated with positive emotions such as enjoyment and pride, but
negatively linked to negative emotions such as anger anxiety, boredom, hopelessness,
and shame. Unfortunately, the relationship between relatedness to peers and
achievement emotions has not been fully explored yet. There are only a few studies
whose findings are seen comparable with the findings of the current study. For
instance, King (2015) examined the sense of middle school students' peer relatedness
in relation to positive and negative emotions (e.g., being excited and upset) and it was
found out that peer relatedness is a positive predictor of learners' excitement and
negative predictor of learners' upset. Moreover, perceived peer support, peer
acceptance and friendship quality, need satisfaction in terms of peer relatedness in
different subject domains (physics, math, and sport) and their roles in emotions such
as joy, enjoyment, worry, excitement, upset were investigated and the findings
indicated that peer support, acceptance, friendship quality, and peer relatedness
positively predicted positive emotions and negatively predicted negative emotions
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(Ahmed et al., 2010; Cox, Duncheon, & McDavid, 2009; Flunger, Pretsch, Schmitt,
& Ludwig, 2013; Ullrich-French & Smith, 2006). Despite the fact that these
aforementioned studies differed in terms of achievement emotions included, they
emphasized that feeling rejected or ignored by peers can cause perceived lack of
support and perceived lack of control over activities. These perceptions can result in
the failure to fulfill the psychological needs such as relatedness, competence, and
autonomy considering the perspective of self-determination theory (Deci & Ryan,
1985). As a result of this sense of failure, learners can experience boredom, depression,
and helplessness (Fong Lam et al., 2015). Unfortunately, there is a lack of research in
the relationship between relatedness to peers and various achievement emotions and
more research is needed to advance our knowledge in predictor role of the variable in

achievement emotions and to confirm the current findings.

All in all, the current study confirmed the roles of learning environments as distal
antecedents of achievement emotions as it is stated in the control and value theory
(Pekrun, 2006; Pekrun, Frenzel, Goetz, & Perry, 2007). Perceived teacher affective
support and peer relatedness were found to play a significant role in middle school

students’ English achievement emotions.

5.2 Implications for Practice

The current study aimed at describing the roles of perceived teacher affective support
and relatedness to peers in middle school students’ English achievement emotions. The
results of the study provided evidence that both variables influence learners’ emotions
in achievement settings. Hence, it is necessary to make several recommendations,
which helps educators in the field of English language teaching to have positive
classroom learning environments where learners feel accepted, special and supported

by their teachers and peers.

To begin with, the psychological climate and social characteristics of learning

environments significantly affect students’ emotional functioning and academic
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achievement (Murray & Malmgren, 2005). Therefore, creating affective learning
environments where learners feel belonged to the classroom and school, related to their
peers, and supported by their enthusiastic teachers needs to gain more attention

compared to other competitive learning environments.

In order to build affective learning environments at class level, learners should be
encouraged by their teachers to express themselves through different language
learning activities including classroom discussions. In fact, such activities can help
teachers to arouse and sustain attention and curiosity of learners, which in turn
increases learners’ interest, involvement in the class, and positive emotional
experiences. Additionally, teachers should give opportunities to learners by building
secure learning environments where they can freely elaborate on their ideas and
thoughts (Hall & Walsh, 2002). Besides, rather than negative feedback, teachers
should provide effective feedback with informative comments and constructive
criticisms on learners” answers or responses by considering different ages,
backgrounds, proficiency levels and different contexts in language learning (Dornyet,
2007). What is more, teachers should be empathic and understand learners' feelings.
They need to make learners feel valuable and special by listening to them, caring about
their needs, respecting their ideas, treating them fairly no matter what circumstances
they are through, concerning for them, and having high expectations about them
(Sakiz, 2007). Since the quality of students’ relationships is of importance to create
affective learning environments, teachers should also give priority to build positive
student-peer relationships in the classroom as well (Furrer & Skinner, 2003). In order
to feel related to their peers, teachers should let students learn about each other by
sharing personal information. It is indicated that acceptance by any social partner does
not happen unless individuals know each other well (Dornyei, 2007). Teachers should
create moments when learners contact and interact with each other in order to create
shared group history, which in turn makes learners in the same class have a strong
bonding. Besides, teachers are seen as role models. When teachers are friendly and
supportive, it becomes infectious among the students and their peer relations are
fostered (Dornyei, 2007).
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In order to create affective learning environments at whole school level, on the other
hand, positive school atmosphere should be emphasized. Principals are seen as central
personnel in schools, their actions identify different social partners’ responses and
affect school atmosphere (Price, 2012). If they take actions towards fostering
cooperative, collaborative and trusting school environments where staff members are
welcomed to share their ideas and thoughts and respect one another (Hoy, Smith, &
Sweetland, 2002), then shared group history can be generated, which in turn creates
higher levels of satisfaction and commitment. When satisfied and committed educators
feel their actions and efforts influence learners positively, they prosper. When these
educators and principlas invest enough time and effort into learners’ educational
development, learners prosper (Hulpia, Devos, & Rosseel, 2009; Price, 2012). In this
way, positive school climates where each member of the school community prospers

can be generated, which in turn affects affective learning environments in schools.

On the other side, there should be interventions by schools, which should target not
only one social partner. Relatedness to any social key partners such as teachers, peers
and parents and feeling affectively supported by them are unique and of importance
(Furrer & Skinner, 2003). To promote the quality of the relationships among teachers,
students, and parents, there should be seminars on their roles in learners’ emotions in
academic settings and, in turn, academic achievement. As the present study indicated
the differences between emotions and grade levels, such interventions can be also
constructed according to the grade levels. In that regard, key social partners in learning
environments affecting learners’ emotional functioning and academic achievement
can be aware of their effects on achievement emotions and the different emotional

experiences by grade levels.

Taken all these recommendations altogether, both pre-service and in-service teacher
preparation programs should be designed accordingly so that more time can be
dedicated to such important factors and the awareness of affective domain in language
learning can increase. Moreover, such programs should concern teachers’ emotions.

Learners’ and teachers’ emotions affect each other reciprocally over time. When

97



teachers’ sense of well-being is high, they are more likely to provide affective support
to learners effectively, which in turn influences learners’ achievement emotions. When
teachers are more enthusiastic and passionate about their students and  their
profession, learners become more enthusiastic and experience more positive emotions
(Dornyei & Ushioda, 2013). That makes a remarkable difference in learners’
development. As it is indicated by Csikszentmihalyi (1997), the most influential
teachers are not the ones with most power, intelligence or knowledge, but the ones
who love their profession and show their passion in such a way that there is nothing
else on earth they would like to do. Those teachers are the ones remembered by their

students and make a difference in their development.

5.3 Recommendations for Further Research

As there is a lack of research in English achievement emotions in relation to affective
learning environments, further research can concentrate on examining perceived
teacher affective support and relatedness to peers and their effects on emotional
outcomes in English language classes in detail. In fact, the findings of the current study
can be replicated by including different districts in Ankara, different cities in Turkey,
samples with diverse developmental stages and cultural background so that the
findings of the current study can be generalized to broader group. Furthermore,
contrary to the current study future research studies can include samples from public
schools because achievement emotions, perceived teacher affective support and

relatedness to peers might differ depending on the school type variable.

The future research studies can also investigate the proposed gender effects on
achievement emotions, as there is an inconsistency with the results still standing in the
related literature. Also, in the current study, there are seven achievement emotions
included. Nevertheless, there are several others (e.g., frustration, joy, sadness, and
disappointment) that students experience in achievement settings. Therefore, the
future studies can consider different emotional experiences of students in relation to
affective learning environments regarding gender.
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Furthermore, the current study was limited to the certain variables such as perceived
teacher affective support and relatedness to peers in relation to achievement emotions.
It can be contributive to the relevant literature to include other variables such as
academic engagement, school belongingness and adjustment which seem to be

associated with emotions.

In addition, the current study was a correlational study as it aimed to investigate the
roles of distal socio-environmental antecedents of achievement emotions. Perceived
teacher affective support and relatedness to peers were examined to find out their
influence on middle school students’ English achievement emotions. As it is stated in
Pekrun’s (2006) control and value theory of achievement emotions, emotions and their
antecedents are tied to each other with a reciprocal causation. However, because the
current study is designed as correlational, it cannot explain the proposed reciprocal
causation among the variables. Therefore, it can be fruitful to perform experimental
research studies to examine cause and effect inferences among the variables in detail.
In this way, it can be found out how the relationship between perceived teacher
affective support, relatedness to peers and achievement emotions arise, how these
variables reciprocally influence each other, and what other factors affect these

relationships.

Moreover, the further research can focus on longitudinal studies to deeper understand
the effect of the variables on achievement emotions in the long run. Besides, these
studies can take control and value appraisals of achievement emotions and their
mediating roles between distal antecedents and achievement emotions into account. In
that regard, it can be enlightened how these cognitive appraisals mediate distal socio-
environmental antecedents and achievement emotions. Additionally, achievement as
one of the outcomes of emotions can be investigated in relation to perceived affective
learning environments to extend our knowledge of how these learning environments

indirectly affect achievement through emotions.
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Additionally, different data collection instruments other than self-report scales can be
used to assess emotions and variables relating to learning environments. For example,
direct observations can be made to triangulate the findings. This study examined how
learners perceive their learning environments. However, there can be differences
between perceptions of learners and the reality. Observations would provide further
evidence. Moreover, by making class observations different components of emotions
such as expressive and physiological outcomes of emotions can be closely observed
as well. Interviews can be also made individually to get detailed responses of

participants.

To conclude, though the current study contributes to the relevant literature in terms of
the roles of perceived teacher affective support and relatedness to peers in English
achievement emotions, further research needs to be done by educational researchers

by taking the aforementioned recommendations into consideration.
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APPENDICES

Appendix A. Sample Items from the Questionnaire in Turkish

Sevgili 6grenciler,

Bu anket okuldaki Ingilizce dersine yonelik duygu ve diisiincelerinizi
arastirmay1 amaglamaktadir. Liitfen tiim sorular1 dikkatle okuyunuz. Sorularin dogru
ya da yanlis cevaplar1 olmadigindan tiim sorular1 cevaplandiriniz. Calismanin anlamli
ve nitelikli olabilmesi i¢in sorulari igtenlikte cevaplamaniz ¢ok onemlidir. Calisma
kapsaminda bilgileriniz gizli tutulacak ve sadece arastirmaci tarafindan
degerlendirilecektir. Anket sorularina cevap verildigi sirada sorulan sorulardan ya da
herhangi bir uygulama ile ilgili baska bir nedenden &tiirii kendinizi rahatsiz
hissederseniz cevaplama isini yarida birakip ¢ikma hakkina sahipsiniz. Katkilariniz
i¢in ¢ok tesekkiir ederim.

Ezgi Hazal KOK
ODTU Egitim Bilimleri Yiiksek Lisans Ogrencisi
162098 @metu.edu.tr

BOLUM I

1. Cinsiyetiniz: [ Kiz 1 Erkek
2. Simifiniz: (1 5. stmf (1 6. simf (1 7. sif [1 &8 Siif
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BOLUM I1

Ingilizce dersi sirasinda sinif arkadaslarinizla birlikteyken farkli duygular
hissedebilirsiniz. Anketin bu béliimiinde Ingilizce dersinde yasanabilecek akran
iliskilerine yonelik goriislerinizi ogrenmek amaciyla ¢esitli sorulara yer verilmistir.
Eger sorularda verilen ifade sizin i¢cim tamamen dogruysa, 4’ii isaretleyiniz. Eger
ifade sizin icin hi¢ dogru degilse, 1’1 isaretleyiniz. Bu iki durum disinda ise 1 ve 4
arasinda sizi en iyi tammladigin diistindiigiiniiz numaray: isaretleyiniz.

I =4
A 2 |2 K
= A a =
=y 2 N g
A |2 | E | s
o | A ea =
n =
1. Smf arkadaglarimla birlikteyken, kendimi | 1 2 3 4
aralarina kabul edilmis hissederim.
3. Smif arkadaslarimla birlikteyken, kendimi 1 2 3 4
onemsiz hissederim.
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BOLUM I11

Ingilizce derslerine katilim farkly duygularin olusmasina sebep olabilir. Anketin
bu boliimii Ingilizce derslerinde yasayabileceginiz duygular: icermektedir. Asagidaki
sorulart cevaplamadan énce, liitfen Ingilizce dersinde yasadigimz durumlar: goz
ontinde bulundurunuz. Eger sorularda verilen ifadeye kesinlikle katiliyorsaniz, 5°i
isaretleyiniz. Eger ifadeye kesinlikle katilmiyorsaniz, 1°i isaretleyiniz. Bu iki durum
disinda ise 1 ve 5 arasinda sizi en iyi tammladigin diistindiigiiniiz numarayt
isaretleyiniz.

DERSTEN ONCE
Asagidaki sorular Ingilizce dersine katilmadan énce yasayabileceginiz

duygulart icermektedir. Liitfen,  Ingilizce dersinden énce genellikle nasil
hissettiginizi igsaretleyiniz.

Kesinlikle

Katilmiyorum

Kesinlikle
Katiliyorum

=
N
w
SN
(63}

1. Ingilizce dersini dort gozle beklerim.

DERS SIRASINDA

Asagidaki  sorular Ingilizce dersi sirasinda yasayabileceginiz duygular
icermektedir. Liitfen, Ingilizce dersinde genellikle nasil hissettiginizi isaretleyiniz.

‘9. Bence Ingilizce dersi sikicidir. ‘ 1 ‘ 2 ‘ 3 ‘ 4 ‘ 5 ‘

DERSTEN SONRA

Asagidaki  sorular Ingilizce dersine katildiktan sonra yasayabileceginiz
duygulart icermektir. Liitfen, Ingilizce derslerinden sonra genel olarak nasil
hissettiginizi igaretleyiniz.

16. Bence Ingilizce bilgimle gurur 1 2 3 4 5
duyabilirim.
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BOLUM IV

Ingilizce calisma ve édevierini yapma farkly duygularin olusmasina sebep
olabilir. Anketin bu béliimii  Ingilizce ¢alisirken ve oOdevleri  yaparken
vasayabileceginiz duygulart icermektedir. Eger sorularda verilen ifadeye kesinlikle
katiliyorsamiz, 5°i isaretleyiniz. Eger ifadeye kesinlikle katilmiyorsaniz, 1’
isaretleyiniz. Bu iki durum disinda ise 1 ve 5 arasinda sizi en iyi tamimladigini
diistindiigiiniiz numaray: isaretleyiniz.

CALISMADAN ONCE

Asagidaki  sorular Ingilizceye calismadan ve oOdevleri yapmadan énce
yasayabileceSiniz duygular: icermektedir. Liitfen, Ingilizceye c¢alismaya ya da
Ingilizce odevlerini yapmaya baslamadan once genellikle nasil hissettiginizi
isaretleyiniz.

Kesinlikle
Katilmryorum
Kesinlikle
Katiliyorum

[EY
N
w
D
o1

18. Ingilizce odevlerimi sadece
diisiindiigiimde bile i¢im sikiliyor.

CALISIRKEN

Asagidaki sorular Ingilizceye calisirken ve Ingilizce édevierini yaparken
yasayabileceginiz duygular icermektedir. Liitfen, Ingilizceye calisirken ya da
Ingilizce édevierini yaparken genellikle nasil hissettiginizi isaretleyiniz

26. Konuyu tamamen anlayip | 1 2 3 4 5
anlayamayacagimdan endise duyarim.

CALISTIKTAN SONRA

Asagidaki sorular Ingilizce calistiktan ya da Ingilizce odevlerini yaptiktan sonra
yasayabileceginiz duygulari icermektedir. Liitfen, Ingilizce ¢aligtiktan sonra genellikle
nasil hissettiginizi isaretleyiniz.

32. Ingilizcedeki bilgi eksikligimden utang 1 2 3 4 5
duyarim.
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1370) 919)." AV

Ingilizcede test ve sinavlar farkli duygularin olusmasina sebep olabilir. Anketin
bu béliimii Ingilizce dersinden sinav oldugunuzda yasayabileceSiniz duygular
icermektedir. Eger sorularda verilen ifadeye kesinlikle katilryorsaniz, 5°i isaretleyiniz.
Eger ifadeye kesinlikle katilmiyorsaniz, 1°i isaretleyiniz. Bu iki durum disinda ise 1 ve
5 arasinda sizi en iyi tanmimladigin diigiindiigiiniiz numarayt isaretleyiniz

SINAV OLMADAN ONCE

Asagidaki  sorular Ingilizcede simav olmadan énce yasayabileceginiz
duygulart icermektedir. Liitfen, Ingilizce sinavi olmadan once genellikle nasil
hissettiginizi isaretleyiniz.

Kesinlikle
Katilmryorum
Kesinlikle
Katiliyorum

=
N
w
N
(6]

36. Ingilizce sinavina girmeden 6nce bile
basarisiz olacagimdan endige duyarim.

SINAV SIRASINDA

Asagidaki  sorular Ingilizce sinavi olurken yasayabileceginiz duygular
icermektedir. Liitfen, Ingilizce sinavi olurken genellikle nasil hissettiginizi
isaretleyiniz

42. Ingilizce sinavi esnasinda umutsuz 1 2 3 4 5
hissederim.

SINAV OLDUKTAN SONRA

Asagidaki sorular Ingilizce sinavi ya da testi olduktan sonra yasayabileceginiz
duygular: icermektedir. Liitfen, Ingilizce sinavi ya da tesit olduktan sonra genellikle
nasil hissettiginizi igaretleyiniz.

52. Ingilizce sinavindan sonra utang 1 2 3 4 5
duyarim.
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BOLUM VI

Ingilizce dersi sirasinda gretmeninizin farkly yapict duygusal desteSi ile
karsilagabilirsiniz. Anketin bu béliimiinde Ingilizce dersinde Ogretmeninizden
gorebileceginiz farkli yapict duygusal destek sekillerini icermektedir. Eger sorularda
verilen ifade sizin icim tamamen dogruysa, 5°i isaretleyiniz. Eger ifade sizin i¢in hi¢
dogru degilse, 1’1 isaretleyiniz. Bu iki durum disinda ise 1 ve 5 arasinda sizi en iyi
tammladigim diistindiigiiniiz numaray: igsaretleyiniz.

ANARE
A | @ | & 8
AR |E
E Q an 8
0 2 N Q =
) 20 e A 3
Q —
o [A | /@ =
as ~
2. Ogretmenim diisiince ve fikirlerime deger | 1 2 4 5
verir.
3.  Ogretmenim sdyleyecek bir seyim oldugunda | 1 2 3 4 5
beni dinler.

5. Ogretmenim higbir ayricalik gostermeksizin | 1 2 3 4 5)
diger Ogrencilerine oldugu gibi bana da
adaletli ve diiriist davranir.

11. Ogretmenim bana kars1 sevgi doludur. 1 2 3 4 5
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Appendix B. Turkish Summary / Tiirkce Ozet

ALGILANAN OGRETMEN DUYUSSAL DESTEGININ
VE AKRAN ILISKISININ ORTAOKUL OGRENCILERININ INGILIZCE
DERSLERINDEKI BASARI DUYGULARI UZERINDEKI ROLU

Giris

Arastirmanin amaci ve onemi

Bu aragtirma, algilanan Ogretmen duyussal destegi ve akran iliskisinin ortaokul
ogrencilerinin Ingilizce derslerindeki basar1 duygularindaki roliinii incelemeyi
amaglamigtir. Bunun yani sira, basart duygularimin siif seviyesi ve cinsiyet

degiskenlerine gore incelenmesi hedeflenmistir.

Pekrun ve Linnenbrink-Garcia’nin (2014) dedigi gibi sinif, duygularin oldugu bir
alandir. Bir arada gegirilen saatlerde 0gretmenler ve dgrenciler birbirlerine yakinlik
duyacaklari sosyal iligkiler kurarlar ve boylelikle bircok duygu deneyimi yasarlar. Bu
ylizden, egitim ortamlarnin haz, umut, gurur, 6fke, utang, bikkinlik ve kaygi gibi
duygularla var oldugunu sdylemek yanlis olmayacaktir (Pekrun ve Linenbrink-Garcia,
2014).

Bu egitim ortamlarindan biri olan dil 6grenim siniflari, iilkeler i¢in temel 6nem tasirlar.
Ciinkii dil 6grenimi sadece iletisimi pekistirmenin bir yolu degil, evrensel anlayisi
gelistirmenin de bir yoludur. Bunun yani sira, kiiresellesme ile beraber is arayisinda
olan kisilerin tek bir dil bilmesi dezavantaj olusturmaktadir. Bu yiizden dil 6grenimi
gereklidir. Ancak, yabanci dil 6grenemi bir¢ok farkli faktor sebebiyle sorun olarak
goriilmeye baslanmis (Della Chiesa, Scott ve Hinton, 2012), bunun iizerine dil 6grenim
smiflart CEFR kriterlerine (Avrupa Konseyi, 2001) gore diizenlenmistir. Boylelikle

yabanci dil 6grenenlerin, kiiresellesen diinyadaki degisimlere ayak uydurabilmek igin
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gerekli olan bilgi ve becerilerle dili etkili kullanabilmesi hedeflenmistir. Bunun
yanisira, 0grenciler yabanci dil sinav kaygisini deneyimlediklerinden dolay1 duyussal
faktorler gibi farkli faktorler de CEFR kriterleri ile birlikte dil 6grenim siniflarinda
onem kazanmistir (Avrupa Konseyi, 2001). Ancak, yabanci dil simiflarinda
deneyimlenen duygu sadece kaygi degilir. Kaygi duygusunun disinda da bir¢ok
olumlu ve olumsuz duygu dil 6grenenler tarafindan deneyimlenmektedir (Aragao,
2011; Bown ve White, 2010; Garret ve Young, 2009; Goetz Frenzel, Pekrun ve Hall,
2006; Goetz, Frenzel, Hall ve Pekrun, 2008; Méndez Lopez ve Pefia Aguilar, 2013).
Bu yiizden, bu arastirma Ingilizce’nin yabanci dil olarak &gretildigi dil dgrenim
siiflarindaki basart duygularini incelemeyi amaclamistir. Boylelikle bu arastirma alan
yazina Ingilizce derslerinde hangi duygularin yasandigi konusunda katki

saglayacaktir.

Basar1 duygularinin Onciilleri arasindan 6grenme ortamlari olduk¢a onemlidir. Bu
ortamlarda, 6gretmenlerin ve 6grencilerin arasindaki iliski duygusal isleyisi etkiledigi
i¢in cok onemlidir. Ornek vermek gerekirse, dgretmenler iyi bir dinleyici olarak ve
ogrencilere yakin olarak algilandiginda, 6grencilerin olumlu duygular hissetmesi daha
muhtemeldir (Titsworth, Quinlan ve Mazer, 2010). Ne yazik ki, 6gretmen duyussal
destegi ve duygular ile ilgili ¢alismalar basar1 duygularinin kontrol-deger teorisi bakis
acist ile incelendiginde, ¢ogu ¢alismanin matematik ve fen bilimleri derslerinde
yapildigi goriilmektedir (Frenzel, Pekrun ve Goetz, 2007; Sakiz, 2015, 2017; Sakiz,
Pape ve Hoy, 2012). Bu yiizden, Ingilizce derslerinde de deneyimlenebilecek basar
duygularini diisiinerek algilanan 6gretmen duyussal destegini incelemek ilgili alan

yazina katkida bulunacaktir.

Bir diger taraftan, 6grenme ortamlarinda 6grenciler ve akranlari arasinda iliski de

deger yargilarin1 ve tutumlarindaki degisiklikler gibi temel 6grenme ¢iktilarinda araci

rolii dstlendigi i¢in (Quinlan, 2016) ve duygulari etkiledigi i¢cin onemlidir. Alan

yazinda ilgili ¢aligma bulgular1 incelendiginde akranlarina yakin hisseden 6grencilerin

haz gibi olumlu duygular1 daha fazla deneyimledigi goriilmektedir (Cox, Duncheon ve

McDavid, 2009). Ancak, Ingilizce dil smiflar1 gibi egitim ortamlar1 umut, gurur, dfke,
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utang, bikkinlik ve kaygi gibi diger duygular1 da barindirmaktadir (Pekrun ve
Linenbrink-Garcia, 2014). Bu sebepten otiirii, bu arastirma Ingilizce derslerindeki
akran iligkisini ve farkli basar1 duygularini ele alarak alan yazina katkida bulumay1

amaclamistir.

Ote yandan, alan yazinda basar1 duygularmnin sinif seviyelerine gére ve cisiyete gore
inceleyen ve farkli sonuglara ulasan arastirmalar yeralmaktadir (Calik, 2014;
Raccanello, Brondino ve Bernardi, 2013; Vierhaus, Lohaus ve Wild, 2016; Oztiirk ve
Giirbiiz, 2013; Pekrun, Hall, Goetz ve Perry, 2014; Pekrun, Lichtenfeld, Marsh,
Murayama ve Goetz, 2017; Yiikselir ve Harputlu, 2014). Bu yiizden bu ¢aligsma her iki
degiskeni arastirarak, egitimcilerin cinsiyete ve sinif seviyelerine gore degisebilecek
duygular1 daha iyi anlamalar1 ve etkili 6grenme ortami yaratmak i¢in ona gore
duyussal destek saglayabilmeleri yoniinden alan yazina katkida bulunmay1

hedeflemistir.

Arastirma Sorulari
1. Basar1 duygular cinsiyet ve sinf seviyesine gore nasil degismektedir?
2. Algilanan 6gretmen duyussal destegi ve akran iligkisi ortaokul dgrencilerinin
Ingilizce derslerindeki basar1 duygularini ne derece yordamaktadir?
3. Algilanan 6gretmen duyussal destegi ve akran iliskisin ortaokul 6grencilerinin
Ingilizce derslerindeki basar1 duygularmi sinif seviyesine gore ne derece

yordamaktadir?

Literatiir Taramasi

Duyus terimi farkli alanlardaki bilim insanlar1 tarafindan c¢esitli sekilde
tanimlanmaktadir. Duyuslarla ilgilenen bilim insanlar1 bu terimi bedende ve zihinde
meydana gelen duygusal durumlar ve ayirt edici degisimler olarak goérmektedir
(Wetherell, 2012). Boekaerts (2007) ise duyusu hisleri, duygulari, ruh halini igeren

genel bir terim olarak tanimlamaktadir.
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Egitimde insancil yaklasim (humanistic approach) ile birlikte, duyussal alanin da
onemi vurgulanmis (Gardner, 1985), ve duyus alani ile ilgili yapilan ¢aligmalar bu
alanda 6nem kazanmaya baslamistir. Dil 6grenimi ve ikinci dil edinimi gibi farkli
egitim alalarinda da duyus 6grenme iirlinlerinin 6nemli parcasi haline gelmistir

(Aragdo, 2011; Imai, 2010).

Ikinci yabanci dil ediniminde (Imai, 2010), yabanci dil &grenimde (Pishghadam,
Zabetipour ve Aminzadeh, 2016), 6grenme siiregleri ve motivasyonda (Meyer ve
Turner, 2006) duygular, duyusun temel yap1 tas1 olarak goriilmektedir. Duygular,
coklu etkilesimleri igeren gegmis deneyimlerden gelir ve duyussal, biligsel, fizyolojik,
giidiisel ve psikolojik siiregleri kapsayan ¢ok yonlii bir olgudur (Pekrun, 2006; Pekrun,
Goetz, Frenzel, Barchfeld ve Perry, 2011; Pekrun ve Stephens, 2010; Scherer, 2009).
Basar1 duygular1 ise akademik alanda yer alan 6grenme, 6gretim ve bagsar1 kavramlari
ile yakindan iliskili duygular olarak goriilmektedir (Pekrun, 2006) ve yabanci / ikinci
dil 6grenimi, matematik ve fen bilimleri gibi farkli egitim alanlarinda (Calik, 2014;
Goetz, Cronjaeger, Frenzel, Liidtke ve Hall, 2010; Goetz vd., 2006; Goetz, Frenzel,
Pekrun, Hall ve Lidtke, 2007; Goetz, Nett, Martiny, Hall, Pekrun, Dettmers ve
Trautwein, 2012; Ismail, 2015; Méndez Lopez ve Pefia Aguilar, 2013; Pishghadam
vd., 2016; Raccanello vd., 2013; Yiikselir ve Harputlu, 2014) 6grenme siireclerini,
motivasyonu, etkili 6grenme ve 6gretmeyi daha 1yi anlamak i¢in gereklidirler (Calik,

2014; Meyer ve Turner, 2006; Pekrun, Goetz, Titz ve Perry, 2002).

flgili alan yazin incelendiginde, kaygi en ¢ok arastirilmis ve raporlanmis basar
duygusudur (Pekrun ve Stephens, 2010) ve sinav kaygisi ile ilgili birgok yapilan
aragtirma bulunmaktadir (Guntzviller, Yale ve Jensen, 2016; Hamzaoglu ve Kogoglu,
2016; Onem, 2010; Wigfield ve Eccles, 1990; Zeidner, 1998, 2007). Ancak 6grenciler
tarafindan deneyimlenen sinav kaygisindan farkli olarak zevk, gurur, 6fke, utang,

umutsuzluk ve bikkinlik gibi diger basar1 duygular1 da yasanmaktadir (Pekrun, 2006).

Bu duygular, Pekrun’u duygular ile ilgili beklenti-deger gibi diger kuramlara
tamamlayici olarak sundugu kontrol-deger (control-value) kuramina dayanmaktadir.
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Bu kurama gore, duygularin olusumunda kontrol ve deger degerlendirmelerini igeren
biligsel degerlendirmeler 6nemli rol oynamaktadir (Pekrun, 2006; Pekrun vd., 2007;
Pekrun vd., 2011; Pekrun ve Stephens, 2010). Kisisel kontrol degerlendirmeleri
basariya iliskin c¢alismalar1 ve iiriinleri bireylerin ne kadar kontrol edilebildikleri,
kisisel deger degerlendirmesi ise bu g¢alismalarin ve {riinlerin onlar i¢in ne kadar
onemli oldugu ile alakalidir (Pekrun, 2006; Pekrun vd., 2007; Pekrun vd., 2011,
Pekrun ve Stephens, 2010). Bu biligsel degerlendirmelerin yani sira, basart duygularini
etkileyen farkli onciiller de bulunmaktadir. Bunlardan biri ise 6grenim ortamlaridir
(Pekrun, 2006; Pekrun vd., 2007; Pekrun ve Stephens, 2010) ve ne yazik ki 1930’1u
yillardan beri ¢alisilan sinav kaygist disindaki basar1 duygulart ve 6grenme ortamlari
arasindaki iliski genis kapsamli olarak heniiz incelenmemistir. Bu 0grenim
ortamlarinda 6grencilerin duygusal islevselligini ve akademik basarisini etkileyen iki
onemli sosyal ortak olarak goriilenler ise 6gretmenler ve akranlardir (Furrer ve
Skinner, 2003). Bu 6nemli sosyal ortaklar ile 6grenciler siifta birlikte zaman gegirir,
sosyal iligkiler insaa edebilir ve farkli duygular deneyimleyerek bireysel ve toplu
olarak yasamdaki hedeflerini gerceklestirebilirler (Pekrun vd., 2007). Bu yiizden,
Ogretmenler ve akranlar 6grencilerin duygularini ve basarilarini etkileyen iki 6nemli

etken olarak goriilebilirler.

Ilgili alan yazinda dgretmen duyussal destegi ve basar1 duygular1 arasindaki iliskiyi
inceleyen arastirmalara gore, duyussal destek saglayan Ogretmenlerin bulundugu
egitim ortamlarinda 6grencilerin haz gibi olumlu duygular1 daha ¢ok deneyimlerken,
umutsuzluk ve kaygi gibi olumsuz duygulart daha az deneyimledikleri ortaya
cikmigtir. Ancak, bu c¢aligmalar matematik ve fen bilimleri alanlarinda
gerceklestirilmis ve birkag basar1 duygusunu incelemistir (Sakiz, 2015, 2017; Sakiz
vd., 2012). Bunun yam sira ilgili alan yazinda, dgrenim ortamlarinda bulunan
Ogretmenlerle ve akranlarla olan iliskilerin ise duyussal tepkiler, motivasyon,
akademik katilim ve basari ile olan iliskisini inceleyen arastirmalar da yer almaktadir
(Cox vd., 2009; FitzSimmons, 2006; Shen, McCaughtry, Martin, Fahlman ve Garn,
2012). Bu arastirmalarin sonucunda ise 6grencilerin 6gretmenleri ve akranlari ile olan
iligkilerinin hem davranigssal hem duygusal katilimlari ile iliskili oldugu, olumlu
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iliskilerin ise 6grencilerin haz duygusunu daha fazla, endise duygusunu ise daha az
seviyede hissetmesindeki Onemini vurgulamaktadir. Ne yazik ki, alan yazinda
algilanan 6gretmen duyussal destegi ve akran iligkisinin ¢esitli basar1 duygularindaki
roliinii inceleyen arastirmalarin azlig1 yoniinden ve var olan ¢alismalarin ise genellikle
matematik ve fen bilimleri derslerine ait olmasindan dolay1, bu degiskenlerin yabancil

dil 6grenim siniflar1 gibi farkli akademik alanlarda incelenmesi gerekmektedir.

Dahasi, belirli duygu diistiniimleri ve yasanilan duygunun yogunlugu gibi siire¢
icindeki degiskenlerin bireylere gore farklilik gosterdigi icin kontrol-deger kurami
basar1 duygularinin cinsiyete gére degisecegini belirtmektedir (Pekrun, 2006). Ilgili
uluslararasi ve ulusal alan yazinda ise bu kuramin varsayimini destekleyen yabanci dil
o0grenim siniflarinda arastirmalar bulunmaktadir (Cui, 2011; Dewaele, Maclntyre,
Boudreau ve Dewaele, 2016; Dewaele, Witney, Saito ve Dewaele, 2017; Goetz vd.,
2008; Oztiirk ve Giirbiiz, 2013; Yiikselir ve Harputlu, 2014). Bu arastirmalarin
bulgular1 incelendiginde ise kimi c¢alismalarin kiz 6grencilerinin erkek 6grencilere
gore kaygi gibi olumsuz basar1 duygularini daha ¢ok deneyimledigi kimi ¢alismalarda
ise bunun tam tersi yonde oldugu gozlenmistir. Benzer olarak, kimi arastirmalar haz
gibi olumlu basar1 duygusunun kiz 6grencilerin daha ¢ok deneyimledigini belirtirken,
kimi arastirmalar bu duygunun daha ¢ok erkek 6grenciler tarafindan deneyimlendigi
sonucuna ulagmistir. Ancak bu ¢alismalarin disinda, alan yazinda yer alan kimi ulusal
ve uluslararasi ¢caligsmalar basar1 duygularinda herhangi bir cinsiyet farki bulamamistir

(Aydin, 2013; Ismail, 2015; Nemati, 2012; Oziitiirk ve Hiirsen, 2013).

Alan yazinda basar1 duygularinin sinif seviyelerine gore degistigini belirten
arastirmalar da yer almaktadir. Ne yazik ki anadil ve yabanci dil siniflarinda (Aydin,
2013; Goetz vd., 2008; Raccanello vd., 2013) yer alan birka¢ arastirma disinda bu
alanda basar1 duygular1 incelenmemistir (Eroglu, Isiklar ve Bozgeyikli, 2006; Normak
ve Taltz, 2009; Vierhaus vd., 2016). Bu arastirmalarin sonuglarina bakildiginda ise
siif seviyesi ylikseldik¢e 68rencilerin yasadigi olumlu basar1 duygularinin azaldigi

olumsuz basar1 duygularinin ise arttig1 gézlenmistir.
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Yontem

Desen

Bu arastirma korelasyon ¢alismasi olarak planlanmigtir. Veriler Ankara’da bulunan
Cankaya ve Yenimahalle merkez il¢elerindeki 6zel ortaokullarda &grenim goéren

besinci, altinci ve yedinci sinif 6grencilerinden toplanmistir.

Orneklem

Bu arastirmanin hedef evreni, Ankara’da 6zel okullarda 6grenim goéren ortaokul
ogrencilerinden olusmaktadir. Ancak TEOG smavindan sonraki hafta okulda
bulunmamalarindan ve toplanilan veri sayisinin yetersizliginden dolay1 sekizinci sinif
Ogrencileri arastirmada yer almamaktadir. Bu yiizden bu calisma Ankara’daki 6zel

okullarda 6grenim goren besinci, altinci ve yedinci sinif 6grencileri ile sinirlidir.

Ulasilabilir evren Ankara’nin iki merkez il¢esi olan Cankaya ve Yenimahalle’deki dort
farklt 6zel okulda 6grenim goren besinci, altinci ve yedinci sinif 6grencilerinden
olusmaktadir. Kiime Ornekleme yontemi kullanilarak dort 6zel ortaokul secilmistir.
Kullanilan 6lgeklerin toplam madde sayis1 diistiniilerek katilimei sayisi belirlenmistir.
Boylelikle, 810 besinci, altinc1 ve yedinci simifta okuyan ortaokul 6grencisi bu
calismada yer almistir. Katilimcilarin 417°si kizlardan (%51), 397°si ise erkeklerden
(%49) olusmaktadir. Bunun yani sira, katilimcilarin 272’si besinci siif 6grencisi
(%33.6), 263’1 altinct sinif 6grencisi (%32.5) ve 275’1 yedinci sinif 6grencisinden
(%34) olugsmaktadir.

Veri Toplama Araclari

Veri toplamak amaci ile aragtirmada ii¢ farkl 6lgekten ve alt1 farkli béliimden olusan
bir anket uygulanmistir. Birinci boliim calismaya katilanlarin cinsiyet ve smif
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seviyelerini O0grenmeyi amaglarken, ikinci bolimde Furrer ve Skinner (2003)
tarafindan gelistirilen akran iligkisini 6lgmek amaci ile dort maddeden olusan Akran
Mliskisi Olgegi yer almaktadir. Akran liskisi Olgegi arastirmaci tarafindan ¢alisma
kapsaminda Tiirk¢e’ye uyarlanmis ve Uyarlama siirecince belirli yollar izlenmistir.
Oncelikle 6lgek ii¢ farkli Ingilizce alaninda uzman tarafindan Tiirkce’ye ¢evrilmistir.
Ardindan, bagka ii¢ farkl1 ingilizce alaninda uzman tarafindan Ingilizce’ye geri geviri
yapilmustir. Son olarak ise, hem Tiirk¢e’ye hem de Ingilizce’ye cevrilen dlgekteki

maddeler incelenerek uyumlulugu kontrol edilmistir.

Anketin iiglincii, dérdiincii ve besinci boliimlerinde ise ingilizce dersindeki sinif basar1
duygulari, 6grenme basar1 duygular1 ve smav basar1 duygularini ii¢ farkli zaman
araliginda olgen Ingilizce Basar1 Duygulart Olgegi bulunmaktadir. Olgegin ash
Matematik Basar1 Duygular1 Olgegi olarak Pekrun, Goetz ve Frenzel (2005) tarafindan
ve diger akademik derslere de uyarlanabilir sekilde gelistirilmistir. Asil dlgekte 60
madde bulunurken, Milli Egitim Bakanligi’nin istegi ve Calik (2014) tarafindan
uyarlanan Olgekte Dogrulayict Faktor Analizi sonuglar1 degerlendirildiginde sekiz
madde ¢ikarilmis, 52 maddeden olusan 6lgek ankete dahil edilmistir. Bu 6l¢ek yedi
farkli basar1 duygusunu 6lgmeyi amaclamaktadir. Bu duygular, haz, gurur, kaygi,

umutsuzluk, 6tke, bikkinlik ve utan¢ duygularidir.

Anketin son bolimii ise, 6gretmen duyussal destegini 6l¢gmek amaci ile Sakiz (2011)
tarafindan gelistirilen ve Tiirk¢e’ye uyarlanan on iki maddeden ve tek boyuttan olusan

Ogretmen Yapict Duygusal Destegi Olgegini icermektedir.

Ana calisma verileri toplanmadan 6nce, Ogretmen Yapict Duygusal Destegi Olgegi ve
arastirmaci tarafindan Tiirkge’ye uyarlanan Akran liskisi Olgegini iceren bir pilot
calisma uygulanmistir. Pilot ¢caligsma iki haftalik aralik ile uygulanan 6n-test ve son-
testten olugsmaktadir ve anket 37 yedinci ve sekizinci sinif 6grencisine uygulanmistir.
Iki haftalik test-tekrar test giivenirlik katsayis1 Ogretmen Yapict Duygusal Destegi
Olgegi icin .87 olarak hesaplanirken, n-test icin Cronbach alfa .96 ve son-test igin ise
.98 olarak hesaplanmistir. Akran Iliskisi Olgegi icin ise test-tekrar test giivenirlik
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katsayis1 .73, on-test i¢in Cronbach alfa degeri .55 ve son-test i¢in bu deger .63 olarak
hesaplannustir. Akran iliskisi Olgegi icin bulunan bu Cronbach Alfa degerlerinin
nedeni 6l¢ekteki olumlu ve olumsuz yiiklem igeren climlelerin karigik sira ile gelmesi
olabilecegi diisiintildiiglinden, ana ¢alismada olumlu yiiklem igeren ciimleler ve
olumsuz ytiklem igeren climleler birbirini ardina gelecek sekilde maddelerin yerleri

degistirilmigtir.

Veri Toplama Siireci

Arastirmay: yiiriitebilmek icin ODTU Insan Arastirmalar1 Etik Kurulu’ndan ve Milli
Egitim Bakanligi (MEB)’ndan gerekli izinler alinmistir. Ardindan, 37 6zel ortaokulda
ogrenim goren yedinci ve sekizinci sinif 6grencisi ile pilot galisma gergeklestirilmistir.
Pilot ¢alismada, arastirmaci tarafindan Tiirkge’ye uyarlanan Akran Iliskisi Olcegi ve
Tiirkge’ye Sakiz (2011) tarafindan uyarlanan Ogretmen Yapict Duygusal Destegi
Olgegi yer almistir. Ana ¢alisma ise 2015-2016 akademik yili ikinci donemi iginde
yuriitiilmistiir.

Katilimcilarin - 6lgeklerdeki sorulari yanitlamasi yaklasik olarak yirmi dakika
stirmiistiir. Bunun yan1 sira, aragtirmact ve oOgretmenler Ogrencileri dikkatli
gbozlemlemek icin oOlgeklerin uygulandigi sira smifta hazir olarak bulunmustur.
Ardindan, katilimcilar arastirmanin amaci, kullanilan veri toplama araglar1 ve
uygulama siireci, bu ¢alismaya katilmanin goniilliiliik esasina dayandig ve istedikleri
herhangi bir zamanda ¢alismadan geri ¢ekilebilecekleri konusunda bilgilendirilmistir.
Ek olarak, katilimc1 verilerinin gizli tutlacagi, sadece arastirmaci tarafindan verilerin
kullanilacag: bilgilendirilmesi yapilmistir. Son olarak ise, katilime1 6grencilerden

sorular1 dikkatli ve bagimsiz sekilde okumalari ve cevaplamalari istenmistir.

Veri Analizi

Veri analizi IBM SPSS 22 yazilim programi kullanilarak betimsel ve ¢ikarimsal analiz
yontemi ile yapilmistir. Bu analizleri uygulamadan once, kayip veri analizi
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gerceklestirilmistir. Bulgulara gére Ogretmen Yapic1 Duygusal Destegi Olceginde ve
Akran Iligkisi Olgeginde herhangi bir kayip Veri bulunmamustir. Ancak Ingilizce
Basar1 Duygular1 Olgeginde oram %1°i ge¢meyen ii¢ kayip veri bulunmus, veri
Orlintiisiinii incelemek igin rastlantisallik kontrol edilmis (Tabachnick ve Fidell, 2014)
ve istatistiksel olarak fark bulunmustur (p < .05). Bu 6nemli durum ile bas edebilmek

icin Ve az sayida kayip veri oldugu igin ortalama deger atama yontemi kullanilmistir
(Tabachnick ve Fidell, 2014).

Ote yandan, Ingilizce Basar1 Duygular1 Olgegi’nin Pekrun, Goetz ve Frenzel (2005)
tarafndan onerilen ve Calik (2014) tarafindan teyit edilen yedi faktorliik yapisini ve
Ogretmen Yapici Duygusal Destegi Olgegi’nin tek faktérliik yapisini incelemek igin
AMOS 24 (Arbuckle, 2016) yazilim programi kullanilarak Dogrulayict Faktor Analizi
gerceklestirilmistir. Hair, Black, Babin ve Anderson’in (2010) belirttigi lizere, faktor
analizi dogrultusunsa dnerilen bir yapiy1 incelemek icin her bir faktoriin bes ve besten
fazla maddesi olmasi1 gereklidir. Bu yiizden, dort maddeden olusan Akran Iliskisi
Olgegi i¢in Dogrulayici Faktdr Analizi yapilmamistir. Bunun yani sira, Cronbach alfa

katsayis1 incelenerek bulgularin glivenilirligi incelenmistir.

Cinsiyet ve smif seviyelerine gore benzerlikleri ve farkliliklari arastirmak igin
ortalama ve standart sapma degerleri hesaplanarak betimsel analiz gerceklestirilmistir.
Verilerin cinsiyete ve sinif seviyesine gore siklik dagilimi ve orantisi da incelenmistir.
Betimsel analizin yani sira, ¢ok degiskenli varyans analizi (MANOVA) ile ortaokul
Ogrencilerinin basar1 duygular1 cinsiyet ve sif seviyesi degiskenlerine gore
incelenmistir. Son olarak ise, algilanan 6gretmen duyussal destegi ve akran iliskisinin
Ingilizce derslerindeki basar1 duygulari iizerindeki roliinii arastirmak ve bu rolii sinif

seviyelerine gore incelemek amaci ile kanonik korelasyon analizi yapilmistir.

Arastirmanin Simirhiliklar:

Aragtirma kapsaminda g6z Onilinde bulundurulmasi gereken bir¢ok sinirlilik
bulunmaktadir. Ilk olarak, bu arastirma Ingilizce dersindeki basar1 duygulari, algilanan
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o0gretmen duyussal destegi ve akran iliskisi arasindaki bagi inceleyen korelasyon
calismasidir. Bu yilizden, bu calisma ile sebep sonu¢ ¢ikarimlarinda bulunmak
miimkiin degildir. Bunun yani sira, bu aragtirma 6grenci goriislerini 6zbildirim (self-
report) kullanarak incelemektedir. Sosyal begenirlik yanliligindan dolay1 6grenciler
kendi fikirlerini ve duygularmi yansitmamis olabilirler. Veri toplama ol¢eklerinin
uygulanma sirasunda 6grenciler farkli duygusal siireclerden de gegiyor olabilir. Buna
ek olarak, bu aragtirma 6zel ortaokullarda 6grenim gore besinci, altinci ve yedinci sinif
ogrencileri ile ve Ingilice dersi ile siirhidir. O yiizden, bulgular1 diger egitim
ortamlarina, sinif seviyelerine ve derslere genellemek miimkiin degildir. Sosyo-
ekonomik durum, etnik ve kiiltiirel yap1 bakimindan farkli 6zge¢misi olabilecegi igin
aragtirmanin bulgularin1 farkli sehirlerde yasayan ve Ankara’nin baska ilgelerineki
ogrencilere genellemek de miimkiin degildir. Bundan dolayi, bulgular yalmizca

Ankara’nin daha 6nceden belirtilen ilgelerine genelleme yapilabilir.

Arastirmanin Varsayimlari

Bu ¢alismanin sayiltilari; (a) veri toplama araglariin uygulandig: sirada katilimcilara
standart kosullar saglanmistir, (b) veri toplama araclarindaki tiim maddeler
katilimeilar tarafindan dogru sekilde anlasilmistir, (c) katilimcilar sosyal begenirlik
yanlilig1 olmaksizin sorulara igtenlikle cevap vermislerdir, (d) katilimcilar hig
kimseden etkilenmeden olgeklerdeki sorulara kendi fikirlerini yansitacak sekilde

cevap vermislerdir.

Bulgular

Ingilizce Basar1 Duygular1 Olgegi icin Dogrulayici Faktdr Analizi yapilmis ve dlgek
icin belirtilen yedi faktorlik yapinin gegerligi test edilmistir. Sonuglara gore ise
Karsilastirmali Uyum Indeksi (CFIl; Comparative Fit Index) .98, Normlastirilmamis
Uyum Indeksi (Non-Normed Fit Index; NNFI) .97 ve Yaklasik Hatalarin Ortalama
Karekokii (Root Mean Square Error of Approximation; RMSEA) .06 olarak
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hesaplanmistir. Bu sonuglara gore, belirtilen yedi boyutlu yapr dogrulanmustir.
Giivenirlik katsayis1 ise her bir duygu boyutu i¢in .82 {izerinde bulunmustur. Bunun
yani sira, Ogretmen Yapict Duygusal Destek Olgegi icin Dogrulayici Faktor Analizi
yapilmis ve Olgek icin belirtilen tek faktoriilik yapinin gecerligi test edilmistir.
Sonuglara gore ise Karsilastirmali Uyum Indeksi (CFI) .96, Normlastirilmamis Uyum
Indeksi (NNFI) .95 ve Yaklasik Hatalarin Ortalama Karekokii (RMSEA) .08 olarak
hesaplanmistir. Bu sonuglara gore, belirtilen tek boyutlu yapi dogrulanmstir.
Giivenirlik katsayis1 ise .95 olarak bulunmustur. Dért maddeden olusan Akran Iliskisi
Olgegi i¢in sadece giivenirlik katsayis1 hesaplanmistir. Cronbach alfa degeri (.74)

kabul edilebilir diizeyde bulunmustur.

Betimsel analiz sonuglarina goére besinci, altincit ve yedinci simif 6grencileri i¢in
Ingilizce derslerindeki olumlu basar1 duygularinin olumsuz basar1 duygularindan daha
yiiksek oldugunu gdstermistir. Olumlu basart duygularindan gurur en yiiksek
ortalamaya sahipken haz daha diisiik ortalamaya sahiptir. Olumsuz basari
duygularinda ise en yiiksek ortalamaya bikkinlik sahipken, 6fke en diisiik ortalamaya
sahiptir. Akran iligkisi ve algilanan 6gretmen duyussal destegi bakimindan ortalama
degerler de yiiksek olarak bulunmustur (Ogretmen Yapic1 Duygusal Destek Olgegi =
4.01; Akran liskisi Olgegi = 3.32).

Cok degiskenli varyans analizi (MANOVA) Ingilizce basar1 duygularmin cinsiyet ve
siuf seviyelerine gore degisiklik gosterip gostermedigini incelemek i¢in kullanilmig
ve basar1 duygularinin cinsiyet degiskenine gore anlamli olarak farklilik géstermedigi
goriilmiistiir. Stif seviyelerinin ise Ingilizce basar1 duygulari iizerinde etkili oldugu
goriilmiistiir. Haz basar1 duygusunun anlamli olarak degistigi ve sinif seviyesi arttikca
azaldig1 gdzlenmistir. Ofke ve bikkinlik basar1 duygularinin simif seviyeleri arttikca

artt1g1, utang basar1 duygusunun ise azaldig1 gézlenmistir.

Son olarak ise, algilanan gretmen duyussal destegi ve akran iliskisi ile Ingilizce basar1
duygular1 arasindaki iliskiyi gozlemlemek igin kanonik korelasyon yapilmistir.
Sonuglar algilanan 6gretmen duyussal destegi ve akran iligkisinin olumsuz basari
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duygularin1 negatif yonde, olumlu basar1 duygularini ise pozitif yonde yordadigini
gostermistir. Bir diger deyisle, algilanan 6gretmen duyugsal destegi ve akran iligkisi
diisiik seviyedeyse, haz ve gurur duygular1 da diisiik seviyede, algilanan 6gretmen
duyugsal destegi ve akran iliskisi yiliksek seviyedeyse, deneyimlenen kaygi, ofke,
bikkinlik, umutsuzluk ve utan¢ olumsuz basar1 duygularinin daha diisiik seviyede
oldugu gozlenmistir. Bunun yani sira, algilanan d6gretmen duyussal destegi ve akran
iliskisi degiskenleri ile Ingilizce basar1 duygulari arasindaki iliski siif seviyeleri
bakimindan da incelenmis ve benzer sonuclara ulasilmistir. Bagka bir ifadeyle, besinci,
altinc1 ve yedinci smiftaki 6grenciler 6gretmen duyussal destegini ve akran iligkisini
yiiksek seviyede deneyimliyorsa, bu 6grencilerin haz ve gurur basar1 duygularini daha
fazla, kaygi, 6fke, bikkinlik, umutsuzluk ve utang olumsuz basart duygularini daha az

seviyede deneyimledigi gozlenmistir.

Sonug ve Oneriler

Bu arastirmanin bulgular1 Ingilizce dil 6grenim smiflarinda deneyimlenen basari
duygularina, bu duygularin cinsiyet ve siif seviyelerine gore degerlendirilmesi ve
O0grenme ortamlarmin ortaokul Ogrencilerinin basar1 duygular1 {izerindeki roliinii

anlama bakimindan ilgili alan yazina 151k tutmaktadir.

Cinsiyet degiskeni ele alindiginda, ortaokul grencilerinin Ingilizce derslerindeki
basar1 duygularinda manidar bir farklilik goriilmedigi sonucu ilgili alan yazinda
(Ismail, 2015; Yiikselir ve Harputlu, 2014; Fong Lam, Chen, Zhang ve Liang, 2015)
yer alan bazi ¢alismalarla benzerlik gostermektedir. Ne yazik ki az sayida ¢aligmanin
olmasindan dolay1, ingilizce derslerindeki basar1 duygularindaki cinsiyet farklilig1 iyi
tanimlanan ya da 0lgiilen bir yap1 degildir. Ancak, cinsiyet degiskeni ve dil 6grenim
kaygisini ele alan bir¢ok arastirma yer almaktadir. (Aydin, 2013; Cui, 2011; Goetz vd.,
2008; Nemati, 2012; Oztiirk ve Giirbiiz, 2013; Oziitiirk ve Hiirsen, 2013; Park ve
French, 2013). Bu sebepten, Ingilizce basar1 duygular1 ve cinsiyet arasindaki iliskiyi
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incelemek ve bu arastirmanin bulgularmi teyit edebilmek icin daha fazla galisma

yapilmalidir.

Bir diger taraftan, Ingilizce derslerindeki haz, 6fke, bikkinlik ve utang basari
duygularinda snif seviyelerine goére anlamh bir fark gézlenmistir. Bulgular siif
seviyelerinin arttik¢a, Ingilizce derslerindeki hazzin ve utang duygusunun giderek
azaldigini, 6fke ve bikkinligin ise giderek arttigini ortaya ¢ikarmistir. Bu bulgular ise
alan yazinda yer alan kimi ¢aligmalar (Calik, 2014; Normak ve Taltz, 2009; Raccanello
vd., 2013; Vierhaus vd., 2016) ile uyum icerisindedir. ilkokuldan ortaokula gegis
sirasinda, ergenlik doneminin baslarindan itibaren, ogrenciler smif ortamini
destekleyici olarak ve Ogretmen Ogrenci iliskisini olumlu olarak algilamayabilir
(Eccles vd., 1993). Bu yiizden, 6grencilerin bikkinlik ve 6fke gibi duygular iist
siniflara gecerken artabilirken haz gibi duygular1 azalabilir. Bunun yani sira,
ortaokulda ders notlar1 akademik basarinin gostergesi olarak goriilmektedir Ki bu
durum egitim alaninda, evde, hatta toplum ve medya icerisinde bile 6grencilere karsi
olan tutumlar1 belirlemektedir. Cok onem verilen ders notlar1 yiiziinden, 6grenciler
egitim programi gereklililerini yerine getiremeyebilir, simif seviyesi ylikseldikce
tizerinde baski hissediyor olabilirler (Normak ve Talts, 2009). Sonug olarak ise,
Ogrenciler diisilk seviyede olumlu duygu yiliksek seviyede ise olumsuz duygu

deneyimleyebilirler.

Ogretmen duyussal destegin ve akran iliskisinin Ingilizce dersindeki basar1 duygular:
lizerindeki rolii incelendiginde, iki degiskenin de Ingilizce basar1 duygularinin giiclii
yordayicilar1 oldugu saptanmustir. lgili alan yazinda yer alan dgretmen duyussal
destegi ile ilgili arastirmalar (Sakiz, 2015, 2017; Sakiz vd., 2012) 6gretmen destegi ile
ilgili arastirmalar (Ahmed, Minnaert, Van der Werf ve Kuyper, 2010; Frenzel vd.,
2007; Goetz vd., 2006) ve de akran iligkisi ile duygular1 inceleyen ¢aligmalar (King,
2015; Ahmed vd., 2010; Cox vd., 2009; Flunger, Pretsch, Schmitt ve Ludwig, 2013;
Ullrich-French ve Smith, 2006) ile uyum gosteren bu arastirmada, 6gretmeninin
duyussal destegini ve olumlu akran iliskisini deneyimleyen &grencilerin olumlu

duygular1 daha fazla, olumsuz duygular ise daha az deneyimledigi ortaya ¢ikmistir.
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Ne yazik ki, birgok farkli basar1 duygusu ve belirtilen degiskenler ile ilgili caligmalarin
yetersizliginden dolay1, ¢alismalar yapilarak ilgili alan yazina katki saglanabilir ve bu

arastirmanin sonuglar teyit edilebilir.

Belirtilen arastirma sonuglarina gore, olumlu Ogrenim ortamlar1 yaratmak igin
arastirma kapsaminda birgok Oneride bulunmak miimkiindiir. Oncelikle smif
diizeyinde duyussal egitim ortami yaratmak icin, Ogrencilerin kendilerini ait
hissettikleri, ogretmenleri tarafindan desteklendikleri duyussal 6grenme ortami
yaratmak konusuna dikkat ¢ekilmelidir. Bu ortamlar1 yaratabilmek igin farkli dil
ogrenim etkinlinlikleri ile Ogretmenler Ogrencilerinin kendilerini ifade etmeleri
desteklemelidir. Ayrica, ogretmenler Ogrencilerin kendi fikir ve diislincelerini
rahatlikla ifade edebildikleri giivenli 6grenim ortamlari insa ederek dgrencilere firsat
vermelidir (Hall ve Walsh, 2002). Buna ¢k olarak, 6gretmenler 6grencilerin yaslarini,
Ozgeemislerini, dil 6grenimindeki yeterlilik seviyelerini dikkate alarak &grencilerin
cevaplarina karsilik yapici elestirileri olan etkili geribildirimler saglamalidir (Dornyei,
2007). Yani sira, 6gretmenler 6grencilerin duygularini anlamaya c¢alismalidir. Onlari
dinleyerek, ihtiyaclar ile ilgilenerek, fikirlerine saygi duyarak, ne olursa olsun esit
davranarak ve Ogrencilerinden yiiksek beklentileri olarak onlar1 6nemli
hissettirebilirler (Sakiz, 2007). Akran iligkileri de duyussal 6grenim ortamlarini
yaratmak i¢in onemli oldugu i¢in, 6gretmenler olumlu 6grenci-akran iligkisi i¢in
oncelik saglamalidir (Furrer ve Skinner, 2003). Bunun i¢in 6grencilerin birbirlerini
yakindan tanimalari i¢in firsatlar saglanmalidir. Boylelikle paylagimlarda bulunabilir
giicli iliskiler kurabilirler. Ayrica 6gretmenler rol model olarak algilandigi igin,
Ogretmenlerin icten ve destekleyici olmasi, dgrenci-akran iligkisini olumlu yonden

etkileyebilir.

Okul diizeyinde duyussal egitim ortami yaratmak i¢in ise, olumlu okul atmosferi
yaratmak onemlidir. Bu ortamlarda idareciler 6nemlidir (Price, 2012). Eger onlar
calisanlarin duygu ve diisiincelerini rahatlikla paylastigi, birbirlerine saygi duydugu,
giivenli ve isbirlik¢i bir egitim ortami olusturursa (Hoy, Smith ve Sweetland, 2002), is
doyumu ve baglhligi gerceklesebilmektedir. Bunun sonucunda ise, egitimciler

140



ogrencileri olumlu sekilde etkileyebilir, idareciler ve 6gretmenleri tarafindan yeterince
zaman ayrilan ve gayret gosterilen 6grenciler ise basarili olabilirler (Hulpia, Devos ve
Rosseel, 2009; Price, 2012). Boylelikle, herkesin basarili oldugu olumlu okul ortami

yaratilabilir.

Ayrica, okullar gerekli miidahalelerde bulunmali ve 6grenim ortamlarindaki iki sosyal
ortagin éneminden bahsetmelidir (Furrer ve Skinner, 2003). Bunun igin ingilizce
basar1 duygularinin 6neminden, sosyal iliskilerin etkilerini, simf diizeyindeki

degisimleri kapsayan seminerler de diizenlenebilir.

Hizmet-6ncesi ve hizmet-igi programlart hazirlanmali, dil 6grenim alanindaki duyus
kavrami gibi faktorlere daha da 6nem gosterilmelidir. Ayrica 6gretmen ve 6grencilerin
deneyimledigi duygular zaman ic¢inde birbirlerini etkileyecegi i¢in bu programlar

ogretmen duygularini da ele almalidir (Dornyei ve Ushioda, 2013).

Yukarida belirtilen Onerilerin disinda, ileride yapilacak c¢alismalar icin de belirli
Oneriler de bulunmak miimkiindiir.

e Ingilizce basar1 duygular1 ve duyussal 6grenim ortamlar: arasindaki iliskiyi
Ankara’daki farkl ilgeleri, Tiirkiye’deki farkl: illeri, 68rencilerin gelisimsel
stireglerini, kiiltiirel gegmislerini, okuduklar1 okulun tiirii degiskenlerini dahil
ederek daha detayli olarak inceleyebilirler.

e Tutarsizlik gosteren ¢aligmalardan dolayi ileriki ¢aligsmalar basar1 duygulari ve
cinsiyet degiskenini ele alarak bu konunun daha iyi anlasilmasina yardimci
olabilirler.

e Basar1 duygular1 akademik mesguliyet, okul aidiyeti ve okula alisma gibi
degiskenlerle de incelenebilir.

e Deneysel calismalar yapilabilir hatta uzun siireli caligmalar ile bu degiskenlerin
basar1 duygularindaki etkisi uzun siiregte nasil oldugu, bu degiskenlerin birbiri

arasinda etkisinin nasil oldugu gibi konular incelenebilir.
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Appendix C: Tez Fotokopisi Izin Formu

ENSTITU

Fen Bilimleri Enstitiist

Sosyal Bilimler Enstitiisii X

Uygulamali Matematik Enstitiisti

Enformatik Enstitisi I:I

Deniz Bilimleri Enstitisu

YAZARIN

Soyad1 : KOK
Adi  : EZGI HAZAL
Boliimii : EGITIM PROGRAMLARI VE OGRETIM

TEZIN ADI (ingilizce) : The Role of Perceived Teacher Affective Support
and Relatedness to Peers in Achievement Emotions of Middle School
Students in EFL Classrooms.

TEZIN TURU : Yiiksek Lisans | X Doktora

. Tezimin tamamindan kaynak gdsterilmek sartiyla fotokopi aliabilir.

. Tezimin i¢indekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir

boliimiinden kaynak gosterilmek sartiyla fotokopi alinabilir.

. Tezimden bir (1) y1l siireyle fotokopi alinamaz. X

TEZIN KUTUPHANEYE TESLIiM TARIHIi:
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