>
-

EPODER

Uluslararasi Egitim Programlari ve Ogretim Dergisi, 8(1), 2018, 39-58

www.ijocis.com

Achievement emotions, epistemic curiosity, and graded performance of
undergraduate students in English preparatory classes

Alev Elmali Ozsaray e Altay Eren b

®Hacettepe University, School of Foreign Languages, Ankara/Turkey
®Bolu Abant izzet Baysal University, Faculty of Education, Bolu /Turkey

Article Info

Abstract

DOI: 10.31704/ijocis.2018.003

Article History:

Received 14 November 2017
Revised 01 May 2018
Accepted 23 May 2018
Online 30 June 2018
Keywords:

Graded performance,
Epistemic curiosity,
Achievement emotions.

Article Type:
Research paper

The aim of the study was to examine the relationships between
achievement emotions, epistemic curiosity, and graded performance
regarding English courses of undergraduate students in English preparatory
classes. Exploratory correlational design was adopted in the study. A total of
475 undergraduate students in English preparatory classes voluntarily
participated in the study. The findings showed that graded performance
regarding English courses was significantly and positively predicted by both
curiosity as a feeling of deprivation and curiosity as a feeling of interest. The
findings also showed that graded performance regarding English courses
was significantly, yet negatively predicted by anxiety and boredom.

ingilizce hazirlik siniflarindaki 6grencilerin basari duygulari, bilgiye yonelik

meraki ve ders basarisi

Makale Bilgisi

Oz

DOI: 10.31704/ijocis.2018.003

Makale Gegmisi:

Gelis 14 Kasim 2017
Duzeltme 01 Mayis 2018
Kabul 23 Mayis 2018
Cevrimigi 30 Haziran 2018

Anahtar Kelimeler:
Egitim felsefesi,
Felsefi tercih,
Ogretmen adaylari.

Makale Tiirii:
Ozgiin Makale

Bu arastirmanin amaci, Ingilizce hazirhk siniflarindaki  Gniversite
dgrencilerinin ingilizce derslerine iliskin basari duygulari, bilgiye yénelik
meraklari ve ders basarilari arasindaki iliskilerin incelenmesidir. Arastirmada
acimlayic iliskisel desen benimsenmistir. Arastirmaya Ingilizce hazirlik
siniflarindaki toplam 475 6grenci gonilli olarak katilmistir. Arastirmanin
bulgulari, ingilizce ders basarisinin hem yoksunluk hissi olarak merak hem de
ilgi hissi olarak merak tarafindan anlamh diizeyde ve olumlu yonde
yordandigini géstermistir. Bulgular ayrica, ingilizce ders basarisinin kaygi ve
can sikintisi tarafindan anlamh diizeyde, ancak olumsuz yonde yordandigini
da gostermistir.

Author: alevelmali@gmail.com
Author: eren_a@ibu.edu.tr

Orcid ID: https://orcid.org/0000-0002-6072-417X
Orcid ID: https://orcid.org/0000-0001-8964-2082

39



Alev Elmali Ozsaray, Altay Eren — Uluslararasi Egitim Programlari Dergisi, 8(1), 2018, 39-58

Introduction

With the increasing extent of communication among countries, which cannot be compared to the past, the
requirement and importance of learning a foreign language is understood more in Turkey with each passing
day (Koru & Akesson, 2011). However, in the English Proficiency Index, Turkey ranks 51st among 72 countries,
and 25th among European countries where there are 26 countries in total (Education First-English Proficiency
Index, 2016). In addition, according to the TOEFL (Test of English as a Foreign Language) exam results for the
year 2012, Turkey ranks 116th together with Ethiopia, and Sudan in the list where there are 162 countries
(Educational Testing Service, 2016).

These results indicate that teaching English as a foreign language is a major concern for Turkey. Therefore,
it can be argued that it is important to focus on the individual differences variables that are related to the
graded performance regarding English classes and learning English. Considerable research carried out in this
context in the relevant literature. Findings from these studies showed that important individual difference
variables such as achievement goals (Pintrich & Schunk, 1996) perceived instrumentality (student perception
on the value of a course serving the purpose/utility value of achieving their future-related goals) and future
time perspective (Ozgetin & Eren, 2010) are significantly and positively associated with graded performance
regarding English classes.

On the other hand, in the relevant literature, there appears to be less research on the relationships
between affective variables and the graded performance (Lopez & Aguilar, 2013). Moreover, attitude change
ranks the first among the affective variables focused on these studies (Baggeci, 2004; Saracaloglu, 1995). In
addition to the attitude variable, which is focused in these studies, it is also necessary to examine different
affective variables. Indeed, the findings obtained in previous studies showed that the feelings of the students
about their success in learning environments and their epistemic curiosity are closely related to both the
quantity and the quality of the learning processes (Coleman, 2014; Litman & Jimerson, 2004; Pekrun, 2006).
However, there are no studies conducted on the relationship between emotional and epistemic curiosity and
the success of English classes. In this context, the role of positive and/or negative emotions and curiosity,
especially epistemic curiosity, in the learning process have long been acknowledged (Artino & Stephens, 2007;
Berlyne, 1960; Fowler, 1965). Therefore, it is important to examine the possible relationships of these variables
together with graded performance regarding English classes. A detailed examination of the achievement
emotions of students in their English language classes and their predictions of the course achievement of their
epistemic curiosity can provide a comprehensive view for teachers/lecturers about individual difference
variables that need to be taken into consideration in increasing success in English language classes. This may
provide a robust theoretical framework for future curriculum development in terms of both planning the
learning-teaching processes and in terms of the use/development of more effective teaching methods and
techniques. It can be said that this statement is valid for every level of education. However, for universities
(Higher Education Council, 2007), whose main objective is to raise individuals who can reach scientific
knowledge about their fields, who can analyze this knowledge by interpreting it and who are able to create
new knowledge, this can be predicted to be much more evident due to the fact that they constitute the main
source of high quality workforce supply. For this reason, the aim of the research is to examine the relations
between achievement emotions of university students studying in preparatory classes, epistemic curiosity and
course achievements in English classes. In this respect, answers for three questions were sought within the
context of the present study: (a) What are the levels of students' achievement emotions and epistemic
curiosity levels in English classes? (b) Are there significant relationships between students' achievement
emotions in English classes, epistemic curiosity, and course achievement? (c) Do students’ epistemic curiosity
and the achievement emotions in English classes significantly predict their graded performance regarding
English classes?

Conceptual Framework

Epistemic curiosity: In the relevant literature, Curiosity has been studied through different concepts such as
social curiosity (Renner, 2006), perceptual curiosity, and epistemic curiosity (Berlyne, 1954). Among them,
epistemic curiosity, which can be briefly defined as “desire to know” (Berlyne, 1954, 187), is highly related to
important pedagogical variables such as motivation, learning and academic achievement because of its
characteristic of being an important driving force behind discovery-related behaviors (Litman, 2008, 2010). The
approaches on epistemic curiosity can be summarized around two perspectives. Loewenstein (1994) defined
the epistemic curiosity as the feeling of deprivation caused by the lack of information perceived by the
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individual between what is known and what is desired to be known; and claimed that as the lack of information
perceived by the individual decreased, the deprivation feeling increased, and the desire for learning was
exacerbated. The second is Curiosity as a Feeling of Interest as defined by Spielberger and Starr (1994).
Spielberger and Starr (1994) noted that epistemic curiosity might be explained with the feeling of interest
emerging when new and interesting stimuli appears for the individual at optimal level.

Conversely, Litman and Jimerson (2004) suggested that the epistemic curiosity might be explained by both
the feeling of deprivation and the feeling of interest. While Curiosity as a Feeling of Interest, according to
Litman and Jimerson (2004) and Litman (2008, 2010), corresponds to the pleasure of learning and discovering
new things, Curiosity as a Feeling of Deprivation refers to the feeling of deprivation caused by the lack of
information perceived by the individual between what is known and what is desired to be known, which is in
line with the definition of Loewenstein (1994).

Curiosity as a Feeling of Interest arises through the interest that individuals feel when they are exposed to

stimuli about an interesting topic that they know little or do not have any information about, and this, in turn,
leads them to learn. Curiosity as a Feeling of Deprivation leads individuals to learn depending on the level of
lack of knowledge they perceive between what they know and what they want to know (Litman, 2005, 2008,
2010). Litman (2005) suggested that the feelings of deprivation in the individual caused by the feeling of
deprivation increased the need for learning more than the pleasure caused by interest. Indeed, the findings
obtained through research in different contexts (e.g., pre-service teachers, high school students) support this
prediction (Eren, 2009, 2011; Litman, 2008, 2010; Litman, Hutchins & Russon, 2005). For example, Eren (2009)
found that university students’ Curiosity as a Feeling of Interest did not significantly relate to their mastery
goals and performance-approach goals whereas their Curiosity as a Feeling of Deprivation did. However, it does
not mean that Curiosity as a Feeling of Interest is less important than Curiosity as a Feeling of Deprivation. As a
matter of fact, Curiosity as a Feeling of Interest and Curiosity as a Feeling of Deprivation are moderately and
positively related to each other (Eren, 2011; Litman, 2008; Sorrentino & Roney, 2000). Nevertheless,
information seeking behaviors of individuals who are motivated by Curiosity as a Feeling of Interest are acted
through the interest they perceive about information as a whole rather than the lack of information they feel.
This is due to the fact that Curiosity as a Feeling of Deprivation and Curiosity as a Feeling of Interest are related
to feelings with different valence (i.e., positive vs. negative emotions). Specifically, curiosity as a Feeling of
Deprivation is accompanied by negative emotions like tension and uneasiness whereas Curiosity as a Feeling of
Interest is accompanied by positive feelings like pleasure and enjoyment.
In the light of these explanations, it may be claimed that it is important to consider Curiosity as a Feeling of
Interest together with Curiosity as a Feeling of Deprivation in order to examine epistemic curiosity in a
comprehensive manner. Thus, in the current study, students’ epistemic curiosity was examined through the
mentioned two-factor structure (Litman & Jimerson, 2004).

Achievement emotions:

Unlike other emotional theories/models, in the Control-Value Theory of Achievement Emotions originally
developed by Pekrun (2006), emotions are defined as a series of psychological processes that contain
interrelated affective, cognitive and motivational dimensions. More precisely, achievement emotions refer to
the emotions that students feel about academic tasks (e.g., homework, exams, projects), processes (e.g.,
thinking, interpreting) and situations (e.g., obtaining a successful/unsuccessful result from a test) (Pekrun,
2006; Pekrun et al., 2002). In this sense, the concept of control refers to the control perceived about tasks,
processes, and situations (e.g., the degree of autonomy perceived by a student about the selection of the
assignment topic), and the concept of value refers to the cognitive appraisals assigned to the results of these
processes and situations (e.g., the degree of importance perceived by a student to complete the assignment
successfully) (Pekrun, 2006). The interaction between the perceived control and value are the determinants of
both the focus of emotions felt by the students (result-oriented/process-oriented emotions) and the valence
(positive/negative emotions) as well as the tendency to act accordingly (activating/deactivating emotions).

The Control-Value Theory of Achievement Emotions allows a multidimensional classification of achievement-
related emotions. In this respect, a student's enjoyment with the learning process during any class can be
described as an activating emotion because it is positive, process-oriented and motivates the student to
participate in the process. However, the relaxation felt by the student after completing and submitting a
homework assignment can be defined as a positive, yet deactivating emotion because it no longer requires the
student to engage with another task regarding this homework. Similarly, the anxiety felt by a student during an
exam can be described as an activating emotion because the anxiety felt by a student on the test is negative,
process-oriented and motivates the student to do something to decrease the level of his/her anxiety. The
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boredom felt by the student during classes is negative and process-oriented, yet deactivating emotion because
it leads students to detach a task at hand behaviorally or mentally.

It is also important to highlight that achievement emotions are felt as a result of the cognitive appraisals
(Pekrun, 2006). For example, if completing an assighment on mathematics is considered important, and if the
perceived control of the homework is high, completing the homework may lead to positive emotions (e.g.,
pride). This may affect the motivation and achievement for the following assignment. Indeed, achievement
emotions are significantly related to students’ self-regulation skills, motivations for learning, and academic
achievement according to their valence, focal points and the activation characteristics (Artino, Holmboe &
Durning, 2012; Daniels et al., 2009; Frenzel, Pekrun & Goetz, 2007; Pekrun, Frenzel, Goetz & Perry 2007). Both
because of this, and also because it is the unique theory allowing to examine students’ achievement emotions
in educational settings comprehensively, students’ achievement emotions regarding English classes were
examined based on the Control-Value Theory of Achievement Emotions framework in the present study.

Method
The survey method was used in the study. The design of the study was exploratory correlational design. This
design enables the examination of the relationships between the variables of a study in an inductive manner
(Creswell, 2009; Fraenkel & Wallen, 2006), and is used in situations where there is little or no evidence
regarding the relationships between the research variables.

The Universe and the Sample of the Study

The universe of the study consisted of a total of 3,200 preparatory class students attending Hacettepe
University and Abant Izzet Baysal University in the 2014-2015 academic year. The sample of the study consisted
of 475 randomly selected undergraduate students (female = 200; male = 275) from the universe. Of them, 234
were enrolled in Hacettepe University and 241 were enrolled in Abant lzzet Baysal University. Furthermore,
204 students were Anatolian High School graduates, 176 students were General High School graduates, 33
were Science High School graduates, 44 were Vocational High School graduates, and 18 were Teacher Training
High School graduates. The average age of the students was 19.38 (SD = 1.00).

Research Instruments

The Epistemic Curiosity Scale: The Epistemic Curiosity Scale, originally developed by Litman (2008) and
adapted into Turkish by Eren (2009, 2011), was used to assess students’ epistemic curiosity. The scale consists
of two factors: Curiosity as a Feeling of Interest (e.g., | find it fascinating to learn new information) and
Curiosity as a Feeling of Deprivation (e.g., | work like a fiend at problems that | feel must be solved), each of
which contains five items. The students were asked to respond to the items in the scale with their English
classes in mind. Students responded to the items of the scale on a four-point Likert-type scale ranging from 1
(almost never) to 4 (almost always).

The Achievement Emotions Questionnaire: In order to assess students’ achievement emotions, the
Achievement Emotions Questionnaire was used. The questionnaire was originally developed by Pekrun, Goetz
and Perry (2005, Pekrun, Frenzel, Goetz & Perry, 2007) and adapted into Turkish by the author of the present
study by using the Committee Approach (Dérnyei, 2010). Originally, the items were written for mathematics
classes. However, due to the scope of the present study, the items were slightly modified and the term
‘mathematics class/this class’ was replaced by the term ‘English class’. The questionnaire consists of three
parts: class-related, learning-related and test-related. Because the current study focused on the English classes,
class-related section of the Achievement Emotions Questionnaire was used. This part consists of 19 items that
formed six factors: enjoyment (Four items: e.g., | look forward to my English class); anxiety (Four items: e.g.,
When thinking about my English class, | get nervous), boredom (Three items: e.g., | think the English class is
boring); anger (Four items: e.g., | get irritated by my English class.); shame (Two items: e.g., When | say
something in my English class, | feel like embarrassing myself) and pride (Two items: e.g., | think | can be proud
of my knowledge in English). The students responded on the items in the scale based on the response options
ranged from 1 (I definitely disagree) to 5 (I definitely agree).

Two separate Confirmatory Factor Analyses (CFA) were conducted to examine whether the factor
structures of the research instruments would be confirmed in the current sample. The results showed that the
factor structures of both the Achievement Emotions Questionnaire (x2 (137) = 361.09; CFI = .99; NNFI = .98;
RMSEA = .06; SRMR = .03) and the Epistemic Curiosity Scale had good fit to the current data (x2(34) = 87.72; CFI
= .97; NNFI = .96; RMSEA = .06; SRMR = .04) (Kline, 2011). In addition, Cronbach’s coefficients alphas for
enjoyment (a = .87), anxiety (a = .89), boredom (a = .89), irritability (a = .80), shame (a = .65) subscales as well
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as the alphas for the Curiosity as a Feeling of Interest (a = .68) and Curiosity as a Feeling of Deprivation (a = .81)
subscales were adequate.

Graded performance regarding English classes: For the graded performance regarding English classes, the
average scores of the students received from the exams taken in English classes throughout two semesters and
the average scores received by the students from the proficiency test which was conducted at the end of the
academic year were used.

Procedure and the Data Analysis

After the required permissions were received, the data were collected by the first author of the present
study at a time that was appropriate for the lecturers of the English classes. The Achievement Emotions
Questionnaire and the Epistemic Curiosity Scale were given to the students with instructions that included the
purpose of the study and explanations on how to respond on the items of the scales. In the administration
process, any questions from students were answered and additional explanations were made when necessary.
The administration process lasted approximately 20 minutes. A series of one-sample t tests were conducted to
answer the first research question. A zero-order (Pearson) correlation analysis was conducted to answer the
second research question. In order to answer the third research question, a multiple regression analysis was
conducted in which the aspects of epistemic curiosity and the achievement emotions (enjoyment, anxiety,
boredom, anger, shame, and pride) were determined as independent variables, whereas the graded
performance regarding English classes was determined as the dependent variable (Field, 2009). In the
regression analysis, although they were not the focus of this study, the demographic variables (i.e., age,
gender, graduated high school type, and the university) were also included because they could significantly
affect the dependent variables. In order to investigate the findings obtained through the regression analysis
with a more reliable approach, a structural model was created in which the variables found to be significantly
related to the graded performance regarding English courses were determined as the independent variables,
whereas the graded performance regarding English classes was determined as the dependent variable. This
model was examined through the Structural Equation Modeling (SEM) analysis.

Findings

The Results of One-Sample t Tests

As seen in Table 1, the t values that were computed in relation to the epistemic curiosity and achievement
emotions did not significantly differ from the test values which were computed based on the midpoints of the
scales (e.g., the midpoint for anxiety factor was computed as (4x3) 12) (all p values > .05). This means that the
levels of students’ achievement emotions regarding English classes and the epistemic curiosity are moderate.
Table 1.
The Results of the One-sample t Tests.

Variable Test Value X SD t p
Curiosity as a Feeling of Interest 12.5 14.76 2.44 .02 .99
Curiosity as a Feeling of Deprivation 12.5 14.15 3.47 .03 .97
Enjoyment 12 11.08 3.35 .01 .99
Anxiety 12 11.70 3.88 .03 .98
Boredom 9 10.04 3.99 .02 .98
Anger 12 15.82 3.17 .01 .99
Shame 6 6.26 2.47 .01 .99
Pride 6 6.46 2.46 .01 .99

The Results of Correlation Analysis

When the sample is relatively large, which is the case in the present study, the magnitude of the correlation
coefficients should be taken into account in interpreting the relationships between the research variables
rather than the significance levels because of the possibility that even small correlation coefficients may be
statistically significant in large samples (Field, 2009). As seen in Table 2, both Curiosity as a Feeling of Interest
and Curiosity as a Feeling of Deprivation were positively and moderately related to graded performance
regarding English classes. Achievement emotions were moderately and selectively related to graded
performance regarding English classes. Specifically, enjoyment and pride were positively and moderately
associated with graded performance, whereas, with coefficients ranging from -.42 to -.57, anxiety, boredom,
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anger and shame were negatively correlated with graded performance. Achievement emotions, on the other
hand, were selectively and moderately related to Curiosity as a Feeling of Interest with correlation coefficients
ranged in magnitude from -.46 to .46, while they were selectively, yet somewhat weakly related to Curiosity as
a Feeling of Deprivation with correlation coefficients ranged in magnitude from -.32 to .33.

Table 2.
Correlation Analysis Results.
Variable 1 2 3 4 5 6 7 8 9
1. Graded Performance -
2. Curiosity as a Feeling of Interest .50 -
3. Curiosity as a Feeling of Deprivation 46 .30 -
4. Enjoyment A48 46 .33 -
5. Anxiety -.54 -31 -31 -.52 -
6. Boredom -.57 -.46 -.30 -.57 .58 -
7. Anger -.56 -.43 -.32 -.56 .61 .78 -
8. Shame -42 -43 -.20 -.48 43 71 .63 -
9. Pride .54 46 .29 .64 -.54 -.68 -.68 .52 -

Note: All correlation coefficients are significant at p < .01 level of significance.

The Results of Multiple Regression Analysis

As seen in Table 3, both Curiosity as a Feeling of Interest and Curiosity as a Feeling of Deprivation
significantly and positively predicted graded performance regarding English classes. Among the achievement
emotions, only anxiety and boredom significantly, yet negatively predicted graded performance. Notably, these
results are free from the effects of the university where the participants enrolled, high school types the
participants graduated from, and the gender and age variables (all p values > .05). In fact, the demographic
variables explained only 1% of the total variance in graded performance whereas the epistemic curiosity and
achievement emotions explained 50% of the total variance.

Table 3.

Multiple Regression Analysis Results.
Variables B S.E. B t p VIF
University .08 .85 .00 .09 .92 1.10
Gender .70 .85 .03 .82 41 1.07
Age 21 .43 .02 49 .62 1.09
High School Type .01 .38 .00 .02 .98 1.05
Curiosity as a Feeling of Interest 1.17 .20 .23 5.78%** .00 1.48
Curiosity as a Feeling of Deprivation .81 13 22 6.25%** .00 1.21
Enjoyment .02 17 .01 13 .89 2.02
Anxiety -71 14 -.22 -5.00%** .00 1.80
Boredom -.50 .19 -.16 -2.59* .01 3.62
Anger -.34 .23 -.09 -1.49 13 3.15
Shame .21 .24 .04 .85 .39 2.19
Pride .51 .26 .10 1.95 .05 2.48

***p < .001; *p < .05; Note: S.E.= Standard Error; B = Standardized Beta Coefficient; VIF = Variance Inflation
Factor; VIF values are smaller than 5 (Field, 2009).

The results of Structural Equation Modeling Analysis

A structural model was created based on the correlational patterns that appeared as a result of the multiple
regression analysis (Figure 1); and this model was investigated through SEM analysis. As a result of the SEM
analysis, it was observed that the structural model had good fit to the current data (x?(126)= 313.70; CFI = .98;
NNFI = .97; RMSEA = .06; SRMR = .04). Similar to the results of the regression analysis, the results of the SEM
analysis showed that the Curiosity as a Feeling of Interest, Curiosity as a Feeling of Deprivation, boredom, and
anxiety significantly and selectively predicted graded performance regarding English classes.
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Figure 1. The Structural Model of the Predictors of Graded Performance regarding English Class.

Discussion, Conclusion and Suggestions

The results of the one-sample t tests showed that students in the English preparatory classes had a positive
and negative sense of accomplishment regarding English classes and a moderate level of interest in knowledge.
This finding of the study can be considered as a sign showing that the students feel many positive and negative
achievement emotions in English classes. Given the fact that English classes, similar to other classes, are
learning environments that provide stimuli that can lead students to feel both positive (e.g., enjoyment, pride)
and negative emotions (e.g., boredom, anxiety) (e.g., the anxiety of an approaching English exam, a student is
happy with a correctly answered question, the monotony of the subject causing annoyance), it can be said that
this finding is not surprising. Indeed, it can be expected that positive and/or negative achievement emotions
can be felt as a result of the feedback (positive/negative achievement-related feedback) of various
communicative activities (e.g., verbal, written) in English classes which are the learning environments where
communication activities are used in an intensive manner. This finding is in line with the findings reported by
Goetz, Frenzel, Hall and Pekrun (2008) demonstrating that students often felt achievement emotions in
academic settings. The results obtained via the one-sample t tests also showed that students experienced both
Curiosity as a Feeling of Deprivation and Curiosity as a Feeling of Interest in their English classes. This finding of
the present study gains an understandable appearance when it is taken into consideration that the
communication processes that take place during classes (e.g., providing feedback) can stimulate not only
emotions, but also the epistemic curiosity (Kang et al., 2009).

Another noteworthy finding is that the epistemic curiosity and achievement emotions were felt at a
moderate level by the students in English classes rather than at a strong or weak level. This finding of the study
might be related to the fact that the activities/assignments (e.g., examinations, tasks) in English classes are not
perceived as either difficult or easy by the students. For example, in his study where the role of graphic
organizers in vocabulary teaching were examined, ilter (2016) reported that positive achievement emotions
were felt more strongly in the experimental group that were taught through graphic organizers than in the
control group.

Although there are no studies conducted on epistemic curiosity within this context, it could be expected
that using appropriate teaching techniques (e.g., communication games) together with effective materials such
as three-dimensional visuals may arouse Curiosity as a Feeling of Interest in students. In addition, depending on
the deprivation feeling that will be caused by the missing information perceived between the old and new
information on the subject matter, it may also be expected that this and similar materials arouse Curiosity as a
Feeling of Deprivation (at least in moderately) in English classes. The results of the correlation analysis revealed
that the achievement emotions and graded performance regarding English classes were significantly and
selectively associated with each other. The results also showed that Curiosity as a Feeling of Interest and
Curiosity as a Feeling of Deprivation were significantly and positively associated with graded performance.
Given that the epistemic curiosity and emotions are reciprocally associated with perceived ability, self-efficacy,
academic achievement and academic self (Putwain and Deveney, 2009) and also given the significant roles of
emotions in explaining student behavior in educational settings and academic achievement (Berlyne, 1954;
Litman, 2008, 2010; Loewenstein, 1994; Skinner, Furrer, Marchand & Kindermann, 2008), it may be understood
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why these variables were significantly related to the graded performance. In fact, the results obtained through
correlation analysis were in line with the findings demonstrating that epistemic curiosity was positively and
strongly related to cognitive activity levels (Tamdogon, 2006), learning (Day, 1982), and academic achievement
and in accordance with the Pekrun's (2006) findings showing that negative emotions (e.g., anxiety) were
negatively associated with academic achievement, whereas positive emotions (e.g., pride) were positively
related to academic achievement.

On the other hand, the results of correlation analysis showed that the relationships between achievement
emotions and Curiosity as a Feeling of Interest were stronger than that of their associations with Curiosity as a
Feeling of Deprivation. One possible reason for this is that Curiosity as a Feeling of Interest has a more positive
affective content than Curiosity as a Feeling of Deprivation (Litman, 2008). Another possible reason is that a
positive feeling like interest increases the motivations of students to learn English more when compared to a
negative feeling like deprivation. This explanation is also consistent with the fact that interest is a strong source
of motivation (Hidi, 2006). In turn, this may lead students to feel more positive emotions, but less negative
emotions, during English classes. However, because the current research is carried out based on the
correlational design by using a cross-sectional data, these explanations are at least partly controversial, albeit
reasonable. Thus, experimental studies are needed to infer causality regarding the current topic.

Results of the multiple regression analysis and SEM analysis showed that the boredom and anxiety
significantly predicted graded performance regarding English classes. It is noteworthy to mention that negative
emotions such as boredom and anxiety, but not positive achievement emotions such as enjoyment,
significantly predicted the graded performance. This can be because only two positive achievement emotions
(i.e., enjoyment and pride) and four negative achievement emotions (i.e., shame, boredom, anger, and anxiety)
were considered in the study. Indeed, this may cause to suppress the effects of positive achievement emotions
on graded performance regarding English classes by the effects of negative achievement emotions. Notably, it
is intriguing to observe that demographic variables accounted for only 1% of the total variance related to the
graded performance and that the Anatolian High Schools were described as one of the high schools that the
participants of this study were graduated from. This is because the hours of foreign language lessons in
Anatolian high schools are more than that of those in other types of high schools. This result can be interpreted
as graded performance regarding English classes depends on the quality rather than the quantity of the class
hours. However, because the present study did not focus on the quality of English language classes, this
interpretation is quite controversial, albeit reasonable. It is obvious that this interpretation requires further
investigations.

In relation to the results showing that the graded performance regarding English classes was significantly
predicted by boredom and anxiety, but not by shame and anger can be explained by the fact that boredom is a
negative and deactivating emotion (that lead students to wander away from the learning environment in a
behavioral/mental sense). The mentioned characteristic of boredom makes it difficult to detect it in
educational settings such as classrooms (Pekrun, 2006) and increases the likelihood of boredom in affecting
achievement negatively unlike activating negative emotions such as anger and shame (Bridgeland, Dilulio &
Morison, 2006). This explanation is consistent with the results of previous research which showed that
boredom was significantly and negatively correlated with course achievement (Pekrun, Goetz, Daniels,
Stupnisky & Perry, 2010). In contrast to boredom, anxiety is an activating emotion. However, the likelihood of
anxiety in causing disruptive behaviors might be lower than other negative and activating achievement
emotions, such as anger and shame, because it is an expectation-oriented emotion. Thus, anxiety, similar to
boredom, may cause reactions that are difficult to detect in educational settings. A student’s engagement with
other topics rather than preparing for an exam, dealing with other topics, and moving away from the lesson by
daydreaming in order to reduce the anxiety created by her/his expectation of failing a test that will be taken in
the near future may be given as examples of such reactions. In turn, this may increase the negative effect of
anxiety on graded performance regarding English classes, when compared to other negative emotions. These
explanations are also consistent with the results of previous studies in which the relationship between anxiety
and graded performance regarding foreign language courses were examined (Batumlu & Erden, 2007; Salim,
2004; Worde, 2003).

The results of the regression analysis and SEM analysis also showed that Curiosity as a Feeling of Interest
and Curiosity as a Feeling of Deprivation significantly predicted students’ graded performance regarding English
classes. Although the types of epistemic curiosity are characterized by different feelings, they consist of a
common content that converge on the axis of new knowledge acquisition (Litman, 2008). Moreover, there are
findings in the relevant literature showing that both curiosity factors are positively and strongly related to
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academic achievement/course achievement (Eren & Coskun, 2016; Serin, 2010). Therefore, it can be expected
that the mentioned curiosity types may significantly and positively predict graded performance regarding
English classes.

Based on the abovementioned findings of the present study, three important conclusions can be derived.
First, English lessons in preparatory classes are not the environments that are deprived of epistemic curiosity
and positive and negative achievement emotions. Second, achievement emotions and epistemic curiosity are
significantly and selectively related to graded performance regarding English classes. Third, and more
importantly, negative achievement emotions, particularly boredom and anxiety, negatively predict graded
performance regarding English classes whereas Curiosity as a Feeling of Interest and Curiosity as a Feeling of
Deprivation positively predict graded performance regarding English classes.

Therefore, lecturers of the English preparatory classes should consider that their students feel positive
emotions such as enjoyment and pride together with negative feelings such as anxiety, boredom, shame, and
anger during the classes and that, among them, particularly boredom and anxiety are negatively related to
graded performance regarding English classes. In this respect, it can be said that the attempts of lecturers to
reduce anxiety (e.g., by creating a positive and supportive classroom climate) and boredom (e.g., by informing
students about cognitive approach strategies that are effective in reducing boredom (Nett, Goetz & Daniels,
2010) during English classes will contribute to increase graded performance regarding English classes. However,
lecturers can increase their students’ graded performance regarding English classes not only by reducing the
level of feeling of negative emotions such as anxiety and boredom but also through activities that can stimulate
epistemic curiosity. These activities would be visual (e.g., interesting, static and/or dynamic visuals) and
auditory (e.g., music) stimuli (Berho & Defferding, 2005) as well as imaginary activities that are designed to
increase situational interest (Dogru & Eren, 2016). Although the aforementioned results of the study may
enable to make these and similar educational suggestions, the results should be cautiously interpreted in
future studies because the current study only included students from English preparatory classes of two
different universities, the graded performance regarding English classes was assessed based on the results of
exams prepared by the lecturers, and it was conducted based on a relatively small sample. Therefore, findings
that will be obtained from future studies that are conducted based on a large number of universities and larger
samples of students, and assessed graded performance through standardized achievement tests, may
contribute to the investigation of the generalizability of the present results. Additionally, the results of future
empirical studies in which epistemic curiosity or achievement emotions are manipulated may enlarge the
correlational framework obtained in the present study because they facilitate to make causal inferences.
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TURKCE SURUM

Giris

Ulkeler arasindaki iletisimin gecmisle kiyaslanamayacak &lgiide artmasiyla, Tirkiye’de yabanci dil
dgrenmenin geregi ve 6nemi giin gectikce daha fazla anlasilmaktadir (Koru & Akesson, 2011). Buna ragmen,
ingilizce Yeterlilik Endeksi siralamasinda Tiirkiye 72 (ilke igerisinde 51. sirada, 26 Avrupa Ulkesinin yer aldig
siralamada ise 25. sirada yer almaktadir (Education First-English Proficiency Index, 2016). Ayrica, 2012 yilinda
gerceklestirilen TOEFL (Test of English as a Foreign Language) sinav sonuglarina gore, 162 ulkenin yer aldig
listede Tirkiye, Habesistan ve Sudan ile birlikte 116. sirada yer almaktadir (Educational Testing Service, 2016).

Bu sonuglar, bir yabanci dil olarak ingilizce 6gretiminin Tiirkiye agisindan énemli bir problem durumu
olduguna isaret etmektedir. Dolayisiyla, ingilizce 6grenmeyle ve ingilizce ders basarisiyla iligkilenen bireysel
farkhhk degiskenlerine odaklanmanin 6nemli oldugu ifade edilebilir. Konuyla ilgili alanyazinda bu baglamda
gerceklestirilen dikkate deger sayida arastirma bulunmaktadir. Bu arastirmalardan elde edilen bulgular, basari
amaglari (Pintrich & Schunk, 1996), algilanan aragsallik (6grencilerin, bir dersin kendi amaclarina hizmet etme
derecesine/fayda degerine iliskin algilar)) ve gelecek zaman perspektifi (Ozcetin & Eren, 2010) gibi énemli
bireysel farklik degiskenlerinin, ingilizce ders basarisiyla anlamli diizeyde ve olumlu y&nde iliskilendigini
gostermistir.

Diger taraftan, konuyla ilgili alanyazinda duyussal degiskenlerin ingilizce ders basarisiyla iliskilerinin
arastinldigi oldukca az sayida arastirma bulunmaktadir (Lopez & Aguilar, 2013). Ustelik bu arastirmalarda
odaklanilan duyussal degiskenlerin basinda tutum degiskeni gelmektedir (Bagceci, 2004; Saracaloglu, 1995).
Tutumun yani sira farkli duyussal degiskenlerin de incelenmesi gereklidir. Nitekim arastirmalar araciligiyla elde
edilen bulgular, 6grencilerin egitim ortamlarinda hissettikleri basariyla ilgili duygularin ve bilgiye yonelik
meraklarinin 6grenme siirecinin hem niceligiyle hem de niteligiyle yakindan iliskili oldugunu goéstermistir
(Coleman, 2014; Litman & Jimerson, 2004; Pekrun, 2006). Ancak, alanyazinda duygular ve bilgiye yonelik
merakin, ingilizce ders basarisiyla iliskilerinin incelendigi bir ¢alismaya rastlanmamistir. Oysa olumlu ve/veya
olumsuz duygularin ve merakin, 6zellikle de bilgiye yonelik merakin, 6grenme siirecindeki rolleri uzun
zamandan bu yana bilinmektedir (Artino & Stephens, 2007; Berlyne, 1960; Fowler, 1965). Dolayisiyla, s6z
konusu degiskenlerin ingilizce ders basarisiyla olasi iliskilerinin sorgulanmasi énemlidir. Ogrencilerin ingilizce
derslerinde hissettikleri basari duygulariyla bilgiye yonelik meraklarinin ders basarisini yordama durumlarinin
ayrintil olarak incelenmesi; ingilizce ders basarisinin artirilmasinda dikkate alinmasi gereken bireysel farklilik
degiskenleriyle ilgili olarak, 6gretmenlere/6gretim elemanlarina kapsamh bir bakis acisi saglayabilir. Bu da
siraslyla, ileride gerceklestirilecek program gelistirme c¢alismalarina, hem 6grenme-6gretme siireglerinin
planlanmasi agisindan hem de daha etkili 6gretim yontem ve tekniklerin kullaniimasi/gelistiriimesi agisindan
saglam bir kuramsal cerceve saglayabilir. ifade edilen &nemin, egitimin her kademesi icin gegerli oldugu
soylenebilir. Ancak, temel hedefi, alaniyla ilgili bilimsel bilgilere ulasabilen, bunlari yorumlayarak analiz edebilen
ve yeni bilgi(ler) olusturabilen bireyler yetistirmek olan Gniversiteler (Yiksekogretim Kurulu, 2007) agisindan bu
o6nemin, niteligi ylksek is glici arzinin baslica kaynagini olusturmalari nedeniyle ¢ok daha belirgin oldugu
ongorilebilir. Bu nedenle, arastirmanin amaci, hazirlik siniflarinda 6grenim goéren Universite 6grencilerinin
ingilizce derslerine iliskin basari duygulari, bilgiye yénelik meraklar ve ders basarilari arasindaki iliskilerin
incelenmesi olarak belirlenmistir. Bu amag dogrultusunda {i¢ soruya yanit aranmistir: (a) Ogrencilerin ingilizce
dersine iliskin basari duygulari ve bilgiye ydnelik merak diizeyleri nedir? (b) Ogrencilerin ingilizce dersine iliskin
basari duygulari, bilgiye ydnelik meraklari ve ders basarilari arasinda anlamli iliskiler var midir? (c) Ogrencilerin
ingilizce dersine iliskin bilgi kaynakli meraklari ve ingilizce dersine iliskin basari duygulari ingilizce ders
basarilarini anlaml diizeyde yordamakta midir?

Kavramsal Cergeve

Bilgiye Yénelik Merak: Konuyla ilgili alanyazinda merak, sosyal merak (Renner, 2006), algisal merak ve
bilgiye yonelik merak (Berlyne, 1954) gibi farkli kavramlar araciligiyla incelenmektedir. Bunlar arasinda, kisaca
“bilme arzusu” (Berlyne, 1954, 187) olarak tanimlanabilen bilgiye yénelik merak, kesif davranislarinin ardinda
yatan 6nemli bir itici glic olma 6zelligi nedeniyle motivasyon, 6grenme ve akademik basari gibi egitim bilimsel
anlamda 6nemli degiskenlerle yakindan iliskilidir (Litman, 2008, 2010). Bilgiye yonelik meraka iliskin yaklasimlar
iki bakis acisi etrafinda 6zetlenebilir. Birincisi, Loewenstein (1994) tarafindan tanimlanan yoksunluk hissi olarak
meraktir. Loewenstein (1994) bilgiye yonelik meraki, bilinenle bilinmek istenen arasinda birey tarafindan
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algilanan bilgi eksikliginin neden oldugu yoksunluk hissi olarak tanimlamis, bireyin algiladigi bilgi eksikligi
azaldikga hissedilen yoksunluk duygusunun arttigini ve 6grenme arzusunun siddetlendigini 6ne slirmustir.
ikincisi ise, Spielberger ve Starr (1994) tarafindan tanimlanan ilgi hissi olarak meraktir. Spielberger ve Starr
(1994) bilgiye yonelik merakin, yeni ve ilgi ¢ekici uyaranlarin bireyi optimal diizeyde uyarmasiyla ortaya ¢ikan
ilgi hissiyle agiklanabilecegini ifade etmislerdir.

Diger taraftan, Litman ve Jimerson (2004) bilgiye yonelik merakin hem yoksunluk hissiyle hem de ilgi hissiyle
aciklanabilecegini 6ne slirmislerdir. Litman ve Jimerson (2004) ile Litman, 2008, 2010)’a gore ilgi hissi olarak
merak (curiosity as a feeling of interest) yeni seyler kesfetmekten ve 6grenmekten zevk almaya karsilik gelirken,
yoksunluk hissi olarak merak (curiosity as a feeling of deprivation), Loewenstein’in (1994) tanimiyla paralel
bicimde, bilinenle bilinmek istenen arasinda birey tarafindan algilanan bilgi eksiklig§inden kaynaklanan
yoksunluk hissini ifade etmektedir.

ilgi hissi olarak merak, bireylerin hakkinda ¢ok az sey bildikleri ya da bilgilerinin olmadigi ilgi cekici bir
konuyla ilgili uyaranlara maruz kaldiklarinda hissettikleri ilgi araciligiyla ortaya ¢ikmakta ve bu da bireyleri
o6grenmeye yoneltmektedir. Yoksunluk hissi olarak merak ise, bireylerin herhangi bir konuda ne bildikleri ile
neyi/neleri bilmeyi arzuladiklari arasinda algiladiklari bilgi eksikliginin dizeyine bagh olarak bireyleri 6grenmeye
yoneltmektedir (Litman, 2005, 2008, 2010). Litman (2005), yoksunluk hissinin bireylerde olusturdugu gerginligin
ve huzursuzlugun 6grenme ihtiyacini, ilginin olusturdugu haz duygusuna kiyasla daha fazla artiracagini one
sirmustlr. Nitekim farkli baglamlarda gergeklestirilen (6gretmen adaylar, lise 6grencileri) arastirmalar
araciligiyla elde edilen bulgular, bu 6ngoriyu destekler niteliktedir (Eren, 2009, 2011; Litman, 2008, 2010;
Litman, Hutchins & Russon, 2005). Ornegin, Eren (2009) iniversite dgrencilerinin ilgi hissi olarak meraklarinin
degil, yoksunluk hissi olarak meraklarinin 6grenme amaclari ve performansa yaklasma amaglariyla anlamh
dizeyde iliskilendigini saptamistir. Ancak bu, ilgi hissi olarak merakin yoksunluk hissi olarak meraktan daha az
onemli oldugu anlamina gelmemelidir. Nitekim ilgi hissi olarak merak ve yoksunluk hissi olarak merak tiirleri
birbiriyle orta diizeyde ve olumlu yonde iliskilenmektedir (Eren, 2011; Litman, 2008; Sorrentino & Roney, 2000).
Diger taraftan, ilgi hissi olarak merak araciligiyla motive olan bireylerin bilgiye ulasma davraniglari, hissettikleri
bilgi eksikliginden cok, bilgi biitiiniine yodnelik olarak hissettikleri ilgi araciligiyla harekete gegirilmektedir. Bu
durum, yoksunluk hissi olarak merak ve ilgi hissi olarak merakin farkh bag-degerine (valence - duygularin olumlu
ya da olumsuz olma o6zelligi) sahip duygularla iliskili olmasindan kaynaklanmaktadir. Nitekim yoksunluk hissi
olarak meraka gerginlik ve huzursuzluk gibi olumsuz duygular, ilgi hissi olarak meraka ise hoslanma ve keyif
alma gibi olumlu duygular eslik etmektedir.

Bu agiklamalar 1s1ginda, ilgi hissi olarak merak ve yoksunluk hissi olarak merakin bir arada ele alinmasinin,
bilgiye yonelik merakin kapsamli bicimde incelenmesi agisindan 6nemli oldugu ifade edilebilir. Bu nedenle,
arastirmada, 6grencilerin bilgiye yonelik meraki sz konusu iki faktorli yapi aracihgiyla incelenmistir (Litman &
Jimerson, 2004).

Basari duygulari: Diger duygu teorilerinden/modellerinden farkh olarak, Pekrun (2006) tarafindan
gelistirilen basari duygularinin kontrol-deger teorisinde duygular, birbirleriyle iliskili duyussal, bilissel ve
motivasyonla ilgili boyutlari olan bir dizi psikolojik stire¢ olarak tanimlanmaktadir. Daha agik bir ifadeyle, basari
duygulari okullar gibi basari odaginin belirgin oldugu ortamlarda, 6grencilerin akademik gorevlerle (6devler,
projeler vb.), sireglerle (diistinme, yorumlama vb.) ve durumlarla (bir sinavdan basarili/basarisiz sonug elde
etme) ilgili olarak hissettikleri duygulari ifade etmektedir (Pekrun, 2006; Pekrun et al., 2002). Kontrol kavrami
soz konusu gorevler, sirecler ve durumlara iliskin olarak algilanan kontrole (6rnegin, bir 6grencinin 6dev
konusunun seciminde ne oranda s6z sahibi oldugu), deger kavrami ise bunlarin sonucuna atfedilen degere
(6rnegin, bir 6grencinin 6devini basariyla tamamlamasinin kendisi icin ifade ettigi dnem) yonelik bilissel
degerlendirmeleri ifade etmektedir (Pekrun, 2006). Algilanan kontrol ve deger arasindaki etkilesim, 6grenciler
tarafindan hissedilen duygularin hem odaginin (sonu¢ odakli/sire¢ odakli duygular) ve bag-degerinin
(olumlu/olumsuz  duygular), hem de davranista bulunma egilimine yol agma durumunun
(aktiflestirici/pasiflestirici duygular) belirleyicisi konumundadir.

Basari duygularinin kontrol-deger teorisi, basari duygularinin ¢ok boyutlu bir siniflamasina olanak
saglamaktadir. Buna gore, bir 6grencinin herhangi bir ders esnasinda 6grenmeden aldigi keyif olumlu, sireg
odakh ve 6grenciyi slirece katilmaya motive etmesi nedeniyle aktiflestirici bir duygu olarak ifade edilebilir.
Ancak, 6grencinin bir 6devi tamamlayip 6gretmenine teslim ettikten sonra hissettigi rahatlama, 6devle ilgili
baska bir goreve odaklanmayi gerektirmemesi nedeniyle olumlu, ancak pasiflestirici bir duygu olarak
tanimlanabilir. Benzer bigcimde, bir 6grencinin herhangi bir dersin sinavinda hissettigi kaygi olumsuz, siireg
odakli ve 6grencinin hissettigi kaygiyl azaltmak icin bir seyler yapmaya yonelmesi nedeniyle aktiflestirici bir
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duygu olarak betimlenebilir. Ogrencinin derste hissettigi can sikintisi ise olumsuz ve siire¢ odakli, ancak
Ogrenciyi dersten davranissal/zihinsel olarak uzaklagmaya yonelttigi icin pasiflestirici bir duygu olarak ifade
edilebilir.

Bunlarla birlikte, basari duygularinin biligsel bir degerlendirmenin sonucu olarak hissedildiklerinin
vurgulanmasi da dnemlidir (Pekrun, 2006). Ornegin, matematik dersiyle ilgili bir 6devin tamamlanmasi dnemli
goriliyorsa ve 6deve iliskin algilanan kontrol yiiksekse, 6devin tamamlanmasinin olumlu duygularin (gurur vb.)
hissedilmesine yol agmasi mimkindir. Bu da sirasiyla, bir sonraki goreve yonelik motivasyonu ve basariyi
etkileyebilmektedir. Nitekim basari duygulari bag-degerlerine, odak noktalarina ve etkinlestirme 6zelliklerine
gore Ogrencilerin 6z-dlizenleme becerileriyle, 6grenmeye yonelik motivasyonlariyla ve akademik basarilariyla
anlamli diizeyde iliskilendirilmektedir (Artino, Holmboe & Durning, 2012; Daniels et al., 2009; Frenzel, Pekrun &
Goetz, 2007; Pekrun, Frenzel, Goetz & Perry 2007). Hem bu nedenle, hem de 6grencilerin egitim ortamlarinda
basariyla ilgili olarak hissettikleri duygularin kapsamh bicimde incelenmesine olanak saglayan yegane teori
olmasi nedeniyle, bu calismada dgrencilerin ingilizce derslerinde hissettikleri basariyla ilgili duygular, basari
duygularinin kontrol-deger teorisi kapsaminda incelenmistir.

Yontem
Arastirmada tarama yontemi kullaniimistir. Arastirmanin deseni ise agimlayici iliskisel desendir (Exploratory
Correlational Design). S6z konusu desen, arastirmanin odaginda yer alan degiskenler arasindaki iliskilere yonelik
az sayida kanit bulundugu ya da hi¢ bulunmadigi durumlarda kullanilan ve degiskenler arasindaki iliskilerin
timevarima dayal bir bakis agisiyla incelenmesine olanak saglayan bir desendir (Creswell, 2009; Fraenkel &
Wallen, 2006).

Evren ve Orneklem

Arastirmanin evrenini, 2014-2015 akademik yilinda Hacettepe Universitesi ve Abant izzet Baysal
Universitesinde dgrenim géren toplam 3200 hazirlik sinifi 8grencisi olusturmustur. Arastirmanin drneklemini ise
evrenden rastgele segilen toplam 475 6grenci olusturmustur (Kiz = 200; Erkek = 275). Ogrencilerin 234’
Hacettepe Universitesinde, 241’i ise Abant izzet Baysal Universitesinde 6grenim gdrmektedir. Ogrencilerin
204’4 Anadolu Lisesi, 176’si Genel Lise, 33’U Fen Lisesi, 44’ Meslek Lisesi ve 18'i ise 6gretmen lisesi
mezunudur. Ogrencilerin yas ortalamasi 19.38’dir (SS = 1.00).

Veri Toplama Araglar

Bilgi Kaynakli Merak Olgegi: Ogrencilerin bilgiye ydnelik meraklar Litman (2008) tarafindan gelistirilen ve
Eren (2009, 2011) tarafindan Tiirkge ’ye uyarlanan Bilgi Kaynakli Merak Olgegi araciligiyla élgiilmistir. Olgme
araci, ilgi hissi olarak merak (Benim icin yeni seyler 6grenmek blyileyicidir) ve yoksunluk hissi olarak merak
(Problemler (zerinde, ¢ozlinceye kadar diskiinliik derecesinde calisirim) seklinde adlandirilan ve her biri bes
madde iceren iki faktérden olusmaktadir. Ogrencilerden, 6lgme aracinda yer alan maddeleri ingilizce derslerini
akilda tutarak degerlendirmeleri istenmistir. Ogrenciler 6lcme aracinda yer alan maddelere iliskin gériislerini, 1
(neredeyse asla) ile 4 arasinda (neredeyse her zaman) arasinda degisen degerlerle ve esit araliklarla siralanan
secenekleri dikkate alarak belirtmislerdir.

Basari Duygulari Olgegi: Ogrencilerin ingilizce derslerine yonelik olarak hissettikleri basari duygularinin
olcilmesi amaciyla, Pekrun, Goetz ve Perry (2005; Pekrun, Frenzel, Goetz & Perry, 2007) tarafindan gelistirilen
ve komite yaklasimi ¢cercevesinde (Dornyei, 2010) arastirmaci tarafindan Tiirk¢e’ye uyarlanan Basari Duygulari
Olgegi kullanilmistir. Olgme aracinda yer alan maddeler matematik dersine yénelik olarak yazilmistir. Ancak, bu
arastirmanin odak noktasini ingilizce derslerinin olusturmasi nedeniyle, maddelerdeki ‘matematik dersi’ ifadesi,
‘ingilizce dersi’ ifadesiyle degistirilmistir. Basari Duygulari Olcegi derse, dgrenmeye ve sinava yonelik olmak
lizere (i¢ ayri béliimden olusmaktadir. Bu calismada ingilizce ders basarisina odaklaniimasi nedeniyle, Basari
Duygulari Olgeginin ‘derse iliskin duygular’ bélimii kullaniimistir. Olgegin séz konusu bélimi alti faktérden ve
toplam 19 maddeden olusmaktadir. Bunlar; keyif (Dért madde: ingilizce dersini dért gdzle beklerim), kaygi (Dort
madde: ingilizce dersini disiindigiimde gergin hissederim), can sikintisi (U¢ madde: ingilizce dersleri bence
sikicidir), sinirlilik (D6ért madde: ingilizce dersi beni sinirlendirir), utanc¢ (iki Madde: ingilizce dersinde bir sey
sdyledigimde kendimi utandirdigimi hissederim) ve gurur (iki Madde: ingilizce bilgimle gurur duyarim)
faktorleridir. Ogrenciler 8lcme aracinda yer alan maddelere iliskin gériislerini, 1 (kesinlikle katilmiyorum) ile 5
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(kesinlikle katilyorum) arasinda degisen degerlerle ve esit araliklarla siralanan secgenekleri dikkate alarak
belirtmislerdir.

Olgme araclarinin, bu arastirmanin érneklemi kapsaminda yapi gecerliklerinin sorgulanmasi amaciyla iki ayri
dogrulayici faktér analizi (DFA) gergeklestirilmistir. DFA sonucunda hem Basari Duygulari Olgeginin (x2(137) =
361.09; CFl =.99; NNFI =.98; RMSEA =.06; SRMR =.03) hem de Bilgi Kaynakli Merak 6lceginin faktor yapilarinin
bu arastirmanin érnekleminden elde edilen verilerle iyi bir uyum gosterdigi saptanmistir (x2(34)= 87.72; CFl =
.97; NNFI = .96; RMSEA = .06; SRMR = .04) (Kline, 2011). Ayrica, keyif (a = .87), kaygi (o = .89), can sikintisi (a =
.89), sinirlilik (o = .80), utang (a = .65) ve gurur (a = .67) faktorleri icin hesaplanan Cronbach alfa katsayilari ile
ilgi hissi olarak merak (o = .68) ve yoksunluk hissi olarak merak (a = .81) faktorlerinin i¢ tutarlilik giivenirliklerine
yonelik olarak hesaplanan alfa katsayilari da yeterli bulunmustur.

ingilizce ders basarisi:

ingilizce ders basarisi icin, 6grencilerin iki dénem siiresince ingilizce derslerinde gerceklestirilen sinavlardan
aldiklari puanlarla, yilsonunda yapilan yeterlik sinavindan aldiklari puanlarin 100’lik not sistemine goére
hesaplanan ortalamalari kullanilimistir.

Veri Toplama Siireci ve Analizi

Gerekli izinler alindiktan sonra, veriler birinci yazar tarafindan ve 6gretim elemanlarinin uygun goérdukleri
zaman dilimlerinde toplanmistir. Basari Duygulari Olgegi ve Bilgi Kaynakh Merak Olcegi arastirmanin amacini ve
maddelere iliskin gorlslerin nasil belirtilmesi gerektigine iliskin agiklamalari iceren birer yénergeyle 6grencilere
verilmistir. Uygulama siirecinde 6grencilerden gelen sorular yanitlanmis ve gerektiginde ek aciklamalar
yapilmistir. Uygulama yaklasik 20 dakika slirmistir. Arastirmanin birinci sorusunun cevaplanmasi igin bir dizi
tek orneklem t testi gerceklestirilmistir. Arastirmanin ikinci sorusunun cevaplanmasi iginse sifir-sira (Pearson)
korelasyon analizi gergeklestirilmistir. Arastirmanin Ggilinci sorusunun yanitlanmasi amaciyla da bilgiye yonelik
merak faktérleri ile basari duygularinin (keyif, kaygi, can sikintisi, sinirlilik, utang ve gurur) bagimsiz ve ingilizce
ders basarisinin bagiml degisken olarak belirlendigi ¢oklu regresyon analizi gerceklestirilmistir (Field, 2009).
Regresyon analizinde, bu arastirmanin odak noktasinda yer almamalarina ragmen, bagimh degiskeni anlamli
diizeyde etkileyebilmeleri nedeniyle, demografik degiskenler de (yas, cinsiyet, mezun olunan lise tiirii ve
o6grenim gorilen Universite) regresyon analizine dahil edilmistir. Regresyon analizi sonucunda elde edilen
bulgularin daha giivenilir bir yaklasimla sorgulanmasi amaciyla, ingilizce ders basarisiyla anlamli diizeyde
iliskilendigi saptanan degiskenlerin bagimsiz, ingilizce ders basarisinin ise bagimli degisken olarak belirlendigi
yapisal bir model olusturulmustur. S6z konusu model, yapisal esitlik modellemesi (YEM) analizi araciligiyla
sorgulanmistir.

Bulgular

Tek Orneklem t Testi Sonuglari

Tablo 1’e bakildiginda, bilgiye yonelik merak ve basari duygulariyla ilgili olarak hesaplanan t degerlerinin,
dlgceklerin orta noktalarindan hareketle hesaplanan test degerlerinden (Ornegin, kaygi faktéri icin bu deger 4 x
3 = 12’dir) anlaml diizeyde farkhlagsmadigi gériilmektedir (tim p degerleri > .05). Bunun anlami, 6grencilerin
ingilizce derslerinde hissettikleri basari duygulariyla bilgiye yénelik meraklarinin orta diizeyde oldugudur.
Tablo 1.
Tek Orneklem t Testi Sonuglari.

Degisken Test Degeri X SS t p
ilgi Hissi Olarak Merak 12.5 14.76 2.44 .02 .98
Yoksunluk Hissi Olarak Merak 12.5 14.15 3.47 .03 .96
Keyif 12 11.08 3.35 .01 .98
Kaygi 12 11.70 3.88 .03 .97
Can Sikintisi 9 10.04 3.99 .02 .98
Sinirlilik 12 15.82 3.17 .01 .99
Utang 6 6.26 2.47 .01 .99
Gurur 6 6.46 2.46 .01 .99

Korelasyon Analizi Sonuglari
Bu arastirmanin o6rneklemi gibi gorece blylk o6rneklemlerde, kiiclik korelasyon katsayilarinin bile
istatistiksel olarak anlamli ¢ikabilmesi nedeniyle (Field, 2009), degiskenler arasindaki iliskilerin
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yorumlanmasinda korelasyon katsayilarinin anlamhlik diizeylerinden ¢ok, biayiklukleri dikkate alinmistir. Tablo
2’de gorildigi gibi, hem ilgi hissi olarak merak hem de yoksunluk hissi olarak merak, ingilizce ders basarisiyla
olumlu yénde ve orta diizeyde iliskilenmistir. Basari duygulari ise, bag-degerlerine gére, ingilizce ders
basarisiyla orta diizeyde ve segici bicimde iliskilenmistir. Nitekim keyif ve gurur ingilizce ders basarisiyla orta
diizeyde ve olumlu yénde iliskilenirken, kaygi, can sikintisi, sinirlilik ve utang ingilizce ders basarisiyla,
biyuklikleri -.42 ile -.57 arasinda degisen korelasyon katsayilariyla orta diizeyde, ancak olumsuz yonde
iliskilenmistir. Diger taraftan, basari duygulari ilgi hissi olarak merakla, byuklikleri -.46 ile .46 arasinda degisen
korelasyon katsayilariyla orta dizeyde ve secici bicimde iliskilenirken, yoksunluk hissi olarak merakla,
buyuklikleri -.32 ile .33 arasinda degisen korelasyon katsayilariyla, gérece zayif ve segici bicimde iliskilenmistir.
Tablo 2.

Korelasyon Analizi Sonuglari.

Degisken 1 2 3 4 5 6 7 8 9
1. Ders Basarisi -

2. ilgi Hissi Olarak Merak .50 -

3. Yoksunluk Hissi Olarak Merak .46 .30 -

4. Keyif 48 46 33 -

5. Kaygi -.54 -.31 -.31 -.52 -

6. Can Sikintisi -.57 -.46 -.30 -.57 .58 -

7. Sinirlilik -.56 -43 -.32 -.56 .61 .78 -

8. Utang -42 -43 -.20 -.48 .43 71 .63 -

9. Gurur .54 .46 .29 .64 -.54 -.68 -.68 .52 -

Not: Tum korelasyon katsayilari p < .01 dizeyinde anlamlidir.

Coklu Regresyon Analizi Sonuglari

Tablo 3’e bakildiginda, hem ilgi hissi olarak merakin hem de yoksunluk hissi olarak merakin ingilizce ders
basarisini anlamli diizeyde ve olumlu yonde yordadigi goriilmektedir. Basari duygulari arasinda ise, yalnizca
kaygi ve can sikintisi ingilizce ders basarisini anlamli diizeyde, ancak olumsuz yénde yordamistir. Ustelik bu
sonuglar, 6grenim gorilen Universite, mezun olunan lise tird, cinsiyet ve yas degiskenlerinin etkilerinden de
bagimsizdir (tim p degerleri > .05). Nitekim demografik degiskenler ingilizce ders basarisina iliskin toplam
varyansin yalnizca %1’ini aciklarken, bilgiye yonelik merak ve basari duygulari toplam varyansin %50’sini
actklamiglardir.

Tablo 3.

Coklu Regresyon Analizi Sonuglari.
Degiskenler B S.H. B t p VIF
Universite .08 .85 .00 .09 .926 1.10
Cinsiyet .70 .85 .03 .82 415 1.07
Yas 21 .43 .02 .49 .624 1.09
Lise tlrd .01 .38 .00 .02 .988 1.05
ilgi Hissi Olarak Merak 1.17 .20 .23 5.78%** .000 1.48
Yoksunluk Hissi Olarak Merak .81 13 22 6.25%** .000 1.21
Keyif .02 17 .01 13 .898 2.02
Kaygi -71 14 =22 -5.00%** .000 1.80
Can Sikintisi -.50 .19 -.16 -2.59* .010 3.62
Sinirlilik -.34 .23 -.09 -1.49 136 3.15
Utang 21 .24 .04 .85 .394 2.19
Gurur .51 .26 .10 1.95 .051 2.48

***p <.001; *p < .05; Not: S.H. =Standart Hata; § = Standartlastirilmis Beta Katsayisi; VIF = Varyans Enflasyon
Faktoru; VIF degerleri 5'ten kiiguktur (Field, 2009).

Yapisal Esitlik Modellemesi Analizi Sonuglari

Coklu regresyon analizi sonucunda ortaya ¢ikan iliskisel 6rlintliniin sorgulanmasi amaciyla yapisal bir model
olusturulmus (Sekil 1) ve bu model YEM araciligiyla sorgulanmistir. YEM analizi sonucunda, s6z konusu modelin
bu arastirmanin érnekleminden elde edilen verilerle iyi bir uyum sergiledigi saptanmistir (x>(126)= 313.70; CFI =
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.98; NNFI = .97; RMSEA = .06; SRMR = .04). YEM analizi sonuglari, regresyon analizi araciligiyla elde edilen
sonuglarla oldukga benzer bicimde, ilgi hissi olarak merak, yoksunluk hissi olarak merak, can sikintisi ve kaygi
degiskenlerinin ingilizce ders basarisini anlamli diizeyde ve secici bicimde yordadigini gdstermistir.

basari

Chi-Sguare=313.70, df=12€, P-value=0.00000, RM3SEA=0.05€

Sekil 1: ingilizce ders basarisinin yordayicilarina iliskin yapisal model.

Tartisma, Sonug ve Oneriler

Tek 6rneklem t testleri araciligiyla elde edilen sonuglar, hazirlik sinifi grencilerinin ingilizce derslerinde
hissettikleri olumlu ve olumsuz basari duygulariyla bilgiye yonelik meraklarinin orta dizeyde oldugunu
gdstermistir. Arastirmanin bu bulgusu, 8grencilerin ingilizce derslerinde basariyla ilgili birgok olumlu ve olumsuz
duyguyu hissettiklerinin bir gostergesi olarak degerlendirilebilir. ingilizce derslerinin, tipki diger dersler gibi,
o6grencilerin hem olumlu (keyif alma, gurur duyma vb.) hem de olumsuz duygulari (can sikintisi, kaygi)
hissetmelerine yol acabilen uyaranlar saglayan 6grenme ortamlari olduklari diisiinildiigiinde (6rnegin, ingilizce
dersinin yaklasmakta olan sinavinin kaygiya yol agmasi, derste dogru olarak yanitlanan bir sorunun 6grenciyi
mutlu etmesi, dersteki monotonlugun can sikintisina yol agmasi vb.), bu bulgunun sasirtici olmadigi séylenebilir.
Nitekim iletisim etkinliklerinin yogun olarak kullanildigi 6grenme ortamlari olan ingilizce derslerinde, cesitli
iletisim etkinliklerinin (s6zli, yazilh vb.) sonucu olarak verilen donitlerin (basariyla ilgili olumlu/olumsuz
donitler vb.), olumlu ve/veya olumsuz basari duygularinin hissedilmesine neden olmasi beklenebilir. Bu bulgu
Goetz, Frenzel, Hall ve Pekrun’un (2008), basari duygularinin akademik ortamlarda siklikla hissedilen duygular
olduguna yonelik bulgulariyla da paraleldir. Tek 6rneklem t testleri araciligiyla elde edilen sonuglar, 6grencilerin
ingilizce derslerinde hem yoksunluk hissi olarak meraki hem de ilgi hissi olarak meraki deneyimlediklerini de
gostermistir. Derslerde gerceklesen iletisim silireclerinin (dénit verme vb.) yalnizca duygular degil, bilgiye
yonelik meraki da uyarabilecegi dikkate alindiginda (Kang et al., 2009), arastirmanin bu bulgusu anlasilabilir bir
gorinime kavusmaktadir.

Dikkat cekici bir diger bulgu ise, basari duygulariyla bilgiye yonelik merakin ingilizce derslerinde égrenciler
tarafindan giicli ya da zayif bicimde degil, orta diizeyde hissedilmeleridir. Arastirmanin bu bulgusu, ingilizce
derslerindeki etkinliklerin/gorevlerin (sinavlar, ddevler vb.) 6grenciler tarafindan zor ya da kolay olarak
algilanmamalariyla ilgili olabilir. Ornegin, kelime 6gretiminde grafik diizenleyicilerin roliiniin incelendigi
calismasinda ilter (2016), olumlu basari duygularinin grafik diizenleyicilerin kullanildig1 deney grubunda, kontrol
grubuna goére, daha fazla hissedildigini saptamistir. Bilgiye yénelik merak ile ingilizce ders basarisina iliskin bu
baglamda gercgeklestiriimis bir ¢alisma bulunmamasina ragmen, lg¢ boyutlu gorseller gibi bazi materyallerin
uygun oOgretim teknikleriyle (iletisim oyunlari vb.) kullanilmasinin, 6grencilerde ilgi hissi olarak meraki
uyandirmasi beklenebilir. Ayrica, konuya iliskin dnceki bilgilerle yeni bilgiler arasinda algilanan bilgi eksikliginin
dgrencilerde yaratacagl yoksunluk hissine bagl olarak, bu ve benzeri materyallerin ingilizce derslerinde
yoksunluk hissi olarak meraki uyandirmasi da beklenebilir.

Korelasyon analizi araciliiyla elde edilen sonuclar, basari duygularinin ingilizce ders basarisiyla anlamli
diizeyde ve secici bicimde iliskilendiklerini ortaya koymustur. Sonuglar ayrica, ilgi hissi olarak merak ve
yoksunluk hissi olarak merakin ingilizce ders basarisiyla anlamli diizeyde ve olumlu yonde iliskilendigini de
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gostermistir. Duygularin ve bilgiye yonelik merakin algilanan yetenek, 6z-yeterlik, akademik basari ve akademik
benlik gibi degiskenlerle iliskili oldugu (Putwain ve Deveney, 2009) ve 6grenci davranislarinin ve ders basarisinin
aciklanmasindaki rolleri dikkate alindiginda (Berlyne, 1954; Litman, 2008, 2010; Loewenstein, 1994; Skinner,
Furrer, Marchand & Kindermann, 2008), bu degiskenlerin 6grencilerin Ingilizce ders basarisiyla neden
iliskilendigi anlasilabilir. Nitekim korelasyon analizi araciligiyla elde edilen sonuglar, hem bilgiye yénelik merakin
bilissel etkinlik dizeyleriyle (Tamdogon, 2006), 6grenmeyle (Day, 1982) ve akademik basariyla olumlu yonde ve
gicli bicimde iliskilendigine yonelik bulgularin elde edildigi arastirmalarla, hem de olumsuz duygularin (kaygi
vb.) akademik basariyla olumsuz yénde, olumlu duygularin ise (6rnegin gurur) akademik basariyla olumlu yonde
iliskilendigine yonelik bulgular Pekrun’un (2006) ¢alismasiyla tutarlidir.

Diger taraftan, korelasyon analizi aracihgiyla elde edilen sonuglar, basari duygularinin ilgi hissi olarak
merakla olan iliskilerinin, yoksunluk hissi olarak merakla olan iliskilerine gére daha gugli oldugunu da
gostermistir. Bunun bir olasi nedeni, ilgi hissi olarak merakin, yoksunluk hissi olarak meraka gére daha olumlu
bir duyussal icerige sahip olmasi olabilir (Litman, 2008). Bir diger olasi nedeni ise, ilgi gibi olumlu bir hissin,
yoksunluk gibi olumsuz bir hisse gére, dgrencilerin ingilizce 6grenmeye ydnelik motivasyonlarini daha fazla
artirmasi olabilir. Bu agiklama ilginin glicli bir motivasyon kaynagi oldugu gercegiyle de tutarhdir (Hidi, 2006).
Bu da sirasiyla, 6grencilerin ingilizce derslerinde olumlu duygulari daha fazla, olumsuz duygulari ise daha az
hissetmelerine yol agabilir. Ancak, bu arastirmanin iliskisel bir desenden hareketle gergeklestirilmesi ve kesitsel
verilere dayali olmasi, bu agiklamayl kismen de olsa tartismali hale getirmektedir. Dolayisiyla, s6z konusu
actklamanin gelecekte yapilacak arastirmalari gerektirdigi soylenebilir.

Coklu regresyon analizi sonuglari ile YEM analizi sonuglari, can sikintisi ve kaygi duygularinin ingilizce ders
basarisini anlamli diizeyde yordadigini gostermistir. Olumlu basari duygularinin degil, can sikintisi ve kayg gibi
iki olumsuz basari duygusunun ingilizce ders basarisini yordamasinin dikkat gekici oldugu ifade edilebilir. Bu
sonug, arastirmada yalnizca iki olumlu basari duygusuna karsi (keyif ve gurur), dért olumsuz basari duygusunun
(utang, can sikintisi, sinirlilik, kaygi) dikkate alinmis olmasina baglh olarak agiklanabilir. Nitekim bu durum,
olumlu basari duygularinin ingilizce ders basarisi tizerindeki etkilerinin, olumsuz basari duygulari tarafindan
baskilanmasina yol agabilir. Onemli olarak, demografik degiskenlerin ingilizce ders basarisina iliskin toplam
varyansin yalnizca %1’ini agiklamasi ve bu degiskenler arasinda mezun olunan lise tirlerinden biri olarak
Anadolu liselerinin de yer almasi diisiindirtcudir. Clinkli Anadolu liselerindeki yabanci dil derslerinin saatleri,
diger liselere gére daha fazladir. Arastirmanin bu sonucu, ingilizce derslerindeki basarinin ders saatlerinin
niceliginden ¢ok, niteligine bagh oldugu seklinde yorumlanabilir. Ancak bu arastirmada ingilizce derslerinin
niteligine odaklaniimamis olmasi, bu yorumu mantikl olmasina ragmen tartismali hale getirmektedir.
Dolayisiyla, bu yorumun gelecekte yapilacak arastirmalari gerektirdigi aciktir.

ingilizce ders basarisinin neden utang ve sinirlilik tarafindan degil de can sikintisi ve kaygi tarafindan anlamli
diizeyde yordandigi ise, can sikintisinin olumsuz bir duygu olmasinin yaninda, pasiflestirici bir duygu olma
ozelligiyle (6grencileri 6grenme ortamindan davranissal/zihinsel anlamda uzaklastiran bir duygu olma 6zelligi)
actklanabilir. Can sikintisinin s6z konusu 6zelligi, sinirlilik ve utang gibi aktiflestirici olumsuz duygulardan farkh
olarak, siniflar gibi egitim ortamlarinda saptanmasini giiclestirmekte (Pekrun, 2006) ve bu da can sikintisinin
basariyl olumsuz yonde etkileme olasiligini artirmaktadir (Bridgeland, Dilulio & Morison, 2006). Bu agiklama,
can sikintisinin ders basarisiyla anlamh dizeyde ve olumsuz yonde iliskilendiginin saptandigl arastirmalarla
tutarhdir (Pekrun, Goetz, Daniels, Stupnisky & Perry, 2010). Kaygl degiskeni ise can sikintisinin aksine,
aktiflestirici bir duygudur. Ancak kayginin dersin akisini bozucu davranislara yol agma olasiligi, beklenti odakli
bir duygu olmasi nedeniyle, sinirlilik ve utanc¢ gibi diger olumsuz ve aktiflestirici duygulardan daha disilik
olabilir. Bu nedenle kaygi, tipki can sikintisi gibi, egitim ortamlarinda saptanmasi gii¢ tepkilere neden olabilir. Bir
6grencinin yakin gelecekte yapilacak olan bir dersin sinavindan basarisiz olma beklentisinin yarattigi kaygiyi
azaltmak icin derse hazirlanmak yerine baska konulara odaklanmasi, hayal kurarak zihinsel anlamda dersten
uzaklasmasi, bu gibi tepkilere iliskin 6rnekler olarak verilebilir. Bu da sirasiyla, kayginin diger olumsuz duygulara
gore Ingilizce ders basarisi {izerindeki olumsuz etkisini artirabilir. Bu yorumlar, kayginin yabanci dil ders
basarisiyla iliskili olarak incelendigi egitim arastirmalarindan elde edilen sonuglarla da tutarhdir (Batumlu &
Erden, 2007; Salim, 2004; Worde, 2003).

Regresyon analizi ve YEM analizi araciligiyla elde edilen sonuglar ayrica, ilgi hissi olarak merak ve yoksunluk
hissi olarak merakin ingilizce ders basarisini anlaml diizeyde yordadigini da géstermistir. Bilgiye yonelik sz
konusu merak tarleri farkl hislerle betimlenmelerine ragmen, yeni bilgi elde etme arzusu ekseninde birlesen
ortak bir icerige sahiptirler (Litman, 2008). Ustelik konuyla ilgili alanyazinda, her iki merak tiiriiniin de akademik
basariyla/ders basarisiyla olumlu yonde ve gli¢lt bicimde iliskilendigine yonelik bulgular da mevcuttur (Eren &
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Coskun, 2016; Serin, 2010). Dolayisiyla, soz konusu merak tiirlerinin ingilizce ders basarisini anlamli diizeyde ve
olumlu yonde yordamalari beklenebilir.

Arastirmanin yukarida tartisilan bulgularindan hareketle tG¢ 6nemli sonug ¢ikarilabilir. Birincisi, hazirlik
siniflarindaki ingilizce derslerinin, olumlu ve olumsuz basari duygularindan ve bilgiye yénelik meraktan yoksun
ortamlar olmadigidir. ikincisi, basari duygularinin ve bilgiye yonelik merakin, ingilizce ders basarisiyla anlamli
diizeyde ve segici bicimde iliskilendikleridir. Uglinciisii ve daha énemlisi, dzellikle can sikintisi ve kaygi gibi
olumsuz basari duygularinin ingilizce ders basarisini olumsuz yénde, ilgi hissi olarak merakla yoksunluk hissi
olarak merakin ise ingilizce ders basarisini olumlu yénde yordadigidir.

Dolayisiyla, hazirlik siniflarinda ingilizce derslerine giren égretim elemanlari, égrencilerinin derslerde gurur
duyma ve keyif alma gibi olumlu duygularla birlikte kaygi, can sikintisi, utang, sinirlilik gibi olumsuz duygulari da
hissettiklerini ve bunlar arasinda &zellikle can sikintisi ve kayginin ingilizce ders basarisiyla olumsuz yénde
iliskilendigini dikkate almalidirlar. Buna gére, dgretim elemanlarinin ingilizce derslerinde kaygiyi (6rnegin,
olumlu ve destekleyici bir sinif iklimi olusturma) ve can sikintisini azaltmaya yonelik girisimlerinin (6rnegin, can
sikintisinin azaltilmasinda etkili olan bilissel yaklasma stratejileri konusunda 6grencileri bilgilendirme, (Nett,
Goetz & Daniels, 2010), ders basarisinin artiriimasina katki saglayacagi soylenebilir. Bununla birlikte, 6gretim
elemanlari derslerinde yalnizca kaygi ve can sikintisi gibi olumsuz duygularin hissedilme diizeylerini azaltarak
degil, bilgiye yonelik meraki uyandirabilecek etkinlikler araciligiyla da &grencilerinin ingilizce ders basarisini
artirabilirler. Bunlar, gorsel (ilgi cekici statik ve/veya dinamik gorseller vb.) ve isitsel (mizik vb.) uyaranlar iceren
etkinlikler olabilecegi gibi (Berho & Defferding, 2005), durumsal ilgiyi artirmaya yonelik hayal etkinlikleri de
olabilir (Dogru & Eren, 2016). Yukarida 6zetlenen sonuglar, egitim bilimsel anlamda bu ve benzeri 6nemli
onerilerde bulunma olanagl saglamasina ragmen, bu arastirmanin yalnizca iki farkli Universitenin ingilizce
hazirlik siniflarinda dgrenim gdéren 6grencileri icermesi, ingilizce ders basarisinin dgretmenler tarafindan
hazirlanan sinavlarin sonuglarina dayal olarak degerlendirilmesi, gorece kigik bir 6rneklemden ve iliskisel bir
desenden hareketle gergeklestirilmesi gibi sinirhliklari nedeniyle, gelecekte yapilacak arastirmalarda dikkatle
yorumlanmalidir. Dolayisiyla, ¢ok sayida Universitenin yer aldig, daha buylk orneklemlerden hareketle
gerceklestirilen ve ingilizce ders basarisinin standart basari testlerinin sonuglarina dayali olarak degerlendirildigi
arastirmalardan elde edilecek bulgular, bu arastirmadan elde edilen sonuglarin genellenebilirliginin
sorgulanmasina katki saglayabilir. Ayrica, bilgiye yonelik merakin ya da basari duygularinin manipile edilecegi
deneysel arastirmalarin sonuglari, nedensellik ¢ikarimina imkan saglamalari nedeniyle, bu arastirmada elde
edilen iliskisel cergeveyi genisletebilir.

Bilgilendirme
Bu ¢alisma birinci yazarin ikinci yazar danismanhginda hazirlanan yiiksek lisans tezinden Uretilmistir. Bu
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