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ABSTRACT

STUDENTS> ACHIEVEMENT GOALS AND UNDERLYING REASONS: THEIR
RELATION TO INTRINSIC MOTIVATION AND CHEATING

Ayse Ozdemir

M.A., Program of Curriculum and Instruction
Asst. Prof. Dr. Aikaterini Michou
June 2014

Using an experimental design, this study investigated the causal-effect relationship
of achievement goals (AGs) and their underlying reasons (goal complexes) on
students’ intrinsic motivation and cheating behaviour. The design included giving
participants a specific task under experimental conditions. Additionally, a cross-
sectional design was used to examine the relationship between the outcomes of a
given task and the endorsed goal complexes students have for their classes. The
study population included 219 students who participated voluntarily; they were from
an English Language Preparatory Program at a private non-profit university in
Ankara, Turkey. Seven experimental conditions were induced to the participants
through a given spatial task. The seven conditions randomly assigned to the students
consisted of three different AGs (i.e., an intrapersonal-approach goal, an
intrapersonal-avoidance goal, and a performance approach goal) along with two
motivational styles (i.e., autonomous and controlling), as well as a control (neither
goal nor reason given). In addition to the experiment, a survey was administrated to

assess students’ endorsed AGs and their underlying reasons (autonomous or



controlling) for their English classes. The manipulation checks for the analysis
revealed that the experimental conditions were not successful; more specifically,
students were not induced to endorse their randomly assigned goal and reason.
Moreover, very few students cheated during the task. The survey results indicated
that during task engagement, autonomously-regulated AGs predict intrinsic
motivations, and control-regulated AGs promote a sense of pressure. One key
finding of this study was that while students who have controlling reasons behind
their AGs for an educational class tend to have controlling reasons for a specific task,
which was not found among students with autonomous reasons. Finally,
recommendations to improve the experimental design and implications of the results

for education and teaching practices are discussed.

Key words: autonomous and controlled motivation, achievement goals, intrinsic

motivation and cheating, goal complex



OZET

OGRENCILERIN BASARI HEDEFLERI VE ALTINDA YATAN SEBEPLER:
ICSEL MOTIiVASYON VE KOPYA CEKME ILE ILISKILERI

Ayse Ozdemir

Yiiksek Lisans, Egitim Programlar1 ve Ogretim
Yrd. Dog. Dr. Aikaterini Michou
Haziran 2014

Deneysel tasarim yonteminin kullanildigi bu ¢alismada basar1 hedefleri (BH’ler) ve
altinda yatan sebeplerin (hedef-sebep kompleksi) 6grencilerin i¢e yonelik
motivasyonu ve kopya ¢ekme davraniglari {izerindeki neden-sonug iliskisi
arastirilmaktadir. Bu yontem, deneysel kosullar altinda 6grencilere belirli bir gérev
verilmesini igermektedir. Ayrica verilen gorevin arzu edilen sonuglar ile
ogrencilerin derse iliskin belirttigi hedef birlesimi arasindaki iligskiyi incelemek
amactyla kesitsel yontem kullanilmistir. Ankara ilindeki kar amaci giitmeyen 6zel bir
okuldaki 219 6grenci, calismaya goniillii olarak katilmistir. Uzamsal bir gorev ile
katilimcilar, yedi deneysel kosulu i¢sellestirmeye ikna etmek amaglanmistir.
Ogrencilere rastgele dagitilan yedi kosul, {ic BH (kisisel yaklasim hedefi, kisisel
kaginma hedefi, performans yaklasim hedefi) ile iki motivasyon bi¢iminin (otonom,
kontrol) farkl sekillerde birlesimi ve kontrolden (hedef ve neden verilmemesi)
olusmustur. Yapilan deneyin yani sira dgrencilerin (Ingilizce dersi icin) belirttigi
BH’ler ile bunlarin altinda yatan nedenleri (otonom veya kontrol) belirlemek {izere

bir anket uygulanmistir. Deney sonrasinda uygulanan manipiilasyon kontrol listesi,

Vv



deneysel kosullarin basarili olmadigini, 6grencilerin kendilerine dagitilan hedef ve
nedenleri belirtmeye ikna edilemedigini ortaya koymustur. Ayrica ¢ok az sayida
Ogrenci gorev sirasinda kopya ¢ekmistir. Anket sonuglarina gore gorev sirasinda
otonom nedenler ile diizenlenen BH’ler ige yonelik motivasyonu ortaya koyarken
kontrol nedenleri ile diizenlenen BH’ler, baski hissi ile sonu¢lanmistir. Bu
calismanin sonuglarindan birisi, bir derse yonelik BH’lerin altinda kontrol nedenleri
yatan 6grencileri belirli bir gorev i¢in de kontrol nedenleri edinme egiliminde
olurken otonom big¢ime sahip 6grencilerde bu durumla karsilagilmadig1 yoniindedir.
Son olarak deneysel tasarim yonteminin iyilestirilmesi ve sonuglarin egitim ve

Ogretim uygulamalari agisindan yansimalari ele alinmaktadir.

Anahtar Kelimeler: Otonom ve kontrol motivasyon, basarma hedefleri, i¢sel

motivasyon ve kopya ¢ekme, hedef-sebep kompleksi
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CHAPTER 1: INTRODUCTION
Introduction

Students perform many tasks in their classrooms throughout the day. While they are
engaging in these tasks, they set and endorse certain goals. Some may have goals to
complete the task to outperform other students; others have goals that focus on self-
improvement to benefit from the task. In association the selection of these goals,
students have reasons for setting and endorsing the goals. The reasons for endorsing
a goal can differ. For example, two students studying for a test may have the same
goal to get a higher grade than the rest of the students in the class; however, one
student endorses the goal because he knows his father has promised him a bike if he
performs well, while the other endorses the goal because to her it is important to
perform well. Hence, the goal may be the same, but the reasons motivating them to
pursue the goal are different. Accordingly, the reasons motivating students to pursue
a goal may affect students learning outcomes (actions and behaviors); some of these
behaviors are positive (for example, studying longer hours) and others may be

negative (for example, cheating).

Students’ motivations can be described in part by the achievement goals they adopt
in the classroom. Another important part of students’ motivations is the reasons for
adopting those goals which lead them, in conjunction with their achievement goals,
to particular educational outcomes. This study will focus on students’ endorsed
achievement goals and the underlying reasons for pursuing the goals, along with

associated desired and undesired educational outcomes. In particular, this study will



focus on the undesired educational outcome of cheating, as well as on desired
educational outcomes associated with intrinsic motivation while completing a task.
The main question of the study is whether different reasons underlying the same
achievement goal relate differently to intrinsic motivation and cheating for a given
task. Furthermore, the present study will investigate whether the reasons underlying
achievement goals in a specific achievement situation (e.g., an English class) can
predict the reasons underlying achievement goals in another achievement task (e.g., a

spatial test) as well as the students’ intrinsic motivation and cheating in this task.

Background

Achievement goals

In the 1980’s, Ames (1984), Dweck (1986), Maehr (1980) and Nicholls (1984)
developed the achievement goal concept for describing motivation in achievement
settings (Elliot, Murayama, & Pekrun, 2011). These theorists posited that an
achievement goal is the purpose for striving for competence (Elliot & Harckiewicz,
1996). Initially, achievement goal theorists offered a dichotomous conceptualized
achievement goal framework that included mastery and performance achievement
goals. In the framework, both mastery and performance goals were approach-
oriented. A mastery approach goal was defined as students’ desire to develop
competence and task mastery, a performance approach goal was defined as students’
desire to demonstrate competence (Dweck & Leggett, 1988). According to Elliot and
Dweck (2005), desire for competence influences behavior to adapt within the current
environment by developing either an avoidance or an approach orientation. Fear of

failure motivates individuals to establish an avoidance orientation to protect them.



Conversely, need for achievement motivates individuals to establish an approach

orientation (Elliot and Dweck, 2007).

To improve the dichotomous model of achievement goals, Elliot and Church (1997)
set up a new achievement goal framework; they suggested a trichotomous model that
consists of mastery goals as well as performance-approach and performance-
avoidance goals. In this model, mastery and performance-approach goals were linked
to the approach tendency related to the need for achievement, whereas performance-
avoidance goals were linked to the inhibitory tendency associated with the fear of
failure. In 2001, Elliot and McGregor (2001) designed an even more advanced 2X2
achievement goal framework adding the concept of the mastery-avoidance goal. In
this framework, they put competence in the core of the definition for achievement
goals. Figure 1 shows conceptualized achievement goals based on thedefinition and
valence (i.e., positive in terms of approaching success and negative in terms of

avoiding failure) of competence.

Definition

Mastery Performance

Mastery-approach goal | Performance-approach goal
Approach

Valance
Mastery-avoidance goal | Performance-avoidance goal
Avoiding

Figure 1. The 2X2 achievement goal framework.



In 2X2 framework, competence could be defined by self-based or task-based, as
well as by “other”-based criteria. Valence of competence could be explained either
by avoidance- or approach-orientation. If a student has task-based or self-based
competence criteria (definition), with a desire to approach success (valence),
according to the 2X2 framework he endorses a mastery-approach goal; however,
when a student has the same self-based or task-based competence criteria (definition)
with a desire to avoid incompetence (valence), he is considered a student with a

mastery-avoidance goal.

Students who have mastery-approach goals engage in tasks to improve themselves or
to complete the requirements of the tasks. On the other hand, students who have
mastery-avoidance goals, try not to do worse than before or try not to make errors
while completing a task. Students who have other-based competence criteria
(definition) with a desire to approach success (valance) adopt performance-approach
goals; whereas students who might have the same criteria but show a desire to avoid
showing incompetence adopt performance-avoidance goals (Elliot & McGregor,
2001). Finally, students with performance goals focus on demonstrating their
competence compared to peers by performing better than them in the classroom
(approach). These students focus on demonstrating that they are not incompetent
compared to peers by not performing worse than other students in the classroom

(avoidance).

Elliot et al. (2011) went one step further to improve this framework by dividing the
mastery goals into two: task-based goals and intrapersonal goals. They made this

adjustment because the 2X2 framework conceptualized the mastery goals with two



evaluation criteria of competence: task-based and self-based criteria. The authors
claimed, however, that these two competence criteria do not have the same ability to
evaluate competence for one goal construct. Therefore, Elliot et al. (2011) introduced
a 3X2 framework, in which the two criteria are separated to evaluate competence of
two different goals. According to the new goal construct, the task-based goal criteria
belong to the task- based goal and the self-based goal criteria belong to the

intrapersonal goals (Elliot et al., 2011).

Different from the task-based criteria, with self-based criteria the individual is
concerned with how she performs on a task compared to how she did before rather
than compared to the absolutely correct completion of the task. Elliot et al. (2011)
explained that a task-based person solves a puzzle to complete all the words (not by
comparing to his or her previous performance), while a self-based person will solve
the puzzle to find more words compared to his or her previous performance. In other
words, a self-based person does not strive to complete the task, but to do better than
he did before. The 3X2 framework of achievement goals, using the definition of
competence criteria and the valence of the goals, suggested the following
achievement goals: task-approach (TAp), task-avoidance (TAv), intrapersonal-
approach (INAp), intrapersonal-avoidance (INAv), performance approach (PAp),

and performance-avoidance (PAv) goals.

Another contribution of Elliot and Murayama (2008) to the achievement goal theory
has to do with the conceptualization and operationalization of the achievement goals.
According to Elliot and Murayama (2008), theorists used to combine a number of

aim-reasons to assess individuals’ achievement goals. The problem with this



combination is that it is not clear if an achievement goal’s correlate has a strong
association with the “aim” part or the “reason” part of the achievement goal.
Therefore, they suggested separating the aim of setting an achievement goal from the
reasons for pursuing that goal because there is often more than one reason behind a
goal. According to Vansteenkiste, Mouratidis and Lens (2010a), assessing goals and
reasons separately is needed to understand the conceptual clarity of the achievement
goal. Further, it clarifies whether an outcome is associated with the underlying

reasons, with the achievement goals, or with both.

In this vein, the same achievement goal defined as a “pure” aim can give different
outcomes if it is combined with different reasons behind its pursuit. In this respect,
aims for doing a task is the “what” part of achievement motivation, while the reason
for endorsing that goal is the “why” part (Vansteenkiste, Lens, Elliot, Soenens &
Mouratidis, 2014). It is important to consider both these parts simultaneously to fully
understand students’ motivations in achievement situations. To clarify types of

reasons behind goals, Self-Determination Theory (SDT) will be discussed next.

Self-determination theory (SDT)

When examining underlying reasons separately from achievement goals, a need to
conceptualize the reasons emerged. Vansteenkiste et al. (2014) conceptualized the
underlying reasons through Self Determination Theory (SDT). SDT focuses on three
basic requirements of human development: (1) the satisfaction of need for autonomy
(sense of self and willingness), (2) the satisfaction of need for competence (sense of
effectiveness), and (3) the satisfaction of need for relatedness (sense of

connectedness and caring for other people) (Ryan & Deci, 2000). These three



psychological needs come from human nature and are core concepts in SDT (Deci &
Vansteenkiste, 2004). Satisfaction or frustration with these three basic psychological
needs affect an individual’s achievement goal setting and the reasons for which they
select the goal. While people are engaging in a task, depending on their needs
satisfaction, they can pursue their goals either for autonomous or for controlling
reasons. Autonomous reasons mean that a student engages herself in a task willingly.
It has different subcomponents: finding the task enjoyable or interesting and
challenging (intrinsic reasons); finding the task personally meaningful (identified
reasons); and finding the task is part of their personal values (integrated reasons)
(Vansteenkiste et al., 2014). A student, who has autonomous reasons, tends to act

with full endorsement and sense of self.

In contrast, controlling reasons mean that a student feels pressure from external
environments or from themselves while they are engaging in a task or pursuing a
goal (Vansteenkiste, Smeets, Soenens, Lens, Matos & Deci, 2010b). Controlling
reasons are composed of two subcomponents which are external reasons and
introjected reasons. In the case of external reasons, students can involve themselves
in a task just because their parents will reward or punish them. Students, who have
introjected reasons for endorsing an achievement goal, engage in a task to avoid
feeling guilty; for this reason they exert a self-imposed pressure on themselves

(Vansteenkiste et al., 2014).

According to the SDT, students’ intentions to act for particular reasons depend on
teachers’ (or parents) motivating style which could be either autonomous supportive

or controlling. When teachers (or parents) meet the three basic needs of students



(autonomy, competence and relatedness) they are encouraging students to become
involved in a task with internal volition, thus validating students’ interests or
preferences. This way of motivation is called autonomous support (Reeve & Jang,
2006). In this vein, when teachers ask students how they may want to adjust the
lesson plan according to their psychological needs, they nurture students’ inner
endorsement of classroom activities (Reeve & Jang, 2006). When teachers frustrate
the fundamental basic needs of students and direct students to attend to external
motives (regardless of students’ inner volition), they apply a controlling motivating
style (Reeve & Jang, 2006). Therefore, frustrating students” own intentions and
controlling behaviors makes them feel pressured to complete a task; they complete a
task to fulfill the demands of external conditions such as a teacher’s rewards or

punishments (Reeve & Jang, 2006).

Problem

Students set their achievement goals and adopt them for particular reasons whether
they are engaged in a task or participating in their educational classes. Even though
two students could have the same goal to score higher on an exam than they did
previously (self-improvement), the reasons for this goal can vary. The reasons may
be to feel better about themselves, to seek an award from their parents or to gain
skills by mastering the exam’s subject matter. These underlying reasons of these
goals are part of students’ motivation which leads to different educational outcomes,

some desired some undesired.

Regarding the desired outcomes, intrinsic motivation for task engagement is

important. Indicators of intrinsic motivation in task engagement include the



following: the interest and enjoyment of the task, the non-pressure in task
engagement, the value of the task, or the intention to repeat the task. Cheating is one
example of an undesired educational outcome. Van Yperen, Hamstra & Klauw
(2011) noted recently students’ attitudes toward cheating are becoming more
accepting. In the current literature, there is little investigation into students’
achievement goals and their underlying reasons in relation to educational outcomes.
To better understand students’ motivations in educational settings, more studies are

needed to examine this relationship.

Purpose
The present study focuses on the “what” and the “why” aspect of students’
achievement motivation and their effect on students’ educational outcomes. This
focus is an issue that has not yet been investigated in the literature. For this reason,
an experimental study was designed to investigate the causal relationships between
students’ goal complex (i.e., achievement goals and underlying reasons) and

educational outcomes.

More specifically, the present study focuses on the effects of intrapersonal-approach
(INAp), interpersonal-avoidance (INAv) (which is newly introduced by Elliot,
Murayama & Pekrun, 2011) and performance-approach (Pap) goals (which are the
most debated goals regarding their adaptive character for students’ optimal function)
and their underlying reasons for these goals. These underlying reasons include
autonomous and controlling reasons that affect students’ educational outcomes while
engaged in a given task. These outcomes include interest and enjoyment, feeling

pressure, interest in solving similar exercises, and cheating.



Finally, the present study will investigate whether the reasons underlying
achievement goals in a specific achievement situation (e.g., an English class) can
predict the reasons underlying achievement goals in another achievement task (e.g., a

spatial task) as well as the students’ intrinsic motivation and cheating in this task.

Research questions
The present study took place in Turkey and the sample population came from an
English preparatory school within a private, non-profit University. The study will
address the following questions:

1. Does encouraging students to adopt different achievement goals to complete
a task, and presenting these goals in either an autonomous or a controlling
way, affect students’ intrinsic motivation and cheating while engaged in the
task?

2. Do autonomous and controlling reasons underlying endorsed achievement
goals (INAp, INAv or Pap) predict intrinsic motivation when engaged in the
spatial task?

3. Do the autonomous and controlling reasons underlying students’ achievement
goals for their educational classes predict different outcomes of students
when engaged in a specific task?

4. Can the underlying reasons for achievement goals when engaged in a specific
task be predicted by the autonomous or controlling reasons underlying

students’ achievement goals for their educational classes?

10



Significance
In the literature, there are no experimental studies investigating the causal effect of
achievement goals and their underlying autonomous or controlling reasons on
students’ intrinsic motivation and cheating behaviors. Therefore, the results of this
study will give insights into this relationship. In particular, the study’s findings will
reveal aspects of the hidden curriculum which includes teacher’s motivating style,
students’ motivations, as well as educational outcomes. This research will help to
understand students’ cheating aims and the antecedents of students’ interest and
engagement in a task. Therefore, the criteria for assessing the students’ performance
may be reconsidered to include their motivations and rather than just their test
results. This study will also provide new insights to research that focuses on
students’ competence and motivation. The results of this study could contribute to
changes in the content of teachers’ professional development; especially regarding
their motivating style in the classroom, helping them to guide students toward more

desirable educational outcomes.

Definition of key terms
Achievement goals are the purpose of engaging in a task in a competence-relevant
behavior; either for demonstrating competence (performance goal) or for developing
(mastery goal) competence (Elliot & McGregor, 2001).
Autonomous reasons are the volitional and willing endorsement of the achievement
goal engaging in the task because one finds it enjoyable, interesting and challenging

(Vansteenkiste, et al., 2010a),

11



Controlling reasons mean engaging in a task (pursuing a goal) with the compulsion
of external pressures (e.g., punishments or rewards) or with one’s own compulsion to
avoiding feeling guilty (Benita, Roth & Deci, 2013).

Cheating is an illicit behavior while completing a task and obtaining an answer
(Anderman & Danner, 2008).

Intrinsic motivation means engaging in a task for satisfaction regardless of extrinsic
rewards. Intrinsic behaviors self-reported by participants include interest and
enjoyment; feeling non-pressure; finding value and worth; intention to repeat and
continue (Deci, Eghrari, Patrick & Leone, 1994).

Goal complex is the combination of “why” and “what” aspects of achievement
goals. On the other words, goal complex combines aim and reason for a particular
goal. Different underlying reasons of pursuing same goal can cause to give different

outcomes (Elliot & Trash, 2001).
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CHAPTER 2: REVIEW OF RELATED LITERATURE
Introduction

As discussed in chapter one, students have different aims (achievement goals) during
task engagement where they focus on doing well or poorly (competence) either in
comparison to their previous experience (self-based criterion) or to their peers (other-
based criterion). The results of pursuing their aims have undesired or desired
educational outcomes, such as feeling pressured or joyful. However, two students
with the same aim can have different educational outcomes because their reasons for
adopting those goals can be either autonomous (willingness) or controlling
(compulsion from outside). In chapter one, the combination of achievement goals
(AGs) and their underlying reasons was defined as goal complex. This study aims to
investigate the effect of different goal complexes on the intrinsic motivation of
students (desired outcome) and cheating (undesired outcome). In the literature, there
are various studies that examined either the effect of AGs or the effect of the reasons
on educational outcomes; however, the investigation of the relationship between
students’ goal complex and educational outcomes is not extensive. To better
understand students’ motivations in educational settings, more studies are needed to

examine this relationship.

In the first subsection of this chapter, research studies investigating the relationships
between students’ achievement goals and their educational outcomes will be
summarized. Additionally, the controversy regarding the pursuit of mastery-approach
or multiple goals as a prerequisite for optimal educational functioning will be

discussed. In the second section, literature findings regarding the relation of
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autonomous and controlling motivation with educational outcomes will be reported.
Lastly, findings of the most recent studies about goal complexes (combination of

AGs and reasons) and their relation with educational outcomes will be summarized.

Achievement goals and their relationship with educational outcomes
There were several studies carried out during the early 2000’s that investigated the
relationship between achievement goals and educational outcomes (e.g., exams,
grades, interest in lessons, studying strategies etc.) (Senko, Hulleman, &
Harackiewicz, 2011). While some authors claimed the superiority of one goal over
other goals in terms of their outcomes, some suggested combining goals for better

outcomes that is discussed in the multiple goal perspective.

Elliot and McGregor (2001) conducted studies with undergraduate students to
examine the relationship between outcomes and AGs within their proposed 2X2
framework. The findings of the studies indicated that students with a performance-
avoidance goal (PAv) tend to use superficial studying strategies, such as memorizing
and have difficulty with time management. The exam performance of these students
(i.e., overall exam performance, multiple choice and short answer/essay
performance) is negatively predicted by their PAv goal (Elliot &. McGregor, 2001;
Elliot et al., 2011). Another finding is that the adoption of the PAv goal is positively
associated with visiting university health centres during exam periods. In relation to
exams, PAV is negatively linked to self-confidence of one’s ability to understand the
hardest topics (learning efficacy) and positively related to worrying about the exams.

Furthermore, the research findings have revealed that the adoption of PAv goals is
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linked negatively with intrinsic motivation assessed by measuring students’ interest

and enjoyment in the class (Elliot et al., 2011).

Similar to the adoption of PAv goals, students who pursue mastery avoidance goal
(MAV) tend to be disorganized when preparing for exams and feel anxious that they
will not do as well as they can. Additionally, students who endorse MAVv goals feel
nervous during the exams, an outcome different to the previously reported outcomes

of students who adopt PAv goals (Elliot & McGregor, 2001).

Regarding the adoption of performance approach goals (PAp) there is a debate in the
literature regarding positive or negative consequences of students’ adaptive patterns
of behaviour and affect. Findings report both positive and negative links between
PAp goals and desired educational outcomes (Elliot and McGregor, 2001; Elliot et
al., 2011). These studies agreed on the positive effect of the PAp goals on overall
exam performance, including multiple choices and short answer/essay and learning
efficacy. However Elliot and McGregor (2001) indicated that students who adopt
PAp goals are prone to use superficial learning strategies, such as memorizing, when
preparing for exams. A study from Vansteenkiste and his colleagues (Anderman &
Danner 2008; Vansteenkiste et al., 2010b) indicated that and PAp oriented students
tend to cheat more than MAp-oriented students because cheating is a way to reach
their goals (performing better than others). Van Yperen et al. (2011) conducted two
studies in Netherlands. The first study demonstrated that in education there is the
highest cheating intentions compared to work and sport domains and, as pointed out
by Anderman and Danner (2008), in all domains people who pursue performance

goals, (whether approach or avoidance) have stronger cheating intentions. The
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second study was an empirical study that further revealed that PAp-oriented people
tended to cheat more than MAp-oriented. However considerable research has shown
that the PAp goals have a positive relationship with well-being outcomes (i.e.,
positive affect and satisfaction) (Gillet, Lafrenié¢re, Vallerand, Huart, & Fouquereau,

2012).

Regarding the adoption of MAp goals, there is much agreement about their adaptive
character related to the attainment of desired educational outcomes. Students who
endorse MAp goals use more advanced thinking skills when studying (for example,
they develop their own ideas and understandings) and these students visit health
centres less often during the exam period (Elliot & McGregor, 2001). Some
correlational studies found that students who set mastery goals use more constructive
learning strategies compared to students who strive for performance goals. Mastery
achievement goal students can connect existing concepts to new ideas and find
learning interesting; when faced with difficulties, these students persist and seek help
when needed (Darnon, Butera,&Harackiewicz, 2007; Harackiewicz, Barron, Tauer,
Carter, & Elliot, 2000; Levy, Kaplan, & Patrick, 2004; Pekrun, Elliot, & Maier,
2006; Wolters, 2004). Although mastery goals are unrelated to exam performance,
these students perform better than others (Hulleman, Schrager, Bodmann, &
Harackiewicz, 2010). Anderman and Danner (2008) revealed that mastery goal
students do not tend to cheat because they focus on learning and improving

themselves.

When Elliot et al. (2011) offered a 3X2 model to divide mastery goals into

intrapersonal and task goals (see in Figure 2), they conducted studies to predict

16



outcomes. According to them, students who follow task-approach goals were more
likely to enjoy the class and find it interesting and valuable for them (intrinsic
motivation). It was also evidenced that students who endorsed task-approach goals
felt more absorbed in the lesson and believed in their ability to understand even the
hardest topic (learning efficacy). Regarding PAp goals, there is a positive relation to
learning efficacy, whereas intrapersonal-approach goals are related with feeling

energetic during the class.

Definition
Task-based Self-based Performance-based
Task-approach Intrapersonal- Performance-
Approach goal approach goal approach goal
Valance Task-avoidance Intrapersonal- Performance-
Avoiding goal avoidance goal avoidance goal

Figure 2. The 3X2 achievement goal framework.

In the literature, theorists debate the optimal motivation for students to perform
better and to be successful in their coursework (Barron & Harackiewicz, 2001).
Dweck and Legget (1988) claimed that the adoption of mastery-approach goals has
adaptive consequences because mastery goals focus on learners challenging
themselves to improve knowledge and skills. However, the adoption of performance-
approach goals has maladaptive consequences because performance goals focus on
demonstrating one’s ability to outperform others. Students with performance goals

tend to avoid challenging tasks because they fear to demonstrate their inabilities.
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Theorists who developed a different achievement goal framework (Ames & Archer,
1988; Nicholls, 1984; Dweck, 1986) agreed with the superiority of mastery goals
over performance goals regarding the educational benefits. Some studies, however,
revealed that except for the positive aspects of mastery goals, performance-approach
goals are positively linked with academic performance, whereas the “adaptive”
mastery-approach goals are not (Senko, Durik, & Harackiewicz, 2008). Thus, some
theorists accepted the multiple goal perspective that is the adoption of both
performance and mastery goals in order to achieve optimal educational outcomes
(Harackiewicz, Barron, & Elliot, 1998). Barron and Harackiewicz (2001) supported
this multiple goal perspective with their findings; students’ interest was linked to
mastery goals and students’ performance in a math activity was linked to
performance goals. When the mastery-approach and performance-approach goals
interact (i.e., MAp X PAp), students tend to perform better and show interest in the

class activities.

Autonomous and controlling reasons and their relation to educational outcomes
The achievement motivation includes “what” goals are endorsed and also “why”
those goals are endorsed. The reasons for pursuing achievement goals were
conceptualized using the self-determination theory (SDT) as “autonomous”
(willingness in task engagement) versus “controlled” (internal or external

compulsion) motivation.

Studies in the literature indicated that autonomous motivation gives more positive
outcomes compared to controlled motivation. Ryan and Connel (1989) conducted a

study with elementary school students to find out the effect of autonomous versus
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controlled motivation on educational outcomes. The results supported the superiority
of autonomous motivation on positive outcomes compared to controlled motivation
outcomes. According to their results, autonomous motivation is associated with
concentration, persistence time management and deep learning; however, controlled
motivation is associated with maladaptive coping strategies, test anxiety and
superficial learning. More recent studies support the positive consequences of
autonomous motivation compared to controlled motivation (Roth 2008; Roth, Assor,
Niemiec, Ryan, & Deci, 2009). For instance autonomous motivation promotes
creativity, better conceptual understanding and better grades, effective problem
solving, psychological health; whereas, controlled motivation promotes lower
psychological well-being, poorer performance in heuristic tasks and more

maladaptive behaviors.

The studies summarized thus far refer to the relationship of educational outcomes to
either achievement goals or to autonomous and controlled motivation. However,
these studies were limited because the researchers did not measure the unique
contributions of each component of students” motivation, (i.e., aims in schooling and
the underlying reasons) on the educational outcomes (Benita et al., 2013). Based on
Elliot’s (2005) suggestion to detach reasons from aims and to investigate them
separately, several research studies have been conducted to investigate the specific
combination of both achievement goals and underlying reasons (goal complex) and

the relationship of this complex to educational outcomes (Benita et al., 2013).

Some of these studies focused only on the autonomous and controlling reasons

underlying the debated PAp goals and their relation with outcomes. Vansteenkiste et
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al. (2010b) demonstrated that, autonomous reasons for pursuing PAp goal were
positively related to learning and studying strategies. For instance, students with PAp
goals tend to have reasoning and organizational skills to process new information,
linking it to what they already know (information processing). They have the ability
to distinguish main ideas from less important information and are less likely to have
test anxiety. Students who have autonomous reasons for adopting their PAp goals are
more likely to have time management skills, ability to concentrate on task
engagement, positive attitudes toward achieving success, self-discipline and
willingness to put the required effort to complete a task. In contrast, controlling
reasons for pursuing PAp goal is negatively associated with concentration during
task engagement and positive attitudes toward college whereas positively related to
test anxiety. Furthermore, Vansteenkiste et al. (2010b) showed that the controlling
reasons of PAp goal were related to positive attitudes toward cheating (approving
cheating) and to cheating behaviors; whereas, autonomous reasons underlying PAp
have a negative relationship with cheating. In terms of academic achievement
(performance on exams), students who had controlling reasons behind their PAp

goals were less successful.

Another study conducted with university students reported different outcomes when
endorsing a PAp goal for autonomous or controlling reasons (Gillet, et al., 2012).
Gillet and his colleagues’ study found that endorsing a PAp goal (defined as aim) is
associated with goal attainment, autonomy (free in choices in university courses) and
competence (feeling efficient in courses). Individuals who pursue a PAp goal are
more likely to be enthusiastic, inspired and determined (positive affect) as well as

satisfied from their University courses. However, Gillet et al.’s (2012) study reported
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that when the autonomous and controlled regulation of PAp goal was entered into the
regression, the PAp goals lost their significance regarding the above mentioned
outcomes. In this second step of the regression analysis, the autonomous regulation
for pursuing PAp goals was now associated with goal attainment, need satisfaction
(i.e., autonomy, competence, relatedness), satisfaction from university courses and
positive emotions; whereas, the controlling regulation of PAp goals was negatively
related with need satisfaction (i.e., autonomy, competence, relatedness) and positive
emotions. Therefore, the study demonstrated that autonomous or controlling reasons

accounted more for the outcomes than the PAp goals alone.

Studies on the relation of pursuing PAp goal for autonomous reasons or controlling
reasons with achievement outcomes have not only been conducted in education, but
in sport settings as well. Vansteenkiste et al. (2010a) investigated the relation of
pursuing PAp goal for autonomous or controlling reasons to soccer players’ well-
being and moral functioning. The results demonstrated that the soccer players who
pursued PAp goal for autonomous reasons tended to be more enthusiastic and
reported more vitality during the game compared to soccer players who pursued PAp
goals for controlling reasons. Additionally, soccer players with controlling reasons
underlying PAp goals were more likely to be irritated during the game. In a second
study by Vansteenkiste et al. (2010a), the results found that soccer players who
focused on outperforming others (PAp) during the game for controlling reasons
perceived their opponents as a barrier that they should surpass at all costs
(objectifying attitude). Although soccer players with controlling reasons underlying

PAp goals viewed aggressive behavior during the game positively, neither PAp nor
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autonomous reasons for pursuing PAp goals were correlated with objectifying

attitudes and immoral outcomes.

After detaching reasons from aims in the achievement goal literature, the studies on
different outcomes of the PAp goal complexes (PAp X autonomous or controlling
reasons) supported that the autonomous reasons—more than controlling reasons—for
pursuing PAp goal promote adaptive outcomes (in both sports and educational
areas). In line of this research, Benita et al. (2013) went one step further conducting
two studies to investigate whether mastery goals adopted for autonomous or
controlling reasons are differently related to educational outcomes. The results of
their first study indicated that the autonomous reason behind MAp goal during task
engagement is positively related to a sense of purpose when participating in a task.
Students with autonomous reasons underlying MAp goals reported more interest and
enjoyment and less tension during task engagement. The second study investigated
the outcomes of students with high and low perceptions of choice (autonomy)
underlying their MAp goal. It revealed that students who perceive a high sense of
choice tend to find classwork interesting and enjoyable, and continue to engage in

learning tasks after school hours.

The present research
As mentioned earlier in this chapter, after Elliot (2005) suggested that reasons be
detached from aims in the achievement goal literature, only a few studies have
investigated the relation of the goal complexes (AGs X Autonomous/controlling
reasons) with educational outcomes. Nonetheless, this limited number of studies

showed a clear pattern of positive educational outcomes linked with autonomous
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reasons underlying both the “debated” PAp and the “adaptive” MAp goals.
Furthermore, they showed a clear pattern of negative educational outcomes linked

with controlling reasons underlying PAp and MAp goals.

The present experimental study aimed to further investigate these new trends in
achievement goal theory by researching the cause-effect relationship of students’
achievement goals adopted for either autonomous or controlling reasons when
completing a task. Additionally, the study sought to examine the effect of this
relationship on students’ positive and negative educational outcomes, specifically

intrinsic motivation and cheating.
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CHAPTER 3: METHOD
Introduction
The aim of this study was to investigate the effect of achievement goals—endorsed
for either autonomous or controlling reasons—on cheating and on students’ intrinsic
motivation during a particular task. For this reason, the researcher developed an

experimental study as well as a supplementary cross-sectional survey.

Research design

Experimental design

Experimental design looks for the cause and effect relationship between variables.
The different conditions of an experiment are the independent variables that are
manipulated. The effects of the experimental conditions (i.e., independent variables)
on specific variables—the dependent variables—are recorded. In an experimental
study, researchers pay particular attention to controlling the effects of other unrelated
factors (i.e., nuisance variables on the experimental conditions variables). It is
important in such a study to specify the exact number of the participants in each
condition and to randomly assign the participants to them. Manipulation of the
independent variables and randomization of assigning of participants selected
conditions (independent variables) distinguishes experimental design from other

types of research (Kirk, 2013).

Cross-sectional design
Cross-sectional studies aim to estimate the frequencies or levels of specific attributes
in a defined population within a set amount or period of time. It obtains relevant
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information from the participants about having or not having a particular attribute or
attributes. This type of study collects data from participants at a particular moment or

point of time during the study (dos Santos Silva, 1999).

The experimental design consisted of manipulating students’ achievement goals and
underlying reasons for their goals to investigate their effect on cheating and on
students’ subjective experience during a task. In addition to the experimental design,
a cross-sectional survey was conducted to assess students’ motivation in their
English class. Specifically, students reported their achievement goals in their English

class and the autonomous or controlling reasons for endorsing these goals.

Context
This study was conducted within a school of English language that is part of a
private non-profit university in Ankara, Turkey. The school is made up of three
different programs: the English Language Preparatory program, the Faculty

Academic English Program (FAE), and the English and Translation Studies (ETS).

The sample for the study came from the English Language Preparatory Program.
This program aims to bring students to the required English level for the private
university which uses English as its medium of instruction. In the program, students
are divided into different classrooms according to their English level: elementary,
pre-intermediate, intermediate, upper intermediate and pre-faculty. The study
population was comprised of scholarship and non-scholarship students. The school

has its own English exam called COPE (Certificate of Proficiency in English
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Examination) which all students have to pass to start their studies in the university

associated with the program.

Participants
For this study, 219 students from the English Language Preparatory Program in the
school of English language of a private non-profit university participated voluntarily.
Of the participants, 105 (47.9 %) were female and 95 (43.4 %) were male. A few of
the participants did not report their gender (N=19; 9.1%). The mean age of the
students was Mag.= 19.24 (SD= 0.97) years; this does not include the 20 students who
did not provide their age (9.1%). The participants were informed about the general
purpose of the study. However, to preserve the integrity of the design they were

unaware that they were being randomly assigned to different conditions.

Instrumentation
Items for the instruments used in this study were taken from other studies that have
developed valid and reliable survey instruments and questionnaires. Instruments
were translated from English to Turkish by the researchers who are Turkish native
speakers. An English native speaker who has 30 years experience in Turkish
language translated the researchers’ translation back to English. When there were

disagreements about translations, consensus was achieved through discussion.

Conditions (independent variables)
In this study, there are seven experimental conditions created through a 3X2 design.

Regarding this design, each of three different achievement goals (i.e., an
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intrapersonal-approach goal, an intrapersonal-avoidance goal, and a performance
approach goal) were induced along with two motivating styles (i.e., autonomous and
controlling). This 3 X 2 design resulted in six conditions along with seventh
condition which was the control (no inducements). Four of the conditions were
adapted from a study that was conducted in Switzerland by Dr. Caroline Pulfrey and
Dr. Maarten Vansteenkiste. The other two conditions (i.e., autonomous and
controlled regulations of INAv goal) were constructed by the researchers using
parallel language to the study in Switzerland. The two newly constructed conditions
were sent to Dr. Pulfrey and Dr. Vansteenkiste to receive feedback. After
corrections based on the feedback, the conditions were translated into Turkish by

five English Literature master students and the researchers.

The conditions were given to the participants in a written passage on the cover page
of a document they received during the experiment. The document contained spatial
tasks students were to complete. The researcher intended students to read the
passage before conducting a set of spatial tasks and endorse the condition (the goals
and underlying reasons) presented to them. These passages can be found in
Appendices A to G (pages 67-73) and are described briefly below:

e Inorder to induce the intrapersonal-approach goal (INAp), the passage
contained statements like “Success and achievement are all about personal
improvement... improve your solving skills in the second set.”

e Inorder to induce the intrapersonal-avoidance goal (INAv), the passage
contained statements like “Success and achievement are all about making
sure you don’t do worse in each set of problems than you did in the previous

one ...do not let your performance deteriorate in the second set.”
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e Finally, for the performance-approach goal (PAp) inducing, it was
emphasized that “Success and achievement are all about who does best...
perform better than the other students.”

The motivational style that was used to induce these three achievement goals was
either autonomous or controlling.

¢ For the autonomous motivational style, it was stated that “you have the
opportunity to work individually on the puzzles, trying to...”

e For the controlling motivational style, it was stated that “you are expected to

work individually on the puzzles and to prove that ...” were used.

Spatial task

There were two sets of spatial exercises, each with six trials. The exercises directed
participants to try to re-draw twelve different figures without lifting their pencil off
the paper and without retracing any line twice. Within each set of six trials, three
diagrams were possible, three were impossible to replicate unless one retraced a line
or lifted his or her pencil off the paper. For each trial, participants were provided
with two blank boxes; the first one was for practicing and the second a box was for
redrawing their solution only if they had succeeded in solving the problem (see
Appendix H, page 74). In other words, if they could not replicate the figure, they

were to leave the second box blank.

For the first set, participants were allowed about the eight minutes to complete the
first six exercises. After eight minutes, time was called and they were asked to go to
the next page which included questions that asked which exercises they were able to

solve. After participants completed the questions, there were six affirmations that
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stated “I was able to do exercise 1, 2, 3...etc.” with options boxes “yes” and “no.”
When all participants completed this part, on the same page written conditions (goals
with autonomous or controlling reasons) they were instructed to complete the second
set of spatial exercises. Once again, they were given eight minutes and after eight

minutes answered a series of questions regarding their success.

Prior to conducting the tasks, they were instructed to read the written passage that
described the condition randomly assigned to them (goals with autonomous or
controlling reasons). Through this manner, the researcher intended to manipulate the
student’s endorsed goal and underlying reason for the goal while completing the

task.

Endorsed achievement goals during the test (manipulation check)

To determine if the participants actually adopted their randomly assigned condition,
a manipulation check was conducted. This check involved asking participants to
report what was their most important goal when they were completing the tasks.
Participants reported their goal by choosing from one of three items the researcher
adapted from the 3 X 2 Achievement Goal Questionnaire (Elliot, Murayama, &
Pekrun, 2011) (see Appendix J, page 91). One item referred to Performance-
approach goals, one to Intrapersonal-approach goals and one to Intrapersonal-
avoidance goals. These items corresponded to the three goals that were induced by
the different experimental conditions (i.e., INAp, INAv and PAp). Participants were
asked to circle the most important goal that they endorsed during the experiment.
Performance-approach (PAp) goal was stated by the item “My most important goal

was to do better than other students on these exercises”; Intrapersonal-approach
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(INAp) goal was represented by the item “My most important goal was to do better
as I go through them”; Intrapersonal avoidance (INAv) was indicated by the item
“My most important goal was to avoid doing worse in second set of exercises than in

the first set.”

Autonomous and controlling reasons for the endorsed achievement goal during
the test (manipulation check)

Similar to the manipulation check for the achievement goals, the researcher assessed
if participants actually adopted the induced underlying reasons for the assigned
goals. For this check, corresponding items from Vansteenkiste et al.’s (2010a) study
were used (see Appendix J, page 91). The participants reported whether they pursued
their most important achievement goal for controlling (i.e., pressuring) or
autonomous (i.e., volitional) reasons. The items were rated on a 7-point Likert scale
ranging from 1 (totally disagree) to 7 (totally agree). Four reasons followed the
statement “I wanted to achieve this goal because...” Two of them represented the

controlling reasons and two of them the autonomous reasons.

The controlling reasons were assessed by two items: one item that represented
external regulation (e.g., “I have to comply with the demands of others, such as my
teachers, friends, parents, the researcher””) and one item that represented introjected
regulation (e.g., “I would feel bad, guilty or anxious if I didn’t”). Autonomous
reasons were also assessed by two items: one for identified regulation (e.g., “I find
this a personally valuable goal’) and one for intrinsic regulation (e.g., “I find this a
highly stimulating and challenging goal”). In order to create the controlling reasons

score, external and introjected items ratings were averaged (a = .61). The
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autonomous reason score was created by averaging intrinsic and identified items

rating (o = .64).

Dependent variable: cheating

Cheating was assessed by using Lobel and Levanon’s (1988) approach. After each
set of spatial exercises, the participants were asked to confirm if they completed each
figure or not. Cheating was considered to have occurred if the student drew an
unsolvable exercise and reported at the end of the set that she or he had completed it
(see Appendix I, page 82 and 90). In the spatial task, 179 students (80.6%) did not
cheat, 28 students (12.6%) cheated on one of the unsolvable exercises, 5 students
(2.3%) cheated on two of the exercises, 4 students (1.8%) cheated on three of the
exercises, 2 students (0.9%) cheated on four of the exercises and 1 student (0.5%)
cheated on all six of the unsolvable exercises. There were also 3 students (1.4%) who

did not report if they completed the unsolvable exercises or not.

Dependent variable: intrinsic motivation (interest and enjoyment, intension,
value and usefulness, pressure and tension)

The Intrinsic Motivation Inventory (IMI) is a six subscale questionnaire (Deci et al.,
1994) which was used to assess participants’ intrinsic motivation; interest and
enjoyment, intention, value and usefulness, pressure and tension, perceived
competence, and effort. In this study, four subscales of the IMI were used to assess
students’ interest and enjoyment for spatial exercises (six items included statements
such as “They were fun to do”, “they didn’t hold my attention at all”’; a = .89), their
intention to repeat spatial exercises (three items such as “I"d like to take some of

these exercises to do at home”; o =.94), the value and usefulness of the spatial
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exercises (four items such as “I believe doing this activity could be beneficial to me”,
“I think this is an important activity”’; o = .92) , and the pressure and tension during
the test (five items such as “I was very relaxed while doing them”, “I felt pressured
while doing them”; o = .78). The four subscales included 18 items in total and were
rated on a 7-point Likert type scale ranging from 1 (Totally disagree) to 7 (Totally

agree) (see Appendix K, page 92).

Survey instruments
In addition to the experiment, a survey was conducted to assess following variables:
e endorsed achievement goals in English class
e autonomous and controlling reasons of endorsing achievement goals in
English class
e Autonomous reasons
e Controlling Reasons

Information about the survey and the assessed variables is found below.

Endorsed achievement goals in English class

Students’ achievement goals in their English class were assessed with four items
from the Elliot & Murayama’s Revised-Achievement Goal Questionnaire (2008) (see
Appendix L, page 93-94). Participants responded to a 5-point Likert-type scale
ranging from Strongly disagree (1) to Strongly agree (5) to what extend they
endorsed an INAp goal “My goal in this course is to learn as much as possible”; a
PAp goal “My goal in this course is to perform better than the other students”; a PAv

goal “My goal in this course is to avoid performing worse compared to others”; or a
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INAv goal “My goal in this course is to avoid learning less than it is possible to

learn.”

Autonomous and controlling reasons of endorsing achievement goals in English
class

To detect whether students endorsed achievement goals for autonomous or
controlling reasons, the researcher asked students to check their achievement goals’
score. If their goals’ score were higher than three, they were asked to report why they
endorsed the corresponding goal. Eight items from Vansteenkiste et al.’s (2010a)
survey followed each of the four achievement goals (see Appendix L, page 93-94).
Intrinsic reasons were assessed by two items (e.g., “I found learning as much as
possible a challenging goal”). lIdentified reasons were also assessed by two items
(e.g. “I found learning as much as possible a personally important goal”). External
reasons were assessed by one item (e.g. “Others [teacher, parents] obliged me to do
s0”) and introjected reasons were assessed by three items (e.g., “Only then I could
feel myself worthwhile and special”). Participants were asked to rate these eight
items in a 5-point Likert-type scale ranging from Strongly disagree (1) to Strongly

agree (5).

Autonomous reasons

Autonomous reason scores for each of the four different achievement goals were
created by averaging the responses of the items for intrinsic and identified reasons.
Internal consistency of autonomous reasons (intrinsic and identified) for pursuing
INAp goals was a = .75; internal consistency of autonomous reasons (intrinsic and

identified) for pursuing PAp goals was a = .85; internal consistency of autonomous
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reasons (intrinsic and identified) for pursuing PAv goals was a = .81; and internal
consistency of autonomous reasons (intrinsic and identified) for pursuing INAv goals

was a = .81.

Controlling reasons

Like autonomous reasons, scores of controlling reasons were calculated by averaging
scores of external and introjected reasons. Separated controlling scores were created
for the four achievement goals; internal consistency of controlling reasons (external
and introjected) for pursuing INAp goals was a= .68; internal consistency of
controlling reasons (external and introjected) for pursuing PAp goals was a=.71;
internal consistency of controlling reasons (external and introjected) for pursuing
PAVv goals was a=.80; internal consistency of controlling reasons (external and

introjected) for pursuing INAv goals was o= .75.

Method of data collection
Academic stafs working in the English Language preparatory school were trained by
the researcher to administer the experiment and the instruments used for this study.
All the students completed a consent form to indicate their voluntary participation.
The study was approved by Bilkent Ethical committee. During a class hour, the
seven different experimental conditions were distributed randomly to the students. It
was emphasised to students to put their ID on the first page and read it carefully.
This page contained the passage giving students their experimental condition. Thus,
the intention was to encourage participants to endorse or adopt a given goal and

underlying reason for the goal when completing the tasks.
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The completion of the experiment (spatial exercises, manipulation check and
measurement of the dependent variables) lasted around 25 minutes. In the second
section of the class hour, questionnaires pertaining to the students’ goals and
underlying reasons for their English class were distributed. In that questionnaire,
participants were asked to report their gender, age and ID number. The ID number

was used to match the questionnaire with the spatial exercise documents.

Method of data analysis
The quantitative data was analysed by using SPSS (Statistical Package for the Social
Sciences v. 20). The analysis was divided as preliminary and main analysis. In
preliminary analysis descriptive statistics of the measured variables and their
correlations were presented. MANOVA analysis was also used to examine the
gender difference. The main analysis includes the manipulation checks and the
analysis for research questions. First, to investigate whether experimental conditions
worked descriptive statistics and ANOVA analyses were conducted. Second, to
investigate the predictors of intrinsic motivation and cheating, simple regression
analyses were conducted. Last, a regression analysis was conducted to investigate
whether the reasons behind endorsed AGs for English class predict the underlying

reasons of AGs followed during the spatial task.
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CHAPTER 4: RESULTS
Introduction
The purpose of the present study was to investigate the effect of students’
achievement goals (AGs) and their underlying reasons on the educational outcomes
of intrinsic motivation and cheating. With this aim, a preliminary analysis was
conducted to present descriptive statistics of the measured variables and their
correlations. The preliminary analysis uses MANOVA to investigate gender

differences as well.

The main analysis determines to what extent the experimental conditions worked
effectively, including the results of the manipulation check (see Chapter 3). To
analyze the relation of the reasons underlying the endorsed AGs with the outcomes
in different situations, the data was analyzed for the endorsed goals and underlying
reasons for both the spatial task and the English class. For each situation, regression
analyses were conducted to find significant predictors of intrinsic motivation and
cheating. Finally, a regression analysis was conducted to investigate whether the
underlying reasons of AGs in English class predict the reasons of endorsed AGs

during the spatial task.

Preliminary analysis
Descriptive statistics of the variables in the study are presented in Table 1. AG
results include responses of all participants who answered the questions. Participants

were asked to respond to questions about the underlying reasons only if they
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endorsed an AG for English class with a value of three or above. For that reason,

sample size (N) is different for the various underlying reasons in the English class.

Table 1
Descriptive statistics of studied variables

N M SD
AGs for the English class
1.INAp 85 3.99 72
2.PAp 68 2.68 72
3.INAv 94 3.88 .75
4.PAv 63 3.65 .68
Reasons for AGs of the English
class
5.INAp autonomous 82 3.76 80
6.INAP controlling 82 2.97 78
7.INAv autonomous 93 3.56 77
8.INAv controlling 93 3.03 80
9.PAp autonomous 66 3.57 .85
10.PAp controlling 66 2.13 .68
11.PAv autonomous 61 3.58 15
12.PAv controlling 61 3.15 .80
Reasons for the AGs of the spatial
task
13.Autonomous manipulation 198 4.20 1.69
14.Controlling manipulation 196 2.57 1.40
Dependent variables
15.Interest/Enjoyment 199 4.42 1.51
16.Pressure/Tension 198 3.29 1.31
17.Value 198 3.80 1.65
18.Intention 198 4.10 1.92
19.Cheating 209 30 79

To determine whether gender could be considered as a predictor of the dependent

variables, a MANOVA analysis was conducted. The results showed that gender did
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not present any statistically significant differences in the measured variables.

Therefore gender was not used as a covariate in the subsequent analysis.

Correlations between the studied variables are presented in Table 2. With respect to
the endorsed goals in English class, PAp and PAv goals were strongly correlated to
each other, whereas INAp and INAv goals are less strongly correlated. In addition,
while PAv and INAv goals are significantly and positively correlated, there is not a
significant correlation between PAp and INAp goals. Regarding the reasons
underlying students’ English class AGs, it was found that all the variables correlated
positively to each other. Autonomous reasons of the four assessed AGs were strongly
and positively intercorrelated and they were also significantly (but less strongly) and
positively correlated with controlling reasons of all AGs endorsed in the English
class. In the same way, the controlling reasons of AGs for English class were
positively and strongly intercorrelated. Additionally, all AGs in English class are

strongly and positively correlated to their underlying reasons.

Regarding the reasons underlying AGs for the spatial tasks, both autonomous reasons
and controlling reasons were significantly and positively intercorrelated. The reasons
underlying the endorsed AGs in the spatial task were also mostly significantly
correlated with the AGs and their underlying reasons for the English class.
According to this, the controlling reasons underlying the endorsed AGs for the
spatial task are positively and significantly associated with all the controlling reasons
underlying the AGs in English class; however, autonomous reasons for the
experimental endorsed AGs had no significant relationship with autonomous reasons

for the English class’s AGs. The controlling reasons in the task have positive and
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significant correlations with PAp, PAv and INAv goals in English class.
Additionally, the reasons underlying the experimental endorsed AGs (during the
task) have significant association with the dependent variables; autonomous reasons
underlying AGs during the spatial test were positively and significantly related to the
interest in the test (r = .31, p <.01), to the value of the test(r= .36, p <.01), and to the
intention doing more similar exercises (r=.29, p < .01); whereas, controlling reasons

are only significantly correlated to pressure (r=.32, p <.01).

With respect to the relations among the dependent variables, interest was positively
associated with the value of the task as well as with the intention to do more spatial
exercises. On the other hand, interest was negatively and significantly associated
with pressure during the task while value and intention were positively interrelated.
The dependent variable of cheating is negatively and significantly correlated to
perceived value of the task (r=-.14, p< .05) and to intention for repeating the task (r=

.16, p< -.05).

Goals that were endorsed in English class also have significant relationship with
outcomes of spatial task. INAp goal is positively and significantly associated with
value. While PAp goal has significant and negative correlation with interest (r= -.25,

p< .05), it is correlated significantly and positively with pressure (r= .34, p<.05).
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Table 2

Bivariate correlations of studied variables

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19
AGs for the English class

1.INAp -

2.PAp 19 .

3.PAV 23" 857 .

4.INAv 357 18 327 .

Reasons for AGs of the English class

5.INAp-aut. 417 28" 16 347 -

6.INAp-cntr. 17 487 46 17 377 -

7.PAp-aut. .06 447 507 260 467 637 .

8.PAp-cntr. -05 46" 567 17 25" &7 757 .

9.INAv-aut. 38" 28" 25" 50" 497 36" 547 397 -

10.INAv-cntr. 17 567 .46 A1 24" 667 507 65 .65 -

11.PAv-aut. -.01 AT AT 4T e ’1™ 79" 57T 58T 51T -

12.PAv-.cntr .02 487 467 17 297 71" 88”787 507 797 737 -

Reasons for the AGs of the experiment

13.Aut. manip. .05 .04 .02 14 16 277 1 11 14 .08 .06 12 -

14.Cntr. manip. 13 23" 24" 207 18" 41" 15 26 08 277 260 36 227 -

Dependent variables

15.Interest 15 -257  -10 -14 07 -05  -02  -11 .00 -6 -15  -16 317 .02 -

16.Pressure .03 347 26" 12 15 307 287 247 A2 28" 32" 31" 08 32" -ar” -

17.Value 26 .01 20 .08 A1 15 287 21 19 10 .09 14 367 A1 687 .02 -
18.Intention 16 -.07 13 -.01 .08 .09 A1 .02 074  -03 .02 -04 29" 08 70" 03 .80 -
19.Cheating .023 .05 10 -041  -15 .06 -12  -04 -09 -07 -08 -04 -13 -01 -09 -11 -14" -16" -

Note. *p< .05. **p< .01. INAp= Intrapersonal approach goal; INAv= Intrapersonal avoidance goal; PAp= Performance approach goal; PAv= performance

avoidance goal; Aut. Manipulation= Autonomous manipulation; Cnt. Manipulation= Controlling manipulation.
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Main analysis

Manipulation check of the assigned AGs

The conditions, described in Chapter 3, involved randomly assigning an AG and
underlying reason to a student which they were to adopt while completing a series of
spatial exercises. With the assignment, it was hoped to manipulate students’ AGs
during the experiment. As part of the manipulation check, items that participants
answered regarding their supposedly adopted goals and reasons were analyzed. This
section investigates whether the manipulation was effective; that is, if the
participants endorsed the given AGs. Table 3 shows how many participants actually
endorsed each AG. According to the table, 136 (65.1%) of the participants chose

INAp goal as their most important goal or goal that they pursued during spatial task.

Table 3
Important goal endorsed during spatial task

Frequency Percent
1.INAp 136 65.1
2.PAp 34 16.3
3.INAv 14 6.7
Total 184 88.0
Missing 25 12.0
Total 209 100.0

To check which goals were actually assigned through the experimental conditions to
those 136 participants, the data were filtered to include only the students who chose
INAp as their driving goal. Table 4 shows which AG was actually assigned (or

induced) to these 136 participants. As the table shows, of the 136 INAp participants,
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only 37 (27.2%) were assigned that goal as part of the condition; the rest were
assigned other AGs. In other words, 99 of the participants received a condition
different than the one they endorsed; apparently, they ignored their induced condition
and chose to endorse the INAp goal during the spatial task. Because the participants
endorsed their own goals during the spatial task and ignored the condition, the AG

and reason manipulation was unsuccessful.

Lg)sl,eagsigned through the condition to 136 INAp participants
Frequency Percent

1. PAp controlling 21 15.4
2.INAp controlling 19 14.0
3.PAp autonomous 14 10.3
4.INAp autonomous 18 13.2
5.INAv autonomous 22 16.2
6.INAv controlling 22 16.2
7.Control 20 14.7
Total 136 100

Manipulation check of the assigned underlying reason for AGs

As with the manipulation check for AG, data was collected to analyze the success of
the underlying reason inducement. The six conditions (the underlying reasons not
including the control condition) were collapsed into two categories regardless of
AGs. One category, named autonomous conditions, contained all the conditions in
which autonomous reasons underlying the AGs were induced (i.e., INAp
autonomous, INAv autonomous and PAp autonomous conditions). The other

category, named controlling conditions, contained all the conditions in which
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controlling reasons underlying the AGs were induced (i.e., INAp controlling, INAv
controlling and PAp controlling conditions). An ANOVA analysis was used to
compare these two categories of conditions underlying the endorsed AGs. Results
showed that there were no significant differences between the autonomous and
controlling conditions underlying the endorsed AG. This finding indicates that the
induced reasons had no effect on the participants. Therefore the conditions worked
for neither the induced AGs nor for the induced underlying reasons. Consequently,
the analysis was based only on the participants’ own (rather than induced) AGs and

their underlying reasons during the spatial test.

Do autonomous and controlling reasons underlying the endorsed AGs predict
intrinsic motivation in the spatial task?

As mentioned above, most of the students (N = 136) endorsed an INAp goal during
the spatial test, whereas very few students endorsed an INAv goal (N = 14) or a PAp
goal (N = 34). For this reason, the sample was divided into those who endorsed an
INAp goal and to those who endorsed any other AG. This division was done to have
enough participants in each category to do the analysis. Simple regression analyses
were conducted to predict intrinsic motivations from the autonomous and controlling

reasons of endorsing the INAp goal.

The results of this analysis (Table 5) indicated that autonomous reasons of endorsing
INAp goal significantly predicted interest in the task, value of the task and intention
to repeat the task; whereas controlling reason predicted only pressure felt during the
task. However, no reason was found to predict cheating. These results suggest that

participants who endorsed INAp goal for autonomous reasons tended to solve more

43



spatial task and found the task valuable and enjoyable, while participants with
controlling reasons felt pressure during the spatial task.
Table 5

Simple regression analysis for reasons of endorsing INAp goal predicting intrinsic
motivation during spatial task.

Predictors Interest Pressure Value Intention  Cheating
Autonomous 27** -.04 29** 25%* -.03
Controlling .01 18* .05 .04 A2

F 5.40** 2.07 6.91** 4.76* 91
Adjusted R? .062** 016 .082** .054* -.001

*p <.05.** p< .01,

As mentioned previously, the sample was divided into two groups: those who
endorsed an INAp goal and those who endorsed all the other goals. In the following
analysis, the researcher selected those that endorsed any other goal except of INAp
(i.e. PAp or INAv) during the spatial test. A regression analysis was conducted to
investigate to what extent the autonomous and controlling reasons for all the other
AGs (i.e. with PAp or INAv impgoal) predict intrinsic motivation. Similar to the
previous analysis, autonomous reasons endorsing other AGs (INAv and PAp)
significantly predicted interest, value and intention; whereas, controlling reason
predicted only pressure. Different from the previous results though, it was found
autonomous reasons behind endorsing INAv and PAp goals negatively predicted

cheating.
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Table 6
Simple regression analysis for reasons of endorsing other AGs (i.e. INAv and PAp)
predicting intrinsic motivation during spatial task.

predictors Interest Pressure Value Intention Cheating
Autonomous 39** .20 A6** .38** - 42**
Controlling -.10 A3** .03 -.02 -11

F 5.01** 10.36** 8.05** 4.66* 7.46**
Adjusted R® 2% 247F* 9% A1* 18**

*p < .05. **p < 01

Do autonomous and controlling reasons underlying the endorsed AGs in the
English class predict intrinsic motivation in the spatial task?

While the previous sections analysis focused on the spatial tasks results, this section
looks at the predictive value of the AGs and underlying reasons in the English class.
As with the spatial task, analyses were conducted on the AGs students endorsed in
their English class to investigate to what extent their reasons for endorsing a
particular AG in a specific situation (i.e., the English class) can predict intrinsic

motivation.

As done previously, the data related to the English class was divided as into two
categories; those who endorsed the INAp goal for either underlying autonomous or
controlling reasons and those who endorsed any other AG (i.e., INAv and PAp) for
either underlying autonomous or controlling reasons. First, a regression analysis was
conducted to investigate to what extent the autonomous or controlling reasons for
INAp goals were endorsed in an English class could predict the intrinsic motivation

in the spatial task. According to the results, only the sense of pressure was
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significantly predicted by controlling reasons for endorsing the INAp goal in their

English class.

Table 7
Simple regression analysis for reasons of endorsing INAp goal predicting intrinsic
motivation in English class.

predictor Interest Pressure Value Intention Cheating
Autonomous 15 12 14 12 -.23
Controlling -.19 27* .05 .03 18

F 1.52 4.77* 1.02 .66 2.25
Adjusted R® 01 .09* -.00 -.01 .03

*p < .05.** p < .0L.

For the second category, a composite score for autonomous and controlling reasons
of all the other AGs (i.e., INAv and PAp) was created. In order to determine whether
autonomous and controlling reasons for the other AGs (i.e. INAv and PAp) in
English class could predict intrinsic motivation, a regression analysis was conducted.
Unlike the results for the spatial task which had several significant predictors, only
one dependent variable (value) could be significantly predicted by the autonomous

reason for endorsing INAv and PAp goals in English class (Table 8).
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Table 8
Simple regression analysis for reasons of endorsing other AGs (i.e. INAv and PAp)
predicting intrinsic motivation in English class.

Predictor Interest Pressure Value Intention Cheating
Autonomous 19 12 .26* .20 -.14
Controlling -.22 .20 01 -.08 12

F 1.70 4.73* 3.80* 1.42 .70
Adjusted R? .01 07* .05* .01 -.01

*p < .05, ** p < 0L

Do underlying reasons for English class AGs’ predict the autonomous and
controlling reasons of endorsed AGs during spatial task?

A regression analysis was conducted to find out if there was any relationship
between underlying reasons for endorsing AGs during specific task and the
underlying reasons for endorsing AGs in an English class. A composite score for
autonomous and controlling reasons of all the other AGs (i.e., INAv and PAp) was
created for the English class. As shown in Table 9, controlling reasons for endorsing
AGs in English class was found to predict the controlling reasons for endorsing an

AGs during the spatial task.
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Table 9
Simple regression for prediction of underlying autonomous and controlling reasons
of AGs during spatial test

Predictors During spatial task

Autonomous reasons Controlling reasons

In English class

Autonomous reasons 21 -.06
Controlling reasons .08 .38**
F 3.88* 6.84**
Adjusted R? .05* 10**

*p < .05.** p < .0L.

In conclusion, autonomous reasons behind the AGs predicted the positively intrinsic
motivation and negatively cheating behavior whereas controlling reasons behind the
AGs promoted pressure and tension. Additionally, only the controlling reasons of
pursuing INAp goal for the English class predicted pressure in the task engagement.
In terms of reasons underlying the AGs for task engagement and for English class,
controlling reasons in the English class predicted the controlling reasons during the
task engagement. The conclusions and implications of the results for practice will be

discussed in chapter five.
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CHAPTER 5: DISCUSSION
Introduction
The findings from the research are discussed in this chapter. The discussion begins
with an overview of the study that includes information about participants, method of
data collection and the instruments. The overview is followed by major findings and
conclusions. Finally, the results will be discussed in terms of their implications for
teaching practices and further research. Limitations of the study will be also

presented in a last section.

Overview of the study
This research study consisted of an experiment designed to conduct three
investigations:

e The effect of different goal complexes (achievement goals [AG] X
underlying reasons) on students’ intrinsic motivation and cheating behavior
while participating in an assigned task.

e The relationship between students' autonomous or controlling reasons
underlying their AGs in their classwork and their learning outcomes (intrinsic
motivation and cheating behavior) for the assigned task.

e The relationship between reasons (autonomous and controlling) behind
students” AGs during task engagement and the reasons for pursued AGs in
their classwork.

The experimental study was conducted with 219 students from The English
Language Preparatory Program who agreed to participate in the study. As part of the

experiment, students were to complete a series of spatial exercises. Via the written
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instructions on the document with the exercises, they were randomly assigned one of
seven experimental conditions (3 AGs [PAp, INAp, INAvV] X 2 Reasons

[autonomous, controlling] and 1 control condition).

A manipulation check was performed after the experiment to examine whether
students adopted the given goal and the given reason. In this manipulation check,
three items from the 3X2 Achievement Goal Questionnaire (Elliot et al., 2011) were
used to assess students’ endorsed AGs and four items from Vansteenkiste,
Mouratidis, et al.’s (2010) study were used to assess students’ underlying reasons
regarding their endorsed AG. The Intrinsic Motivation Inventory (IMl), a six
subscale questionnaire (Deci et al., 1994) was used to assess students’ intrinsic
motivation, while cheating was assessed by using Lobel and Levanon’s (1988)
approach. For this experiment, cheating was considered to have occurred if the
student drew an unsolvable exercise and reported at the end of the set that she or he
had completed it. The manipulation checks reported that the experimental conditions
did not work. Therefore the data were analyzed from the perspective of students’
own endorsed AG and their underlying reasons instead of the assigned (induced)

AG.

As mentioned above, this study had three investigations. In addition to the spatial
exercise and induced AG, aspects of the students’ classwork and goals were
investigated. Students’ achievement goals in their English class were assessed using
four items from the Elliot & Murayama’s Revised-Achievement Goal Questionnaire
(2008) and the underlying reasons in English class were assessed by Vansteenkiste,

Mouratidis, et al.’s (2010) items. The results from these items were analysed using
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regression analyses to investigate the extent to which students’ AG and underlying
reasons could predict student learning outcomes (the dependent variables of cheating

and intrinsic motivation).

Major findings and conclusions

The findings for each research question of the study are discussed below:

First research question: Does encouraging students to adopt different achievement
goals to complete a task, and presenting these goals in either an autonomous or a
controlling way, affect students’ intrinsic motivation and cheating while engaged in
the task?

The study analyzed the causal relationship between goal complexes, induced under
experimental conditions, on students’ education outcomes (intrinsic motivation or
cheating). As noted in Chapter 4, the manipulation checks showed that the conditions
were not successfully implemented. Therefore, there is inadequate evidence to infer
any causal relationship between the studied variables. However the findings related
to cheating on Table 7 and 8 were supported by findings in literature showing that
the obtained results were to the expected direction. According to the results
controlling reasons behind AGs were positively related to cheating whereas

autonomous reasons were negatively related to cheating.

The researcher has assumed several reasons for the experiment’s failure. One
assumption is related to the strategy used to induce the AGs and underlying reasons.
This strategy involved instructing students to read the first page of the assigned task

(spatial exercises); this page contained the given the condition’s AG and underlying
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reasons. It is possible that the students went through the spatial test without reading

the important first page, perhaps because the task was not part of their coursework.

To check into this assumption, the researcher repeated the exercise with a different
class (i.e., an Educational Psychology class). In this replication, a PAp goal for
controlling underlying reasons (see Appendix B, page 68) was induced orally by the
researcher to all the participants rather than expecting them to read it on the paper
and internalize it. Once again, the experiment did not work; despite the instructions,
most of the students endorsed the INAp goals. An informal discussion with the
participants revealed that some students did not feel competent taking spatial tests
and therefore did not want to endorse a competitive goal (i.e., PAp goal). Other
students reported that they are not interested in competing with their classmates (i.e.,
endorsing a PAp goal) because the given task was like a math task not related to their
course. Therefore, the researcher suggests that if this study is repeated in the future,
efforts be taken to limit participants’ judgment or bias regarding the assigned task. In
particular, the task should be in line with students’ competence level and relevant to

one or more of the subject areas topics students are studying.

A second assumption for why the experiment was unsuccessful concerns the wording
of the experimental conditions. English language graduate students were requested to
translate four of the seven experimental conditions into Turkish. It is possible
conditions were translated incorrectly which could have affected the validity of the
instructions. Also, two out of the seven experimental conditions were created by the
researcher in English and then translated into Turkish. The validity of these newly

introduced conditions is also unsure.
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A third assumption regarding the unsuccessful experiment is that it was affected by
the instrument being administered by classroom teachers rather than the researcher.
Although the teachers were trained by the researcher, it is not possible to ensure the
instruments were administered correctly. In particular, it is not known if teachers
instructed students to read the first page carefully nor if the correct amount of time

was allocated for each spatial test.

Second research question: Do autonomous and controlling reasons underlying the
endorsed AGs predict intrinsic motivation in the spatial task?

There are two important findings regarding the research question on whether
autonomous or controlling reasons underlying INAp, INAv or PAp goals in a
specific task promote different outcomes during the task. The first finding revealed
that following INAp goals for autonomous reasons promoted following intrinsic
motivations when engaged in a task: interest and enjoyment, valuing, and the
intention to repeat the task. In contrast, feelings of pressure and tension during the
task occurred when participants followed INAp goals with controlling reasons. These
findings parallel Gillet et al. (2012) study which revealed a positive relation between
pursuing MAp goal for autonomous reasons on interest and enjoyment and a
negative relationship between pressure and tension and this same goal and reasons.
This finding supports the conclusion that the same goal can lead to different

outcomes based on the reasons behind it.

The second finding was that individuals who pursued any other AGs (i.e., INAv,
PAp) with autonomous reasons during a specific task tended to report desired

educational outcomes such as, interest and enjoyment in the task, value of the task,
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intention to repeat the task (intrinsic motivation). Interestly, it was found that
although autonomous reasons for pursuing an INAp goal is not related to cheating,
following other AGs for autonomous reasons is negatively related to cheating
behavior. Moreover, the findings for pursuing any AG were opposite for controlling
or compulsive reasons (either external or internal) compared to autonomous reasons.
These students who pursued other AGs because of external reasons (i.e., controlled

reasons), felt pressure while engaging in the spatial task.

Although the current study did not check the effect of AGs on educational outcomes,
in the literature different AGs (i.e., INAp, INAv and PAp) have been related to
different adaptive or maladaptive outcomes in educational area. However, when AGs
are combined with the autonomous or controlling reasons (in the goal complex
concept), more variance is explained of the outcomes in regression analysis.
Therefore, the outcomes are categorized according to the reasons behind the AG
rather than according the AGs; it seems that the autonomous or controlling reasons
are strong motivators that influence the educational outcomes regardless of the goal
content. In the literature two studies have supported this finding, reporting that when
the performance approach goals are entered as predictors in the an hierarchical
regression, along with the underlying reasons, the significant effects of the goal
content loses its significant effect on the outcomes (Gillet et al., 2012; Vansteenkiste

et al., 2010a; Vansteenkiste et al.,2010b).

To reiterate, the study revealed that regardless of which AGs the students endorsed
(i.e., aiming to be better than peers [PAp] in the class, to do better in a task compared

to previous experience [INAp], or not to do worse than peers or previous experiences
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[INAV]), the reasons underlying the AGs affect the outcomes of a specific task.
Therefore, autonomous reasons promote interest in and enjoyment from the task,
increase the value of the task and support intentions to continue or repeat the task.
On the other hand, controlling reasons promote pressure and tension when engaged

in the task.

Third research question: Do autonomous and controlling reasons underlying the
endorsed AGs in the English class predict intrinsic motivation in the spatial task?
The third research question concerned whether the goal complexes for an educational
class can predict the outcomes of a specific task. If this is the case, then students’
goal complexes for a specific class could be generalized to be motivators for
students’ learning activities. The results related to this question displayed that 1) only
students who pursued INAp goal with controlling reasons for an educational class
tended to feel pressure during task engagement and 2) students who pursued the
other goals (i.e., INAv, PAp) with autonomous reasons for educational class, tended
to give value to the task. It seems that, in general, students’ motivation in an
educational class (with the exception of the two above mentioned cases) was not
transferrable to the spatial test activity they participated in during this experiment.
Overall, rather than generalizing their motivation to all achievement situations, the
results displayed that students’ motivations are differentiated based on their specific

learning situations.

Fourth research question: Can the underlying reasons for achievement goals when
engaged in a specific task be predicted by the autonomous or controlling reasons

underlying students’ achievement goals for their educational classes?
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Regarding the fourth research question, the findings showed that individuals who
have controlling reasons behind the AGs for their educational class tended to endorse
the same reasons behind their AGs when engaged in a specific task. However, no
relationship was found between the autonomous reasons behind the AGs in
educational class and the autonomous reasons behind the AGs in a specific task. This
could be because controlling reasons were instigated by external agents like teachers
and parents that encourage rewards or threats. These external motives could have
enough power to be transferred to any achievement situation regardless of the
context. Concerning the autonomous reasons underlying AGs, however, it seems that
the context is relevant. In other words, autonomous reasons behind AGs do not
transfer from one situation automatically; they need contextual support. This result
has considerable implications for teachers who need to think seriously about how

they support their students’ autonomous motivations in each specific situation.

Therefore, the current study revealed that the autonomous reasons behind the other
AGs (i.e., INAv, PAp) have positive predictive values. It is also revealed that
students who are motivated with control (either external or internal) are more likely
to feel pressure and tension during task engagement. Furthermore, control motivated
students retain their motivation throughout their classes and tasks, while learning
context may affect motivation retention of autonomously motivated students. Two
other findings unrelated to these research questions deserve to be discussed. The first
finding has to do with the significant positive correlation between the autonomous
and controlling reasons behind students” AGs during the task engagement. This
result could be explained by controlled and autonomous motivation being two poles

of a continuum rather than opposite constructs. Other researchers support this
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continuum concept (Vansteenkiste et al., 2010a; Gillet et al., 2012). According to
this continuum of self-determination (Deci & Ryan, 2000) individuals could
internalize the controlled motivation and turn it into autonomous motivation.

Unfortunately, the internalization and transformation process is unclear.

The second finding unrelated to the research questions has to do with the fact that
students in general did not cheat during the task engagement. The reason might be a
moral issue; they do not find cheating acceptable. It might also be explained by the
high autonomous motivation the students had (M=4.20) during the task engagement
compared to the controlled one (M= 2.57). It could be hypothesized that autonomous
motivation as it promotes positive outcomes (mentioned also in literature) could

prevent cheating behavior during the task engagement.

Implications for practice
The present results may have important implications for teacher training programmes
and education. Courses related to students’ motivation and the promotion of desired
educational outcomes could be integrated into teacher training programs. Trainee
teachers could practice strategies to support students’ autonomous motivation. As
students’ motivation has been revealed as an important correlate of educational
outcomes, pre-service teachers can examine the effect of endorsed goal complex in
different achievement situations; they can learn which motivational styles best obtain
the desired educational outcomes.
The results of this study provided some suggestions about effect of AGs and their
underlying reasons (goal complexes) on intrinsic motivation and cheating. Teachers

should support students’ autonomous motivation for learning rather than controlling
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motivators. This support could be achieved by satisfying students’ three
psychological needs: need for autonomy, need for competence and need for
relatedness (Reeve & Jang, 2006). Teachers may adjust tasks, lessons and the class
environment to support autonomy. For instance, rather than the teacher determining
all class content, students can be given the sense that they have some choice
regarding class activities (Reeve & Jang, 2006). Also by providing a positive
classroom environment with logical rewards for task engagement, teachers can guide
students to value their class experiences and learning situations. To reduce students’
sense of pressure, teachers can avoid using threatening or controlling language,
setting unreasonable deadlines and promising unrealistic or irrelevant rewards. In
addition, it is important that teachers’ assessment methods to be consistent with
his/her motivation type. For instance, they could provide clear expectations before
assessment and informational feedback during the task engagement to promote
students’ need for competence and, therefore, students’ autonomous motivation.
Zhou (1998) indicated that such students who have informational feedback during
task engagement and are autonomously motivated give rise to the most creative

ideas.

Finally, a notable finding of study this study was that students tend not to retain their
autonomous motivation when in different learning situations, while controlled
motivation styles are more persistent. Therefore, it is important for educators to
know that autonomous motivating styles need to be supported in all classes and
learning situations. Teachers and the school community should work collaboratively

to promote students’ optimal learning behaviors.
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Implications for further research
The present research study has considerable implications for further research that
will investigate the causal-effect relationship between goal complexes and
educational outcomes. The first suggestion is to improve the design of the
experiment, especially to make the task relevant to students’ subject area to avoid
bias. Through such an improvement, it may be possible to better specify the
outcomes of the different goal complexes—goals and their underlying reason—and
therefore to contribute in the achievement goal literature. A second improvement is
students’ AGs could be assessed with Likert-type scale in order to have a continuum
variable and better correlate AG with other variables. The third recommendation is
the researcher should take into consideration individual differences among the
participants, such as fear of failure and need for achievement. These differences

could help with the prediction of the AGs and the underlying reasons.

Limitations
The main limitation is that the experimental design used for this study did not
provide answers to the research questions. It is hoped that this limitation will be
addressed in future studies. Another limitation is the experiment used a cross-
sectional design to assess students’ achievement goals and underlying reasons in an
educational class. This cross-sectional design prevented showing causal relationship
between variables. Finally, the research was conducted with university students who
are typically evaluated via norm-criteria; this situation may have prevented
autonomous manipulation of the students. It is also important to be mentioned in the
limitations that the present research carried out in Turkey which is a collectivistic

society with particular cultural characteristics and it could be assumed that the
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findings concern only a Turkish population. However the present results are in
accord with previous finding of research that took place in U.S and Belgium. Thus
culture may not affect students’ responses but, as the present study is the first
research on goal complexes in Turkey, further research is needed in order to

investigate deeply relation of goal complexes with educational outcomes in different

cultural context.
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APPENDICES

APPENDIX A: Control condition

UNIL | Université de Lausanne ) Bilkent University

Hello.

We are an international research team currently carrying out a study on
Spatial Exercises in the sciences. We would be grateful if you could help us
by carrying out two series of exercises and giving us your opinion of them in
a short questionnaire. Remember that all information you provide in the
questionnaires will be treated confidentially.

Thank you very much in advance for your cooperation!

Spatial Exercises

Over the page you will find a set of Spatial Exercises. There are two
series of six spatial problems for you to try to solve individually. You
will be given 8 minutes to solve each set of problems.

You will all receive the feedback scores once the whole study is
completed.

Your e-mail address:
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APPENDIX B: Condition 1(Controlled regulated PAp goal)

/P
UNIVERSITEIT

UNIL | Université de Lausanne GENT

Bilkent University

Hello,

We are an international research team currently carrying out a study on
Spatial Exercise Testing in the sciences. We would be grateful if you could
help us by carrying out two series of exercises and giving us your opinion of
them in a short questionnaire. Remember that all information you provide in
the questionnaires will be treated confidentially.

Thank you very much in advance for your cooperation!
Spatial Exercise Test

Over the page you will find a Spatial Exercise Test, which evaluates
your capacity for logical spatial insight. There are two series of six
spatial problems you must try to solve individually. You will have to
finish each set of problems within 8 minutes.

Success and achievement are all about who does best and so you are
expected to work individually on the puzzles, and to prove that you can
perform better than the other students

Therefore, you ought to look upon this task as a way of impressing
others by getting more puzzles correct than the others.

Focus on the fact that you need to be among the top
performers.

You will all receive the feedback scores once the whole study is
completed.

Your e-mail address:
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APPENDIX C: Condition 2 (Controlled regulated INAp goal)

UNIL | Université de Lausanne Bilkent University

Hello.

We are an international research team currently carrying out a study on
Spatial Exercise Testing in the sciences. We would be grateful if you could
help us by carrying out two series of exercises and giving us your opinion of
them in a short questionnaire. Remember that all information you provide in
the questionnaires will be treated confidentially.

Thank you very much in advance for your cooperation!

Spatial Exercise Test

Over the page you will find a Spatial Exercise Test, which evaluates
your capacity for logical spatial insight. There are two series of six
spatial problems you must try to solve individually. You will have to
finish each set of problems within 8 minutes.

Success and achievement are all about personal improvement and so
you are expected to work individually on the puzzles, and to prove that
you can improve on your personal performance.

Therefore, you ought to look upon this task as a way of impressing
others by solving more puzzles in the second set than in the first.

Focus on the fact that you need to improve your solving skills in the
second set.

You will all receive the feedback scores once the whole study
is completed.

Your e-mail address:
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APPENDIX D: Condition 3 (Autonomous regulated PAp goal)

M 1IN
UNIVERSITEIT )) Bilkent University

UNIL | Université de Lausanne GENT

Hello.

We are an international research team currently carrying out a study on
Spatial Exercises in the sciences. We would be grateful if you could help us
by carrying out two series of exercises and giving us your opinion of them in
a short questionnaire. Remember that all information you provide in the
guestionnaires will be treated confidentially.

Thank you very much in advance for your cooperation!

Spatial Exercises

Over the page you will find a set of Spatial Exercises, which most
students find an interesting challenge. There are two series of six spatial
problems for you to try to solve individually. You will be given 8
minutes to solve each set of problems.

Success and achievement are all about who does best and and you have
the opportunity to work individually on the puzzles, trying to perform
better than the other students.

Therefore, why not look upon this task as a personal challenge and see
if you can get more puzzles correct than the others.

Focus on the challenge of being among the top performers.

You will all receive the feedback scores once the whole study is
completed.

Your e-mail address:
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APPENDIX E: Condition 4 (Autonomous regulated INAp goal)

Mol .
UNIVERSITEIT /) Bilkent University

UNIL | Université de Lausanne GENT

Hello.

We are an international research team currently carrying out a study on
Spatial Exercises in the sciences. We would be grateful if you could help us
by carrying out two series of exercises and giving us your opinion of them in
a short questionnaire. Remember that all information you provide in the
guestionnaires will be treated confidentially.

Thank you very much in advance for your cooperation!

Spatial Exercises
Over the page you will find a set of Spatial Exercises, which most
students find an interesting challenge. There are two series of six spatial
problems for you to try to solve individually. You will be given 8
minutes to solve each set of problems.

Success and achievement are all about personal improvement and so
you have the opportunity to work individually on the puzzles, trying to
improve your personal performance.

Therefore, why not look upon this task as a personal challenge, and see
if you can improve your score by solving more puzzles in the second set
than in the first.

Focus on the challenge of improving your solving skills in the
second set.

You will all receive the feedback scores once the whole study is
completed.

Your e-mail address:
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APPENDIX F: Condition 5 (Controlled regulated INAv goal)

/P
UNIVERSITEIT

UNIL | Université de Lausanne GENT

Bilkent University

Hello.

We are an international research team currently carrying out a study on
Spatial Exercise Testing in the sciences. We would be grateful if you could
help us by carrying out two series of exercises and giving us your opinion of
them in a short questionnaire. Remember that all information you provide in
the questionnaires will be treated confidentially.

Thank you very much in advance for your cooperation!

Spatial Exercise Test

Over the page you will find a Spatial Exercise Test, which evaluates
your capacity for logical spatial insight. There are two series of six
spatial problems you must try to solve individually. You will have to
finish each set of problems within 8 minutes.

Success and achievement are all about making sure you don’t do worse
in each set of problems than you did in the previous one and so you are
expected to work individually on the puzzles and to prove that your
personal performance doesn’t deteriorate.

Therefore, you ought to look upon this task as a way of impressing
others by avoiding the deterioration of your score by solving the same
number of puzzles in the second set as in the first.

Focus on the fact that you must not let your performance
deteriorate

You will all receive the feedback scores once the whole study is
completed.

Your e-mail address:
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APPENDIX G: Condition 6 (Autonomous regulated INAv goal)

M‘
UNIVERSITEIT g Bilkent University

UNIL | Université de Lausanne GENT

Hello.

We are an international research team currently carrying out a study on
Spatial Exercise Testing in the sciences. We would be grateful if you could
help us by carrying out two series of exercises and giving us your opinion of
them in a short questionnaire. Remember that all information you provide in
the questionnaires will be treated confidentially.

Thank you very much in advance for your cooperation!

Spatial Exercise Test

Over the page you will find a set of Spatial Exercises, which most
students find an interesting challenge. There are two series of six spatial
problems for you to try to solve individually. You will be given 8
minutes to solve each set of problems.

Success and achievement are all about making sure you don’t do worse
in each set of problems than you did in the previous one so you have
the opportunity to work individually on the puzzles, trying to ensure
that your personal performance doesn’t deteriorate.

Therefore, why not look upon this task as a personal challenge, and see
if you can avoid the deterioration of your score by solving the same
number of puzzles in the second set as in the first.

Focus on the challenge of not letting your performance
deteriorate in the second set.

You will all receive the feedback scores once the whole study is
completed.

Your e-mail address:
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APPENDIX H: Spatial task

Sample problem:

We would like you to draw the figure below without lifting your pencil off the paper
and without retracing any line twice:

Here is one way to draw this:

/
[N/
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You will have 8 minutes to solve the first set of 6
exercises.

Wait until we give you the signal to start
to turn the page
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EXERCISES - SET ONE
Important: These are individual exercises, so please make sure you

work on your own.

Exercise 1:
Have a go at drawing this figure without lifting your pencil off the paper and

without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:
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Exercise 2:
Have a go at drawing this figure without lifting your pencil off the paper and
without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:
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Exercise 3:
Have a go at drawing this figure without lifting your pencil off the paper and
without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:
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Exercise 4:
Have a go at drawing this figure without lifting your pencil off the paper and
without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:
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Exercise 5:
Have a go at drawing this figure without lifting your pencil off the paper and
without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:
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Exercise 6:
Have a go at drawing this figure without lifting your pencil off the paper and
without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:

THE END OF SET ONE
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APPENDIX 1.1: Dependent variable; cheating

RESULTS

Which exercises did you succeed in completing?

For exercises 1-6 please tick the appropriate box.

Yes No

| was able to do exercise 1 :

| was able to do exercise 2 :

| was able to do exercise 3 :

| was able to do exercise 4 :

| was able to do exercise 5 :

| was able to do exercise 6 :

Now please turn the page
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Don’t forget that:

You will have 8 minutes to complete the second set of 6 exercises

Wait until we give you the signal to turn the page
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EXERCISES SET TWO
Important: These are individual exercises, so please make sure you

work on your own.

Exercise 1:
Have a go at drawing this figure without lifting your pencil off the paper and

without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:
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Exercise 2:
Have a go at drawing this figure without lifting your pencil off the paper and
without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:
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Exercise 3:
Have a go at drawing this figure without lifting your pencil off the paper and
without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:
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Exercise 4:
Have a go at drawing this figure without lifting your pencil off the paper and
without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:
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Exercise 5:
Have a go at drawing this figure without lifting your pencil off the paper and
without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:
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Exercise 6:
Have a go at drawing this figure without lifting your pencil off the paper and
without retracing any line twice:

You may practice in this box:

If you have succeeded in working out the problem, you can draw the figure in
the box below:

THE END OF SET TWO
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APPENDIX 1.11: Dependent variable; cheating

SET TWO

Which exercises did you succeed in completing?

For exercises 1- 6 tick the appropriate box.

Yes No

| was able to do exercise 1 :

| was able to do exercise 2 :

| was able to do exercise 3 :

| was able to do exercise 4 :

| was able to do exercise 5 :

| was able to do exercise 6 :

Now please turn the page
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APPENDIX J: Manipulation check; AGs and underlying reasons for spatial
task

Research in Spatial Logic

Finally, we’d like to know your reactions to this sort of problem-solving exercise.
Please answer the following questions.

Which of the four goals mentioned below was most important to you? Please circle
your uppermost goal:

1. Do better than other students on these exercises

2. Do better as | go through them

3. Avoid doing worse in the second set of exercises than in the first set

Now think about why you wanted to achieve this goal and answer the following
questions:

| wanted to achieve this goal
because...

3 3

> = = < >
=9 ~ 4 T S wo 9 = o
< © c ®© c = o ]
— 1 QEHl '_—S_JL _‘_,8
oL 25 8.2 QO35 I =2 o o
FS A o Z20 Ocg < F

I have to comply with the demands of
others (e.g.: teachers, friends, parents,

researcher)

I would feel bad, guilty or anxious if |
didn’t

| find this a personally valuable goal

| find this a highly stimulating and

challenging goal
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APPENDIX K: Dependent variable; intrinsic motivation

Concerning these problem-solving 4 s
exercises... o 8 S =
5§ 8 £8 ¢
LS A2 8 =2

I enjoyed doing them very much

They were fun to do

I thought they were boring

They didn’t hold my attention at all

I would describe them as very interesting

While I was doing them, | was thinking
about how much | enjoyed them

I did not feel nervous while doing them
| felt very tense while doing them

I was very relaxed while doing them

I was anxious while working on them

| felt pressured while doing them

I believe this activity could be of some
value to me

I would be willing to do this again because
it has some value to me

| believe doing this activity could be
beneficial to me

I think this is an important activity

I would like to do more exercises like these
another time

I’d like to do some more exercises like
these in my spare time

I’d like to take some of these exercises to
do at home

Well done and thank you for participating!
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Totally
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APPENDIX L: Survey; AGs and underlying reasons for English class

Date: Gender M/F Age

The following statements represent types of goals that you may or may not have for
this class. Circle a number to indicate how true each statement is of you. There are
no right or wrong responses, so please be open and honest.

Please, indicate to what extent you agree or disagree with each statement by using the

following statements.

S
28 8 588 ¢ 2
o) = — — o L
SS 8 22 5 S5
Ew_ﬂ v D » < E%
oS O <Z 9T n
<

1. My goal in this course is to learn as much as
1

()
w
N
ol

possible

Wait! If you scored 3 or higher, respond to the following questions:
Why do you aim to learn as much as possible?

Because ...
... others (teacher, parents) obliged me to do so 1 2 3 4 5
... I like to learn as much as possible 1 2 3 4 5

... I would have felt bad, guilty or anxious if I didn’t do
it

... I needed to prove to myself that | can learn as much

as possible

... I found learning as much as possible a personally

. 1 2 3 4 5
important goal

... Only then I could feel myself worthwhile and special 1 2 3 4 5

... I found learning as much as possible a challenging
goal

... I fully recognized myself when I learn as much as
possible
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2. My goal in this course is to perform better than

the other students.

Wait! If you scored 3 or higher, respond to the following questions:
Why do you aim to perform better than the other
students? Because ...

... I needed to prove to myself that I can perform

better than others ! 2
iny then I could feel myself worthwhile and 1 5
special

... others (teacher, parents) obliged me to do so 1 2
... I fully recognize myself when I perform better than 1 ’

others

... I' would have felt bad, guilty or anxious if I didn’t 1 2

... I found performing better than the other students a

challenging goal 1 2
... I like to perform better than others 1 2
... I found performing better than others a personally 1 5

important goal

3. My goal in this course is to avoid learning less than it
is possible to learn

Wait! If you scored 3 or higher, respond to the following questions:
Why do you aim to avoid learning less than it is possible to
learn? Because ...

... I fully recognize myself when I avoid learning less than it is

possible to learn 2
... I like to pursue this goal 1 2
... Only then I could feel myself worthwhile and special 1 2
... I' would have felt bad, guilty or anxious if I didn’t do it 1 2
... I found ?Voiding learning less than it is possible to learn a 1 2
personally important goal

... I needed to prove it to myself 1 2
... others (teacher, parents) obliged me to do so 1 2
... I found avoiding learning less than it is possible to learn a 1 2

challenging goal to pursue
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APPENDIX M: Consent form
Bilkent University
i

UNIVERSITEIT
UNIL | Université de Lausanne GENT

Informed Consent Form

We are an international research team currently carrying out a study on
Spatial Exercises in the sciences. This research is being conducted by Ayse Ozdemir
and Fulya Kahraman, master students in the Graduate School of Education at Bilkent
University. We would be grateful if you could help us by carrying out two series of
exercises and giving us your opinion of them in a short questionnaire as well as your
view about your achievement goals and values in the academic domain in a series of
questionnaires. Remember that all information you provide in the questionnaires will
be treated confidentially.

The entire exercises and questionnaires will not take more than 40 minutes.
There are no risks associated with participating in the study. The information you
provide during the experiment is completely anonymous; at no time will your name
be associated with the responses you give. If you have any questions about the spatial
exercises or any item of the questionnaires or even about the study itself, please feel
free to ask us now or at any other time during your participation

Participation in this study is voluntary. You also have the right to withdraw
from the study at any time. In the case, you choose to withdraw from the study all
information you provide will be destroyed and omitted from the final paper. Insights
gathered by you and other participants will be used in writing a quantitative research
report. Your name and other identifying information won’t be collected.

I have read the information provided above. I have been given an
opportunity to ask questions and all of my questions have been answered to my
satisfaction.

Signature:
Date:
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APPENDIX N: Turkish conditions (same order with English)

UNIL | Université de Lausanne GENT " l Bilkent UI"IIVEI‘SIty
Merhaba,

Biz uluslararasi arastirma ekibi olarak cesitli alanlarda Boyutsal Aligtirma
Testi lizerine bir calisma ydirttliyoruz. Eger iki serilik testi tamamlayip ve kisa
bir anketle ddgtincelerinizi belirterek bizlere yardimci olursaniz gok memnun

kalacagiz. Anketlerde verdiginiz tim bilgiler sakli tutulacaktir.

Isbirliginiz igin simdiden ¢ok tesekkiir ederiz.

Boyutsal Alistirma Testi

Oniintizdeki  sayfalarda  boyutsal alistrma  testini
goreceksiniz. Her biri alti boyutsal sorudan olusan testi tek
basiniza ¢ozmeye c¢alisiniz. Her bir problem seti 8 dakika
igerisinde bitirilmelidir.

Skorlari tim ¢aligma tamamlandiktan sonra 6greneceksiniz.

e-mail :
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Merhaba,

Biz uluslararasi arastirma ekibi olarak c¢esitli alanlarda Boyutsal Alistirma
Testi tizerine bir ¢alisma yliriitliyoruz. Eger iki serilik testi tamamlayip ve kisa
bir anketle diistincelerinizi belirterek bizlere yardimci olursaniz gok memnun
kalacagiz. Anketlerde verdiginiz tim bilgiler sakli tutulacaktir.

Isbirliginiz igin simdiden ¢ok tesekkiir ederiz!
Boyutsal Alistirma Testi

Onilinlzdeki  sayfalarda  boyutsal kavrama  kapasitenizi
degerlendirecek olan boyutsal aligtirma testini goreceksiniz. Her
biri altt boyutsal sorudan olusan iki serilik testi tek basiniza
¢ozmeye calisiniz. Her bir problem seti 8 dakika igerisinde
bitirilmelidir.

Basari ve elde etme kimin en iyi olduguyla ilgilidir. Bu nedenle
sizden bulmacalari tek basiniza ¢ozmeniz ve siniftaki diger
ogrencilerden  daha iyi performans  gOsterebileceginizi
kanitlamanizi bekliyoruz.

En iyiler arasinda olmaniz gerektigine odaklanin!
Skorlari tim ¢aligma tamamlandiktan sonra 6greneceksiniz.

e-mail :
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Merhaba,

Biz uluslararasi arastirma ekibi olarak cesitli alanlarda Boyutsal Aligtirma
Testi tizerine bir ¢galisma yliriitlyoruz. Eger iki serilik testi tamamlayip ve kisa
bir anketle diistincelerinizi belirterek bizlere yardimci olursaniz ok memnun
kalacagiz. Anketlerde verdiginiz tiim bilgiler sakli tutulacaktir.

Isbirliginiz igin simdiden ¢ok tesekkiir ederiz!
Boyutsal Alistirma Testi

Onilinlzdeki  sayfalarda  boyutsal kavrama  kapasitenizi
degerlendirecek olan boyutsal aligtirma testini goreceksiniz. Her
biri altt boyutsal sorudan olusan iki serilik testi tek basiniza
¢cozmeye calisiniz. Her bir problem seti 8 dakika icerisinde
bitirilmelidir.

Basari ve elde etme tamamen kigisel gelisimle ilgilidir. Bu yuzden
sizden bulmaca Uzerinde tek basiniza g¢aligsmanizi bekliyoruz ve
bunu kanitlamak icin kigisel performansinizi geligtirebilirsiniz.

Bu yuzden bu calismayi, ikinci sette birincisinden daha fazla
soruyu dogru cevaplayarak digerlerini etkilemenin bir yolu olarak
gorun.

ikinci sette problem ¢dzme yeteneginizi gelistirmeniz
gerektigine odaklanin!

Skorlari tim ¢aligma tamamlandiktan sonra 6greneceksiniz.

e-mail :
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Merhaba,

Biz uluslararasi arastirma ekibi olarak cegitli alanlarda Boyutsal Aligtirma
Testi tizerine bir ¢alisma yliriitliyoruz. Eger iki serilik testi tamamlayip ve kisa
bir anketle disiincelerinizi belirterek bizlere yardimci olursaniz cok memnun
kalacagiz. Anketlerde verdiginiz tiim bilgiler sakli tutulacaktir.

Isbirliginiz icin simdiden cok tesekkiir ederiz!

Boyutsal Alistirma Testi

Oniinlzdeki sayfalarda pek ¢ok 6grencinin zorlu ancak ilging
buldugu boyutsal alistirma testini goreceksiniz. Iki seri, alti
boyutsal sorudan olusan testi tek basiniza ¢ozmeye c¢aliginiz. Her
bir problem seti 8 dakika i¢erisinde bitirilmelidir.

Basari ve elde etme kimin en iyi olduguyla ilgilidir. Bu nedenle
sizden bulmacalari tek basiniza ¢6zmeniz ve siniftaki diger
ogrencilerden daha iyi performans gosterme firsati veriyoruz.

Bu yuzden neden bu calismayi kisisel bir meydan okuma olarak
gérip digerlerinden daha fazla soruyu dogru olarak
cevaplamiyorsunuz.

Kendinizi en iyiler arasinda olmanin zorluguna odaklayin.
Skorlari tim ¢aligma tamamlandiktan sonra 6greneceksiniz.

e-mail :
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Merhaba,

Biz uluslararasi arastirma ekibi olarak cesitli alanlarda Boyutsal Aligtirma
Testi (izerine bir ¢alisma ydrtitiyoruz. Eger iki serilik testi tamamlayip ve kisa
bir anketle ddgtincelerinizi belirterek bizlere yardimci olursaniz gok memnun
kalacagiz. Anketlerde verdiginiz tiim bilgiler sakli tutulacaktir.

Isbirliginiz igin simdiden ¢ok tesekkiir ederiz!
Boyutsal Alistirma Testi

Oninlzdeki sayfalarda pek cok 6grencinin zorlu ancak ilging
buldugu boyutsal alistirma testini géreceksiniz. iki seri, alti
boyutsal sorudan olugan testi tek basiniza ¢ozmeye ¢alisiniz. Her
bir problem seti 8 dakika icerisinde bitirilmelidir.

Basari ve elde etme tamamen kigisel geligsimle ilgilidir bu yuzden
bulmaca Uzerinde tek basiniza calisma firsatiniz var ve Kkisisel
performansinizi gelistirmeye galisiniz.

Bu yluzden neden bu galismayi kisisel bir meydan okuma olarak
gorup, ikinci sette birincisinden daha fazla soruyu dogru
cevaplayarak skorunuzu gelistirip gelistirmediginizi gorun.

ikinci sette problem ¢dzme yeteneginizi gelistirmenin
zorluguna odaklanin!

Skorlari tim ¢aligma tamamlandiktan sonra 6greneceksiniz.

e-mail :
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Merhaba,

Biz uluslararasi arastirma ekibi olarak c¢esitli alanlarda Boyutsal Alistirma
Testi (izerine bir ¢alisma ydrtitiyoruz. Eger iki serilik testi tamamlayip ve kisa
bir anketle ddglincelerinizi belirterek bizlere yardimci olursaniz gok memnun
kalacagiz. Anketlerde verdiginiz tim bilgiler sakli tutulacaktir.

Isbirliginiz igin simdiden ¢ok tesekkiir ederiz!

Boyutsal Alistirma Testi

OnilinlGzdeki  sayfalarda  boyutsal kavrama  kapasitenizi
degerlendirecek olan boyutsal alistirma testini géreceksiniz. ki
seri, alti boyutsal sorudan olusan testi tek basiniza ¢ozunuz. Her
bir problem seti 8 dakika i¢erisinde bitirilmelidir.

Basari ve elde etme her bir problem setini ¢cozerken bir onceki
yaptiginizdan daha kot yapmamaktan emin olmakla ilgilidir, bu
sorular Uzerinde tek basiniza galismaniz beklenmekte ve kisisel
performansinizin dugsmedigini kanitlayiniz.

Bu yuzden bu c¢aligmayi digerlerini etkilemenin bir yolu olarak
gorup, ikinci sette birinci settekiyle ayni sayida soruyu dogru
cevaplayip skorunun dugmesinden kagininiz.

Performansinizin diismesine izin vermemeye odaklanin!
Skorlari tim calisma tamamlandiktan sonra 6greneceksiniz.

e-mail :
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Merhaba,

Biz uluslararasi arastirma ekibi olarak cesitli alanlarda Boyutsal Aligtirma
Testi tizerine bir ¢galisma yliriitlyoruz. Eger iki serilik testi tamamlayip ve kisa
bir anketle dusiincelerinizi belirterek bizlere yardimci olursaniz gok memnun
kalacagiz. Anketlerde verdiginiz tiim bilgiler sakli tutulacaktir.

Isbirliginiz igin simdiden cok tesekkiir ederiz!

Boyutsal Alistirma Testi

Oniinlzdeki sayfalarda pek ¢ok 6grencinin zorlu ancak ilging
buldugu boyutsal alistirma testini goéreceksiniz. iki seri, alt
boyutsal sorudan olusan testi tek baginiza ¢ozmeye c¢aliginiz. Her
bir problem seti 8 dakika i¢erisinde bitirilmelidir.

Basari ve elde etme her bir problem setini ¢ozerken bir onceki
yaptiginizdan daha kot yapmamaktan emin olmakla ilgilidir, bu
sorular Uzerinde tek basiniza calisabilme firsatiniz var, Kkisisel
performansinizin dismediginden emin olmaya ¢aliginiz.

Bu yluzden neden bu cgalismayi kisisel bir meydan okuma olarak
gorup, ikinci settekiyle ayni sayida soruya dogru cevap verip
performansinizin dismesinden kacinip kacinamadidinizi gorinuz.

ikinci sette performansiniz diismesine izin vermemenin
zorluguna odaklaniniz!
Skorlari tim calisma tamamlandiktan sonra 6greneceksiniz.
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APPENDIX O: Uzamsal gorev

Ornek problem:

Asagidaki sekli kaleminizi kagittan kaldirmadan ve bir ¢izginin

tizerinden iki kez ge¢meden ¢iziniz.

iste bu sekli gcizmenin bir yolu:

/
[/ [N/

103



6 alistirmadan olusan ilk seti cozmeniz igin 8 dakika
verilecektir.

Biz sayfayi ¢cevir ve basla isareti verene
kadar bekleyiniz.
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Alistirmalar- Set-I
Onemli: Bunlar bireysel alistirmalardir, bu yiizden tek basiniza
calismalisiniz.
Ahstirma-1:
Asagidaki sekli kaleminizi kagittan kaldirmadan ve bir ¢izginin

tizerinden iki kez gegmeden ¢iziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢ozmeyi basardiysaniz, sekli agsagidaki kutuya giziniz.
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Alistirma-2

Asagidaki sekli kaleminizi kdgittan kaldirmadan ve bir ¢izginin tzerinden iki

kez gegmeden ciziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢ozmeyi basardiysaniz, sekli asagidaki kutuya giziniz.
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Alistirma-3

Asagidaki sekli kaleminizi kdgittan kaldirmadan ve bir ¢izginin tzerinden iki

kez gegmeden ciziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢ozmeyi basardiysaniz, sekli agsagidaki kutuya giziniz.
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Alistirma-4

Asagidaki sekli kaleminizi kdgittan kaldirmadan ve bir ¢izginin tzerinden iki

kez gegmeden ciziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢ozmeyi basardiysaniz, sekli agsagidaki kutuya giziniz.
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Alistirma-5

Asagidaki sekli kaleminizi kdgittan kaldirmadan ve bir ¢izginin tzerinden iki

kez gegmeden ciziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢ozmeyi basardiysaniz, sekli asagidaki kutuya giziniz.
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Alistirma-6

Asagidaki sekli kaleminizi kdgittan kaldirmadan ve bir ¢izginin tzerinden iki

kez gegmeden ciziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢ozmeyi basardiysaniz, sekli asagidaki kutuya giziniz.

-Birinci Setin Sonu-
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APPENDIX P.1: Bagimh degisken; kopya ¢cekme

SONUCLAR
Hangi alistirmalar basariyla tamamladiniz?

1- 6 arasindaki alistirmalarin uyanlarina isaret koyunuz.

Evet Hayir
1. Alistirmay1 yapabildim ] 0
2. Alistirmay1 yapabildim i i
3. Alistirmay1 yapabildim i i
4. Alistirmayi yapabildim i i
5. Alistirmay1 yapabildim i i
6. Alistirmay1 yapabildim i E
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Bunu unutmayin!

6 alistirmadan olusan ilk seti cozmeniz igin 8 dakika
verilecektir.

Biz sayfayi gevir ve bagla isareti verene
kadar bekleyiniz.
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Alstirmalar - Set-l|
Ahlstirma-1:

Asagidaki sekli kaleminizi kadgittan kaldirmadan ve bir ¢izginin lzerinden iki

kez ge¢meden ¢iziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢ozmeyi basardiysaniz, sekli asagidaki kutuya ciziniz.
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Alistirma-2

Asagidaki sekli kaleminizi kdgittan kaldirmadan ve bir ¢izginin lzerinden iki

kez gegmeden ciziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢6zmeyi basardiysaniz, sekli asagidaki kutuya giziniz.
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Alistirma-3

Asagidaki sekli kaleminizi kdgittan kaldirmadan ve bir ¢izginin lzerinden iki

kez gegmeden ciziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢ozmeyi basardiysaniz, sekli agsagidaki kutuya ¢iziniz.
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Alistirma-4

Asagidaki sekli kaleminizi kdgittan kaldirmadan ve bir ¢izginin lzerinden iki

kez gegmeden ciziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢cozmeyi basardiysaniz, sekli agsagidaki kutuya ¢iziniz.
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Alistirma-5

Asagidaki sekli kaleminizi kdgittan kaldirmadan ve bir ¢izginin lzerinden iki

kez gegmeden ciziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢cozmeyi basardiysaniz, sekli agsagidaki kutuya ¢iziniz.
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Alistirma-6

Asagidaki sekli kaleminizi kdgittan kaldirmadan ve bir ¢izginin lzerinden iki

kez gegmeden ciziniz.

Bu kutunun iginde pratik yapabilirsiniz.

Eger problemi ¢ozmeyi basardiysaniz, sekli agsagidaki kutuya ciziniz.
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APPENDIX P.11: Bagimh degisken; kopya cekme

Q

~ i

SONUCLAR
Hangi alistirmalar1 basariyla tamamladiniz?

1- 6 arasindaki alistirmalarin uyanlarina isaret koyunuz.

Evet Hayir
1. Alistirmay1 yapabildim L L
2. Alistirmay1 yapabildim ; i
3. Alistirmay1 yapabildim i i
4. Alistirmay1 yapabildim i i
5. Alistirmay1 yapabildim i i
6. Alistirmay1 yapabildim i E
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APPENDIX R: Manipulasyon kontrolii; uzamsal gorevdeki BH’ler ve sebepleri
Uzaysal Mantik Testi Arastirmasi

Sonug olarak, bu ¢esit problemleri ¢ozerken nasil tepkiler verdiginizi bilmek istiyoruz.
Liitfen takip eden sorular1 cevaplayiniz.

Asagida belirtilen 4 amactan hangisi sizin i¢in daha énemli? Liitfen birinci amacinizi
yuvarlak i¢ine aliniz:

1. Digerlerinden daha iyi olmak
2. Kendi yapabilecegimin en iyisini yapmak

3. lkinci sette birinci setteki yaptigimdan kétii yapmaktan kaginmak

Simdi neden bu amaci basarmak istediginizi disiiniin ve asagidaki sorulari
cevaplandiriniz.

Bu amaca ulasmak istedim

()

> i
ciinkii... 25| E |85 |2 |.g|E]|ct
2| 2 |22 | € |22 2 |E8
zE| E | 2E | & |BEE| 2 | ES
— — == Y OJ—l = -
X3 | & S5 = g1 3 |FE
MM pE | @ il =~

Bagkalarinin isteklerine uymak
zorundayim ( 6gretmenler,
arkadaslar, ailem, arastirmacilar )

Yapamazsam koti, suclu ya da
endiseli hissederim.

Bunu kisisel degerli bir amag
olarak buluyorum.

Bunu son derece tesvik edici ve
zorlu bir hedef olarak
buluyorum.
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APPENDIX S: Bagimh degisken; i¢csel motivasyon

Bu problem ¢6zme aktivitesine
dair..

Genel olarak dikkatimi ¢gekmedi
Cok ilging diye tanimlayabilirim

Alistirmalar1 yaparken onlardan ne
kadar hoslandigimi diistiniiyordum.

Alistirmalar1 yaparken kendimi gergin
hissetmedim

Onlar1 yaparken ¢ok gergin hissettim.

Onlar1 yaparken ¢ok rahatlamig
hissettim.

Alistirmalar1 ¢gozerken endiseliydim.

Onlar yaparken iizerimde bask1
hissettim.

Bu aktivitenin benim i¢in bir degeri
olacagina inantyorum

Bu alistirmalar tekrar ¢6zmek i¢in
istekli olurdum ¢iinkii bana baz1

degerler katacak

Bu alistirmalar1 yapmanin benim i¢in
faydali olduguna inantyorum.

Bence bu 6nemli bir aktivite.

Bagka bir zaman bunun gibi daha fazla
alistirma yapmak isterdim.

Bos zamanlarimda bunun gibi daha
fazla alistirma yapmak isterim.

Bu aligtirmalardan birazini evde
yapmak i¢in almak isterdim

KATILIMIZ iCIN TESEKKUR EDERIZ!

Kesinlikle
Katilmiyorum
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Katilmiyorum

Ne katiliyorum ne

katilmiyorum

Bir fikrim yok

Oldukga katiliyorum

Katiliyorum

Tamamen katiltyorum



APPENDIX T: Anket; Ingilizce dersindeki BH’ ler ve sebepleri

Tarih: Cinsiyet K/E  Yas

Asagidaki ifadeler sizin bu dersteki amaclarimzi temsil edebilir ya da etmeyebilir.
Liitfen ifadelerin size gore dogrulugunu gosteren numaralar1 yuvarlak icine alimz.
Herhangi bir dogru ya da yanlhs cevap yoktur bu yiizden liitfen acik ve diiriist olunuz.

Asagidaki olcegi kullanarak her bir maddeye ne derecede katilip katilmadigimizi liitfen

belirtiniz.
g g g
$: ¢ ¢ E ogf
£z 7 T2z 2 EX
8 ¢ 2 = § &3
S & =z E M =
1. Bu derste amacim olabildigince fazla sey
1 2 3 4 5

ogrenmektir.

DIKKAT ! Eger puaniniz 3 veya iizerindeyse, asagidaki sorular1 cevaplaymiz.

Neden olabildigince fazla sey 6grenmeyi
hedefliyorsun? Ciinkii...
... Buna bagkalar1 (6gretmenim, ailem) tarafindan

1 2 3 4 5
zorlantyorum.
... Olabildigince fazla sey 6grenmek hosuma gidiyor. 1 2 3 4 5
... Bunu yapmazsam, kendimi kotii, suclu ve endiseli
. 1 2 3 4 5
hissediyorum.
... Bunu yapabilecegimi kendime kanitlamam
. 1 2 3 4 5
gerekiyor.
... Bu amaci 6nemli bir kisisel hedef olarak
o 1 2 3 4 5
goriiyorum.
... Ancak o zaman kendimi degerli ve 6zel
L 1 2 3 4 5
hissediyorum.
... Olabildigince fazla 6grenmeyi kendimi L 5 3 4 5
zorlayabildigim bir hedef olarak gériiyorum.
... Olabildigi k ogrendigimde kendimi dah
abildigince ¢ok sey d6grendigimde kendimi daha L 5 3 4 5

iyl tantyorum.
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2. Bu dersteki amacim simiftaki diger

ogrencilerden daha basarih olmaktir.

DIKKAT ! Eger puanmiz 3 veya iizerindeyse, asagidaki sorular1 cevaplaymiz.
Neden diger 6grencilerden daha basarih olmayi
hedefliyorsun? Ciinkii...

... Digerlerinden daha iyi yapapildigimi kendime
kanitlamam gerekiyor.

... Ancak o zaman kendimi degerli ve 6zel
hissediyorum.

... Buna baskalar1 (6gretmenim, ailem) tarafindan
zorlantyorum.

... Digerlerinden daha basaril1 olduk¢a kendimi daha
Iyi tantyorum.

... Boyle yapmazsam, kendimi kétii, suglu ve endiseli
hissediyorum.

... Diger 6grencilerden daha basarili olmay1 kendimi
zorlayabildigim bir hedef olarak goriiyorum.

... Digerlerinden daha basarili olmak hosuma gidiyor. 1 2 3 4 5

... Bunu 6nemli bir kigisel hedef olarak goriiyorum. 1 2 3 4 5

3. Bu dersteki amacim, miimkiin olandan daha az sey

ogrenmekten kacinmaktir

DIKKAT ! Eger puanimiz 3 veya iizerindeyse, asagidaki sorulari cevaplayimz:

Neden miimkiin olandan daha az sey 6grenmekten
kaciniyorsun? Ciinkii ...

... Miimkiin olandan daha az sey 6grenmekten kagindikca
kendimi daha iyi taniyorum.

... Bu amaci takip etmek hosuma gidiyor. 1 2 3 4

... Ancak o zaman kendimi degerli ve &zel hissediyorum. 1 2 3 4

... Boyle yapmazsam, kendimi kétii, suclu ve endiseli

hissediyorum. 12 3 4
... Bunu 6nemli bir kigisel hedef olarak goriiyorum. 1 2 3 4
... Bunu yapabildigimi kendime kanitlamam gerekiyor. 1 2 3 4

... Buna bagkalar1 (6gretmenim, ailem) tarafindan zorlaniyorum. 1 2 3 4

... Bunu kendimi zorlayabildigim bir hedef olarak goriiyorum. 1 2 3 4
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