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Abstract

Students’ motivation is an important factor in academic performance. The purpose of this study
is to examine the relationship and interaction effects among college students' grade
expectations, academic performance and perceptions of course difficulty. The sample of the
study consists of 2,946 students enrolled at an university in Ankara. 11,294 responses of the
students to the Teaching Quality Assesment Questionnaire and grades of students form the
study’s data. The dependency relationship between students' expected grade and received
grades was examined with the Chi-square test of independence. In addition, multilevel
frequency analysis and log linear analysis were applied to determine the interactions between
the levels of expected grade, received grade and perceived difficulty level of the course
variables. The study found that students who received high grades had expectations that closely
aligned with their actual grades, while students who received low grades had expectations that
were less aligned. In other words, as students' academic achievement increases, their
expectations of their grades and the grades they receive align more closely. Another finding is
a negative relationship between an increase in the perceived difficulty of the course and the
likelihood of expecting and receiving high grades. The findings are discussed in terms of
Expectancy Theory, Goal Setting Theory and the Dunning-Kruger effect..
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It is widely accepted that motivation is an important factor in determining
academic performance (Ryan and Deci, 2020; Urdan and Kaplan, 2020; Wigfield and
Eccles, 2020). Motivation is considered one of the key factors in the college students’
academic success, particularly during their first year(Christie et al., 2004; Richardson
et al., 2012; Robbins et al., 2004; Van den Broek et al., 2019). Expectancy theory and
goal-setting theory are two of the most widely accepted theories of motivation. Some
recent studies have examined the relationship between university students' academic
performance and motivation (DiYanni and Borst 2020; Moodly et al., 2022) as well
as their academic performance and motivation within the context of expectancy and
goal setting theories (Friedman and Mandel, 2009).

According to expectancy theory, individuals exert greater effort when they
anticipate a favourable performance evaluation (Robbins and Judge, 2012). Many
researchers suggest the effectiveness of expectation theory in student’s motivation to
learn (Feather 1992; Hancock 1991; Wu, 2019). The theory of expectation in
educational suggests that a student's motivation to learn depends on the student's belief
that learning is achievable and that learning will result in a worthwhile outcome
(Hancock, 1995). Several studies in the literature show that there is a positive
relationship between expectancy and performance (Geiger & Cooper, 1995; Pekrun,
1993; Pinxten et al., 2014; Steinmayr & Spinath, 2009). According to expectancy
theory, the difficulty of the goal is one of the factors affecting expectancy (Chiang &
Jang, 2002; Scholl, 2002). Expectancy theory emphasizes that higher performance
effectiveness expectation is more motivating than a lower expectation (Vroom, 1964),
and difficult goals are also harder to achieve (Locke and Latham, 2019).

Goal-setting theory is another theory frequently used to examine students’
motivation and achievement (Hulleman, et al., 2010; Wirthwein, et al., 2013).
According to the goal-setting theory the difficulty of the goal can lead to better
performance (Locke & Latham, 2019). Mento et al. (1992) showed in their
experimental study that achieving difficult goals leads higher performance than
achieving easy goals which is in contradiction with the expectancy theory. Lu et al.
(2022) examined the relationship between academic performance and goal-setting
orientations of university students.

Expectancy Theory

Expectancy theory starts with the idea that people tend to prefer certain goals or
outcomes over others. For this reason, they hope to experience feelings of satisfaction
if the desired result is achieved (Miner, 2015). Individuals are motivated when they
believe that their effort will lead to performance, and when they see a clear link
between their performance and specific results. Additionally, they must believe that
these results are important to them (Suciu et al., 2013). In general, the expectancy
theory suggest that individuals choose to change inputs based on preferences between
desired results and the probability of achieving these results at a satisfactory level
(Estes, & Polnick, 2012). In expectancy theory, motivation is determined by three
factors: expectation, instrumentality and valence. Expectation is a person's estimate
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of the probability that an effort will lead to successful performance (Vroom, 1964); it
is the subjective certainty that a person's action will cause a result (Lee, 2007).
Valence is the emotional orientation towards certain outcomes (Vroom, 1964, p. 15).
Instrumentality is the personal belief that first-level results lead to second-level results
(Vroom, 1964).

Goal-Setting Theory

Another factor that influences academic achievement is students' goal setting.
As Locke and Latham (1990) suggest, goal setting can be used to target various
aspects of life including academic achievement. Locke's (1968) research indicated a
positive, linear relationship between goal difficulty and task performance (assuming
sufficient ability), and several other studies have supported the finding that difficult
goals lead to better performance than easy goals (Latham and Locke, 1975; Yukl and
Latham, 1978). Goal-setting theory has emphasised the effect of performance goals
on task performance (Locke, 1968; Locke and Latham, 1990). The theory predicts that
the performance goals individuals set for a particular task will determine their
performance level on that task. More specifically, it is argued that the difficulty and
distinctiveness of the goals that individuals set for their task performance are related
to task performance and that difficult goals will lead to higher performance than easy
goals. According to Locke and Latham (1990), specific and difficult goals determine
performance levels , increase the effort individual effort , direct the individual towards
information and activities related to the goal, and all these lead to success.

This research aims to examine the relationship between the grades students
expect and the grades they receive. In this study, the perceived difficulty level of the
course is also taken as a variable. This research analyses students' expectations and
achievement levels from the perspective of two major motivation theories: expectancy
theory and goal-setting theory. It is worth noting that the discussion of expectancy
theory and goal-setting theory is predominantly based on Western studies, with a
limited number of studies in Eastern contexts. Cultural differences between Eastern
and Western societies, which have been demonstrated in many dimensions (Hofstede,
1980), can lead to differences in motivation, effort, expectancy and value perceptions.
Many researchers have argued that national cultural differences arise as permanent
differences in individuals’ personal characteristics (Hofstede, 1980; Kirkman and
Shapiro, 1997; Maznevsky et al., 1997). For this reason, conducting this study in
Tiirkiye may allow discussion of these theories in different cultural contexts.

Purpose

The aim of this study is to examine the relationship, main and interaction effects
between college students' grade expectations, academic achievement and perceived
difficulty level of the course. The sub-questions formed within the scope of this main
objective are as follows:

1. What is the relationship between college students' academic achievement and
their grade expectations?
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2. What are the main effects and interaction effects of university students' grade
expectations academic achievement levels and perceived course difficulty?

Method

This section includes a methodological description of how the research was
conducted.

Research Model

This study is exploratory correlational research exploring the association and
interaction of the relationship between students' grade expectations and the grades
they received. In correlational research, the relationships between two or more
variables are evaluated without interfering with the variables (Fraenkel et al., 2012).

Study Group

The sample of the study consists of 2,946 students enrolled at an university in
Ankara during the fall semester of the 2020-2021 academic year. The 11,294
responses of the students to the Teaching Quality Assesment Questionnaire and grades
of students form the data. To students’ prior experiences with the lecturer and the
course from interfering with the research findings, the first year students were
specifically included in the study. Approximately 28% (n=3164) of the student
responses came from faculties, 8% (n=911) from institutes, 40% (n=4477) from
vocational schools and 24% (n=2742) from centres.

Data Collection Tools

Some of the data in the study consist of the college students’ responses to the
questionnaire desgined to evaluate the quality of teaching processes. The
questionnaire was applied to the first year students for all courses they enrolled in that
semester. The questionnaire consists of two parts. The first part includes questions
about the course and the instructor. Examples of these questions are the opinion of the
course and the instructor at the beginning of the academic year, the perceived
difficulty level of the course, the quality of the course, the expected grade from the
course, and how effectively the online communication platform used during the
course was used. The second part consists 16 questions about the extent to which the
practices defined in the process of teaching the course are perceived as adequate by
the students. This section covers the general conditions that should be taken into
account in a standardised course conducting process. Examples of these questions are
the compatibility of the topics in the course syllabus and the course process during the
semester, the compatibility and comprehensibility of the teaching materials used in
the course with the course content, the comprehensibility of the language used by the
instructor in the course, the contribution of the feedback given by the instructor to
learning, time management. The questionnaire was prepared and analysed by a
commission consisting of faculty members from different faculties. From the item
pool created by the commission members, 16 items were selected for the second part.
The content validity of the items was evaluated by the commission members with a
judgemental approach. For this study, the Cronbach Alpha reliability of the second
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part was calculated as .98, and it was determined that the item discrimination ranged
between .77 and .88. In the study, only the answers to the questions "How would you
evaluate the difficulty level of this course?" and "What is the grade you expect from
this course?" in the first part of the questionnaire were used as data.

Another set of data in the study is the letter grades that students received from
the courses. The variables included in the analysis (expected grade from the courses,
percepted difficulty of course, and received grade from the courses), the levels of these
variables and the distribution of participants’ responses to these levels are given in
Table 1.

Table 1
Distribution of Participants’ Responses Across Variables
Variable Level f %
1:F 456 4.0
Received grade 2: C+/C/C-/D+D 3046 27.0
3: A/A-/B+/B/B- 7792 69.0
1:F 155 1.4
Expected grade 2: C+/C/C-/D+/D 2052 18.2
3. A/A-/B+/B/B- 9087 80.5
1: Difficult 3312 29.3
Perceived dlfﬁculty level of 2: Medium 5260 46.6
the course
3: Easy 2722 24.1

According to Table 1, it is observed that students mostly expected and received
A/B grades, and they considered the courses to be of medium difficulty. It should be
taken into consideration that the study is limited to the responses of the students who
enrolled at the university in the 2020-2021 academic year and participated in the
survey evaluating the quality of teaching processes administered by the university in
the fall semester.

Ethical Committee Approval

All research materials and analysis codes are available upon request from the
corresponding author. Since the data were not collected by the researchers, ethical
permission was not obtained. Permission was obtained from the university for the use
of the data.

Data Analysis

In order to answer the first research question, the Chi-Square test of
independence was used to examine the independency relationship between the
expected grade and the received grade. Somer's D coefficient was calculated to
determine the relationship between variables when the received grade is the dependent
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variable and the expected grade is the independent variable (Metsdémuuronen, 2020;
Newson, 2002; 2006). In order to answer the second research question, firstly, the
partial correlation coefficient (Field, 2009; Howell, 2010) was calculated for the
expected grade, the received grade and the perceived difficulty level of the course,
which allows the determination of the amount and direction of the relationship
between the other two variables when one of the variables is controlled. While
correlation analysis generally provides information about the relationship between
variables, it does not provide information about the interaction between the levels of
variables. For example, in order to have information about how students with high
expectations are more likely to get high grades than students with low expectations,
the relationship between variables should be modelled and interactions should be
determined. For this purpose, multidirectional frequency analysis and Log-Linear
analysis, which require a few assumptions, were applied.

Finally, multiple correspondence analysis was carried into effect to visually
interpret the relationships between the expected grade, the received grade and the
perceived difficulty level of the course (Greenacre, 2010).

The relationships among more than two categorical variables are evaluated by
Multiway Frequency Analysis or Log-linear Model Analysis as an extension of
Multiway Frequency Analysis (Tabachnick & Fidell, 2013). Log-Linear Model
analysis is an analysis that provides systematic information in the explanation of
multiway cross-classification tables, reveals the relationships and interactions
between variables, and can be used in ordinal data (Green, 1988). In this analysis, the
received grade was adjusted as a row, the expected grade as a column and the
perceived difficulty level of the course as a stratum variable (Row(i): Received grade
(1=1,2,3); column(j): Expected grade (j=1,2,3); Stratum(k): Course difficulty
(k=1,2,3)).

The models tested in Multiway Frequency Analysis are presented in Table 2
(Aktas et al., 2021).
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Table 2

MO-M8 Model Definitions of The Variables of Received Grade, Expected Grade and
Perceived Difficulty Level of The Course

Definition Model Hypothesis
HO: The received grade, expected grade and perceived
Independence model MO difficulty level of the course are independent of each
other.

HO: The received grade is independent of the expected
grade and the perceived difficulty level of the course,

M1 while the expected grade and the perceived difficulty
level of the course are dependent.
HO: The expected grade is independent of the received
Partial independence M2 grade and the perceived difficulty level of the course,

model while the received grade and the perceived difficulty
level of the course are dependent.
HO: The perceived difficulty level of the course is
independent of the received grade and the expected
grade, and dependent on the received grade and
expected grade.
HO: The received grade and the expected grade
M4 obtained at each level of the perceived difficulty level
of the course are independent.
HO: The perception of the received grade at each level
M5 of the expected grade and the difficulty level of the
course are independent.
HO: The perception of the expected grade and the
M6 difficulty level of the course at each level of the
received grade is independent.
HO: All two-way interactions of the variables of the
M7 received grade, the expected grade and the perceived

M3

Conditional
independence model

Mutual  independence

model difficulty level of the course are independent.
HO: All main effects, two-way and three-way
Saturated model MS interactions for the variables of the received grade, the

expected grade and the perceived difficulty level of
the course are independent.

Log-Linear Modeling was utilized to examine the main and interaction effects
of the relevant variables in a model in detail and to make parameter estimates
(Tabachnick & Fidell, 2013). Log-Linear Modeling involves estimating the
magnitude of the effects of interest and revealing the relative importance of the effects
of different variables. Log-Linear Model definitions are given in Table 3 (Christensen,
1997).
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Table 3

Log-Linear Model Definitions
Log-Linear Model Model Term
10g(Eiji) = X+ Ayqqy + Aa(y + Azt MO [1][2][3]
log(Eijk) =1+ }\1(,:) + )\2(]) + )\3(k)+ }\13(“() M2 [2][13]
log(Eijk) = }\+ }\1(,:) + )\2(]) + )\3(}() + }\12(”) M3 [3][12]
log(Eijk) =A + }\1(,:) + )\2(]) + )\3(k) + }\13(“() + )\23(]']() M4 [13][23]
log(Eijk) =1+ }\1(,:) + 7\2(]) + )\3(}() + }\12(,:]') + }\23(]'}() M5 [12][23]
log(Eijk) =A + }\1(,:) + )\2(]) + )\3(}() + }\12(”) + )\13(“() M6 [12][13]
log(Eijic) = A+ Aoy + Aoy + Asqry + Maagiy + M7 (1210131
Mgk T A2 23]
log(Eyjic) = A+ Xagiy + Aoy + Asgioy + Mazyy + [12][13][

M8

Mscir) T Azsginy + Mzsijr 23][123]

The model denoted as M8 and containing all the main and interaction effects, is
defined as a “saturated hierarchical logarithmic linear model”. In hierarchical
logarithmic linear models, if a higher-order term is included in the model, all lower
terms are expected to be included in the model (Andersen, 1994).

Results

In this section, the findings are presented to answer the sub-questions of the
research.

Chi-Square Independence Test Findings as to The Expected Grade and The
Received Grade

Table 4 presents a 3x3 cross-tabulation of the observed and expected
frequencies for the expected and received grade variables, as well as the results of the
null hypothesis Chi-Square independence test for the independence of the expected
and received grade variables.
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Table 4

Observed (fg) and Expected (f,) Frequencies of Expected Grade and Received Grade
Variables

Expected Grade
F C-D B-A Total
f, 89 219 148 456
f, 6.3 82.9 366.9 456.0
- .
76 Received 19.5% 48.0% 32.5% 100.0%
F Grade
0
%o Expected 57 40, 10.7% 1.6% 4.0%
Grade
% Total 0.8% 1.9% 1.3% 4.0%
f, 43 1205 1798 3046
f, 41.8 553.4 2450.8 3046.0
% Received
CD . Grado 1.4% 39.6% 59.0% 100.0%
0
% Expected 55 50, 58.7% 19.8% 27.0%
Grade
% Total 0.4% 10.7% 15.9% 27.0%
f, 23 628 7141 7792
£ 106.9 1415.7 6269.3 7792.0
% Received
BA Grodo 0.3% 8.1% 91.6% 100.0%
0
% Expected 4 g0, 30.6% 78.6% 69.0%
Grade
% Total 0.2% 5.6% 63.2% 69.0%
f, 155 2052 9087 11294
£ 155.0 2052.0 9087.0 11294.0
% Received
Total . Guade 1.4% 18.2% 80.5% 100.0%
0
% Expected 4 6o, 100.0% 100.0% 100.0%
Grade
% Total 1.4% 18.2% 80.5% 100.0%
X% = 3014.695 df=4 p=.000

According to Table 4, students who receive higher grades have more accurate
grade expectations. Furthermore;

Of the 456 students who received an F grade, 148 (32.5%) expected an A/B
grade, 219 (48%) expected a C/D grade, and 89 (19.5%) expected an F grades. Only
about 20% of students who received an F had expectations aligned with their grades.

Of the 3046 students who received C/D grades, 1798 (59%) expected A/B
grades, 1205 (39.6%) expected C/D grades and 43 (1.4%) expected F grades. Roughly
40% of the students who received C/D grades meet their expectations, 59% of them
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received lower grades than expected, and nearly 1% of them received higher grades
than expected.

Of the 7792 students who received A/B grades, 7141 (91.6%) expected A/B
grades, 628 (8.1%) expected C/D grades and 23 (0.3%) expected F grades. About 92%
of students who received an A/B had expectations aligned with their grades. Nearly
8% of the students received higher grades than they expected.

In addition, according to the Chi-Square analysis findings in Table 2, the
expected grade and the received grade variables are not independent of each other
(X? =3014.70; X2 > X§o1,4;p = 0.00 < @ = 0.05). It is shown that Somer's D
coefficient, which is calculated when the received grade is the dependent variable and
the expected grade is the independent variable, is significant in a moderate positive
correlation between the variables (D= 0.51, p=0.00< 0= 0.01) (Metsdmuuronen, 2020;
Newson, 2002; 2006).

Multiway Frequency Analysis and Log-Linear Analysis Results Regarding The
Expected Grade, The Received Grade and The Perceived Difficulty Level of The
Course Variables

Partial Correlation Analysis Results

The Spearman rho correlation coefficient between the received grade and the
expected grade is rxy =0.44 (p<.05), while the partial correlation coefficient between
the received grade and the expected grade is rzxy =0.41 (p<.05) when the perceived
difficulty level of the course is controlled. There is a moderate positive relationship
between the received grade and the expected grade. As it was determined before, the
higher the expected grade the higher the received grade. Approximately 19% of the
variance of the received grade is explained by the expected grade variance. When the
perceived difficulty level of the course is controlled, the expected grade variance
explains approximately 17% of the variance in the received grade. The effect of course
difficulty perception on the relationship between these two variables is quite small.
Multilevel Frequency Analysis and Log-Linear Model analysis were performed to
model the relationship between the variables and to determine the interactions.

Multiway Frequency Analysis Findings

Table 5 summarizes the findings of the M0-M8 Model analysis of the variables
of received grade, expected grade and perceived difficulty level of the course.
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Table 5

Summary Table for MO-M8 Models of The Received Grade, The Expected Grade, and
The Perceived Difficulty Level of The Course Variables

Model MO M1 M2 M3 M4 M5 Mé M7 M8
G? 312645 229491 2630.65 96538 1799.11 133.83 469.58 11.82 0
sd 20 16 16 16 12 12 12 8 0
p .000 .000 .000 .000 .000 .000 .000 .16 1
AIC - - - - - - - -4.18 -

As reported by Table 5, the relationships among the variables of received grade,
expected grade and perceived difficulty of the course obtained show compliance with
the M7 mutual independence model (G*=11.82; p=.16>0=.05). Accordingly, "HO: All
two-way interactions of the variables of the received grade, expected grade and
perceived difficulty of the course are independent” hypothesis is irrefutable. Although
the two-way interactions between the received grade and the expected grade, between
the received grade and the perceived difficulty level of the course, and between the
expected grade and the perceived difficulty level of the course are significant, these
interactions are independent of each other. Log-Linear Modeling was utilized to
evaluate in detail the main and interaction effects of the identified variables within a
model.

Log-Linear Analysis Findings

Table 6 presents the findings of the Log-Linear Modeling Analysis on the
significance of the main effect, two-way and three-way interaction effect terms of the
variables.

Table 6

Significance Control of Main Effect, Two-Way and Three-Way Interaction Effect
Terms of The Received Grade, The Expected Grade, and The Perceived Difficulty
Level of The Course

K-Way and Higher-Order Effects
Likelihood Ratio Pearson

X? p X? p
1 26 24687.114  .000  39373.386  .000

K df

K-way and Higher Order

2 20 3126.454 .000 5286.339 .000
Effects

3 8 11.817 .160 11.452 177

1 6 21560.660  .000  34087.047 .000

K-way Effects 2 12 3114.637 .000  5274.887 .000
3 8 11.817 .160 11.452 177




98 Sadegiil Akbaba Altun, Hatice Turan Bora and Esra Kinay Cicek

As stated in Table 6, while the main effects of the variables of the received grade,
expected grade and perceived difficulty of the course and the two-way interactions of
these variables are significant (p=.00 < a=.05), the three-way interaction of the
variables is not significant (p=.16 > 0=.05). The results of the partial association
analysis conducted to determine which main effects and two-way interactions of the
variables are significant are presented in Table 7.

Table 7

Partial Association Results of The Variables of Received Grade, Expected Grade and
Perceived Difficulty Level of The Course

Partial Associations

Effect df g?lrifisaéuare Sig.
ReceivedGrade*ExpectedGrade 4 1787.297 .000
ReceivedGrade*CourseDifficulty 4 122.017 .000
ExpectedGrade* CourseDifficulty 4 457.762 .000
ReceivedGrade 2 8120.768 .000
ExpectedGrade 2 12535.279 .000
CourseDifficulty 2 904.613 .000

According to Table 7, all main effects and two-way interactions of the variables
of received grade, expected grade and perceived difficulty level of the course are
significant (p=.00 < a=.05). The findings obtained from Table 6 and Table 7 present
the findings of the Multilevel Frequency Analysis.

In addition, it is observed that the variables of the received grade, expected grade
and perceived difficulty level of the course were compatible with the model in which
all main effects and two-way interactions of the variables are significant (G°=11.82;
p=-16 > 0=.05). In this case, the best model is defined as follows:

log(Eijk) =1+ )\ReceivedGrade(i) + )\ExpectedGrade(j) + ADL'fficultyPerr:eption(k)
+ AReceivedGraalf»z x ExpectedGrade(ij)
+ AReceivedGrade x Dif ficultyPerception(ik)
+ )‘Expectedcrade x Dif ficultyPerception(jk)

Parameter estimates for the best model corresponding to the variables of received
grade, expected grade and perceived difficulty level of the course are given in Table
8. In the parameter estimates, the "A/B" category is classified as the reference
category for the variables of the received grade and expected grade and the "Easy"
category is classified as the reference category for the variable of perceived difficulty
level of the course.
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Table 8

Parameter Estimates for The Best Model Corresponding to The Variables of Received

Grade, Expected Grade and Perceived Difficulty Level of The Course

95% Confidence

Std Interval
Parameter Estimate : VA Sig.
Error Lower Upper ODDs
Bound Bound

Constant 7.636 022 350.729 .000 7.594 7.679 2071.44
[ReceivedGrade = F] -4.073 141 -28.869 .000  -4.349 -3.796 0.02
[ReceivedGrade = C/D] -1.633 051 -31.779 .000  -1.733 -1.532 0.20
[ExpectedGrade = F] -6.311 305 -20.713  .000  -6.909 -5.714 0.00
[ExpectedGrade = C/D] -3.313 .084  -39.448 .000 -3.478 -3.148 0.04
[CourseDifficulty Difficult] -.306 .033 -9.287  .000 -.370 -.241 0.74
[CourseDifficulty Medium] .537 .027 19.660 .000 483 .590 1.71
[ReceivedGrade = F] *
[ExpectedGrade = F] 5.006 251 19.928 .000 4.514 5.498 149.31
[ReceivedGrade = F] *
[ExpectedGrade = C/D] 2.648 118 22381 .000 2416 2.879 14.13
[ReceivedGrade = C/D] *
[ExpectedGrade = F] 1.849 261 7.087  .000 1.338 2.361 6.35
[ReceivedGrade = C/D] *
[ExpectedGrade = C/D] 1.899 .057 33.197 .000 1.787 2.011 6.68
[ReceivedGrade = F] *
[CourseDifficulty Difficult] 708 159 4.442  .000 .396 1.021 2.03
[ReceivedGrade = F] * ) ) )
[CourseDifficulty Medium] .007 .163 .046 964 327 312 0.99
[ReceivedGrade = C/D] *
[CourseDifficulty Difficult] 619 .066 9.368  .000 490 749 1.86
[ReceivedGrade = C/D] *
[CourseDifficulty Medium] 192 .062 3.126  .002 .072 313 1.21
[ExpectedGrade = F] *
[CourseDifficulty Difficult] 1.439 272 5281  .000 905 1.973 422
[ExpectedGrade = F] * )
[CourseDifficulty Medium] 161 299 537 591 426 748 1.17
[ExpectedGrade = C/D] *
[CourseDifficulty Difficult] 1.603 .088 18.119  .000 1.430 1.777 4.97

= *
%EXP"“edGra‘ie C/D] 763 088 8620 .000  .589 936 2.14

CourseDifficulty Medium]
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In the parameter estimates in Table 8, it is observed that all two-way interactions
are significant except for the category interactions where the received grade is F and
the perceived difficulty level of the course is medium difficulty (z=-0.05, p>.05)
likewise the expected grade is F and the perceived difficulty level of the course is
medium difficulty (z=0.54, p>.05). If F is considered as a low grade, C/D as a medium
grade and A/B as a high grade, the probabilities are analyzed according to the
reference categories in general;

- As the expected grade increases, the probability of receiving a low grade
decreases. The probability of receiving a medium grade does not differ
according to whether the expected grade is low or medium.

- The more students think the course is easier, the less likely they are to get low
grades.

- The more students think that the course is easier, the less likely they are to
expect low grades.

There is a relationship between the received grade and the expected grade. When
the high grade is taken as the reference category for the received grade and expected
grade, the dependence between the variables is seen most when the received grade is
medium and the expected grade is medium (z=33.20). The probability of receiving a
medium grade is approximately 6.7 times higher than the probability of receiving a
high grade. As for students expecting low grades, the probability of getting low grades
is approximately 149 times higher than the probability of getting high grades.

There is a relationship between the received grade and the perceived course
difficulty . The dependence between the variables is recognized mostly in the case
where the received grade is medium and the perceived difficulty level of the course is
difficult (z=9.37). Students who think that the course is difficult are approximately
1.9 times more likely to get medium grades than high grades. Students who think the
course is difficult are nearly twice as likely to get low grades as those who think the
course is easy.

There is a relationship between the expected grade and the perceived difficulty
level of the course. The dependency between the variables is highest when the
expected grade is medium and the perceived difficulty level of the course is difficult
(z=18.12). Students who consider the course difficult are 5 times more likely to expect
a medium grade than a high grade. Students who consider the course difficult are
about 4.2 times more likely to expect low grades than those who think it is easy.

In order to visually interpret the -relationship between the expected grade, the
received grade and perceived difficulty level of the course, a multiple correspondence
analysis was performed and the graph created as a result of the analysis is given in
Figure 1.
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Figure 1

Multiple Correspondence Analysis Chart of The Expected Grade, The Received Grade
and The Perceived Difficulty Level of The Course Variables
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Figure 1 illustrates students who think that the difficulty level of the course is
easy or medium, mostly expect an A/B grade and get an A/B grade, and comparably,
students who think that the course is difficult, most expect the C/D grade and get the
C/D grade. It is also observed that students who expect an F grade and get an F grade
do not have a general perceived difficulty level of the course, notwithstanding that
they are closer to the perceived difficulty level of the course.

Discussion, Conclusion and Suggestions

The first research question of the study aimed to examine the relationship
between the expected grade and the received grade. Analysis of the findings indicates
that the relationship between the expectations of the students who received A/B grades
and the grades they received was at a high level. While the relationship between the
expectations of the students who received C/D grades and the grades they received
was at a medium level, the relationship between the expectations of the students who
received F grades and the grades they received remains at a low level. Based on the
observations, as the students' grades increase, the alignment between their
expectations and received grades also increase.

Studies revealing the positive relationship between students' expectations and
academic performance partially support our finding (Friedman & Mandeli 2019; Wu,
2019). The alignment between students' grade expectations and their grades has been
studied by several researchers in the context of expectancy theory. Vollmer (1986)
found that grade expectation is positively related to grades. As claimed by the results
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of Vollmer's research, there is a relationship between expectation and grades even
after controlling the preparation time, past grades and perceived ability. On the other
hand, Vollmer found no results suggesting that expectation causes effort (1986).
Malloch and Michael (1981) bring into view in their research with college students
that grades can be predicted by ability and expectation, nonetheless, the contribution
of value and instrumentality factors to the predictability of student performance is
very low. These studies are modelled with an interpersonal approach, while in recent
person-oriented studies, individual value perception in expectancy theory emerges as
a significant factor. In other words, some studies reveal that individual value decisions
are more motivating than actual success expectations (Griffin & Harrell, 1991; Snead,
1991, Geiger & Cooper, 1995).

Estes and Polnick (2012) concluded in their study of higher education that effort
is most affected by value perception. In the current study, students' perception of value
may have been high grades and the value they placed on getting high grades may have
motivated them to get high grades. Geiger and Cooper (1995) point out that the value
factor in expectancy theory is particularly important in explaining student
performance. The attractiveness of getting a higher course grade may motivate
students more than the actual achievability of getting a higher grade. The results of
our study, which show a high correlation between high expectations and high grades
are consistent with the results of some studies (Geiger & Cooper, 1995; Pekrun, 1993;
Pinxten et al., 2014; Steinmayr & Spinath, 2009) on achivement and high expectancy
alignment . This finding can be interpreted as students who value high grades and take
responsibility for high grades will also have high expectations and high grades.
Students with high academic achievement may increase their grade expectations and
thus their efforts. DiYanni and Borst (2020) and Moodly et al. (2022) revealed that
academic performance of university students has a significant relationship with their
motivation levels. On the other hand, according to Putwain, et al. (2019), high value
can protect performance against low achievement expectations and high achievement
expectations can protect performance against low value.

A further result relevant to the first problem of the study is that the grade
congruence decreases with the decrease in the received grades. As the students' grades
decrease, they tend to overestimate their grade expectations, and this is noticeably
seen in the decrease in grades from C/D to F. Most students find it difficult to evaluate
their performance. Several studies conducted in educational settings reveal that
students are overconfident about their exam performance (Foster et al., 2017,
Fritzsche et al., Miller and Geraci, 2011). Students are generally unable to evaluate
their own performance in line with their actual performance (Dunning et al., 2003,
2004; Couchman et al., 2016; De Bruin et al., 2017; Sanchez & Dunning, 2018;
Coutinho et al., 2020). There is an outstanding theory in the literature that explains
the overestimation of one's situation. Known as the Dunning-Kruger effect, this theory
states that low-performing students have a metacognitive skill deficiency in self-
assessment (de Bruin vd., 2017; Handel & Fritzsche, 2016; Kruger & Dunning, 1999).
To put it differently, it is assumed that low-performing students lack metacognitive
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skills that would enable them to recognize their lack of content knowledge (Lindsey
& Nagel, 2015). Kruger and Dunning (1999) clarify this phenomenon as "The skills
that constitute competence in a particular domain are often the same skills that are
required to assess competence in that domain".

Studies conducted with students from different fields and in different cultures,
show that students who do not perform well overestimate their abilities when
evaluating themselves (Coutinho vd., 2024; Ehrlinger & Dunning, 2003; Ehrlinger et
al., 2008; Karatjas, 2013; Kruger & Dunning, 1999; Rebello, 2012; Pazicni, & Bauer,
2014; Pennycook et al., 2017; Sheldon et al., 2014). Rebello (2012) pointed out that
students with the worst grades had even worse estimations than the others. This result
is consistent with our research result. Mahmood (2016), conducting a systematic
review of studies on the Dunning-Kruger effect, reported that in 34 studies (64%),
participants overestimated their self-reported skills compared to their actual skills.
Furthermore, only two studies (4%) indicated that participants completely
underestimated their skills. The proportion of those with high actual skills
underestimating their skills is considerably lower than the proportion of those with
low actual skills overestimating their skills. In our study, the proportion of students
with high grades underestimating their grades is considerably lower than the
proportion of students with low grades overestimating their grades. Likewise, the
grade predictions of high-grade students are more consistent than the grade
predictions of low-grade students.

The Dunning-Kruger effect has been extensively studied in Western societies,
while research on this phenomenon in Eastern societies is relatively limited. This may
be attributed to the fact that Eastern societies tend to exhibit more collectivist
characteristics than Western societies(Hofstede, 1980). Studies show that individuals
in collectivist cultures have lower self-confidence than individuals in individualist
cultures (Heine et al., 2000; Kitayama et al., 1997). The main reason for this is that
collectivist cultures tend to emphasise social cohesion and adherence, while
individualist cultures emphasise uniqueness and distinctiveness. Given the collectivist
characteristics of Turkish society, the observation of the Dunning-Kruger effect in this
study, as well as in other studies in the literature, suggests that this effect may have
universal applicability. However, further studies are required to fully interpret these
findings. Coutinho et al. (2020) conducted a study on female students in the United
Arab Emirates, which replicated the Dunning-Kruger effect. The research supports
the conclusion that the Dunning-Kruger effect found in this study is independent of
cultural context.

The second sub-problem of the study aimed to analyze the correlations among
students' grade expectations, academic achievement levels and their perception of
course difficulty. Regarding analyzed findings, there is a discernable dependency
relationship between the received grade and the perceived difficulty level of the
course, and between the expected grade and the perceived difficulty level of the
course. Particularly, it was inferred that students who considered the course difficult



104 Sadegiil Akbaba Altun, Hatice Turan Bora and Esra Kinay Cicek

were more likely to get low grades than those who considered it easy, and similarly,
students who considered the course difficult were more likely to expect low grades
than those who considered it easy. However, the relationship between the received
grade and the expected grade is independent of the perceived difficulty level of the
course. In other words, students' perceptions about the difficulty of the course are not
the explanatory factor for the relationship between the received grade and the
expected grade.

Based on expectancy theory, one of the factors affecting an individual's
expectancy perception is the goal difficulty (Chiang & Jang, 2008; Scholl, 2002).
Correspondingly, the expectancy that one's effort will lead to a desired performance
is associated with the perceived difficulty of the goal. When an individual sets goals
at high points that are difficult to accomplish, the belief that the goals will be achieved,
and thus the individual's expectancy, may decrease. Studies on the Dunning-Kruger
effect state that task subject difficulty reduces predictions for both low and high
performers (Burson et al., 2006). Moore and Healy (2008) also argue that performance
on difficult tasks is underestimated. On the other hand, goal-setting theory argues that
the most difficult goals are the most impactful goals for improving performance
(Latham et al., 2017; Locke & Latham, 2019,). Furthermore, Chen and Latham (2014)
suggest that a difficult learning goal leads to higher performance than a difficult work
goal. These results contradict our study.

A difficult goal is also hard to achieve according to expectancy theory (Locke &
Latham, 2019). This contradiction can be resolved by conducting additional studies
on student self-competence. Self-competence describes the belief in one's ability to
fulfil a task (Bandura, 1997). In challenging circumstances, those with low
perceptions of self-efficacy may reduce their efforts or give up completely, whereas
those with high perceptions of competence may endeavour to overcome the challenge
with more effort. In goal-setting theory, Locke et al. (1988) note that cultural
differences in value orientation may potentially provide an explanation for
inconsistencies in goal-setting studies. On the assumption that the correlation between
challenging goals and high performance is assessed in a cultural context, cultural
predispositions affecting individual behaviour in Tiirkiye where power distance is
higher than in Western societies, may have contributed to this result. In support of this
result, findings of another study showed that the difficulty of goals set by students at
high power distances was significantly lower than those set by students at low power
distances (SueChan & Ong, 2002). Although the findings obtained in the current study
open the door for us to interpret expectancy theory, Dunning-Kruger effect and goal-
setting theory with cultural differences, it does not provide us with adequate
information to explain the correlations.

As the first result of the study, it was observed that the higher the students'
grades, the higher the alignment between their expectations and grades. The other
result was that students who considered the course difficult were more likely to get
low grades than those who thought it was easy, and similarly, students who considered



The Relationship of Grade Expectation and Academic Achievement of College Students 105

the course difficult were more likely to expect low grades than those who thought it
was easy.

An essential limitation of the present study is that the components of expectancy
theory - expectancy, valence, instrumentality - were not examined separately. In
future studies, the possible contributions of the components of expectancy theory on
student motivation can be examined separately. In this study, the relationship between
the received grade and the expected grade was evaluated with the perceived course
difficulty; in subsequent studies, it can be analyzed whether students' opinions about
the teacher and the course form a dependency in the relationship between the received
grade and the expected grade. Finally, since the results of motivation studies cannot
be independent of the cultural characteristics of the society, there is a necessity to
conduct more research on expectancy and goal-setting theory in Eastern societies that
are collectivist and have high power distance.

When the relationship between expectancy, effort and value perception and goal
setting theories and academic achievement of university students is considered,
university administrations and academicians can be provided with comprehensive
information about these theories. In addition, students can be given seminars about
the Dunning-Kruger effect and students' metacognitive skills.
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Motivasyonun akademik performansin belirlenmesinde dnemli bir faktor oldugu
kabul edilmektedir (Ryan ve Deci, 2020; Urdan ve Kaplan, 2020; Wigfield ve Eccles,
2020). Motivasyon, oOzellikle egitimlerinin ilk yilindaki {iniversite 6grencilerinin
akademik basarilarinda anahtar faktorlerden birisi olarak goriilmektedir (Christie vd.,
2004; Richardson vd., 2012; Robbins vd., 2004; Van den Broek vd., 2019).
Giliniimiizde beklenti teorisi ve hedef belirleme teorisi en yaygin kabul goren
motivasyon teorilerinden ikisidir. Universite dgrencilerin akademik performansi ile
motivasyonlart (DiYanni ve Borst 2020; Moodly vd., 2022) yani sira akademik
performanlar1 ve beklenti ve hedef belirleme teorileri baglaminda motivasyonlari
(Friedman ve Mandel, 2009) arasindaki iligkisi hakkinda son yillarda yapilmis bazi
caligmalara rastlanmaktadir.

Beklenti teorisine gore, bireyler olumlu bir performans degerlendirmesi
beklediklerinde yiiksek ¢aba gosterirler. (Robbins ve Judge, 2012). Birgok
aragtirmaci, beklenti teorisinin &grencinin 6grenme motivasyonu agisindan etkili
oldugunu ifade etmektedir (Feather 1992; Hancock 1991;Wu, 2019). Egitim
ortaminda beklenti teorisi, bir O6grencinin 6grenme motivasyonunun giiciliniin,
Ogrencinin d6grenmenin basarilabilir olduguna ve dgrenmenin degerli bir sonugla
sonuglanacagina dair beklentisinin giicline bagli oldugunu 6ne siirer (Hancock, 1995).
Literatiirdeki bir¢ok calisma beklenti ile performans arasinda pozitif bir iligki
oldugunu gostermektedir. (Geiger ve Cooper, 1995; Pekrun, 1993; Pinxten vd., 2014;
Steinmayr ve Spinath, 2009). Beklenti teorisine gore, hedefin zorlugu beklentiyi
etkileyen faktorlerden biridir (Chiang ve Jang, 2002; Scholl, 2002). Bu teoriye gore
daha yiiksek performans etkinligi beklentisinin daha diisiik bir beklentiden daha
motive edici oldugu (Vroom, 1964) ve zor hedefe ulasmanin da daha zor oldugu
vurgulanmaktadir (Locke ve Latham, 2019).

Hedef belirleme teorisi 6grenci motivasyonunu ve bagarisi incelemek icin
siklikla kullanilan bir diger teoridir (Hulleman, vd., 2010; Wirthwein, vd., 2013). Bu
teoriye gore hedefin zorlugu daha iyi performansa yol agabilir (Locke ve Latham,
2019). Mento vd. (1992) yaptiklar1 deneysel ¢calismada, zor hedeflere ulagsmanin kolay
hedeflere gore daha fazla performans sagladigini ve bu haliyle beklenti teorisiyle
celistigini ortaya koymustur. Lu vd. (2022) {iniversite 6grencilerinin hedef belirleme
yonelimleri ile akademik performanslarini inceledikleri ¢alismada akademik
performans ile hedef belirleme yonelimleri arasinda iliskiyi ortaya koymuslardir.

Beklenti Teorisi

Beklenti teorisi, insanlarin belirli hedefleri veya sonuglari digerlerine tercih etme
egiliminde oldugu fikriyle baslar. Bu nedenle, arzu edilen sonuca ulasildiginda tatmin
duygusu yasamay1 umarlar (Miner, 2015). Bireyler, ¢abalarinin performansa yol
acacagina inandiklarinda ve performanslari ile belirli sonuglar arasinda net bir
baglant1 gordiiklerinde motive olurlar. Ayrica, bu sonuglarin kendileri igin énemli
olduguna inanmalar1 gerekir. (Suciu vd., 2013). Genel olarak beklenti teorisi,
bireylerin istenen sonuglar ile bu sonuglara tatmin edici diizeyde ulasma olasiligt
arasindaki tercihlere dayali olarak girdileri degistirmeyi segtikleri fikrini destekler
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(Estes ve Polnick, 2012). Beklenti teorisinde motivasyon i¢ faktor tarafindan
belirlenir: Beklenti, aragsallik ve degerlilik. Beklenti, bir kisinin bir ¢gabanin bagarilt
bir performansa yol agma olasiligina iliskin tahminidir (Vroom, 1964); bir kisinin
eyleminin bir sonuca neden olacagina dair 6znel kesinliktir (Lee, 2007). Degerlilik,
belirli sonuglara yonelik duygusal yonelimdir (Vroom, 1964, s. 15). Aragsallik, birinci
diizey sonuglarin ikinci diizey sonuglara yol agtigina dair kisisel inangtir (Vroom,
1964).

Hedef Belirleme Teorisi

Akademik basarty1 etkileyen faktorlerden biri de Ogrencilerin hedef
belirlemesidir. Locke ve Latham'in (1990) belirttigi gibi, hedef belirleme akademik
basar1 da dahil olmak {izere hayatin ¢esitli yonlerini hedeflemek i¢in kullanilabilir.
Locke'un (1968) arastirmasi, hedef zorlugu ile gérev performansi (yeterli yetenek
oldugu varsayimiyla) arasinda pozitif, dogrusal bir iliski oldugunu géstermistir ve
diger birgok ¢alisma, daha zor hedeflerin kolay hedeflerden daha iyi performansa yol
actig1 bulgusunu desteklemistir. (Latham ve Locke, 1975; Yukl ve Latham, 1978).
Hedef belirleme teorisi, performans hedeflerinin goérev performansi iizerindeki
etkisini vurgulamigtir (Locke, 1968; Locke ve Latham, 1990). Teori, bireylerin belirli
bir gorev i¢in belirledikleri performans hedeflerinin, o gorevdeki performans
diizeylerini belirleyecegini ongérmektedir. Daha spesifik olarak, bireylerin gorev
performanslart i¢in belirledikleri hedeflerin zorluk derecesinin ve ayirt ediciliginin
gorev performansiyla iliskili oldugu ve zor hedeflerin kolay hedeflerden daha yiiksek
performansa yol acacagi savunulmaktadir. Locke ve Latham'a (1990) gore, 6zel ve
zor hedefler performans diizeyini belirlemekte, bireylerin ¢aba diizeyini artirmakta,
bireyi hedefle ilgili bilgi ve faaliyetlere yonlendirmekte ve tiim bunlar bireyi basartya
gotiirmektedir.

Mevcut arastirma, 6grencilerin bekledikleri not ile aldiklart not arasindaki
iliskiyi incelemeyi amaglamaktadir. Bu analizde, dersin zorluk algis1 da bir degisken
olarak ele alinmaktadir. Bu arastirma, 6grencilerin beklentilerini ve basar1 diizeylerini
iki temel motivasyon teorisi perspektifinden analiz etmektedir: Beklenti teorisi ve
hedef belirleme teorisi. Beklenti teorisi ve hedef belirleme teorisi tartismasinin
agirlikli olarak Bati ¢aligmalarina dayandigini ve Dogu baglamlarinda sinirli sayida
calisma yapildigini belirtmek gerekir. Dogu ve Bati toplumlar1 arasinda birgok
boyutta ortaya konan kiiltiirel farkliliklar (Hofstede, 1980) motivasyon, ¢aba, beklenti
ve deger algilarinda farkliliklara yol agabilir. Birgok arastirmact ulusal kiiltiirel
farkliliklarin bireylerin kisisel 6zelliklerinde kalici farkliliklar olarak ortaya ¢iktigini
savunmustur (Hofstede, 1980, Kirkman ve Shapiro, 1997; Maznevsky vd., 1997). Bu
baglamda, bu c¢alismanin Tiirkiye'de gergeklestirilmis olmasi, s6z konusu teorilerin
farkli kiiltiirel baglamlarda tartisilmasina olanak saglayabilir.

Amag

Bu c¢alismanin amaci, {iniversite Ogrencilerinin not beklentileri, akademik
basarilart ve ders zorluk algisi arasindaki iliski ile degiskenlerin ana ve etkilesim
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etkilerini incelemektir. Bu ana amag¢ kapsaminda asagidaki alt problemlere yanit
aranmaktadir:

1. Universite dgrencilerinin akademik basarilar1 ile not beklentileri arasindaki
iligki nedir?

2. Universite dgrencilerinin not beklentileri, akademik basari diizeyleri ve
ders zorluk diizeyi algilarinin ana etkileri ve etkilesim etkileri nasildir?

Yontem

Bu boliim, arastirmanin nasil yiiriitiildiigiine dair metodolojik bir agiklama
icermektedir.

Arastirma Modeli

Bu ¢aligma, 6grencilerin not beklentileri ile aldiklari notlar arasindaki iligkiyi ve
etkilesimi inceleyen kesfedici korelasyonel bir arastirmadir. Korelasyonel
arastirmalarda, iki veya daha fazla degisken arasindaki iliskiler, degiskenlere
miidahale edilmeden degerlendirilir (Fraenkel vd., 2012)..

Cahsma Grubu

Caligmanin orneklemini, 2020-2021 akademik yili giiz doneminde Ankara’daki
bir {iniversiteye kayitli 2946 birinci simf 6grencisi olustumaktadir. Ogrencilerin
Ogretim Kalitesi Degerlendirme Anketi'ne verdigi 11294 yanit ve derslerden aldiklar
harf notlar1 aragtirmanin verileridir. Ogrencilerin 6gretim iiyesi ve derse iliskin dnceki
deneyimlerinin arastirma bulgularina yansimamasi i¢in arastirmaya 6zellikle birinci
simf &grencileri dahil edilmistir. Ogrenci yanitlarmin yaklasik %281 (n=3164)
fakiiltelerden, %8't  (n=911) enstitillerden, %401 (n=4477) meslek
yiiksekokullarindan ve %24't (n=2742) merkezlerden gelmistir.

Veri Toplama Araglar

Caligmadaki verilerin bir kismi, {iniversite 6grencilerinin dgretim siireglerinin
kalitesini degerlendirmek i¢in hazirlanan ankete verdikleri yanitlardan olugsmaktadir.
Birinci sinif 6grencilerine s6z konusu donemde kayit olduklar tiim dersler igin anket
uygulanmistir. Anket iki boliimden olusmaktadir. ilk boliimde ders ve egitmenle ilgili
sorular yer almaktadir. Ornegin, akademik yilin basinda ders ve dgretim elemani
hakkindaki goriis, dersin zorluk algisi, dersin niteligi, dersten beklenen not ve ders
stirecinde ¢evrimigi iletisim platformunun ne kadar etkili kullanildigina iliskin
sorular. ikinci boliimde ise dersin islenis siirecinde tanimlanan uygulamalarin
ogrenciler tarafindan ne 6lgiide yeterli algilandigina iligkin 16 soru yer almaktadir. Bu
boliim, standart bir ders yiiriitme siirecinde dikkate alinmasi gereken genel kosullar
kapsamaktadir. Ornegin, ders izlencesindeki konular ile dénem icindeki ders siirecinin
uyumlulugu, derste kullanilan 6gretim materyallerinin ders igerigi ile uyumlulugu ve
anlasilirligi, 6gretim elemaninin derste kullandig: dilin anlasilirligi, 6gretim elemant
tarafindan verilen geribildirimin 6grenmeye katkisi, zaman ydnetimi vb. Anket
iniversitenin farkli fakiiltelerinde gorev yapan ogretim iiyelerinden olusan bir
komisyon tarafindan hazirlanmis ve incelenmistir. Komisyon iiyeleri tarafindan
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olusturulan madde havuzu igerisinden 16 madde ikinci bolime secilmistir.
Maddelerin kapsam gecerligi komisyon {iyeleri tarafindan yargisal yaklagimla
degerlendirilmistir. Ikinci bdliimiin Cronbach Alfa giivenirligi .98 olarak
hesaplanmistir. Madde ayirt ediciliklerinin ise .77 ile .88 arasinda degistigi
belirlenmistir. Caligmada sadece anketin ilk boliimiinde yer alan "Bu dersin zorluk
derecesini nasil degerlendirirsiniz?" ve "Bu dersten beklediginiz not nedir?"
sorularina verilen cevaplar veri olarak kullanilmistir.

Calismadaki bir diger veri seti ise Ogrencilerin derslerden aldiklari harf
notlaridir. Analize dahil edilen degiskenler (beklenen not, alinan not ve dersin zorluk
derecesi algisi), bu degiskenlerin diizeyleri ve katilimcilarin bu diizeylere verdikleri
yanitlarin dagilimi Tablo 1'de verilmistir.

Tablo 1
Degisken Diizeylerine Katilimci Yanitlarimin Dagilimlart
Degisken Diizey f %
Alnan not I:F 456 4.0
2: C+/C/C-/D+/D 3046 27.0
3: A/A-/B+/B/B- 7792 69.0
Beklenen not I:F 155 1.4
2: C+/C/C-/D+/D 2052 18.2
3: A/A-/B+/B/B- 9087 80.5
Dersin giigliik algisi 1: Zor 3312 29.3
2: Orta Gugliikte 5260 46.6
3: Kolay 2722 24.1

Tablo 1'e gore, dgrencilerin gogunlukla A/B notu bekledikleri ve aldiklari,
dersleri orta zorlukta gordiikleri goriilmektedir. Calismanin 2020-2021 akademik
yilinda iiniversiteye kayit yaptiran ve giiz ddneminde {iniversite tarafindan uygulanan
Ogretim siireglerinin  kalitesini degerlendirme anketine katilan &grencilerin
yanitlartyla sinirli oldugu goz 6niinde bulundurulmalidir.

Etik Raporu

Tiim arastirma materyalleri ve tiim veri ve analiz kodlar ilgili yazardan temin
edilebilir. Veriler aragtirmacilar tarafindan toplanmadigi igin etik izin alinmamistir.
Verilerin kullanimi i¢in {iniversiteden izin alinmustir.
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Verilerin Analizi

Arastirmanin ilk alt problemini yanitlamak {izere, beklenen not ile alinan not
arasindaki bagimsizlik iliskisini incelemek i¢in Ki-Kare bagimsizlik testi
kullanilmigtir. Alinan notun bagimli degisken ve beklenen notun bagimsiz degisken
oldugu durumda degigkenler arasindaki iliskiyi bulmak i¢in Somer'in D katsayist
hesaplanmistir (Metsdmuuronen, 2020; Newson, 2002; 2006). ikinci alt problemi
yanitlamak i¢in dncelikle, degiskenlerden biri kontrol edildiginde diger iki degisken
arasindaki iligkinin miktarini ve yoniinii belirlemeye olanak taniyan kismi korelasyon
katsayisi1 (Field, 2009; Howell, 2010) beklenen not, alman not ve ders zorlugu algisi
icin analiz edilmistir. Ancak korelasyon analizi genellikle degiskenler arasindaki
iliski hakkinda bilgi verirken, degiskenlerin diizeyleri arasindaki etkilesim hakkinda
bilgi vermez. Ornegin, yiiksek beklentili dgrencilerin diisiik beklentili 6grencilere
gore yiiksek not alma olasiliklarinin nasil arttig1 hakkinda bilgi sahibi olabilmek i¢in
degiskenler arasindaki iligkinin modellenmesi ve etkilesimlerin belirlenmesi
gerekmektedir. Bu amagla, degisken kategorileri arasindaki iligkileri géormek i¢in ilgili
degiskenler arasindaki iliskiyi modellemek ve degiskenlerin ana etkisini ve etkilesim
etkisini ortaya ¢ikarmak igin az varsayim gerektiren ¢ok diizeyli frekans analizi ve
log-lineer analiz uygulanmistir.

Son olarak, beklenen not, alinan not ve ders zorlugu algis1 arasindaki iliskileri
gorsel olarak yorumlamak i¢in ¢oklu uyum analizi gergeklestirilmistir (Greenacre,
2010). ikiden fazla kategorik degisken arasindaki iliskiler ¢ok diizeyli frekans analizi
veya bu analizin bir uzantis olarak log-lineer model analizi ile degerlendirilmektedir
(Tabachnick ve Fidell, 2013). Log-lineer model analizi, ¢ok yonlii ¢apraz siniflama
tablolarinin agiklanmasinda sistematik bilgi saglayan, degiskenler arasindaki iligkileri
ve etkilesimleri ortaya koyan ve siral1 verilerde de kullanilabilen bir analizdir (Green,
1988). Bu analizde alinan not satir, beklenen not siitun ve dersin zorluk derecesi algis1
tabaka degigskeni olarak belirlenmistir (Satir(i): Alinan not (i=1,2,3); siitun(j):
Beklenen not (j=1,2,3); Tabaka(k): Dersin zorlugu (k=1,2,3)). Cok diizeyli frekans
analizinde test edilen modeller Tablo 2'de sunulmustur (Aktas vd., 2021).
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Tablo 2
Alinan Not, Beklenen Not ve Dersin Giigliik Diizeyi Algisi Degiskenlerinin M0-M§
Model Tammlart
Tamm Model Hipotez
Bagimsizlik modeli MO HO: Alinan not, beklenen not ve dersin
giicliik diizeyi algis1 birbirinden bagimsizdir.
Kismi bagimsizlik M1 HO: Alinan not, beklenen not ve dersin
modeli giicliik diizeyi algisindan bagimsiz, beklenen
not ve dersin giigliik diizeyi algis1 bagimlidir.
M2 HO: Beklenen not, alinan not ve dersin
giiclik diizeyi algisindan bagimsiz, alinan
not ve dersin giigliik diizeyi algis1 bagimlidir.
M3 HO: Dersin giigliik diizeyi algisi, alinan not
ve beklenen nottan bagimsiz, alinan not ve
beklenen not bagimlidir.
Kosullu bagimsizlik M4 HO: Dersin giiclik diizeyi algisinin her
modeli diizeyinde alinan not ve beklenen not
bagimsizdir.
MS5 HO: Beklenen notun her diizeyinde alinan not
ve dersin giicliik diizeyi algis1 bagimsizdir.
M6 HO: Alinan notun her diizeyinde beklenen
not ve dersin giiglik diizeyi algisi
bagimsizdir.
Karsilikli bagimsizlik M7 HO: Alman not, beklenen not ve dersin
modeli giiclik diizeyi algis1 degiskenlerinin tiim
ikili etkilesimleri bagimsizdir.
Doygun model M8 HO: Alinan not, beklenen not ve dersin

giicliik diizeyi algis1 degiskenleri igin tiim
ana, ikili ve Uglii etkilesimler bagimsizdir.

Bir modeldeki ilgili degiskenlerin ana ve etkilesim etkilerini ayrmtili olarak
incelemek ve parametre tahminleri yapmak i¢in Log-Lineer Modelleme kullanilmigtir
2013). Log-Linear Modelleme, ilgilenilen etkilerin
biiyilikliigiiniin tahmin edilmesini ve farkli degiskenlerin etkilerinin goreli 6neminin
ortaya cikarilmasini igerir. Log-Lineer Model tanimlari Tablo 3'te verilmistir

(Tabachnick ve Fidell,

(Christensen, 1997).
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Tablo 3

Log-Lineer Model Tanimlar
Log-Lineer Model Model Terim
g(Eiji) = A+ Ay + A0y + Aso MO [1112]1[3]
0g(Eiji) = A+ Ay + Aoy + Asqy + Aaagjioy Ml [1][23]
0g(Eiji) = A+ Ay + Aoy + Az + Az M2 [2][13]
0g(Eiji) = A+ Ay + Aoy + Asey + Mgy M3 [31[12]
0g(Eiji) = A+ Ay + Aoy + Asey + Aany + Azsgey M4 [13][23]
0g(Eiji) = A+ Ay + Aoy + Az + Az + Azsgiy MS [12][23]
10g(Eiji) = A+ Ay + Aoy + Asy + Magijy + Msry MO [12][13]
log(Eiji) = A+ Ay + Aoy + Asqey + Az + M7 [12][13][2
Misiny T Aasgin 3]
log(Eiji) = A+ Ay + Aoy + Asqiey + Az + M8 [12][13][2
Misqiy + Aasginy T Masgiji 3][123]

MBS olarak gosterilen ve tiim ana ve etkilesim etkilerini i¢geren model "doymus
hiyerarsik logaritmik dogrusal model" olarak tanimlanmaktadir. Hiyerarsik
logaritmik dogrusal modellerde, yiiksek dereceli bir terim modele dahil edilirse, tim
alt terimlerin modele dahil edilmesi beklenir (Andersen, 1994).

Bulgular
Bu béliimde, arastirmanin alt problemlerini yanitlamak {izere elde edilen
bulgular sunulmaktadir.

Beklenen Not ve Ahnan Nota fliskin Ki-Kare Bagimsizlik Testi Bulgular

Tablo 4’te beklenen not ve alinan not degiskenlerine yonelik gozlenen ve
beklenen frekanslarin yer aldigi 3x3’liik ¢apraz tablo ile beklenen not ve alinan not
degiskenlerinin bagimsiz olduguna yo6nelik yokluk hipotezi Ki Kare bagimsizlik testi
sonuglar1 yer almaktadir.
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Tablo 4
Beklenen Not ve Alinan Not Degiskenlerinin Gozlenen (f,) ve Beklenen (f,)
Frekanslart
Beklenen not
F C-D B-A Toplam
fq 89 219 148 456
f 6.3 82.9 366.9 456.0
F % Alinan not %19.5 %48.0 32.5% %100.0
o,
r{‘(’) DI 574 %07 16% %40
% Toplam %0.8 %1.9 1.3% %4.0
fq 43 1205 1798 3046
f 41.8 553.4 2450.8 3046.0
Almnan C-D % Alinan not %1.4 %39.6 59.0% %100.0
not 0
r{‘(’) . Beklenen 77 o587 19.8%  %27.0
% Toplam %0.4 %10.7 15.9% %27.0
fq 23 628 7141 7792
fi 106.9 1415.7 6269.3 7792.0
B-A % Alinan not %0.3 %38.1 91.6% %100.0
o,
r{‘(’) . Beklenen o 140 04306 78.6%  %69.0
% Toplam %0.2 %5.6 63.2% %69.0
fq 155 2052 9087 11294
f 155.0 2052.0 9087.0 11294.0
Toplam Zf) Al};ne;{ri not Zf)i;() %18.2 80.5% %100.0
o bexenen 7olTU- 04100.0 100.0%  %100.0
not 0
% Toplam %1.4 %18.2 80.5% %100.0
X? =3014.695 df=4 p=.000

Tablo 4'e gore, daha yiiksek not alan 6grencilerin daha dogru not beklentilerine
sahip oldugu sonucuna ulastlmistir.

Ayrica; F notu alan 456 6grencinin 148'1 (%32.5) A/B notu, 219'u (%48) C/D
notu ve 89'u (%19.5) F notu beklemektedir. F notu alan 6grencilerin sadece yaklagik
%?20'sinin beklentileriyle uyumlu not aldiklar1 goriilmektedir.

C/D notu alan 3046 6grencinin 1798'i (%59) A/B notu, 1205'i (%39.6) C/D notu
ve 43" (%1.4) F notu beklemektedir. C/D notu alan dgrencilerin yaklasik %401
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beklentileriyle oOrtiisiirken, %359'u beklenenden daha diisiik, yaklagik %l1'i ise
beklenenden daha yiiksek not almistir.

A/B notu alan 7792 &grencinin 7141'i (%91.6) A/B notu, 628'1 (%8.1) C/D notu
ve 23 (%0.3) F notu almay1 beklemektedir. A/B notu alan 6grencilerin yaklagik
%92'sinin beklentileriyle uyumlu not aldiklar1 goriilmektedir.

Ayrica Tablo 2'de yer alan Ki-Kare analizi bulgularina gore beklenen not ile
alinan not degiskenlerinin birbirinden bagimsiz olmadigi goriilmektedir (X2 =
3014.70; X* > X§o14;p = 0.00 < @ = 0.05). Alman not bagimh degisken ve
beklenen not bagimsiz degisken oldugunda hesaplanan Somer'in d katsayisi
degiskenler arasinda pozitif yonlii orta diizeyde anlamlidir (D= 0.51, p=0.00< o=
0.01) (Metsamuuronen, 2020; Newson, 2002; 2006).

Beklenen Not, Alinan Not ve Dersin Zorluk Derecesi Algis1 Degiskenlerine liskin
Cok Diizeyli Frekans Analizi ve Log-Lineer Analiz Sonuc¢lari

Kismi Korelasyon Analizi Sonuclart

Alman not ile beklenen not arasindaki Spearman rho korelasyon katsayisi rxy
=0.44 (p<.05) iken, dersin zorluk derecesi algisi kontrol edildiginde alinan not ile
beklenen not arasindaki kismi korelasyon katsayisi rzxy =0.41'dir (p<.05). Alinan not
ile beklenen not arasinda orta diizeyde pozitif bir iliski vardir. Daha 6nce de tespit
edildigi gibi, not beklentisi yiikseldik¢e alinan not da yilikselmektedir. Alinan nottaki
varyansin yaklasik %19'u beklenen not varyans: tarafindan agiklanmaktadir. Ders
zorluk algis1 kontrol edildiginde, beklenen not varyansi alinan nottaki varyansin
yaklasik %17'sini agiklamaktadir. Ders zorluk algisinin bu iki degisken arasindaki
iliski tizerindeki etkisi oldukea kiigiiktiir. Degiskenler arasindaki iliskiyi modellemek
ve etkilesimleri belirlemek i¢in Cok Diizeyli Frekans Analizi ve Log-Lineer Model
analizi yapilmigtir.

Cok Diizeyli Frekans Analizi Bulgulari

Tablo 5, alinan not, beklenen not ve dersin zorluk derecesi algisi degiskenlerinin
MO0-MS8 Model analizi bulgularini 6zetlemektedir

Tablo 5

Alnan Not, Beklenen Not ve Dersin Giicliik Diizeyi Algisi Degiskenlerinin MO0-M8
Modelleri I¢in Ozet Tablo

Model MO M1 M2 M3 M4 M5 M6 M7 M8
G 3126.45 229491  2630.65 96538 1799.11 133.83 469.58 11.82 0
sd 20 16 16 16 12 12 12 8 0
p .000 .000 .000 .000 .000 .000 .000 .16 1

AIC - - - - - - - 418 -
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Tablo 5'te rapor edildigi lizere, alinan not, beklenen not ve dersin zorluk derecesi
algis1 degiskenleri arasindaki iliskiler M7 karsilikli bagimsizlik modeline uyum
gostermektedir (G?=11.82; p=.16>0=.05). Buna gore, "HO: Alinan not, beklenen not
ve dersin zorluk diizeyi algisi degiskenlerinin iki yonlii etkilesimlerinin tiimi
bagimsizdir" hipotezi reddedilemez. Alinan not ile beklenen not arasindaki, alinan not
ile dersin zorluk diizeyi algis1 arasindaki ve beklenen not ile dersin zorluk diizeyi
algis1 arasindaki iki yonlii etkilesimler anlamli olmakla birlikte, bu etkilesimler
birbirinden bagimsizdir. Belirlenen degiskenlerin ana ve etkilesim etkilerini bir model
icinde ayrmtili olarak degerlendirmek i¢in log-lineer modelleme yapilmistir

Log-Lineer Analiz Bulgular

Tablo 6, degiskenlerin ana etki, iki yonlii ve ii¢ yonlii etkilesim etki terimlerinin
anlamliligina iliskin Log-Lineer Modelleme Analizi bulgularini sunmaktadir.

Tablo 6

Alnan Not, Beklenen Not ve Dersin Giicliik Diizeyi Algisi Degiskenlerinin Ana Etki,
1ki ve Ug Yonlii Etkilegsim Terimlerinin Onem Kontrolii
K-Way ve High Order Etkiler

Olasilik Orani Pearson
2 2
K sd X P X P
1 26 24687.114 000 39373386 .000
K-way ve High Order , 20 3126454 000 5286339  .000
Etkiler?
3 8 11.817 160 11452 177
1 6 21560.660 .000 34087.047 .000
K-way Etkileri® ) 12 3114637 000 5274887  .000
3 8 11.817 160 11452  .177

Tablo 6'da belirtildigi ilizere, alinan not, beklenen not ve dersin zorluk derecesi
algis1 degiskenlerinin ana etkileri ve bu degiskenlerin iki yonlii etkilesimleri anlaml
iken (p=.00 < a=.05), degiskenlerin ii¢ yonlii etkilesimi anlaml1 degildir (p=.16 >
0=.05). Degiskenlerin hangi ana etkilerinin ve iki yonlii etkilesimlerinin anlamli
oldugunu belirlemek i¢in yapilan kismi iligskilendirme analizi sonuglar1 Tablo 7'de
sunulmustur.
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Tablo 7

Alinan Not, Beklenen Not ve Dersin Giicliik Diizeyi Algist Degiskenlerinin Kismi Iliski
Sonuclart

Kismi iligkiler

Etki sd Kismi Ki-Kare p

AlmanNot*BeklenenNot 4 1787.297 .000
AlmanNot*DersGiiglitk 4 122.017 .000
BeklenenNot*DersGiigliik 4 457.762 .000
AlmanNot 2 8120.768 .000
BeklenenNot 2 12535.279 .000
DersGigliik 2 904.613 .000

Tablo 7'ye gore, alinan not, beklenen not ve dersin zorluk diizeyi algisi
degiskenlerinin tiim ana etkileri ve iki yonlii etkilesimleri anlamlidir (p=.00 < a=.05).

Tablo 6 ve Tablo 7'den elde edilen bulgular ¢ok diizeyli frekans analizi
bulgularini destekler niteliktedir. Ayrica, alinan not, beklenen not ve dersin algilanan
zorluk diizeyi degiskenlerinin geriye dogru eleme yontemiyle yapilan model
seciminde tiim ana etkilerinin ve iki yonli etkilesimlerinin anlamli oldugu modelle
uyumlu oldugu goriilmektedir (G*=11.82; p=.16 > ¢=.05). Bu durumda en iyi model
asagidaki gibi tanimlanmaktadir:

log(Eijk) = A+ Munannot(i) T Apekienennot(j) T Aguctikatgisi(io)
+ )\AlmanNot x BeklenenNot(ij) + )‘AllnanNot x GuglikAlgisi(ik)
+ ABeklenenNot x GuglikAlgisi(jk)

Alman not, beklenen not ve dersin zorluk derecesi algis1 degiskenlerine karsilik
gelen en iyi model i¢in parametre tahminleri Tablo 8'de verilmistir. Parametre
tahminlerinde "A/B" kategorisi alinan not ve beklenen not degiskenleri i¢in, "Kolay"
kategorisi ise dersin zorluk diizeyi algisi degiskeni igin referans kategori olarak
tanimlanmuistir.
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Tablo 8

Alinan Not, Beklenen Not ve Dersin Gii¢liik Diizeyi Algist Degiskenlerine Uyan En i
Model I¢in Parametre Tahminleri

Parametre Tahmin Std. V4 p 95% Giiven Arahg: ODDs
Hata Alt Simir  Ust Simir

Sabit 7.636 .022 350.729 .000  7.594 7.679 2071.

44

[AlmanNot = F] -4.073 141 -28.869 .000  -4.349 -3.796 0.02

[AlinanNot = C/D] -1.633 .051  -31.779 .000 -1.733 -1.532 0.20

[BeklenenNot = F] -6.311 305 -20.713 .000  -6.909 -5.714 0.00

[BeklenenNot = C/D] -3.313 .084  -39.448 .000 -3.478 -3.148 0.04

[DersGiigliik Zor] -.306 .033  -9.287 .000  -370 -.241 0.74

[DersGiigliik Orta] 537 .027  19.660 .000 483 .590 1.71

[AlmanNot = F] * 5.006 251 19.928 .000 4514 5.498 149.3

[BeklenenNot = F] 1

[AlmanNot = F] * 2.648 118 22381 .000 2416 2.879 14.13

[BeklenenNot = C/D]

[AlinanNot = C/D] * 1.849 261 7.087 .000 1.338 2.361 6.35

[BeklenenNot = F]

[AlinanNot = C/D] * 1.899 .057  33.197 .000 1.787 2.011 6.68

[BeklenenNot = C/D]

[AlmanNot = F] * 708 159 4442 .000 .396 1.021 2.03

[DersGiigliik Zor]

[AlmanNot = F] * -.007 .163 -046 964  -327 312 0.99

[DersGiigliik Orta]

[AlmanNot = C/D] * 619 066  9.368 .000 490 749 1.86

[DersGiigliik Zor]

[AlmanNot = C/D] * .192 062 3.126 .002 .072 313 1.21

[DersGiigliik Orta]

[BeklenenNot = F] * 1.439 272 5.281  .000 905 1.973 4.22

[DersGiigliik Zor]

[BeklenenNot = F] * .161 299 537 591 -426 748 1.17

[DersGiigliik Orta]

[BeklenenNot = C/D] * 1.603 .088  18.119 .000  1.430 1.777 4.97

[DersGiigliik Zor]

[BeklenenNot = C/D] * 7.636 .022 350.729 .000  7.594 7.679 2071.

[DersGiigliik Orta] 44

Tablo 8'deki parametre tahminlerinde, alinan notun F ve dersin zorluk diizeyi
algisinin orta zorlukta oldugu (z=-0.05, p>.05) ve ayni sekilde beklenen notun F ve
dersin zorluk diizeyi algisiin orta zorlukta oldugu (z=0.54, p>.05) kategori
etkilesimleri disindaki tiim iki yonlii etkilesimlerin anlamli oldugu goriilmektedir. F
diisiik not, C/D orta not ve A/B yiiksek not olarak kabul edilirse, genel olarak referans
kategorilerine gore olasiliklar incelendiginde;

e Beklenen not arttik¢a diisiik not alma olasiligi azalir. Orta not alma olasilig
beklenen notun diisiik veya orta olmasina gore farklilik gostermez.

e Ogrenciler dersin daha kolay oldugunu diisiindiikce diisiik not alma olasiliklari
azalir.
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e Opgrenciler dersin daha kolay oldugunu diisiindiikge diisiik not bekleme
olasiliklar1 azalir.

Alman not ile beklenen not arasinda bir bagimlilik iligki vardir. Alinan not ve
beklenen not igin yliksek not referans kategori olarak alindiginda, degiskenler
arasindaki bagimliligin en ¢ok alman notun orta ve beklenen notun orta oldugu
durumlarda goriildiigii sonucuna varilmaktadir (z=33.20). Orta not alma olasilig1,
yiiksek not alma olasiligindan yaklasik 6.7 kat daha yiiksektir. Diisiik not bekleyen
ogrencilerin diisiik not alma olasilig1 ise yliksek not alma olasiliginin yaklasik 149
katidur.

Alman not ile dersin zorluk derecesi algisi arasinda bir bagimlilik iligki vardir.
Alinan not i¢in yiiksek ve dersin zorluk derecesi algisi i¢in kolay kategorileri referans
alindiginda, degiskenler arasindaki bagimlilik en ¢ok alinan notun orta ve dersin
zorluk derecesi algisinin zor oldugu durumda ortaya ¢ikmaktadir (z=9.37). Dersin zor
oldugunu diisiinen 6grencilerin orta not alma olasilig1 yiiksek not alma olasiligindan
yaklasik 1.9 kat daha fazladir. Dersin zor oldugunu diisiinen 6grencilerin diisiik not
alma olasilig1, dersin kolay oldugunu diisiinenlerin yaklasik iki katidur.

Beklenen not ile dersin zorluk derecesi algis1 arasinda bir bagimlilik iliski vardir.
Beklenen not i¢in yiiksek ve dersin zorluk diizeyi algis1 i¢in kolay referans kategorileri
olarak alindiginda, degiskenler arasindaki bagimlilik beklenen not orta ve dersin
zorluk diizeyi algis1 zor oldugunda en yiiksektir (z=18.12). Dersin zor oldugunu
diistinen 6grencilerin orta not bekleme olasilig1 yiiksek not bekleme olasiligindan 5
kat daha fazladir. Dersin zor oldugunu diigiinen &grencilerin diisiik not bekleme
olasilig, kolay oldugunu diistinenlerin yaklasik 4.2 katidir.

Beklenen not, alman not ve dersin zorluk derecesi algis1 arasindaki iliskiyi gorsel
olarak yorumlayabilmek i¢in ¢oklu uyum miitekabiliyet analizi yapilmig ve analiz
sonucunda olusturulan grafik Sekil 1'de verilmistir.

Sekil 1

Beklenen Not, Alinan Not ve Dersin Giigliik Diizeyi Algisi Degiskenlerinin Coklu
Uyum Analizi Grafigi

Coklu Uyum Analizi Grafigi

AlinanNot
BeklentiNot
dersin guglok dozeyi

Boyut 2
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Sekil 1'e bakildiginda, dersin zorluk derecesinin kolay veya orta oldugunu
diisiinen o6grencilerin ¢ogunlukla A/B notu bekledikleri ve A/B notu aldiklari, benzer
sekilde dersin zorluk derecesinin zor oldugunu diisiinen dgrencilerin ¢ogunlukla C/D
notu bekledikleri ve CD notu aldiklar1 goriilmektedir. Ayrica, F notu bekleyen ve F
notu alan Ogrencilerin dersin zorluk derecesine iliskin genel bir algiya sahip
olmadiklari, buna karsin dersin zor oldugu algisina daha yakin olduklar
goriilmektedir.

Tartisma, Sonug ve Oneriler

Arastirmanin ilk alt problemi beklenen not ile alinan not arasindaki iligkiyi
incelemeyi amaglamigtir. Bulgularin analizi, A/B notu alan 6grencilerin beklentileri
ile aldiklar1 notlar arasindaki iligkinin yiiksek diizeyde oldugunu gostermektedir. C/D
notu alan Ogrencilerin beklentileri ile aldiklari notlar arasindaki iligki orta
diizeydeyken, F notu alan 6grencilerin beklentileri ile aldiklari notlar arasindaki iligki
diistik diizeyde kalmaktadir. Buna gore, 6grencilerin notlar1 arttikga beklentileri ve
notlar1 arasindaki uyum da artmaktadir.

Ogrencilerin beklentileri ve akademik performanlar1 arasindaki pozitif yondeki
iliskiyi ortaya koyan ¢alismalar bulgumuzu kismen desteklemektedir (Friedman ve
Mandeli 2019; Wu, 2019). Ogrencilerin not beklentileri ile notlar1 arasindaki uyum,
beklenti teorisi baglaminda birgok arastirmaci tarafindan incelenmistir. Vollmer
(1986) not beklentisinin notlarla pozitif iligkili oldugunu bulmustur. Vollmer'in
arastirmasinin sonuglarina gore, hazirlik siiresi, gegmis notlar ve algilanan yetenek
kontrol edildikten sonra bile beklenti ve notlar arasinda bir iliski vardir. Ote yandan,
Vollmer beklentinin ¢abaya neden olduguna dair bir sonu¢ bulamamistir (1986).
Malloch ve Michael (1981) tiniversite 6grencileriyle yaptiklari arastirmada, notlarin
yetenek ve beklenti tarafindan tahmin edilebilecegini, ancak deger ve aragsallik
faktorlerinin 6grenci performansinin tahmin edilebilirligine katkisinin ¢ok diisiik
oldugunu ortaya koymustur. Bu ¢aligmalar kisileraras1 bir yaklagimla modellenirken,
son donemdeki kisi odakli ¢aligmalarda beklenti kuramindaki bireysel deger algisi
onemli bir faktor olarak ortaya ¢ikmaktadir. Diger bir deyisle, bazi ¢aligmalar bireysel
deger kararlariin gergek basar1 beklentilerinden daha motive edici oldugunu ortaya
koymaktadir (Griffin ve Harrell, 1991; Snead, 1991, Geiger ve Cooper, 1995).

Estes ve Polnick (2012) yiiksekogretime iliskin ¢aligmalarinda ¢abanin en ¢ok
deger algisindan etkilendigi sonucuna varmislardir. Mevcut ¢alismada, 6grencilerin
deger algis1 yiiksek notlar olabilir ve yiiksek not almaya verdikleri deger onlar1 yiiksek
not almaya motive etmis olabilir. Geiger ve Cooper (1995) ¢alismalarinda beklenti
teorisindeki deger faktdriiniin 6grenci performansimi agiklamada ozellikle 6nemli
oldugunu belirtmektedir: Daha yiiksek bir ders notu almanin ¢ekiciligi, 6grencileri
daha yiiksek bir not almanin gergek basarilabilirliginden daha fazla motive edebilir.
Yiiksek beklentiler ile yiiksek notlar arasinda yiiksek bir korelasyon oldugunu
gosteren galismamizin sonuglari literatiirdeki basart ve yiiksek beklenti uyumu ile
ilgili caligmalarin sonuglariyla (Geiger ve Cooper, 1995; Pekrun, 1993; Pinxten vd.,
2014; Steinmayr ve Spinath, 2009) tutarlidir. Bu bulgu, ytiksek notlara deger veren ve
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yiiksek notlar i¢in sorumluluk alan 6grencilerin ayn1 zamanda yiiksek beklentilere ve
not uyumuna sahip olacagi seklinde yorumlanabilir. Akademik basarist yiiksek
ogrenciler not beklentilerini ve dolayisiyla ¢abalarini da artirabilirler. DiYanni ve
Borst (2020) ile Moodly vd. (2022) diniversite ogrencilerinin akademik
performanslarinin motivasyon diizeyleri ile olumlu iliskisini ortaya koymustur. Ote
yandan, Putwain vd.’ye (2019) gore, yiiksek deger diisiik basar1 beklentilerine karst
performanst koruyabilir ve yliksek basari beklentileri de diisiik degere karst
performansi koruyabilir.

Caligmanin ilk problemiyle ilgili bir bagka sonu¢ da alinan notlarin diigmesiyle
not uyumunun azalmasidir. Ogrencilerin notlar1 diistiikge, not beklentileri artma
egilimine girmektedirler ve bu durum notlarin C/D'den F'ye diismesinde belirgin bir
sekilde goriilmektedir. Egitim ortamlarinda yapilan bir¢ok ¢alisma, 6grencilerin sinav
performanslar1 konusunda kendilerine asir1 glivendiklerini ortaya koymaktadir (Foster
vd., 2017; Fritzsche, Hindel ve Kréner, 2018; Miller ve Geraci, 2011). Ogrenciler
kendi performanslarina yonelik degerlendirmelerini genellikle performanslar ile
uyumlu olarak degerlendirememektedirler (Dunning vd., 2003, 2004; Couchman vd.,
2016; De Bruin vd., 2017; Sanchez ve Dunning, 2018; Coutinho vd., 2020).
Literatiirde, kisinin i¢inde bulundugu durumu abartmasin agiklayan 6nemli bir teori
bulunmaktadir. Dunning-Kruger etkisi olarak bilinen bu teori, diisiik performans
gosteren 6grencilerin 6z degerlendirme konusunda tistbiligsel beceri eksikligine sahip
oldugunu ifade etmektedir (De Bruin vd., 2017; Héndel ve Fritzsche, 2016; Kruger ve
Dunning, 1999). Baska bir deyisle, diisiik performans gosteren 6grencilerin igerik
bilgisi eksikliklerinin yani sira igerik bilgisi eksikliklerini fark etmelerini saglayacak
iistbiligsel becerilerden de yoksun olduklari varsayilmaktadir (Lindsey ve Nagel,
2015). Kruger ve Dunning (1999) bu olguyu "Belirli bir alandaki yetkinligi olusturan
ayni beceriler, genellikle o alandaki yetkinligi degerlendirmek igin gerekli olan
becerilerle aynmidir" seklinde agiklamaktadir.

Farkli alanlardan ve farkli kiiltlirlerden Ogrencilerle yapilan g¢alismalar, iyi
performans gostermeyen Ogrencilerin kendilerini degerlendirirken yeteneklerini
oldugundan fazla tahmin ettiklerini belirtmektedir (Coutinho vd., 2024; Ehrlinger ve
Dunning, 2003; Ehrlinger vd., 2008; Karatjas, 2013; Kruger ve Dunning, 1999;
Rebello, 2012; Pazicni ve Bauer, 2014; Pennycook vd., 2017; Sheldon vd., 2014).
Rebello (2012), en kotii notlar1 alan 6grencilerin tahminlerinin digerlerine gére daha
da koti oldugunu belirtmistir. Bu sonug¢ bizim aragtirma sonucumuzla tutarlidir.
Dunning-Kruger etkisi lizerine yapilan ¢alismalarin sistematik bir incelemesini yapan
Mahmood (2016), 34 c¢alismada (%64) katilimcilarin gergek becerilerine kiyasla
kendi bildirdikleri becerileri oldugundan fazla tahmin ettiklerini bildirmistir. Ayrica,
sadece iki caligma (%4) katilimcilarin becerilerini tamamen hafife aldiklarini
gostermistir. Gergek becerileri yiiksek olanlarin becerilerini oldugundan az gosterme
orani, gergek becerileri diigsiik olanlarin becerilerini oldugundan fazla gdsterme
oranindan oldukg¢a diisiiktiir. Mevcut ¢alismamizda, yiiksek not alan Ogrencilerin
notlarint oldugundan diisiik tahmin etme orani, diisiik not alan 6grencilerin notlarini
oldugundan yiiksek tahmin etme oranindan oldukga diisiiktiir. Benzer sekilde, yiiksek
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not alan 6grencilerin not tahminleri, diisiik not alan d6grencilerin not tahminlerinden
daha tutarlidur.

Dunning-Kruger etkisi Bat1 toplumlarinda kapsamli bir sekilde incelenmisken,
Dogu toplumlarinda bu olguya iliskin arastirmalar nispeten sinirlidir. Bu durum, Dogu
toplumlarinin Bat1 toplumlarina kiyasla daha kolektivist oOzellikler sergileme
egiliminde olmalarina baglanabilir. (Hofstede, 1980). Arastirmalar kolektivist
kiiltiirlerdeki bireylerin bireyci kiiltiirlerdeki bireylere gore daha diisiik 6zgilivene
sahip oldugunu ortaya koymaktadir (Heine vd., 2000; Kitayama vd., 1997). Bunun
temel nedeni, topluluk¢u kiiltiirlerin sosyal uyum ve bagliligi, bireyci kiiltiirlerin ise
teklik ve farkliligi vurgulama egiliminde olmalar1 olabilir. Tirk toplumunun
kolektivist 6zellikleri g6z oniine alindiginda, Dunning-Kruger etkisinin bu ¢aligmada
ve literatiirdeki diger ¢aligmalarda go6zlemlenmesi, bu etkinin evrensel
uygulanabilirlige sahip olabilecegini diisiindiirmektedir. Ancak bu bulgularin tam
olarak yorumlanabilmesi i¢in daha fazla ¢alismaya ihtiyag¢ vardir. Coutinho vd. (2020)
Birlesik Arap Emirlikleri'ndeki kiz &grenciler iizerinde Dunning-Kruger etkisini
tekrarlayan bir caligma yiiritmiistiir. Arastirma, bu c¢alismada bulunan Dunning-
Kruger etkisinin kiiltiirel baglamdan bagimsiz oldugu sonucunu desteklemektedir.

Arastirmanin ikinci alt problemi, 6grencilerin not beklentileri, akademik bagar1
diizeyleri ve ders zorluk algilari arasindaki iliskileri analiz etmeyi amaglamstir.
Analiz edilen bulgulara gore, alinan not ile dersin zorluk algisi arasinda ve beklenen
not ile dersin zorluk algis1 arasinda belirgin bir bagimlilik iligkisi vardir. Ozellikle,
dersin zor oldugunu diisiinen 6grencilerin kolay oldugunu diisiinenlere kiyasla diisiik
not alma olasiliklarinin daha yiiksek oldugu ve benzer sekilde, dersin zor oldugunu
diisiinen Ogrencilerin kolay oldugunu disiinenlere kiyasla diisik not bekleme
olasiliklarinin daha yiiksek oldugu sonucuna varilmistir. Ancak, alman not ile
beklenen not arasindaki iliski dersin zorluguna iliskin algidan bagimsizdir. Diger bir
deyisle, 6grencilerin dersin zorluguna iliskin algilari, alinan not ile beklenen not
arasindaki iliskiyi agiklayici bir faktor degildir.

Beklenti teorisine gore, bireyin beklenti algisini etkileyen faktdrlerden biri de
hedefin zorlugudur (Chiang ve Jang, 2008; Scholl, 2002). Buna bagh olarak, kisinin
¢abasinin arzu edilen bir performansa yol acacagi beklentisi, hedefin algilanan
zorlugu ile iligkilidir. Birey, gerceklestirilmesi zor olan yliksek noktalarda hedefler
belirlediginde, hedeflere ulasilacagina dair inang ve dolayisiyla bireyin beklentisi
azalabilir. Dunning-Kruger etkisi lizerine yapilan ¢alismalar, gorev konusunun
zorlugunun hem disiik hem de yiiksek performans gosterenler i¢in tahminleri
azalttigim belirtmektedir (Burson vd., 2006). Moore ve Healy (2008) de zor
gorevlerdeki performansin diisiik tahmin edildigini savunmaktadir. Ote yandan, hedef
belirleme teorisi, en zor hedeflerin performansi artirmak i¢in en etkili hedefler
oldugunu savunmaktadir (Latham vd., 2017; Locke ve Latham, 2019,). Ayrica Chen
ve Latham (2014), zor bir 6grenme hedefinin zor bir is hedefinden daha yiiksek
performansa yol agtigint 6ne siirmektedir. Bu sonuglar bizim c¢alismamizla
¢elismektedir.
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Beklenti teorisine gore zor bir hedefe ulagmak da zordur (Locke ve Latham,
2019). Bu geliski, 6grencilerin 6z yeterlilikleri iizerine ek caligmalar yapilarak
coziilebilir. Oz yeterlilik, kisinin bir gérevi yerine getirme yetenegine olan inancini
tanimlar (Bandura, 1997). Zorlu durumlarda, diisiik 6z yeterlilik algisina sahip olanlar
cabalarini azaltabilir veya tamamen vazgegebilirken, yiiksek yeterlilik algisina sahip
olanlar daha fazla ¢abayla zorlugun iistesinden gelmeye ¢alisabilir. Hedef belirleme
teorisinde Locke vd. (1988) deger yonelimindeki kiiltiirel farkliliklarin hedef
belirleme ¢aligsmalarindaki tutarsizliklar i¢in bir agiklama saglayabilecegini
belirtmektedir. Zorlu hedefler ile yiiksek performans arasindaki iligkinin kiiltiirel
baglamda degerlendirildigi varsayimimndan hareketle, giic mesafesinin Bati
toplumlarina kiyasla daha ytiksek oldugu Tiirkiye'de bireysel davranislar etkileyen
kiiltiirel yatkinliklar bu sonuca katkida bulunmus olabilir. Bu sonucu destekler
nitelikte, bagka bir calismanin bulgulari, yiiksek glic mesafesindeki 6grencilerin
belirledikleri hedeflerin zorlugunun, diigiik gilic mesafesindeki 6grencilerin
belirledikleri hedeflerden anlamli derecede daha diisiik oldugunu gdstermistir
(SueChan ve Ong, 2002). Mevcut ¢alismada elde edilen bulgular beklenti kuramu,
Dunning-Kruger etkisi ve hedef belirleme kuramimi kiiltiirel farkliliklarla
yorumlamamiza kapi aralasa da, korelasyonlar1 agiklamak i¢in bize yeterli bilgi
saglamamaktadir.

Bu ¢alismanin ilk sonucu olarak, 6grencilerin notlar1 yiikseldik¢e beklentileri ile
notlar1 arasindaki uyumun da arttig1 goriilmiistiir. Diger sonug ise, dersi zor olarak
algilayan 6grencilerin diisiik not alma olasiliklarinin kolay olarak algilayanlara gore
daha yiiksek oldugu ve benzer sekilde, dersi zor olarak algilayan 6grencilerin diistik
not beklentilerinin kolay olarak algilayanlara gore daha yiiksek oldugu bulunmustur.

Bu ¢alismanin 6nemli bir kisitliligi, beklenti kuraminin bilesenlerinin (beklenti,
degerlik, aragsallik) ayr1 ayr1 incelenmemis olmasidir. Gelecek ¢aligmalarda, beklenti
kuraminin bilesenlerinin 6grenci motivasyonu iizerindeki olas1 katkilar1 ayr1 ayn
incelenebilir. Bu ¢aligmada alinan not ile beklenen not arasindaki iligki algilanan ders
zorlugu ile birlikte degerlendirilmistir; sonraki ¢caligmalarda 6grencilerin 6gretmen ve
ders hakkindaki goriislerinin alinan not ile beklenen not arasindaki iligkide bir
bagimlilik olusturup olusturmadigr analiz edilebilir. Ayrica, motivasyon
caligmalarinin ~ sonuglar1  toplumun  kiiltiirel  ozelliklerinden  bagimsiz
olamayacagindan, kolektivist ve giic mesafesinin yiiksek oldugu Dogu toplumlarinda
beklenti ve hedef belirleme kuramu iizerine daha fazla arastirma yapilmasina ihtiyag
vardir.

Beklenti, caba ve deger algisi ile hedef belirleme teorilerinin {iniversite
ogrencilerin akademik basarilar1 ile iliskisi degerlendirildiginde {iniversite
yonetimleri ve akademisyenlerin bu teoriler hakkinda kapsamli bilgi edinmeleri
saglanabilir. Ayrica Dunning-Kruger etkisi ve Ogrencilerin istbiligsel becerileri
hakkinda 6grencilere bilgilendirici egitimler verilebilir.



124 Sadegiil Akababa Altun, Hatice Turan Bora ve Esra Kinay Cicek

References

Aktas Altunay, S., Yilmaz, A.E., Bahgecitapar, M. & Bakacak Karabenli, L. (2021).
SPSS ve R uygulamalr kategorik veri ¢oziimlemesi, [Categorical data analysis
with SPSS and R]. Ankara: Seckin Yayincilik.

Andersen, E. (1994). The statistical analysis of categorical data. Berlin: Springer-
Verlag.

Bandura, A. (1997). Self-efficacy: The exercise of control, New York: Freeman.

Burson, A. K., Larrick, P. R., & Klayman, J. (2006). Skilled or unskilled, but still
unaware of it: How perceptions of difficulty drive miscalibration in relative
comparisons. In Journal of Personality and Social Psychology, 90(1), p. 67.
https://doi.org/10.1037/0022-3514.90.1.60

Chen, X. E., & Latham, G. P. (2014). The effect of priming learning vs performance
goals on a complex task. Organizational Behavior and Human Decision
Processes, 125, 88-97. http://dx.doi.org/10.1016/j.0bhdp.2014.06.004

Chiang, C. F., & Jang, S. S. (2008). An expectancy theory model for hotel employee
motivation. International Journal of Hospitality Management, 27(2), 313-322.
https://doi.org/10.1016/j.ijhm.2007.07.017

Christensen, (1997). Log-linear models and logistic regression (2nd ed.). New York:
Springer.

Christie, H., Munro, M., & Fisher, T. (2004). Leaving university early: Exploring the
differences between continuing and noncontinuing students. Studies in Higher
Education. https://doi.org/10.1080/0307507042000261580

Couchman, J. J., Miller, N., Zmuda, S. J., Feather, K., and Schwartzmeyer, T. (2016).
The instinct fallacy: the metacognition of answering and revising during college
exams. Metacogn. Learn. 11, 171-185. https://doi.org/10.1007/s11409-015-
9140-8

Coutinho, M. V. C., Papanastasiou, E., Agni, S., Vasko, J. M., and Couchman, J. J.
(2020). Metacognitive monitoring in test-taking situations: a cross-cultural
comparison of college students. [Int. J. Instruction 13, 407-424
https://zuscholars.zu.ac.ae/works/2378

Coutinho, M. V. C., Thomas, J., Fredricks-Lowman, 1., Alkaabi, S., & Couchman, J.
J. (2024). Unskilled and unaware: second-order judgments increase with
miscalibration for low performers. Frontiers in Psychology, 15, 1252520.
https://doi.org/10.3389/fpsyg.2024.1252520

Coutinho, M. V., Thomas, J., Lowman, I. F., & Bondaruk, M. V. (2020). The Dunning-
Kruger effect in Emirati college students: Evidence for generalizability across
cultures. International Journal of Psychology and Psychological Therapy, 20(1),
29-36. https://dialnet.unirioja.es/servlet/articulo?codigo=7288616



Universite Ogrencilerinin Not Beklentileri ve Akademik Basarilari Arasindaki Iliski 125

De Bruin, A. B. H., Kok, E., Lobbestael, J., and De Grip, A. (2017). The impact of an
online tool for monitoring and regulating learning at university: overconfidence,
learning  strategy, and personality. Metacogn. Learn, 12, 21-43.
https://doi.org/10.1007/s11409- 016-9159-5

DiYanni, R., and A. Borst. (2020). Motivating Student Learning. In The Craft of
College Teaching: A Practical Guide, edited by R. DiYanni and A. Borst, 8-21.
Princeton: Princeton University Press.

Ehrlinger J & Dunning AD (2003). How chronic self-views influence (and mislead)
estimates of performance. Journal of Personality and Social Psychology, 84, 5-
17. https://doi.org/10.1037/00223514.84.1

Dunning, D., Heath, C., and Suls, J. M. (2004). Flawed self-assessment: implications
for health, education, and the workplace. Psychol. Sci. Public Interest 5, 69-106.
https://doi.org/10.1111/j.1529-1006.2004.00018.

Dunning, D., Johnson, K., Ehrlinger, J., and Kruger, J. (2003). Why people fail to
recognize their own incompetence. Curr. Dir. Psychol. Sci, 72, 83-87.
https://doi.org/10.1111/1467-8721.01235

Ehrlinger, J., Johnson, K., Banner, M., Dunning, D., & Kruger, J. (2008). Why the
unskilled are unaware: Further explorations of (absent) self-insight among the
incompetent. Organizational Behavior and Human Decision Processes, 105(1),
98-121. https://doi.org/10.1016/j.0bhdp.2007.05.002

Estes, B., & Polnick, B. (2012). Examining motivation theory in higher education: An
expectancy theory analysis of tenured faculty productivity. International Journal
of MBA, 1, 13-19. nationalforum.com

Feather, N.T. (1992). Values, Valences, Expectations, and Actions. Journal of Social
Issue, 48(2): 109-124 https://doi.org/10.1111/j.1540-4560.1992.tb00887.x

Field, A. (2009). Discovering statistics using SPSS statistics (3rd ed.). SAGE
Publications.

Foster, N. L., Was, C. A., Dunlosky, J., & Isaacson, R. M. (2017). Even after thirteen
class exams, students are still overconfident: The role of memory for past exam
performance in student predictions. Metacognition and Learning, 12, 1-19.
https://doi.org/10.1007/s11409-016-9158-6 .

Fraenkel JR, Wallen NE ve Hyunn, H.H. (2012). How fo design and evaluate research
in education (8th ed.). Mc Graw Hill Higher Education. New York: NY.

Friedman, B. A., & Mandel, R. G. (2009). The Prediction of College Student Academic
Performance and Retention: Application of Expectancy and Goal Setting
Theories. Journal of College Student Retention: Research, Theory &
Practice, 11(2), 227-246. https://doi.org/10.2190/CS.11.2.d



126 Sadegiil Akababa Altun, Hatice Turan Bora ve Esra Kinay Cicek

Fritzsche, E. S., Handel, M., & Kroner, S. (2018). What do second-order judgments
tell us about low-performing students' metacognitive awareness? Metacognition
and Learning, 13, 159—177. https://doi.org/10.1007/s11409-018-9182-9.

Geiger, M. A., & Cooper, E. A. (1995). Predicting academic performance: The impact
of expectancy and needs theory. The Journal of Experimental Education, 63(3),
251-262. https://doi.org/10.1080/00220973.1995.9943812

Green, J.A. (1988). Loglinear analysis of cross-classified ordinal data: applications in
developmental research. Society for Research in Child Development, 59(1), 1-25.
https://doi.org/10.2307/1130385

Greenacre, M.J. (2010), Correspondence analysis. WIREs Comp Stat, 2: 613-
619.https://doi.org/10.1002/wics.114

Griffin, L., & Harrell, A. (1991). An empirical examination of managers' motivation
to implement just-in-time procedures. Journal of Management Accounting
Research, 3,98-112.

Hancock, D. R. (1991). Effects of conceptual levels and direct and non-direct
instruction patterns on achievement and motivation in course content (Order No.
9136325). Available from ProQuest Dissertations & Theses Global.
(303965331).  Retrieved  from  https://www.proquest.com/dissertations-
theses/effects-conceptual-levels-direct-non-instruction/docview/30396533 1/se-2

Hancock, D. R. (1995). What teachers may do to influence student motivation: An
application of expectancy theory. The Journal of General Education, 44(3), 171-
179. https://www jstor.org/stable/27797259

Handel, M., & Fritzsche, E. S. (2016). Unskilled but subjectively aware: Metacognitive
monitoring ability and respective awareness in low-performing students. Memory
& Cognition, 44, 229-241. https://doi.org/10.3758/s13421-015-0552-0 .

Heine SJ, Takata T, & Lehman DR (2000). Beyond self-presentation: Evidence for
Japanese self-criticism. Personality and Social Psychology Bulletin, 26, 71-78.
https://doi.org/10.1177/0146167200261007

Hofstede G (1980). Culture’s Consequences: International Differences in Work-
Related Values. Beverly Hills, CA: Sage.

Howell, D.C. (2010) Statistical methods for psychology (7th ed.). Wadsworth Cengage
Learning, Belmont. https://journals.sagepub.com/doi/pdf/10.1177/1536867X0
600600302

Hulleman, C. S., Schrager, S. M., Bodmann, S. M., and Harackiewicz, J. M. (2010). A
metaanalytic review of achievement goal measures: different labels for the same
constructs or different constructs with similar labels? Psychol. Bull. 136, 422—
449, https://doi.org/10.1037/a0018947



Universite Ogrencilerinin Not Beklentileri ve Akademik Basarilari Arasindaki Iliski 127

Karatjas, A. G. (2013). Comparing college students’ self-assessment of knowledge in
organic chemistry to their actual performance. Journal of Chemical Education,
90(8), 1096-1099. https://doi.org/10.1021/ed400037p

Kirkman, B. L., & Shapiro, D. (1997). The impact of cultural values on employee
resistance to teams: A comparative analysis of self-managing work team
effectiveness in Belgium, Finland, the Philippines, and the United States.
Academy of Management Review, 22, 730-757.
https://doi.org/10.5465/amr.1997.9708210724

Kitayama S, Markus HR, Matsumoto H, & Norasakkunkit V (1997). Individual and
collective processes in the construction of the self: Self-enhancement in the
United States and self-criticism in Japan. Journal of Personality and Social
Psychology, 72, 1245-1267. https://doi.org/10.1037/0022-3514.72.6.124

Kruger, J., Dunning, D. (1999). Unskilled and unaware of it: How difficulties in
recognizing one’s own incompetence lead to inflated self-assessments. In Journal
of Personality and Social Psychology, Vol. 77 (6), p. 1132.
https://doi.org/10.1037/0022-3514.77.6.1121

Latham, G. P., & Locke, E. A. Increasing productivity with decreasing time limits: A
field replication of Parkinson's law. Journal of Applied Psychology, 1975, 60,
524-526.

Latham, G. P., Brcic, J., & Steinhauer, A. (2017). Toward an integration of goal setting
theory and the automaticity model. Applied Psychology, 66, 25-48.
http://dx.doi.org/10.1111/apps.12087

Lee, S. (2007). Vroom's expectancy theory and the public library customer motivation
model. Library Review. DOI: 10.1108/00242530710831239

Lindsey, B. A., & Nagel, M. L. (2015). Do students know what they know? Exploring
the accuracy of students’ self-assessments. Physical Review Special Topics-
Physics Education Research, 11(2), 020103.
https://doi.org/10.1103/PhysRevSTPER.11.020103

Locke, E. A. (1968). Toward a theory of task motivation and incentives.
Organizational ~Behavior and Human Performance, 3(2), 157-189
https://doi.org/10.1016/0030-5073(68)90004-4

Locke, E. A., & Latham, G. P. (1990). A theory of goal setting & task performance.
Englewood Cliffs, NJ: Prentice-Hall, Inc.

Locke, E. A., & Latham, G. P. (2019). The development of goal setting theory: A half
century retrospective. Motivation Science, 5(2), 93.
https://doi.org/10.1037/mot0000127



128 Sadegiil Akababa Altun, Hatice Turan Bora ve Esra Kinay Cicek

Locke, E. A., Latham, G. P., & Erez, M. (1988). The determinants of goal commitment.
Academy of Management Review, 13, 23-39.
https://doi.org/10.5465/amr.1988.4306771

Lu, B, Deng, Y., Yao, X., and Li, Z. (2022). Learning goal orientation and academic
performance: a dynamic model. J. Career Assess. 30, 329-344.
https://doi.org/10.3390/su14106304

Mahmood, K. (2016). Do people overestimate their information literacy skills? A
systematic review of empirical evidence on the Dunning-Kruger effect.
Communications in Information Literacy, 10(2), 3.
https://doi.org/10.15760/comminfolit.2016.10.2.24

Malloch, D. C., & Michael, W. B. (1981). Predicting student grade point average at a
community college from Scholastic Aptitude Tests and from measures
representing three constructs in Vroom's expectancy theory model of motivation.
Educational and  Psychological =~ Measurement, 41(4), 1127-1135.
https://doi.org/10.1177/001316448104100422

Maznevski, M. L., DiStefano, J. J., Gomez, C. B., Noorderhaven, N. G., & Wu, P.
(1997). The cultural orientations framework and international management
research. Paper presented at the Academy of International Business annual
meeting, Guadalajara, Mexico.

Mento, A. J., Locke, E. A., & Klein, H. (1992). Relationship of goal level to valence
and instrumentality. Journal of Applied Psychology, 77, 395-405.
http://dx.doi.org/10.1037/0021-9010.77.4.395

Metsamuuronen, J. (2020). Somers’ D as an alternative for the item—test and item-rest
correlation coefficients in the educational measurement settings. International
Journal of Educational Methodology, 6(1), 207-221.
https://doi.org/10.12973/ijjem.6.1.207

Miller, T. M., & Geraci, L. (2011). Training metacognition in the classroom: The
influence of incentives and feedback on exam predictions. Metacognition and
Learning, 6, 303-314. https://doi.org/10.1007/s11409-011-9083-7 .

Miner, J. B. (2015). Expectancy theories: Victor Vroom, and Lyman Porter and
Edward Lawler. In Organizational behavior 1 (pp. 110-129). Routledge.
9781315702018

Moody, S., Bowden, R., Brock, J., & Bunch, P. (2022). College Student Aspiration as
a Motivation for Engagement: The Road to Academic Success? Journal of
College Student Retention: Research, Theory & Practice, 24(3), 856-878.
https://doi.org/10.1177/1521025120957594

Moore, D., & Healy, P. (2008). The Trouble with Overconfidence. In Psychological
Review, Vol. 115, No. 2, p. 502. https://doi.org/10.1037/0033-295X.115.2.502



Universite Ogrencilerinin Not Beklentileri ve Akademik Basarilari Arasindaki Iliski 129

Newson, R. (2002). Parameters behind “nonparametric” statistics: Kendall’s tau,
Somers’ D and median differences. The Stata Journal, 2 (1),45-64.
https://journals.sagepub.com/doi/pdf/10.1177/1536867X0200200103

Newson, R. (2006). Confidence intervals for rank statistics: Somers’ D and extensions.
The Stata Journal. 6 (3), 309-334

Pazicni, S., & Bauer, C. F. (2014). Characterizing illusions of competence in
introductory chemistry students. Chemistry Education Research and Practice,
15(1), 24-34. https://doi.org/10.1039/C3RP00106G

Pekrun, R. (1993). Facets of students' academic motivation: A longitudinal expectancy
value approach. In M. L. Maehr, & P. R. Pintrich (Vol. Eds.), Advances in
motivation and achievement, 8 (139—189). Greenwich, CT: JAI Press

Pennycook G, Ross R, Koehler D, & Fugelsang J (2017). Dunning-Kruger effects in
reasoning: Theoretical implications of the failure to recognize incompetence.
Psychonomic Bulletin & Review, 24, 1774-1784. https://doi.org/10.3758/s13423-
017-1242-7

Pinxten, M., Marsh, H. W., De Fraine, B., Noortgate, W. V. D., & Dame, J. V. (2014).
Enjoying mathematics or feeling competent in mathematics? Reciprocal effects
on mathematics achievement and perceived math effort expenditure. British
Journal of Educational Psychology, 84, 152-174.
https://doi.org/10.1111/bjep.12028.

Putwain, D. W., Nicholson, L. J., Pekrun, R., Becker, S., & Symes, W. (2019).
Expectancy of success, attainment value, engagement, and achievement: A
moderated mediation analysis. Learning and instruction, 60, 117-125.

Rebello, N. S. (2012, February). How accurately can students estimate their
performance on an exam and how does this relate to their actual performance on
the exam? In AIP Conference Proceedings (Vol. 1413, No. 1, pp. 315-318).
American Institute of Physics. https://doi.org/10.1063/1.3680058

Richardson, M., Abraham, C., & Bond, R. (2012). Psychological correlates of
university students’ academic performance: A systematic review and meta-
analysis. Psychological Bulletin, 138(2), 353-387.
https://doi.org/10.1037/a0026838

Robbins, S. B., Le, H., Davis, D., Lauver, K., Langley, R., & Carlstrom, A. (2004). Do
psychosocial and study skill factors predict college outcomes?. A Meta-Analysis.
Psychological ~Bulletin, 130(2), 261-288. https://doi.org/10.1037/0033-
2909.130.2.261

Robbins, S. P., & Judge, T. (2012). Essentials of organizational behavior. ISBN:
13:978-0-13-254530-3



130 Sadegiil Akababa Altun, Hatice Turan Bora ve Esra Kinay Cicek

Ryan, R. M., & Deci, E. L. (2020). Intrinsic and extrinsic motivation from a self-
determination theory. In E. Q. Rosenzweig, A. Wigfield, & J. S. Eccles (Eds.),
61. Expectancy-value theory and its relevance for student motivation and
learning perspective: Definitions, theory, practices, and future directions (p.
101860). Contemporary Educational Psychology.
https://doi.org/10.1016/j.cedpsych.2020.101860 .

Sanchez, C., and Dunning, D. (2018). Overconfidence among beginners: is a little
learning a dangerous thing? J.  Pers. Soc. Psychol. 114, 10-28.
https://doi.org/10.1037/pspa000 0102

Scholl, R. W. (2002). Motivational processes — Expectancy theory. Retrieved from
http://www.uri.edu/research/Irc/scholl/Notes/MotivationExpectancy.html at
September, 20, 2021

Sheldon JO, Ames RD, & Dunning D (2014). Emotionally unskilled, unaware, and
uninterested in learning more: Reactions to feedback about deficits in emotional
intelligence.  Journal  of  Applied  Psychology, 99, 125-137.
https://doi.org/10.1037/a0034138

Snead, K. C. (1991). An application of expectancy theory to examine managers'
motivation to utilize a decision support system. Journal of Management
Accounting Research, 3,213-222

Steinmayr, R., & Spinath, B. (2009). The importance of motivation as a predictor of
school achievement. Learning and Individual Differences, 19, 80-90.
https://doi.org/10.1016/].1indif.2008.05.004

Suciu, L. E., Mortan, M., & Lazar, L. (2013). Vroom's expectancy theory. An empirical
study: Civil servant's performance appraisal influencing expectancy.
Transylvanian Review of Administrative Sciences, 9(39), 180-200.

Sue-Chan, C., & Ong, M. (2002). Goal assignment and performance: Assessing the
mediating roles of goal commitment and self-efficacy and the moderating role of
power distance. Organizational Behavior and Human Decision Processes, 89(2),
1140-1161. https://doi.org/10.1016/S0749-5978(02)00017-1

Urdan, T., & Kaplan, A. (2020). The origins, evolution, and future directions of
achievement goal theory. Contemporary Educational Psychology, 61, Article
101862. https://doi.org/10.1016/j.cedpsych.2020.101862

Van den Broek, A., Warps, J., de Korte, K., Cuppen, J., Termorshuizen, T., &
Lodewick, J. (2019). Monitor Beleidsmaatregelen 2019- 2020: Studiekeuze,
studiegedrag & leengedrag in relatie tot beleidsmaatregelen in het hoger
onderwijs. ResearchNed.

Vollmer, F. (1986). The relationship between expectancy and academic
achievement—How can it be explained? British Journal of Educational
Psychology, 56(1), 64-74. https://doi.org/10.1111/].2044-8279.1986.tb02646.x



Universite Ogrencilerinin Not Beklentileri ve Akademik Basarilari Arasindaki Iliski 131

Vroom, V.H. (1964). Work and motivation. Oxford, England: Wiley.

Wigfield, A., & Eccles, J. S. (2020). 35 years of research on students’ subjective task
values and motivation: A look back and a look forward. In, vol. 7. Advances in
motivation science (pp. 161-198). https://doi.org/10.1016/bs.adms.2019.05.002

Wirthwein, L., Sparfeldt, J. R., Pinquart, M., Wegerer, J., and Steinmayr, R. (2013).
Achievement goals and academic achievement: a closer look at moderating
factors. Educ. Res. Rev. 10, 66—89. https://doi.org/10.1016/j.edurev.2013.07.001

Wu, Z. (2019). Academic Motivation, Engagement, and Achievement among College
Students. College Student Journal 53 (1): 99-112.
link.gale.com/apps/doc/A584328141/AONE?u=anon~72e030bf&sid=googleSc
holar&xid=bae39ec5.

Yukl, G. A., & Latham, G. P. Interrelationships among employee participation,
individual differences, goal difficulty, goal acceptance, goal instrumentality, and
performance. Personnel Psychology, 31, 305- 323.

Ethical Declaration and Committee Approval

In this research, the principles of scientific research and publication ethics were
followed.

Acknowledgement

The works published in our journal are copyrighted by our journal and
published as open access with CC-BY-NC-ND license.

Dergimizde yayimlanan ¢aligmalarin telif haklar dergimizde olup, CC-BY-
NC-ND lisansi ile agik erisim olarak yayimlanmaktadir.

Proportion of Author’s Contribution
Author 1: Conceptualization, Supervision, Project Administration, Resources

Author 2: Writing Original Draft, Writing-Review and Editing, Visualization,
Resources

Author 3: Methodology, Software, Formal Analysis, Data Curation, Validation



