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From the Editor:  Celebrating our 10th Anniversary! 

 

In 2012, the first issue of The Excellence in Education Journal was published online with the 

goal of promoting and disseminating international scholarly writing about excellent practices in 

all aspects of education.  I had just returned from trips to China and Kenya and was moved by 

the limited access to hard copies of educational writing in both countries. Yet, even in remote 

areas, educators had cell phones and were using their devices to access information online.   

 

I was also struck by the tremendous politics that were present in the book and article publishing 

business. It appeared that, at times, quality writing that could have a significant, positive 

influence in education was being denied from publication. Even more so, writing with 

meritorious methods, findings and recommendations that had flaws in English grammar were 

being systematically rejected from publication, even though such grammar errors are quite easy 

to correct.  

 

The Excellence in Education Journal began an independent, online journal---one that could be 

accessed free online anywhere in the world. Online journals were a bit rare in 2012 as most 

journals were published in hard copy. Today, online, open access journals are much more 

common. Independently published journals continue to be rare even now in 2022.   

 

Since 2012, The Excellence in Education Journal has had many achievements including being 

granted an ISSN number from the United States Library of Congress, receiving a contract from 

the United States Department of Education to list all articles full text in the ERIC database, and 

receiving a contract from EBSCOhost to list all articles full text.  There are 20 reviewers from 

eight different countries and authors represent 50 institutions worldwide. Annual circulation 

exceeds 20,000 downloads.   

 

The COVID-19 pandemic slowed the reviewing and publishing process significantly as those 

involved with the journal suffered loss of their and their loved ones’ health. Gradually now, in 

the spring of 2022, production is getting back to a more normal pace.  

 

Submissions continue to be double-blind, peer reviewed and are accepted year-round with 

publication occurring twice annually. There are no fees to submit or publish manuscripts so that 

cost will never be a barrier. Typeset and graphics are intentionally simple in order that the 

journal can be more easily accessed on a variety of devices worldwide to fulfill the mission of 

the journal.   

 

I hope that the practices discussed in this journal will be helpful to you, our readers. 

 

In gratitude and celebration for our 10 years of publication, 

 

Ann C. Gaudino, Ed.D., Founder and Editor-in-Chief 

eejeditor@gmail.com 
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Motivational Correlates of Language-Specific Grit and Achievement in EFL:  

A CHAID Analysis 

 

Gülçin Mutlu 

 

 

Abstract 

 

The first purpose of this study was to examine the associations between students’ motivational 

characteristics and their language-specific grit for learning English. Second, this study aimed to 

investigate how students’ language-specific grit and motivational characteristics related to their 

achievement in English. While examining the presence of associations sought through both of 

the research questions, a particular overall purpose was to identify what specific variables 

included in the analyses had the strongest impact on group differentiation concerning the 

dependent variables of grit and achievement. The participants included 182 students enrolled in a 

tertiary English preparatory program in Turkey. Chi-squared automatic interaction detection 

(CHAID) algorithm as a data mining method was used to analyze the data. The results revealed 

that task value, self-efficacy and intrinsic motivation had significant impacts on differentiating 

the students with different levels of grit. Moreover, language-specific grit, test anxiety, self-

efficacy and control beliefs significantly related to students’ achievement. 

 Keywords: CHAID, CHAID algorithm, Motivation, Grit, Persistence, Perseverance 
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 The construct termed as language-specific grit in this study dates back to the construct of 

grit which was first operationalized by Duckworth, Peterson, Matthews and Kelly (2007) as a 

psychological general trait referring to one’s capacity to further her or his efforts and interests for 

the activities taking a long time to complete. The presence of such a construct was a keen interest 

historically to several psychologists or researchers in the literature (e.g. Cox, 1926; Galton, 

1892) a long time before Duckworth and others (2007). However, it had not been yet defined as 

a distinct measure of human psychology until the recent renewed interest about soft-skills and 

character strengths by Duckworth (2007) and others (Heckman & Rubinstein, 2001; Heckman, 

Stixrud, & Urzua , 2006; Lieras, 2008; Peterson & Seligman, 2004).  

 Duckworth et al. (2007), known with their proponent work on grit, conducted a series of 

studies particularly focusing on grit and the results from these studies consistently indicated that 

participants’ grit scores were associated with various success outcomes. Following Duckworth 

(2007) and her associates, the links between success outcomes and grit have been firmly 

investigated and confirmed by several other researchers (Akos & Kretchmar, 2017; Changlek & 

Palanukulwong, 2015; Hagger & Hamilton, 2018; Muenks, Yang, & Wigfield, 2018; Reraki, 

Celik, & Sarıçam, 2015); but, these pieces of evidence emphasized a more general view of grit 

by conceptualizing it as a stable human trait and detracting its ability to change in line with the 

type of the task or activity in question. In this essence, Duckworth et al. (2007) and Duckworth 

and Quinn (2009) warned future researchers about the possibility that the measure of grit may be 

a domain-specific construct. Hence, there is a need for more evidence to connect success 

outcomes and grit when grit is treated as a task or domain-specific construct.  

 Though a particular line of research on grit examined how grit was associated with 

several success outcomes, some other variables were also investigated regarding their links to 
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grit (Duckworth et al, 2007; Changlek & Palanukulwong, 2015; Hagger & Hamilton, 2018; 

Muenks, Yang, & Wigfield, 2018; Reraki, Celik, & Sarıçam, 2015; Von Culin, Tsukayama, & 

Duckworth, 2014). As a proponent study, Duckworth et al. (2007), for instance, investigated how 

grit related to self-control, personality traits (i.e. Big Five traits of conscientiousness, 

extraversion, neuroticism, agreeableness, and openness to experience) and self-efficacy. 

Investigations into the links between several motivational variables and grit were also performed 

in subsequent studies (Changlek & Palanukulwong, 2015; Çelik & Sarıçam, 2016; Hagger & 

Hamilton, 2018; Muenks, Yang, & Wigfield, 2018; Reraki, Celik, & Sarıçam, 2015; Von Culin, 

et al., 2014). Thus, based on the attempts by several researchers above, it appears that variables 

other than success outcomes were also worthy of investigating to unpack the true nature of grit. 

It is also important to note here that in the above attempts, grit was treated as a general character 

strength and the participants were mostly adults who were in fact not enrolled in a particular 

study or a degree program.  

 Another investigation into the variables other than success outcomes was performed by 

Mutlu (2017; see also Mutlu & Yıldırım, 2019) who conducted a proponent study to date on grit 

in foreign language learning by investigating how language-specific grit for English related to 

students’ learning environment perceptions, exposure to the target language and several 

demographics. However, this first attempt to examine the domain-specificity of the grit is not 

sufficient to understand the nature of this new construct. Therefore, there is more need to 

investigate how grit is related to success outcomes and other types of affective constructs, 

perhaps particularly to those known to predict achievement, such as self-efficacy or motivation. 

This need appears to be more obvious and crucial as to the domain-specific forms of grit since 
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variables like motivation and self-efficacy may show differentiated effects depending on the type 

of tasks or domains in question.  

 There has been a particular surge of interest upon the variable of motivation in the 

literature as a close correlate of success. However, it is also seen that it has been difficult to 

define or conceptualize this construct, which results in an emergence of a number of different 

categorizations for motivation and motivational theories. Theory of the hierarchy of needs 

(Maslow, 1943), expectancy-value model of motivation (Eccles, 1983; Lawler & Porter, 1967; 

Pintrich, 1988, 1989), achievement motivation theory (McClelland, 1961) and goal-setting 

theory (Locke & Latham, 1990) have been the most popular ones in the literature. Supporters or 

researchers of the expectancy-value model (Chen, 2002; Eccles, 1983; Eccles & Wigfield, 2002; 

Feather, 1992; Pintrich & De Groot, 1990; Wigfield, 1994; Wigfield & Eccles, 1992, 2000) 

repeatedly reported that learners’ expectancies for success in a task and the subjective values 

they attached to the success to the task directly predicted the degree of persistence 

(corresponding to the recent construct of grit today) and achievement they would possess. In 

essence, research into the expectancy-value model provided sufficient and strong evidence about 

the links between persistence (recently termed as grit) shown as a type of “achievement 

behaviors” (Wigfield, 1994, p. 51) and motivation (Eccles, Wigfield, Harold, & Blumenfeld, 

1993; Eccles & Wigfield, 1995; Wigfield, Harold, Eccles, Blumenfeld, Aberbach, Freedman-

Doan, & Yoon, 1992). Thus, in line with the expectancy-value perspective and given the task of 

learning English, it could be expected and hypothesized that those with high expectations of 

being successful in English who attach positive values to achievement in English are more likely 

to put more grit and effort for learning the language and become more successful.  
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 As is seen in the above account, a number of variables were investigated regarding their 

relationships to students’ grit by previous researchers. However, in their analyses, they made no 

classifications or specifications regarding students’ different degrees of gritty behaviors or 

success outcomes. Hence, research into the characteristics possessed by gritty and less gritty 

students or high achievers or low achievers and into the differences between these two main 

distinct group categories (of achievement and grittiness) are worthy of investigation. Moreover, 

there is a scarcity of research that links language-specific form of grit to success and affective 

outcomes and future investigations into these probable links are needed. In line with the above 

hypotheses and gaps in the literature, this study aimed to answer the following research 

questions: 

Research Question 1 (RQ1): To what degree do six motivational variables affect the 

differences in students’ language-specific grit for learning English? 

Research Question 2 (RQ2): To what degree do students’ language-specific grit and six 

motivational variables affect the differences in students’ achievement scores in English. 

 

Methods 

 

Participants 

 The data were collected from the English preparatory program students enrolled at a state 

university in Turkey (n = 182). The English preparatory class was a required course for the 

participant students. To start their main content departments, they were required to pass the 

English preparatory program successfully. These students were enrolled in the Faculty of 

Engineering (n = 87), Faculty of Aviation and Space Sciences (n = 49), and Faculty of Social 

Sciences and Humanities (n = 46). Eighty (44 %) of the students were females and 102 (56 %) of 

them were males. Almost 90 % of them were aged 20 years old or less. There were only 19 
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students aged over 20. The average mean of age was approximately 19 years old (M = 19.39; SD 

= 1.91).  

 When the motivational characteristics of the students were examined (Table 1), it was 

seen that the participants had the highest average mean on the control beliefs sub-scale (M = 5. 

20; SD = 1.17) and the lowest mean score on test anxiety (M = 4.14; SD = 1.45). All of the mean 

scores for six motivational sub-scales corresponded to beyond-moderate degree of frequency (on 

a scale from 1 to 7-point Likert type). Given the students’ levels of language-specific grit in 

English, they had a moderate level of language-specific grit on a scale from 1 to 5 (M = 3.28; SD 

= .67).  

 

Table 1 

Motivation and Persistence-related Characteristics of the Participants (N = 182) 

 

 

 

 

 

 

 

 

Instruments 

 

Language-Specific Grit Scale 

 

 Persistence Scale for Learning English (PS) developed by Mutlu (2017) as a one-

dimensional instrument with a total of 18 items was utilized to measure language-specific grit in 

this study. This instrument based on the goal setting theory employed a five-point Likert-type 

Motivation/Persistence Characteristics M SD 

Task value  4.84   1.16  

Extrinsic motivation  5.03   1.21  

Intrinsic motivation  4.98   1.21  

Self-efficacy  4.86   1.18  

Test anxiety  4.14   1.45  

Control beliefs  5.20   1.17  

Language-specific grit  3.28   0.67  
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scale ranging from not at all true of me (1), slightly true of me (2), moderately true of me (3), 

very true of me (4) to completely true of me (5). The instrument revealed an alpha reliability of 

.94 in Mutlu’s (2017) study. In this current study, language-specific grit (persistence) scale 

indicated an alpha reliability of .93. 

Student Background Form 

 A background information form was designed to elicit information concerning students’ 

ages, genders, faculty majors and final grade scores on the preparatory program. To elicit the 

data about students’ final grades, students were orally asked for their consents for the researcher 

to elicit their final grades from their class teachers and they were requested to write their names 

on the forms. 

Motivated Strategies for Learning Questionnaire (MSLQ) 

 

 The motivation section of the MSLQ had 31 items to be responded on a 7-point Likert 

scale, from 1 (not at all true for me) to 7 (very true for me) was utilized in this study. This 

instrument was originally developed by Pintrich, Smith, Garcia and McKeachie (1991). The 

Turkish adaptation of the MSLQ (see Büyüköztürk, Akgün, Demirel, & Özkahveci, 2004) was 

used in this study. Büyüköztürk et al. (2004) reported Cronbach reliability scores ranging 

between .52 and .86 for the subscales of the motivation section in the Turkish version. 

 The theoretical framework behind the motivation section of the MSLQ is based on an 

adapted version of the general expectancy-value model of motivation (Eccles, 1983; Eccles & 

Wigfiled, 2002; Wigfield, 1994). In accordance with the tenets of expectancy-value model of 

motivation, goals, different value beliefs and emotional reactions were theoretically represented 

by three main motivational components which were further categorized into six different sub-

scales. The three main components were expectancy, value and affect. In line with the meanings 
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of these three dimensions, there were six sub-scales of the instrument named as self-efficacy and 

control beliefs for learning as sub-sections expectancy, intrinsic goal orientation, extrinsic goal 

orientation and task value as sub-sections of value and lastly test anxiety as a sub-section of 

affect. Table 2 depicts these sub-scales and their definitions. An alpha reliability of .89 was also 

found on the whole scale over 31 items in the current study. The subscales of self-efficacy, 

control beliefs for learning, intrinsic goal orientation, extrinsic goal orientation, task value and 

test anxiety respectively showed alpha reliability scores of .90, .73, .77, .67, .81 and .79 in this 

study. 

Table 2 

 

Description of Motivation Section of the MSQL 
 

Dimension Description Main 

Component 

 

N of 

items 

Self-efficacy The extent to which one believes her/his ability to achieve a 

task 

E 8 

 

Control Beliefs for 

Learning 

 

The extent to which one believes in the influence of efforts to 

manage a task 

 

E 

 

4 

 

Intrinsic Goal 

Orientation 

 

 

The extent to which one has internal reasons (i.e. mastery or 

curiosity) to be engaged in a task 

 

V 

 

4 

 

Extrinsic Goal 

Orientation 

 

 

The extent to which one has external factors (i.e. rewards, 

competition or grades) to be engaged in a task  

 

V 

 

4 

 

Task Value 

 

The extent to which a task is perceived to be interesting, useful 

and important 

 

V 

 

6 

 

Test Anxiety 

 

The extent to which one is concerned about having exams. 

 

A 

 

5 

Note. E= Expectancy, V= Value and A= Affect; The descriptions were derived based on Pintrich, et al., 1991. 

 

 

Data Analysis 

 

 Decision tree as a data mining method was utilized for data analysis. CHAID (Chi-

Squared Automatic Interaction Detector) algorithm was employed for decision tree development. 

The developer of the CHAID, Kass (1980, p. 119) briefly explained the working system of the 
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CHAID by saying that it “partitions the data into mutually exclusive, exhaustive, subsets that 

best describe the dependent variable. The subsets are constructed by using small groups of 

predictors.” Thus, it was believed that such type of an analysis would be suitable for this study 

aiming to examine the effects of motivational predictors in differentiating and classifying the 

learners in terms of their language-specific grit and achievement scores by means of detecting 

the most significant predictors describing them. 

 Prior to the development of classification trees via CHAID, the type and category of the 

variables were checked and the dependent and independent variables in continuous forms were 

transformed into categorical ones by using the Visual Binning option on SPSS. It is possible to 

have either continuous or categorical variables on CHAID. However, each form (category) of the 

study variables was tested with CHAID and the use of categorical variables other than 

continuous ones resulted in better tree development. Thus, the researcher followed with the 

(transformed) nominal variables for decision tree development. Table 3 shows these variables 

and their structure as they were used in the analyses. The alpha level was determined as .05 for 

the analyses in this study. 
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Table 3 

 

The Variables and Their Structure as used in CHAID Analyses 
 

Variable Name Values (Modalities)* Profile of the 

Sample 

 f (%) 

Measurement 

Scale 

Task Value <= 27 72 (39,6 %) ** CV→OV 

28 - 32 51 (28 %) 

33 + 59 (32.4 %) 

 

Test Anxiety <= 17 61 (33.5 %) CV→OV 

18  - 24 62 (34.1 %) ** 

25 + 59 (32.4 %) 

 

Self-efficacy <= 35,00 62 (34.1 %) ** CV→OV 

36 - 44 62 (34.1 %) ** 

45 + 58 (31.9 %) 

 

Control Beliefs for Learning <= 19 68 (37.4 %) ** CV→OV 

20 - 23 56 (30.8 %) 

24 + 58 (31.9 %) 

 

Intrinsic Goal Orientation 

 

<= 18 71 (39 %) ** CV→OV 

19 - 22 51 (28 %) 

23 + 60 (33 %) 

 
Extrinsic Goal Orientation <= 18 63 (34.6 %)  CV→OV 

19 - 23 67 (36.8 %) ** 

24 + 52 (28.6 %) 

 

Language-specific Grit <= 54 64 (35.2 %) ** CV→OV 

55 - 65 64 (35.2 %) ** 

66+ 54 (29.7 %) 

 

Final Achievement Score in Prep 

Program 

<= 72 64 (35.2 %) ** CV→OV 

73 - 79 61 (33.5 %)  

80+ 57 (31.3 %) 

Note. CV→OV= transformed from continuous variable into categorical (ordinal) variable; *based on the calculation 

of the total score on each sub-scale; ** shows majority of the participants in relation to MSQL sub-scales, language-

specific grit and achievement variables.  

 

 

Results 

 
RQ1: Classification of Students’ Level of Language-specific Grit in learning English based 

on Six Motivational Variables 

 

 CHAID analysis was conducted by using the student language-specific grit as the 

dependent variable and six motivational variables, self-efficacy, control beliefs for learning, task 
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value, extrinsic motivation, intrinsic motivation, test anxiety as independent variables. As shown 

in Figure 1, the most significant independent motivational variable was task value, X2 = 38.951, df 

= 2, p = 0.000, which meant that this variable had the strongest impact to differentiate and classify 

students into three groups concerning their language-specific grit levels.  

Figure 1 

CHAID Decision Tree Model for Language-Specific Grit Based on Motivational Variables 

 
 

 

 Most of the participants (n = 72) were placed in node 1 that corresponded to a low degree 

of task value for learning English. The remaining 51 students belonged to node 2 and 59 students 

to node 3. Given the percentage distributions of the three categories of language-specific grit, 

high task value group (node 3) was composed of a significantly higher percentages of high-level 

gritty learners (59.3 %) when respectively compared to moderate (node 2; 23.5 %) and low (node 
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1; 9.7 %) groups. Likewise, there were more moderate level gritty learners in the moderate level 

task value group (node 2; 49 %) and more low-level gritty learners within the low-level task 

value group (node 1; 54.2 %). 

 When the second level of the tree was examined, self-efficacy and intrinsic motivation 

were found to be statistically significant. The variable of self-efficacy classified node 2 into two 

groups, X2 = 7.628, df = 1, p = 0.011. Those with a moderate degree of self-efficacy belonged to 

node 4 and those with a high-level self-efficacy composed node 5. Moderate degree self-efficacy 

group was dominated by those students with a moderate degree of language-specific grit for 

English (node 4; % 53.7) followed by low level gritty students (31.7 %). Similarly, in the high 

degree self-efficacy group, most students (60 %) appeared to have a high level of language-

specific grit while there was only one student with a low degree of language-specific grit. The 

variable of intrinsic motivation significantly split node 3 into two groups (node 6 and node 7), X2 

= 5.070, df = 1, p = 0.049. Both groups were dominated by those students with a high degree of 

language-specific grit (42.9 % for node 6 and 68.4 % for node 7). However, there were more 

low-level gritty learners in node 6, the group with moderately intrinsically motivated students 

compared to node 7 of highly motivated students. 

 The results from the tree development through CHAID algorithm also enabled the 

researcher to form some rules in the form of “if-then” structure. Thus, given node 7, the results 

revealed that if a student possessed a high level of task value and intrinsic motivation for 

learning, then it could be stated with 0.684 probability that this student was going to be a high-

level gritty learner of English. Moreover, if this student had a high degree of task value again but 

a moderate degree of intrinsic motivation, it was with 0.429 probability that this student would 

still be a high-level gritty learner of English. 
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 Given the overall accuracy of the model in classifying the sample of this study, it was 

seen that 56 % of the participants were accurately classified. The classification accuracy results 

here implied that 102 respondents out of 182 were classified accurately in the observed sample 

(Table 4). The risk that the participants would be inaccurately classified in relation to their 

language-specific grit levels was found to be 44 % in this sample. However, when a test sample 

is used for cross-validation purposes, this risk is higher with 48%. 

Table 4 

 

Classification Matrix 
 

Observed 

Predicted 

<= 54.00 55.00 - 65.00 66.00+ % Correct 

<= 54,00 39 13 12 60.9 % 

55.00 - 65.00 26 22 16 34.4 % 

66.00 + 7 6 41 75.9 % 

Overall % 39.6 % 22.5 % 37.9 % 56.0 % 

Note. Dependent Variable = Language-specific Grit Scores, Resubstitution = 44 %, Cross-

validation = 48 %. 

 

 

RQ2: Classification of Students’ Achievement based on Language-specific Grit in Learning 

English and Six Motivational Variables 

 

 CHAID analysis was conducted by using the students’ achievement scores in the 

preparatory program as the dependent variable and six motivational variables and language-

specific grit for learning English as independent variables. Figure 2 shows that the most 

significant and strong independent variable having the ability to classify students into three 

different groups of achievement was language-specific grit, X2 = 19.160, df = 1, p = 0.000. The 

variable of language-specific grit split the sample of the study into two groups as node 1 (n = 64) 

and node 2 (n = 118). High gritty group (node 2) possessed a significantly higher percentage of 

top successful students (38.1 %) compared to low gritty group (node 1; 18.8 %). Furthermore, 

node 2 included a significantly lower percentage of bottom achievers (22.9 %) in comparison to 

node 1 (57.8 %). 
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Figure 2 

CHAID Decision Tree Model for Achievement Based on Language-Specific Grit and Motivational 

Variables 

 
 

 

 When the second level of the tree was examined, self-efficacy and text anxiety were 

identified as statistically significant variables. The variable of self-efficacy significantly split 

node 2 into two groups (node 5 and node 6), X2 = 7.843, df = 1, p = 0.010. The group including 
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the students with a high degree of self-efficacy in learning (node 6) appeared to be dominated by 

the students (n = 24; 53.3 %) having a score 80 points and over as an achievement grade and 

only 13.3 % (n = 6) of these students scored 72 and lower in the final test. In contrast, node 5 

included more students (n = 21) who scored 72 and lower but less students with 80 points and 

over (n = 21; 28.8 %) compared to the same categories of node 6. 

 The variable of test anxiety significantly classified node 1 (low gritty learners) into two 

groups, X2 = 11. 636, df = 1, p = 0.001. One group was composed of the students with low levels 

of text anxiety (node 3) and the other with higher text anxiety levels (node 4). Both groups were 

dominated by those students getting 72 points or below; however, there were more successful 

students who indeed got scores between 73 and 79 points (n = 10) or more than these (n=12) in 

the group with higher text anxiety levels. In contrast, there were no students who got over 80 

points in the group with lower levels of test anxiety. In this essence, node 4 possessed a 

significantly higher percentage of top successful students (n = 12; 30 %) compared to node 3 (n 

= 0). 

 Given the third level of the tree depth, control beliefs for learning was found to be 

significant for splitting node 5, X2 = 6.824, df = 1, p = 0.018 into two groups as respondents with 

moderate control beliefs for learning and those with high level of control beliefs. The group with 

higher control beliefs included significantly higher proportions of students with an average point 

of 72 or below (58.8 %) while the group with moderate control beliefs contained significantly 

higher proportions of students with an achievement score ranging between 73 and 79 points 

(48.2 %). Only three students in the higher control beliefs group and 18 students in the moderate 

control beliefs group scored as top achievers (over 80 points) as an achievement grade. Thus, 

those with high level control beliefs for learning appeared to be less successful in English. 
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 Given some “if-then” type of rules using, for instance, for node 6, one can say that if a 

student reported a high level of language-specific grit and self-efficacy for learning, it was with 

0.533 probability that this student was going to be a high achiever of English. Moreover, if a 

student was a low-level gritty learner of English and at the same time had low test anxiety, there 

was no probability that this student would become a high achiever in English (node 3). 

Furthermore, if a student possessed a moderate degree of control beliefs, a moderate level of 

self-efficacy and a high level of language-specific grit, there was only 0.196 probability that 

she/he would get lower scores in the final test. However, if this student had higher degrees of 

control beliefs for learning but not a moderate one as was given in the above case, the probability 

value that this student would get lower scores in the final test increased up to 0.588.  

 Overall accuracy and predictive potential of the model in classifying the sample of this 

study are shown in Table 5. It was seen that almost 54 % of the participants (n = 98) were 

accurately classified in the current sample. This result also meant that when the students’ 

motivational characteristics (from six motivational dimensions of MSQL and one-dimensional 

PS) are known, the prediction risk is 46 % in this sample. However, when a test sample is used 

for cross-validation, this risk is 57 %. 

 

Table 5 

 

Classification Matrix 
 

Observed 

Predicted 

<= 72.00 73.00 - 79.00 80. 00 + % Correct 

<= 72.00 47 11 6 73.4 % 

73.00 - 79.00 19 27 15 44.3 % 

80.00 + 15 18 24 42.1 % 

Overall % 44.5 % 30.8 % 24.7 % 53.8 % 

Note. Dependent Variable = Achievement Scores, Resubstitution = 46 %, Cross-validation 

= 57 %. 
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Discussion and Future Directions 

 

 The results from the CHAID for RQ1 indicated that task value, self-efficacy and intrinsic 

motivation were significantly associated with students’ language-specific grit with task value 

differentiating the students with different degrees of language-specific grit as the strongest 

independent variable. These three variables should be particularly investigated in future 

language-specific grit studies. The results from the CHAID for RQ2 revealed that students with 

higher achievement scores had higher levels of language-specific grit for learning English, self-

efficacy and text anxiety but surprisingly lower levels of control beliefs. Therefore, moderate but 

not high levels of control beliefs for learning is appreciated in order to promote students’ 

achievement. However, future researchers should approach this implication with some caution in 

relation to the data collection instrument used. That is, the items in the control beliefs subscale 

might have provoked some negative opinions due to their sentence structures and negative 

wordings in Turkish. When the items in the control beliefs subscale were examined individually, 

one can easily see that these items in Turkish can also purport the idea that learners are to blame 

themselves or should consider their lacking related to the amount of study behaviors in the face 

of undesired learning outcomes. In this regard, Turkish students might have understood the items 

of the control beliefs dimension from a negative point of view instead of the positive 

connotations with the appreciation of efforts to manage an activity as was originally dedicated to 

them in English by the original instrument developers.  

 A certain number of independent variables (including demographics included in this 

study) or their sub-levels showed no potentials to differentiate high level gritty and successful 

learners of English from their less gritty or successful peers. Thus, a significant degree of 

reduction occurred in terms of model dimensionality as an expected result with data mining 
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analyses aiming to discover the real structure embedded within the data (Milanović & 

Stamenković, 2016).  Therefore, such reductions and significant best subsets of independent 

variables should be considered carefully in the design of future studies. 

 This current study provided strong evidence for the presence of associations between grit 

for learning and other two other main variables, motivation and achievement. Muenks, Yang, 

and Wigfield (2018) previously found a similar result to the current study in that they reported 

strong relationships between effort sub-scale of general trait-level grit and the two variables, 

motivation and achievement in high school students. It was further reported in their study that 

self-efficacy and task value perceptions of the learners revealed strong associations with grit, 

which was again similar to the findings of this current study. The results from this current 

research also showed that grit was related to intrinsic motivation, which strongly corroborated 

with the results from previous studies (Changlek & Palanukulwong, 2015; Karlen, Suter, Hirta, 

& Maag Merki, 2019). In contrast to previous evidence about negative associations between test 

anxiety and grit (Changlek & Palanukulwong, 2015; Çelik & Sarıçam, 2016; Holtby, 2018), test 

anxiety was found to possess a facilitative role in promoting learners’ grit in learning English in 

this study. In this essence, some researchers in the literature previously discussed the presence of 

two types of anxiety, facilitative and debilitative (Alpert & Haber, 1960; Carrier, Higson, 

Klimoski, & Peterson, 1984; Jones, 1995). Here, with this group of learners, facilitative type of 

anxiety might have worked in the sense that an obligatory exam to pass to the main faculty 

department at university posed some sort of a difficulty to do and work more for the students. 

 Another corroborating piece of evidence supporting the existence of links between self-

efficacy perceptions and grit belonged to Rojas, Reser, Usher, and Toland (2012) who found 

associations between grit and self-efficacy and self-regulation scores in reading and math from 
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the elementary level students. The results from Reraki, Celik, and Sarıçam’s (2015) study also 

supported the current evidence as to the presence of associations between grit and academic 

motivation and achievement of university students. Similarly, Hagger and Hamilton (2019) 

found a significant association between grit (effort sub-scale) and high school students’ science 

grades. In contrast, some research studies revealed contrasting results or weak explanations as to 

the associations when investigating how grit was related to achievement and motivation 

(Bazelais, Lemay & Doleck, 2016; Karlen, et al., 2019, Lumontod, 2019; Taşpınar & Külekçi, 

2018). 

 While the above evidence supports the relationships between grit and achievement and 

motivational correlates, it is also important to note that effort dimension of the widely used grit 

scale was found to be consistently and (more) significantly related to achievement or motivation 

variables in comparison to the consistency of interest sub-scale by several researchers (Credé, 

Tynan, & Harms, 2017; Datu, Valdez, & King, 2016; Karlen et al., 2009; Muenks, Wigfield, 

Yang, & O'Neal, 2017; Steinmayr, Weidinger, & Wigfield, 2018; Wolters & Hussain, 2015). 

Such findings contributed to the use of a unidimensional instrument in this current research in 

that the PS instrument utilized in this study included or emphasized the effort dimension for the 

purposes of its content. In addition, the results from this study confirmed the use of PS as a 

reliable tool to investigate grit as a domain-specific construct in language learning. 

 One limitation could be related to sample size employed in the study for data mining 

analyses require the use of large sample sizes for the analyses to produce reliable results. 

However, when the purpose is to diagnose and identify the presence of any associations as a 

preliminary outlook, the use of smaller sample sizes is also appropriate (Milanović & 
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Stamenković, 2016). This study considered as a preliminary attempt to investigate the domain 

specificity of grit appear to be exempt from the limitation pertaining to sample size.  

 Given the pedagogical implications in the light of the results of this study, it could be 

recommended that educational interventions and trainings should be developed in order to 

promote students’ grit for learning foreign languages. In such educational interventions, the 

constructs that are supportive of grit such as goal orientations and self-efficacy should be 

included and promoted. In line with the positive psychology understanding and implications 

supported by Seligman, Ernst, Gillham, Reivicha, and Linkins (2009), it is believed that skills 

that can increase grit or grit-like constructs and positive emotions can be taught and developed 

over time.  

 One comment should be made here concerning the strong influence of self-efficacy not 

only upon the students’ grit for learning but also upon their achievement scores in English as a 

research finding from this study. Further research should be conducted to investigate and test the 

existence of multivariate causal relationships among these three variables as the literature 

concerning the presence of mutual associations between these variables has been already 

established by several researchers (Bandura, 2001; Multon, Brown, & Lent, 1991; Duckworth et 

al., 2007; Mohammadyari, 2012). In addition, the findings of this study implied the probability 

of another three-party relationship among motivation, grit and achievement for future research to 

investigate and the use of more advanced and varied data analysis methods is recommended to 

understand such multivariate relationships among the variables. It is seen that there is already a 

dominance of quantitative research designs in research into grit in the literature. Therefore, 

qualitative and mixed-design studies are especially recommended for future purposes in order to 
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understand the real nature of the construct in the light of learners’ personal understandings and 

perceptions related to their grittiness. 
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5th Grade English Language Teaching Curricula in Turkey:  

Expectations vs. Realities 

 

Esin Dündar and Ali Merç  

 

 

Abstract 

 

This study aims to reveal the opinions of English teachers, advisors and a member of Curriculum 

Development Committee of Ministry of National Education about 5th grade English Language 

Curricula in Turkey. To this end, 100 English teachers were given Curriculum Opinion Scales. 

Fifteen English teachers, three advisors, and a member of Curriculum Development Committee 

were also interviewed through semi-structured interviews in order to add to the quantitative 

findings. The curricula were evaluated in terms of learning objectives and content, assessment 

and evaluation, coursebook as an instructional material, language skills, principle of 

appropriateness, and continuum of learning. Furthermore, participants shared their opinions on 

curriculum literacy, class hours, methodological perspectives, and examination system. The 

findings are discussed in comparison with the related literature. 
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The role of English in economy and its importance to reach information are two of the 

crucial factors shaping the field of language teaching (Richards & Rodgers, 2014). English 

curriculum has been influenced by the changing perspectives on how to teach a foreign language 

over time, and for today, countries expect learners to use English for communication and focus 

on communicative principles which causes the need for interactive and learner-centered practice 

(Wedell & Grassick, 2018). Although the need for learning English has led the demand for 

effective language curricula, which can upskill individuals in a globalized world, teaching 

policies are criticized for not meeting this demand (Richards & Rodgers, 2014).  

In order to educate students, a carefully planned curriculum development process is 

crucial as curriculum is not just “a school board-approved textbook series” (Ornstein & Hunkins, 

2018, p. 209). Many scholars have defined the term ‘curriculum’ by pointing out different 

aspects. As stated by Wiggins and McTighe (2005), curriculum is “more than a list of topics and 

lists of key facts and skills (the ‘inputs’)” (p. 6). While Bobbitt (2004) focuses on experience, 

Richards and Rodgers (2014) approach the term as a design including teaching and learning 

situations. Focusing specifically on language teaching curriculum, Richards (1990) believes that 

the outcome of a second language education has a close relation to our perspective on language 

curriculum development process. Curriculum development process does not just involve 

definitions of its elements and in-class application. We need evaluation to see whether 

curriculum is really applicable in a classroom environment and it we can reach expectations and 

learning outcomes specified (Richards, 2001a). Additionally, focusing on the actions of the 

teachers and learners within the classroom settings, curriculum evaluation is crucial to see to 

what extent curriculum serves educational development (Ornstein & Hunkins, 2018).   
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Regardless of how it is defined, curriculum influences the teachers, students, and society 

(Ornstein & Hunkins, 2018). Additionally, it is at the center of the education system as it forms a 

combination of theory, practice, and objective (Null, 2011). Although curriculum evaluation is 

not simply about the opinions of the stakeholders, their opinions and experiences have to be 

taken into consideration for an effective application because their perspectives and local contexts 

can create various interpretations and implementations of the curriculum.   

ELT curriculum evaluation is not a new phenomenon for the field, the related literature 

provides studies conducted in various contexts from 1985 to present. For instance, in teaching 

English to young learners in Polish context, Stec (2011) claims that content of grammar, 

classroom management, insufficient time, learners’ attention span, and background knowledge 

can be listed as some of the challenges for the teachers. Focusing on designing a curriculum 

guide for the Brazilian context, Gimenez and Tonelli (2013) believe that authorities should 

collaborate with the teachers during the curriculum development process. Moreover, in Chinese 

context, the study of Li (2010) investigated the implementation of English language policy and 

revealed that teachers were willing to share their experiences with the authorities and attend the 

process in order to design a curriculum which could meet the needs of the learners, however it 

was nearly impossible to reach the higher officials. Additionally, Salahuddin et al. (2013) 

evaluated the primary English curriculum in Bangladesh and pointed out lack of curriculum 

literacy, crowded classrooms, class hours, teaching materials, and in-service training as the 

factors affecting the application of the curriculum. Lastly, the study of Romero et al. (2014) 

evaluated ELT curricula in Mexico from the perspectives of various stakeholders and found out 

how uninformed the school management and teachers were about the curriculum.  
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Evaluation of ELT curriculum has been considerably studied in Turkish context, too. 

Regardless of the grade evaluated, the following points were often mentioned in ELT curriculum 

evaluation studies in Turkish context as the factors affecting the application of the curriculum: 

effect of examination system (Berkant et al., 2019; Dönmez, 2010; Karcı, 2012; Kaya, 2018), in-

service training (Dinçer & Koç, 2020; Özüdoğru & Adıgüzel, 2015; Yedigöz-Kara, 2019; Zehir-

Topkaya & Küçük, 2010), class hours (Cihan & Gürlen, 2013; Erdoğan, 2005; Karcı, 2012; 

Kaya, 2018; Zehir-Topkaya & Küçük, 2010), and teaching materials (Berkant et al., 2019; 

Dinçer & Koç, 2020; Erdoğan, 2005; Karcı, 2012; Zehir-Topkaya & Küçük, 2010).   

Purpose of the Study 

Since the 2017-2018 academic year, there have been two English language curricula 

applied for 5th graders (young learners at the age of 10) in the Turkish education system. One of 

them was developed as a part of second-eighth grade English Language Curriculum (ELC). 

Adopting communicative principles, ELC aims for A1 proficiency level with 10 units, three 

weekly hours, and learning objectives specified for each language skill except writing (MNE, 

2018a). After being piloted in selected schools, intensive English Language Curriculum for 5th 

graders (IntELC) was updated and the schools were allowed to have English courses up to 18 

hours with the approval of school administration (MNE, 2018b). Just like ELC, IntELC also 

follows communicative principles and aims for beginning of B1 with 540 hours of classroom 

input, 36 units, and learning objectives specified for all language skills (MNE, 2018c).      

As stated by Fullan (2007), “educational change depends on what teachers do and think- 

it is as simple and complex as that” (p. 129). However, authorities seem to share no or meager 

information with teachers in terms of curriculum changes. This lack of information causes 

disregard for local content realities, inconsistency between curriculum and elements such as 
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examinations or textbooks, and teachers do not know what they are expected to do (Wedell & 

Grassick, 2018). Curricular changes affect the stakeholders and it is important to see how well 

they adopt these changes because unadopted reforms can cause loss of resources (Bümen et al., 

2014). 

The present study is an attempt to evaluate ELT curricula for 5th graders from the 

perspectives of English teachers, advisors, and a member of Curriculum Development 

Committee in the country of Turkey. As they are responsible for in-class practice of the 

curriculum, the experiences and opinions of the teachers can provide feedback for the 

curriculum. However, evaluating the curricula only from the perspectives of the teachers can 

lead to misconceptions. Thus, getting the opinions of other parties involved can provide a better 

understanding of the curricula. To this end, the study searches for an answer to the following 

research questions: 

1. What are the opinions of English teachers about IntELC and ELC? 

2. What are the opinions of the advisors and the committee member about IntELC and ELC? 

Significance of the Study 

An overview of the related literature reveals three crucial points to be considered. First, 

although the number of the studies investigating ELT curricula from the perspectives of the 

stakeholders is quite a lot, the variety of the stakeholders seems to be neglected, especially in 

Turkish context. Compared to the number of the studies getting the opinions of English teachers 

or students, studies covering the opinions of other stakeholders such as parents, supervisors, 

officials, inspectors, and academicians are quite rare. Second, when we investigate the data 

collection tools used in ELT curriculum evaluation studies, we can state that Likert type scales 

are considerably preferred in the Turkish context (e.g. Erdoğan, 2005; Gürsoy & Eken, 2018; 
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Kambur, 2018; Yedigöz-Kara, 2019). Those studies using Likert type scales only reported small-

scale pilot studies or taking the opinions of the experts for the development of the scales. Only a 

limited number of studies reported the results of exploratory factor analysis. Claiming that there 

is a misconception of scale development among researchers who often develop scales by 

basically getting some items together, DeVellis (2017) explains the risk of this misconception as 

“a researcher not only may fail to exploit theory in developing a scale but also may reach 

erroneous conclusions about a theory by misinterpreting what a scale measures” (p. 32). 

Although there are scales for the evaluation of ELT curriculum, there is still a need for valid and 

reliable scales, considering how those in the related literature are developed. Finally, both ELC 

and IntELC have been evaluated from the perspectives of teachers in many studies. However, the 

studies have mainly focused on ELC before its updated version in 2018. Thus, there is still a 

need for providing insightful information on the updated version of ELC. Although it is gaining 

popularity among ELT curriculum evaluation studies (e.g. Aksoy et al., 2018; Dinçer & Koç, 

2020; Kambur, 2018), IntELC have been mostly evaluated from the perspectives of the teachers 

or students. More studies are necessary not only to compare the two curricula applied for 5th 

grade students but also to evaluate them from the perspectives of other stakeholders. The present 

study singles out by developing a valid and reliable curriculum evaluation scale as a data 

collection tool, focusing on the comparison of currently designed and updated curricula, and 

taking the opinions of not only teachers but also advisors and a committee member.  

Methods 

Research Design 

Including both quantitative and qualitative approaches into the procedure, the study 

adopted an explanatory sequential mixed method research design to gain a general understanding 
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of the issue by collecting and analyzing the quantitative data first, and then, supporting it through 

qualitative data (Creswell, 2012).     

Participants 

The data were collected from two participant groups. As they are in charge of the 

practical aspect of the curriculum, the experiences and evaluations of the teachers can provide 

valuable feedback for its effectiveness. Thus, one of the participant groups included 100 English 

teachers, working with 5th graders; 56% of the teachers had teaching experience more than 10 

years and 28% of them were following IntELC. Most of the participants had a BA degree and 

were supporting the application of IntELC.  

In the Turkish context, the Curriculum Development Committee under MNE is 

responsible for curriculum design and this committee is formed with academicians from the 

related profession and teachers from the field. In order to have a better understanding about 

curriculum, their experiences during the process of development and perspectives can play a 

crucial role. Thus, within this study, three academicians as the advisors and an English teacher as 

the member of the Curriculum Development Committee of MNE formed the second participant 

group. Advisors took charge during the updating process of ELC and development of IntELC 

while committee members only took part in the development process of IntELC.    

Data Collection Tools 

Curriculum Opinion Scale for English Teachers (COSET) 

The quantitative data for the study were collected through the Curriculum Opinion Scale 

for English Teachers (COSET), developed by the researchers. Adopting a five-point Likert type 

rating, COSET was formed with three parts: demographic features, 41 scale items, and an 

optional part for the participants to state their further opinions about the curricula. After creating 
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the item pool based on the review of the related literature and interviews with English teachers, a 

draft form was prepared and evaluated by the experts from the field of ELT, Program 

Development and Evaluation, and Assessment and Evaluation. A form with 67 items was 

prepared and piloted with 262 English teachers of 5th graders to conduct Exploratory Factor 

Analysis (EFA). A principal axis factor analysis was conducted on items with oblique rotation 

(promax). The results of Kaiser-Meyer-Olkin (KMO) and Bartlett’s test of sphericity were 

investigated to determine the suitability of the data set for EFA and sample size was verified for 

the analysis (KMO= .972, X2 = 16879.065, df= 1711, p<.01). By taking Kaiser Criterion and 

Cattell Scree Plot into account, COSET was decided to have a structure of six factors. Using 0.4 

as a cutoff point, items, either having a cross loading difference below .1 or with factor loadings 

below 0.4, were eliminated. As a result of EFA, a structure with six factors, explaining 74.580% 

of variance, and 41 items was determined. Reliability of the scale was measured through 

Cronbach’s alpha coefficient, Guttman’s lambda, and McDonald’s omega (α .985, λ-2 .985, ω 

.985). In order to validate the 6-factor structure of COSET, fit indices were investigated by 

conducting Confirmatory Factor Analysis (CFA) with the data collected from 153 English 

teachers of 5th graders. X2/df (1.91), CFI (.96), IFI (.96), and NNFI (.96) model indices had 

perfect fit while RMSEA (.077 / 90% Confidence Interval .071; .083), SRMR (.066), and NFI 

(.93) showed good fit, which verified the six factors structure of COSET. The factors were 

labeled as follows: learning outcomes and content, assessment and evaluation, coursebook as an 

instructional material, principle of appropriateness, language skills, and continuum of learning.  

Semi-Structured Interviews 

The qualitative data were collected through semi-structured interviews with 15 English 

teachers, three advisors, and a member of Curriculum Development Committee of MNE. After 
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the analyses of the responses given to COSET, the questions of semi-structured interviews with 

teachers were prepared. The components of the curricula with high or low ratings were addressed 

through the interview questions. As the aim of interviews with advisors and committee member 

was to see their responses to the opinions of the teachers about the curricula, the set of questions 

was prepared after the analyses of the qualitative and quantitative data collected from the 

teachers. The interview sessions were conducted after the evaluations of the questions by the 

experts from the field.   

Data Collection Procedure 

Once COSET was developed, permissions from Ethics Committee and Directorate of 

National Education were taken and schools were selected through the stratified random sampling 

method. After the middle schools in a city center in Central Anatolia Region were enlisted and 

classified in line with geographical and socio-economic features, they were selected randomly 

from the list. The administrators of the selected schools were contacted and informed about the 

study. The data collection took place between 2019 Spring and 2020 Fall semesters within the 

school environment. After the analysis of the responses given to COSET, a set of questions was 

prepared for the semi-structured interviews. English teachers and interview sessions were 

conducted with voluntary teachers. After the analyses of the data collected from English 

teachers, semi-structured interviews with the advisors and committee member were conducted. 

They were reached through email and given detailed information about the aim of the study. 

While one of the advisors and committee member preferred to give their answers in a written 

form, two online interview sessions were conducted with two of the advisors in June 2020.  
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Data Analysis 

In order to make an item-based evaluation of the responses, mean scores for each item 

were interpreted through the formula of “(highest point in the Likert scale – lowest point)/the 

number of the levels” suggested by Erkuş (2012). By adding .80 (5-1/5) the categories were 

defined as; 1 – 1.80 (very low), 1.81- 2.60 (low), 2.61- 3.40 (moderate), 3.41- 4.20 (high) and 

4.21-5 (very high).  In order to compare subtotals and total scores in line with the curriculum 

followed by the participants, first, the normality of the data was checked through Kolmogorov 

Smirnov test of normality. As the data set did not have a normal distribution (p<.05), Mann 

Whitney U test was used to make a comparison between the groups. Considering the difference 

between statistical significance and practical significance, effect size values were also calculated 

through the formula “r = Z/√𝑁” and interpreted in line with the reference points: ±.1 small effect, 

±.3 medium effect size, and ±.5 large effect size (Field, 2009).  Qualitative data collected 

through semi-structured interviews were used to support quantitative data through direct 

quotations. 

Results 

The opinions of the participants on ELC and IntELC are presented in the same order of 

the subscales in COSET and supported through responses shared during semi-structured 

interviews.  

Learning Outcomes and Content 

Fourteen items of the first subscale were mainly about the reachability of the outcomes 

and their suitability to the learners in aspects such as the daily life of the students, their needs and 

interests. Descriptive statistics and Mann Whitney U test results are presented in Table 1. 

 

. 
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Table 1 

 

The Results Regarding Learning Outcomes and Content 
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Mann Whitney U 

U z p r 

1
 IntELC 3.85 .84 

877 -1.127 .260 -0.11 
ELC 3.59 .92 

2
 IntELC 3.64 .73 

1005 -.027 .978 -0.002 
ELC 3.62 .84 

3
 IntELC 3.89 .78 

835.5 -1.515 .130 -0.15 
ELC 3.63 .79 

4
 IntELC 3.57 .79 

910 -.829 .407 -0.08 
ELC 3.43 .86 

5
 IntELC 3.85 .93 

990 -.151 .880 -0.01 
ELC 3.84 .91 

6
 IntELC 3.60 .83 

1002.5 -.045 .964 -0.004 
ELC 3.62 .89 

7
 IntELC 3.50 .92 

912.5 -.778 .437 -0.07 
ELC 3.29 1 

8
 IntELC 3.60 .91 

999.5 -.071 .943 -0.007 
ELC 3.59 .89 

9
 IntELC 3.82 .77 

842 -1.400 .162 -0.14 
ELC 3.54 .90 

1
0
 IntELC 3.60 .83 

792 -1.741 .082 -0.17 
ELC 3.16 1.1 

1
1

 IntELC 3.85 .93 
897 -.939 .348 -0.09 

ELC 3.68 .96 

1
2
 IntELC 3.85 .80 

939.5 -.605 .545 -0.06 
ELC 3.76 .83 

1
3
 IntELC 3.71 .89 

908 -.848 .396 -0.08 
ELC 3.58 .83 

1
4
 IntELC 3.75 .88 

805.5 -1.726 .084 -0.17 
ELC 3.45 .82 

Subtotal 
52.14 8.8 

832 -1.353 .176 -0.13 
49.8 9.2 

 

As presented in Table 1, except two items (7 and 10) for ELC, the teachers gave high 

ratings to the curricula. For IntELC the outstanding feature within the subscale was the 

consistency among the outcomes (Item 3, M= 3.89) while ELC got the highest ratings for 

reachability of the outcomes specified for vocabulary (Item 5, M= 3.84). Although IntELC got 

higher subtotal mean score, Mann Whitney U test results showed statistically non-significant 

difference (p> .05) with small effect size (r< ±.3).  
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Although responses given to COSET could be interpreted as participants being content 

with the curricula, the interviewees draw a different picture about in-class practice. Except one of 

them, all the interviewees following IntELC stated that they could not reach the outcomes 

specified for language skills as grammar teaching took a great deal of their class hours. As well 

as criticizing the amount of new vocabulary and lack of learning outcomes specified for writing 

skills, the teachers following ELC believed that unbalanced distribution of the outcomes among 

the units and limited class hours created the difference between what was expected from the 

curriculum and in-class practice.  

Responding to the criticisms of the teachers, the advisors and committee member insisted 

that neither of the curricula was grammar-based and not a single learning outcome was specified 

for grammar. They believed that the examination system forced teachers to focus on every single 

grammar structure. The point of how curriculum was presented in the coursebook was also 

highlighted, stating that they had to omit learning outcomes for writing skills in order to simplify 

ELC. Advisors also presented a theory-based rationale for the amount of new vocabulary in 

ELC. One of the advisors objected to the criticism in these words: 

We did that on purpose because without loading the words called as language shower or 

input, children can’t have an output. It is stated in Krashen’s Natural Approach or 

Communicative Approach, so the coursebook writer should get that input and form a 

context within the coursebook and prepare activities answering what we know when we 

know the vocabulary. The children need the language shower otherwise how they can 

hear those words. Studies show that at A1 level a child needs to know 300-400 words. 

(A3) 
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Assessment and Evaluation 

 Items of this subscale evaluated the curricula in terms of considering developmental 

features of the students, peer and self-evaluation, providing feedback for the efficacy of the 

curricula, and applicability of the suggested techniques. Mean scores of the responses and Mann 

Whitney U test results are presented in Table 2. 

 

Table 2 

 

The Results Regarding Assessment and Evaluation 
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1
5

 IntELC 3.03 1 
1007.5 -.004 .997 -0.0004 

ELC 2.98 .97 

1
6
 IntELC 3.17 .86 

844 -1.317 .188 -0.13 
ELC 2.87 1 

1
7
 IntELC 3.21 .78 

996.5 -.093 .926 -0.09 
ELC 3.15 .97 

1
8
 IntELC 3.60 .68 

860 -1.275 .202 -0.12 
ELC 3.33 .85 

1
9
 IntELC 3.39 .87 

768.5 -1.944 .052 -0.19 
ELC 3 .90 

2
0
 IntELC 3.32 .90 

971 -.306 .760 -0.03 
ELC 3.25 .93 

2
1
 IntELC 3.50 .79 

987.5 -.174 .862 -0.017 
ELC 3.48 .76 

2
2
 IntELC 3.10 1.1 

801 -1.638 .101 -0.16 
ELC 2.62 1.1 

2
3
 IntELC 3.42 .83 

813.5 -1.583 .114 -0.15 
ELC 3.06 1 

2
4
 IntELC 3.46 .88 

964.5 -.366 .714 -0.03 
ELC 3.38 .79 

Subtotal 
33.2 7 

832 -1.353 .176 -0.13 
31.1 7 

 

As it can be understood from Table 2, teachers were content with the applicability of the 

suggested evaluation techniques. Consistency between the content and evaluation techniques, 

guiding teachers in terms of assessment and evaluation, and relevancy of the assessment and 
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evaluation to the developmental features of the students were found to be other outstanding 

features of IntELC while ELC got moderate ratings. However, Mann Whitney U test results 

showed statistically non-significant differences with small effect sizes (p>.05, r< ±.3).  

The leading topics discussed during the interviews with the teachers were applicability of 

the suggested evaluation techniques and evaluation of language skills. Although applicability of 

the suggested techniques got high ratings in COSET, the interviewees questioned the capability 

of those techniques in evaluating language skills. They also mentioned disregarding the level of 

the students, limited class hours, and the amount of the outcomes as problems.  

When it comes to the evaluation of language skills, interviews revealed that schools had 

different procedures regardless of the curriculum they followed. While some of the teachers, 

following IntELC, were evaluating language skills during in-class activities, one of the schools 

was conducting skills-based exams. For the teachers following ELC, limited class hours and lack 

of technical equipment forced teachers to focus more on grammar and vocabulary rather than 

language skills and this resulted in students being inexperienced in skills-based activities. 

Sharing an information given during the district group teacher meeting, one of the teachers 

stated: 

It was mentioned during district group teachers meeting that if we decided as group for 

teachers to conduct listening exam for 5th graders, we could, but none of the teachers in 

our district was willing to take that risk because in order to test the listening skills of the 

students. First, I should really concentrate on those skills during the lessons. As I can’t do 

that, there is no point in making a listening exam. (ELC, T2) 

Responding to the opinions of the teachers, advisors highlighted the importance of 

evaluating language skills and they explained the issue through two main factors: lack of 
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knowledge on how to conduct skills-based exams and conformism. They stated that as well as 

being stated in Basic Law of Education, conducting skills-based exam was also crucial to reach 

the main objective of the curricula.  

Coursebook as an Instructional Material 

The third subscale evaluates MNE-approved coursebooks. Descriptive statistics and 

Mann Whitney U test results are presented in Table 3. 

 

Table 3 

 

The Results Regarding Coursebook as an Instructional Material 
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2
5
 IntELC 3.03 1 

910 -.786 .432 -0.07 
ELC 3.13 1 

2
6
 IntELC 3.10 1 

848.5 -1.274 .203 -0.12 
ELC 2.76 1 

2
7

 IntELC 2.78 1 
998 -.080 .936 -0.008 

ELC 2.73 .99 

2
8
 IntELC 3.14 1 

998.5 -.077 .939 -0.007 
ELC 3.11 1 

2
9
 IntELC 3.28 1 

1006.5 -.012 .990 -0.001 
ELC 3.26 .99 

Subtotal 
15.3 4.4 

995 -.100 .920 -0.01 
15 4.2 

 

Based on the mean scores presented in Table 3, we can state that participants were not 

content with MNE-approved coursebook regardless of their curriculum. The capability of the 

coursebook in terms of improving speaking skills got the lowest scores from the participants. 

Opinions shared during the interviews were consistent with the ratings. The teachers following 

ELC found the material consistent with the objectives of the curriculum, but they criticized it in 

terms of organization of the units, number of the activities, and improving language skills. As the 

teachers were unaware of the coursebook sets prepared specifically for IntELC, they were using 
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the coursebook designed for ELC as well as one published by international publishers. The main 

motive behind using two coursebooks was to prepare students for high-stakes exams by 

following an MNE-approved one and to use a supportive coursebook suitable to the content of 

IntELC. The problems with MNE-approved coursebook were functionality, unbalanced 

organization of the units, the number of the activities, and not appealing the interest of the 

students. Thus, they felt the need to follow an additional coursebook to support their students. 

One of the teachers expressed her opinions in these words: 

I don’t think that the coursebook is efficient, it was partially prepared in line with the 

outcomes. In the first unit of MNE-approved coursebook there are too many grammar 

structures to cover, I dealt with the first unit for weeks, there were activities following 

one another and students got bored with so much grammar points. There is nothing fun, 

there are so many structures in the first unit, it gets simple with the second unit. In the 

extra coursebook we use there is a song at the end of each unit, the students are having 

fun but in MNE-approved coursebook there is no place to relax. (IntELC, T2) 

Pointing out the importance of selecting the best option possible, advisors disagreed with 

the opinions of the teachers regarding MNE-approved coursebooks. One of the advisors stated 

that the source of the problem was not the coursebook but the methodological perspective of the 

teachers and believed that MNE should charge publishing houses for the design of the 

coursebooks instead of preparing them itself. It was also stated that there were indeed two online 

coursebook sets prepared for IntELC and they were labeled as supportive materials to eliminate 

the time consuming approval process of MNE. However, the teachers were unaware of them 

because of a miscommunication between the schools and MNE. Explaining the development 

process of the alternative coursebooks, committee member commented that teachers did not need 
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to follow the coursebook designed for a different curriculum because of the examination as 

students following IntELC efficiently could be successful at the high-stakes exams.   

Principle of Appropriateness 

Within this subscale, four items focus on the consistency of content and outcomes with 

the class hours and readiness level of the students. The results of the analysis are presented in 

Table 4. 

 

Table 4 

 

The Results Regarding Principle of Appropriateness 
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3
0
 IntELC 3.07 1.1 

905 -.823 .411 -0.08 
ELC 3.23 1 

3
1
 IntELC 3.25 1 

1006.5 -.012 .990 -0.001 
ELC 3.23 1.1 

3
2
 IntELC 3.53 1.1 

719 -2.308 .021 -0.23 
ELC 2.97 1 

3
3
 IntELC 3.32 .98 

883 -1.009 .313 -0.10 
ELC 3.08 1 

Subtotal 
13.1 3.3 

939.5 -.529 .597 -0.05 
12.5 3.3 

 

Based on the mean scores presented in Table 4, it can be stated that both of the curricula 

got moderate ratings, except item 32. Considering weekly hours for the specification of the 

content (item 32) was the only item with statistically significant mean difference (p<.05). 

However, the effect size for this item was found to be small (r= -0.23). Although responses given 

to COSET revealed that teachers following IntELC were content with the weekly class hours, 

except one of them, all of the interviewees believed that class hours were not enough to cover the 

whole content. Complaining about the limited weekly class hours and seeing them as the source 

of their struggles, interviewees following ELC shared that they were having some difficulties to 
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explain some of the structures to the students. They stated that no matter how many times they 

explained some structures, students did not understand. Suggesting covering one grammar 

structure throughout each grade, some of the teachers believed that students could not understand 

the structures when they had no knowledge about them in their native language.  

On the other hand, the advisors and committee member believed that teachers were 

teaching grammar in a wrong way. Furthermore, they stated that IntELC was prepared based on 

20 class hours and what teachers should do was to redesign the content in line with their class 

hours, which could also be an opportunity for teacher autonomy. When it comes to the limited 

class hours of ELC, they agreed with the teachers and shared their struggle to explain the 

importance of more class hours to the authorities who took the class hours in the countries of 

Europe as a base. Comparing English exposure rate between European countries and Turkish 

context, they also admitted the difficulty of increasing class hours as it was directly related to the 

number of the teachers assigned.    

Language Skills 

The items of this subscale evaluate the importance given to language skills within the 

curricula. Mann Whitney U test results are presented in Table 5. 
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Table 5  

 

The Results Regarding Language Skills 
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3
4
 

IntELC 3.35 1 
907.5 -.810 .418 -0.08 

ELC 3.12 .97 

3
5
 

IntELC 3.64 .95 
763 -2.010 .044 -0.20 

ELC 3.19 1 

3
6
 

IntELC 3.57 .95 
958 -.419 .675 -0.04 

ELC 3.47 .99 

3
7

 

IntELC 3.28 1 
708 -2.388 .017 -0.23 

ELC 2.72 1 

3
8
 

IntELC 3.78 .99 
791 -1.877 .060 -0.18 

ELC 3.44 .91 

Subtotal 
17.6 4.4 

734.5 -2.115 .034 -0.21 
15.9 4 

 

Considering the mean scores, presented in Table 5, we can claim that according to 

teachers, both of the curricula gave less importance to speaking skills and pronunciation (Item 34 

and 37). Although Mann Whitey U analysis showed statistically significant differences between 

the two curricula in terms of writing skills (item 35), pronunciation (item 37), and subtotals 

(p<.05), the effect sizes were found to be small (r< ±.3). Making a general evaluation of the 

curricula in terms of language skills, interviewees following IntELC supported two different 

opinions. Two of the teachers found IntELC more efficient in terms of improving language 

skills, while three of them believed that overloaded grammar content constituted an impediment 

to focus on language skills. For the interviewees following ELC, the issue was not about 

focusing on language skills. There were some practical obstacles such as the number of the 

activities, overcrowded classes, and class hours for the teachers to reach those outcomes.  

Insisting on remembering the fact that both ELC and IntELC were only focusing on 

language skills rather than grammar, the advisors and committee member stated that teachers 



 
  

 49 

were dealing with grammar more than needed, and both of the curricula could be effective if 

applied correctly. Regarding the outcomes of language skills, one of the advisors responded: 

There is no separate outcome for pronunciation because we integrated the language 

elements, grammar, vocabulary, and pronunciation into speaking. Actually, we are 

emphasizing it in some of the speaking outcomes. We are not stating it explicitly as 

‘children know how to intone’ but it is included in the skills. (A1) 

Continuum of Learning 

Three items of the continuum of learning subscale were about the consistency between 

activities and outcomes, student-centered activities, and preparing students for the next grades. 

Mean scores and Mann Whitney U results are presented in Table 6. 

 

Table 6 

 

The Results Regarding Continuum of Learning 
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3
9
 IntELC 3.92 .76 

768.5 -2.085 .037 -0.20 
ELC 3.51 .93 

4
0

 IntELC 4.07 .76 
663 -2.949 .003 -0.29 

ELC 3.47 .93 

4
1
 IntELC 4 .66 

749 -2.145 .032 -0.21 
ELC 3.52 .96 

Subtotal 

 

12 1.8 
692 -2.491 .013 -0.24 10.5 2.4 

 

As it can be understood from Table 6, all item-based and subtotal mean score differences 

were found to be statistically significant (p<.05). However, all effect size values were small (r< 

±.3). Mean scores can be interpreted as teachers were content with their curricula in terms of 

continuum of learning, but interviewees shared quite different opinions. They blamed the 

education system for making students expect everything to be handed on a silver platter. IntELC 
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was believed to provide a solid base for the students, but information overload could cause 

problems. While some of the teachers praised ELC for being consistent with the following 

grades, some of them criticized it as it could not provide a solid base for the students.  

Criticizing the perspectives of the teachers, committee member made the following 

comment: 

… when they see “talking about past time events”, the teachers start to make students 

memorize the second form of the verbs. But the curriculum doesn’t want this. Also the 

outcomes stated in the curriculum are all collected under four language skills. Students 

need to elicit grammar structures with language skills. This is stated at the introduction 

section of the curriculum. But as I said before, the reason behind this is the lack of 

curriculum literacy of the teachers. (CM) 

Overall Evaluation 

Lastly, total score mean values were compared. Based on the results, it can be stated that 

total score mean value of IntELC (M= 143.57) was higher than ELC (M= 135.02). However, the 

difference was non-significant and effect size was small (U= 830.5, z= -1.363, p>.05, r= -0.13). 

At the end of the interview sessions, teachers following IntELC mentioned that they had to find 

their own way of applying the curriculum and were not provided any guidance, which in a way 

caused different applications among schools. Supporting the application, teachers also 

highlighted the importance of providing a coherent coursebook with IntELC and improving 

physical conditions in order to get better results. As they wanted more class hours, interviewees 

following ELC were also supporting IntELC. Moreover, they felt the need of guidance, shared 

their expectations from the curriculum as a document, and as the appliers of the curriculum, they 
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wanted to have an active role in the process of curriculum development. They believed that 

teachers were left out of the process.  

According to the advisors and committee members, teachers had active roles in the 

development process as they were part of the committee as a member and MNE also got 

feedback from other teachers from the field. Responding to the criticism of the teachers about the 

curriculum document, they stated that within centralized education system, it was not possible to 

prepare a detailed curriculum and it should not provide solutions to the in-class problems 

because it was impossible to foresee every possible problem. Misconception of the coursebook 

as the curriculum was also pointed out. Reminding the relation between the curriculum and the 

coursebook, one of the advisors made the following comment: 

It is really important how the curriculum is reflected in the material. At this point what 

stands out is what material designers understand from the curriculum and how they 

reflect it. Proficiency of those people should be questioned. (A2) 

Criticizing the perspective of curriculum as thinking about what to include in a unit of 

coursebook, one of the advisors suggested designing the whole education system in line with the 

curriculum and providing local constant in-service training in order to improve the application of 

the curricula. He also highlighted the importance of making skills-based exams by associating 

the current examination system with conducting a swimming exam through pen and paper.    

Discussion and Conclusions 

The results of the present study showed that teachers had some difficulties in reaching the 

learning outcomes for different reasons. Teachers following IntELC showed the overloaded 

grammar content and intensity of the learning outcomes as the reasons behind their struggle, 

which was also mentioned in the studies evaluating IntELC (Berkant et al., 2019; Dilekli, 2018; 
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Dinçer & Koç, 2020; Yedigöz-Kara, 2019). Being the source of many troubles in practice, 

limited class hours were the factors hindering teachers to reach the outcomes in ELC, which was 

consistent with the study of Cihan and Gürlen (2013). Regardless of their curriculum, teachers 

were focusing on grammar more than needed. Not only did the advisors and committee member 

persistently pointed that two curricula did not focus on grammar but also it was clearly stated in 

the documents of the curricula that they were based on communicative perspectives. As 

explained in IntELC: 

Parallel to the English Language Teaching Program (for the 2nd – 8th grades) published 

by Board of Education in 2017, the present program for the lower secondary education 

(5th, 6th, 7th and 8th) is based on communicative principles to English language teaching. It 

organizes the curricular objectives with regard to language skills and functions (uses), not 

in terms of any dichotomy or classification on grammatical forms (usages). Thus, the 

present program is based on a series of thematic and communicative syllabi, success of 

which is inevitably dependent upon the analogous approach in teachers’ instructional 

choices, in measurement repertoire and in learners’ practice (MNE, 2018c, pp. 3-4).  

There can be two explanations for the mismatch between what IntELC and ELC intended 

to do and the in-class practice of the teachers. The first possible reason stated was curriculum 

literacy. According to Sural and Dedebali (2018), curriculum literacy has a crucial role in 

reaching the expected learning outcomes. It is deemed to be important for saving teachers from 

the captivity of the coursebook and preserving teacher autonomy (Ben-Peretz, 1990). In the 

Turkish context, teachers saw the coursebook as the curriculum and did not follow the updates in 

the curriculum (TED, 2009). Moreover, Saral (2019) found out that English teachers at the state 

schools in Turkey had a moderate level of curriculum literacy. Teachers need curriculum literacy 
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to decode the official document and understand the objectives and philosophy behind to reflect 

the curriculum into practice (Kahramanoğlu, 2019). Although 71% of the teachers in the present 

study claimed reading the updated curriculum document, their responses might indicate contrary.    

The effect of examination system can be another explanation. Students are expected to 

have detailed knowledge on grammar and vocabulary instead of language skills to be able to pass 

high-stakes exams. Exam-related concerns of the teachers were consistent with the findings of 

the studies evaluating IntELC from teachers’ perspectives (Berkant et al., 2019; Yedigöz-Kara, 

2019). Studies from various contexts have also indicated the effect of the national assessment 

system on the application of the curriculum (e.g. Al-Darwish, 2006; Alwan, 2006; Glasgow, 

2014; Li, 2010; Nothaisong, 2015; Tsai, 2007; Wu, 2013). Additionally, teachers following ELC 

mentioned their struggles between the theory and practice and the burdensome examination 

system. High-stakes exams changed the role of tests within the teaching process and this created 

high expectations for school-based stakeholders (Cheng & Curtis, 2008). This situation is called 

as ‘washback effect’, a term which connotes uncalled influence on learning-teaching situations 

(Alderson & Wall, 1993). Within Turkish education system, learners from all levels have to deal 

with high-stakes exams for better education (Özmen, 2012). For instance, at the end of middle 

school, students take the secondary education placement exam and in the English section they 

are responsible for grammar, vocabulary, and reading skills, which is quite contrary to the 

objectives of the curriculum (Kılıçkaya, 2016). The mismatch between the national examination 

system and curriculum is deemed to cause the following: teaching to test, wasting sources, 

disregarding the objectives of the curricula, and increase of inequality of opportunity in 

education (Wedell, 2014). Not including other language skills except reading can cause 

disregarding those skills during the in-class practice. Additionally, teachers’ concern for the 
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secondary education placement examination can be quite early considering the grade. Besides, 

shaping the lessons as instructed in the curricula can help students to be successful at English 

sections of any exams as claimed by the committee member.   

One of the points about which advisors and teachers shared different opinions was the 

amount of new vocabulary in ELC. Although it was not an issue considering the responses given 

to COSET, the interviewees criticized ELC harshly because of the amount of new vocabulary. 

On the other hand, advisors explained their intention through the term ‘language shower’ and 

pointed out the importance of how vocabulary was taught. Wilkins (as cited in Thornbury, 2002, 

p. 13) claims that “without grammar very little can be conveyed, without vocabulary nothing can 

be conveyed”. As well as its role in language learning, vocabulary is also necessary to learn and 

use grammar (Cameron, 2001). The studies in the related literature have mentioned 2000 words 

as a threshold (Schmitt, 2000; Thornbury, 2002). Moreover, explaining the learner’s vocabulary 

size, Nation (2013) notes that “the larger the vocabulary size, the greater the quantity of language 

that needs to be processed in order to meet the words to be learned again” (p.108). According to 

Thornbury (2002), what learners need is to be exposed to the words as much as possible as well 

as repeated memory retrieval. Instead of the amount of the vocabulary, the attention should be 

paid on how to teach learners new vocabulary in a meaningful context and how effective the 

coursebooks are in this regard.  

Another important point was the teachers’ obligation or preference to conduct pen and 

paper exams mainly because of their prejudgment about their students’ level and technical 

obstacles. The advisors listed conformity, class hours, and teachers’ lack of knowledge of how to 

conduct skills-based exams as the reasons. Conformity can be defined as adopting the behavior 

performed by the majority of group members (van Leeuwen & Haun, 2014). Discussing the 
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impact of conformity on teacher autonomy, Saldana (2013) points out that prospective teachers 

have the tendency to choose the preferred method within the system. Moreover, excluding 

language skills from high-stakes exams can mislead the learners about the importance of these 

skills (Yaman, 2018). As explained by McEwen (1995), “what is assessed becomes what is 

valued, which becomes what is taught” (p. 42). The way English is evaluated in high-stakes tests 

should be changed. However, it is not easy. Wedell (2014) believes that exam results are 

important to all stakeholders for different reasons, and if the national assessment became 

consistent with the communicative principles, most of the students could not pass those exams as 

they were not getting the necessary support. Therefore, it is easier to pretend that the curriculum 

is taught and assessed as it is intended.  

Regardless of their curriculum, the teachers criticized MNE-approved coursebooks from 

different aspects. Coursebook as an instructional material is a crucial element for most of the 

language classes, even sometimes the only source of input and practice (Richards, 2001b). 

According to McGrath (2013), these materials are called coursebook because they are “the 

foundation for a course” (p. 5). However, the result of heavy reliance on the coursebooks can be 

their control on the instruction (Kitao & Kitao, 1997). Although none of these materials can be a 

perfect fit for the language classes, an efficient coursebook can reflect the curriculum by 

providing a variety of context and activities that teachers cannot design on their own (Richards, 

2001b). One of the reasons behind the reliance on coursebooks was the examination system. 

Teachers felt the obligation to cover the materials in detail in order to make their students get 

higher scores from high-stakes exams. Many teachers work under the pressure of the theory 

encouraging them to adjust the curriculum into their practices and the demand of school-based 

stakeholders to cover the coursebook in line with the assessment system (Wedell, 2014).      
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Limited class hours were one of the long-lasting problems. The insufficient class hours 

have also been documented by the studies evaluating the 5th grade English curriculum (Cihan & 

Gürlen, 2013; Işık, 2019). Moreover, it has been cited as one of the factors affecting the 

application of the curriculum in other contexts (e.g. Al-Darwish, 2006; Altaieb, 2013; Sun, 2007; 

Tsai, 2007). Class hours seem to be one of the points on which teachers and advisors agreed. 

While teachers were sharing the difficulties they had because of limited class hours, the advisors 

shared their struggle to explain the importance of having more class hours to the authorities. 

Considering the opportunity of experiencing real use of language in a European context, the 

situation is quite different for the learners in a Turkish context. As stated by Lightbown and 

Spada (2013), learners in a classroom are more likely to be exposed to the new language and 

discourse types less. Considering the points discussed so far, the core problem seems to be the 

inconsistency between what is expected and what is practiced in local contexts. Pointing out the 

discrepancy between macro-level objectives and micro-level in practice, Kırkgöz (2009) 

suggests that Turkey needs to realize the discrepancy between macro-level objectives and micro-

level in-practice and needs to have a coherent language policy for ELT to become more 

effective.  

Curriculum development is a dynamic process and improving the factors hindering the 

effective application of the curriculum is also an important part of this process. The success of a 

curriculum is related to sharing a common perspective and the strong interaction among MNE, 

coursebook writers, school management, and teachers. Based on the findings, some implications 

and suggestions can be provided. The need for in-service training has been indicated by various 

studies not only in the Turkish context (e.g. Çankaya, 2015; Dinçer & Koç, 2020; Dönmez, 

2010; İnam, 2009; Örmeci, 2009; Yedigöz-Kara, 2019; Zehir-Topkaya & Küçük, 2010) but also 
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in other contexts (e.g. Almalki, 2014; Altaieb, 2013; Burgos, 2012; Harris, 2010; Hillberry, 

2008; Nothaisong, 2015; Powell, 2008; Tsai, 2007). Thus, providing in-service training about the 

content, methodological perspective, and outcomes of the curricula in order to overcome the 

problem of curriculum literacy among the teachers can be effective for the application of the 

curricula. There should also be a consistency between the evaluation system adopted in high-

stakes exams and the curricula. As claimed by McGrath (2013), “syllabus development, textbook 

production and examinations need to be a part of an integrated operation. It helps if they are 

housed in the same building, but regular coordination meetings should be a sine qua non” (p. 

193). Lastly, as being one of the main problems, class hours should be increased mainly because 

few hours limit the language exposure rate, which may result in not reaching the expected 

outcomes (Moon, 2005) and affecting the way teachers design their in-class practices.  
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The Assessment of Preservice Teachers’ Dispositions 

 

 

David K. Griffin 

 

 

Abstract 

 

This paper reviews some of the approaches to defining and assessing dispositions in preservice 

teachers. A review of the literature is presented, followed by a discussion of issues relating to 

defining dispositions, and the importance of assessing dispositions in teacher candidates.   

Finally, the results of a study that included a sample of 15 preservice teachers who were assessed 

on the Educator Disposition Assessment by two independent reviewers are presented. Study 

limitations and possible future research methodologies are also discussed. 

 Keywords: dispositions, preservice teacher 
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With the seemingly ever-changing make-up of today’s classrooms, there is an increasing 

focus on university programs' curricula that prepare future teachers to meet the unique needs of 

diverse students. Traditionally, these programs have been required to document that those who 

graduate demonstrate competence in basic standards, with the focus on the graduating 

candidates’ abilities to understand and provide instruction relating to key academic areas. 

In more recent times, however, the focus has broadened to include not only the 

assessment of pedagogy and academic preparation but that of teacher dispositions as well. Many 

accreditation organizations are now including the assessment of dispositions as part of the 

accreditation process. The Council for the Accreditation of Educator Professionals (CAEP), for 

example, requires that teacher education programs assess candidates’ dispositions regularly 

(CAEP 2018), and demonstrate that candidates demonstrate various dispositions prior to 

graduation. Likewise, the Interstate New Teacher Assessment and Support Consortium 

(InTASC) Core Standards (2018) include several key elements that specifically address 

dispositions. For example, the focus of Standard 2 is on Learning Differences; "The teacher uses 

understanding of individual differences and diverse cultures and communities to ensure inclusive 

learning environments that enable each learner to meet high standards" (InTASC Model Core 

Teaching Standards: A Resource for State Dialogue, 2011). Thus, with the ever-increasing focus 

on dispositions, teacher preparation programs recognize the importance of not only modeling 

appropriate dispositions but including dispositions at various stages in the overall curriculum (Da 

Ros-Voseles & Moss, 2007). To add to this, many teacher and preservice teacher evaluation 

instruments contain elements of dispositions (Marzano & Brown, 2009; Danielson, Axtell &  
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McKay, 2009). Finally, Nixon Dam, and Packard (2010) reported that over 50 percent of non-

contract teacher renewal was specifically related to the teacher not demonstrating appropriate, 

positive dispositional behaviors. 

 The assessment of dispositions is not as clear cut as assessing a candidate’s ability to 

teach academic skills, since there are various definitions of dispositions, and lack of agreement 

regarding which specific dispositions are important and need to be assessed. As such, the focus 

of dispositions to be assessed is usually the responsibility of the institution overseeing the teacher 

preparation program, or the accreditation agency. Furthermore, as Notar, Riley, and Taylor, 

(2009) point out, since dispositions are not part of content knowledge, they are not always 

detectable. 

The actual assessment of dispositions has been widely debated in the teacher education 

profession over the past few years (Welch, Pitts, Tenini, Kuenlen, & Wood, 2010). Thornton 

(2006) points out that despite the fact that dispositions are essential elements of teacher 

preparation, they are frequently neglected and not incorporated into teacher education programs.  

Yet, as Cummins and Asempapa (2013) point out, if teacher education programs first clearly 

define crucial teacher and learning dispositions, courses could be tailored to include the fostering 

and assessment of such dispositions. At the same time, Osguthorpe (2013) stated “It is 

perplexing that many teacher education programs assess teacher candidates on something 

(dispositions) that such programs might not seek to actually teach or develop” (p 21). 

Furthermore, Stewart and Davis (2005) indicate even though colleges have identified important 

dispositions, there is little evidence to show that programs actually teach candidates how to 

further develop or enhance these dispositions. Since the goal of teacher preparation  
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programs is to produce highly qualified teachers, Dottin, (2009) reports that dispositions, in 

addition to knowledge and skills, should be considered an important component of the 

preparation program. However, as Osguthorpe (2013) states, despite the fact that teacher 

preparation programs are required to follow various standards that include dispositions, these 

programs have yet to develop a consistent approach to disposition development and assessment.  

Another challenge faced by many teacher preparation programs is that many, if not all 

courses are taken in an online format. A teacher candidate may successfully complete the 

academic requirements of the program online, yet the opportunity to observe the candidate teach 

in the classroom does not occur until the internship phase. This is often the final requirement for 

graduation, and it is possible for a candidate to be placed in a classroom who does not 

demonstrate appropriate teaching dispositions. As such it is the responsibility of the institution to 

develop creative ways to assess (and hopefully make positive contributions to) the teacher 

candidate’s teaching performance which includes a wide variety of desired classroom 

dispositions.  

Defining Dispositions 

One of the first tasks teacher preparation programs must address prior to assessing 

dispositions is to identify and define the specific dispositions of interest and importance. A  

review of the literature provides one with an abundance of terms, definitions, and descriptions of 

what are considered to be desirable teacher dispositions. However, as Welch et al., (2010) 

indicate, there is a lack of operational definitions of behaviors thought to be related to teacher 

dispositions which in turn limits teacher preparation programs from implementing effective 

assessment and evaluation.  
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In 2008, The National Council for Accreditation of Teacher Education (NCATE) 

published a set of professional standards as a guide for teacher education programs which 

included references to professional dispositions. The manual stipulates that graduating teacher 

candidates need to possess dispositions to work successfully with all children and demonstrate 

professional dispositions that facilitates student learning.  

Even though specific measurable, operational definitions were not included, NCATE 

provided a general description of important dispositions that teacher candidates should 

demonstrate caring, honesty, fairness, empathy respectfulness, responsibility, and thoughtfulness. 

Included also is the belief that all children can learn, and the creation of caring and supportive 

learning environments (The National Council for Accreditation of Teacher Education, 2008).  

Jensen, Whiting, and Chapman (2018) summarized their research regarding dispositions 

teacher educators should display when working with children from diverse backgrounds. These 

include empathy, meekness, social awareness, inclusion, and advocacy. They summarized, in 

their study, research that defines these 5 disposition areas and how they can be identified in 

teachers.  Based on their review of the research, these authors developed the “Multicultural 

Teacher Dispositions Scale (MTDS)”. This tool is discussed later in this paper.  

Several researchers attempt to provide definitions of teacher-related dispositions. Katz 

and Raths (1986), for example, define dispositions as "attributions which summarize a trend of a 

teacher's actions across similar contexts" (p. 3). Taylor and Wasicsko, (2000) define dispositions 

as the personal qualities or characteristics that are possessed by individuals, including attitudes, 

beliefs, interests, appreciations, values, and modes of adjustments. Notar, Riley, and Taylor 

(2009) include enthusiasm, sensitivity, responsibility, commitment, professionalism, skillful  

 

https://search-proquest-com.ezproxylocal.library.nova.edu/eric/indexinglinkhandler/sng/au/Jensen,+Bryant/$N?accountid=6579
https://search-proquest-com.ezproxylocal.library.nova.edu/eric/indexinglinkhandler/sng/au/Whiting,+Erin+Feinauer/$N?accountid=6579
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preparation, a sense of respect for others, communication, and appropriate dress, deportment and 

demeanor. They add patience, determination, and courage to the list of important dispositions 

teacher candidates should demonstrate. Bauer & Thornton (2013) included several dispositions 

that were present in successful teachers, including creativity, and the ability to be critical. 

Adding to this, Choi, Benson, and Shudak (2016) state “…dispositions are those internal 

conditions (attitudes, values, beliefs, thoughts, etc.) that influence our external behaviors (actions 

and interactions with students and others) (p 72). Finally, Usher (2002) included the following 

when discussing dispositions; having empathy, or the ability to understand and accept another 

person’s point of view, and a positive view of others, or believing in the worth, ability, and 

potential of others.   

One issue is, again, not all agree on how to define the dispositions thought to be 

important in teacher education programs or provide a summary of observable behaviors that can 

be linked to specific dispositions. The assessment of “professionalism” for example, might 

include certain behaviors for one observer, but not for another. Thus, in order to obtain valid and 

reliable measures of teacher dispositions, specific behaviors need to be identified and 

operationally defined, allowing the evaluator to document if the specific behavior is 

demonstrated or not.  

Even though not all agree on specific definitions of important teacher dispositions, as 

Cummins and Asempapa (2013) remind us there is agreement that certain dispositions are 

essential for teachers to be successful in the teaching profession. According to Stewart and Davis 

(2005) a common thread seems to be that of respect, enthusiasm, efficacy, communication skills, 

and grammar correctness (p 37).  Finally, since definitions and descriptions of dispositions seem  
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to be left up to the teaching institution, and a document listing specific, appropriate teacher 

dispositions is not provided by accrediting agencies, many teacher preparation programs have 

chosen to identify a set of dispositions thought to be crucial in the classroom and have attempted 

to develop an approach to assessing them. However, once again, as Murray (2007) points out, the 

assessment of dispositions will have little value without valid and reliable measures. Issues 

relating to the reliability/validity of the instrument used in the assessment of dispositions will 

often lead to questionable results.   

The Importance of Assessing Dispositions 

 

  Apart from complying with various accreditation standards, one key reason for 

addressing and assessing dispositions for teacher education candidates is that there is a 

relationship between teachers’ dispositions and the quality of student learning (Notar, Riley, and 

Taylor, 2009). These authors feel it is important for teacher preparation programs to objectively 

assess candidates’ dispositions both in internships and coursework. Likewise, Chickering and  

Gameson (1987) indicate that teacher dispositions have a direct relationship to student learning. 

One specific disposition mentioned was having respect for diverse ways of learning. Related to 

this, Dee and Henkins (2002) concluded that understanding preservice teachers’ perceptions of 

diversity is the first step towards driving programmatic change.  

 Continuing with the importance of assessing classroom dispositions, Wilkerson (2006) 

went as far to indicate  “dispositions are, in the long run, more important than knowledge and 

skills” (p. 2), while Sherman (2006) suggested that a teacher’s overall classroom approach may 

be more important than his/her pedagogical skills and knowledge when it comes to learning.  

And, as Johnston, Almerico, Henriotte, & Shapiro (2011) indicate, teacher candidates’ 

professional dispositions are predictors of overall teaching effectiveness.  



 
  

 76 

Approaches to Assessing Dispositions 

 

 The first question one might ask is "Is it possible to assess dispositions?". 

An accurate assessment of anything begins with a clear, precise definition of the phenomena 

being measured. Before specific definitions area agreed upon, there must be an agreement on 

which dispositions are to be measured. Add to this the ability to actually observe what one wants  

to measure, and an assessment/data collection tool that is valid and reliable. Various assessment 

approaches have been successfully utilized to assess a variety of constructs and observable 

behavior, including surveys, checklists, interviews, self-reports, portfolios, standardized 

assessments/test scores, and so on. Several of these assessment approaches have been used in a 

variety of teacher preparation programs as well, specifically relating to assessing dispositions 

(Conderman & Walker, 2015, Notar, Riley, & Taylor, 2009, Choi, Benson, & Shudak, 2016, 

DiGiacinto, Bugler & Wayda, 2017). Phelps (2006) reports that the best approach to assessing 

dispositions is to physically observe preservice teachers in the classroom. She feels that 

indicators of appropriate teaching dispositions include caring about student learning and  

planning creative lessons. Finally, Wasicsko (2007) discusses the importance of using a self-

evaluation approach in combination with an external evaluator.  Here, the preservice teacher can 

compare his or her perceptions of his or her own dispositions to what an evaluator observes.  

Within the past several years, many teacher preparation programs have developed 

surveys and/or checklists/rating scales to focus on the assessment of pre-service/teacher 

dispositions. Choi, Benson, & Shudak, (2016) used a 19-item rating scale that included a 3-point  

rubric (1 = below expectations to 3 = exceeds expectations) in their approach to assessing 

dispositions. Here, candidates were rated twice by both university and field supervisors. They 

conclude in their findings that unless the term “dispositions” is clearly defined, it cannot be 
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reliably and validly assessed. Frederiksen, Cooner, and Stevenson (2012) used a quantitative 

non-experimental approach to assess perceived dispositions of preservice teachers towards urban 

and nonurban settings in addition to measuring the effectiveness of the internship in these 

settings.  

 Welch, Napoleon, Hill, and Roumell (2014) developed The Virtual Teaching  

Dispositions Scale (VTDS) to assess teacher dispositions in a virtual setting. The VTDS assesses 

teacher-related dispositions in three basic domains: Social Presence, Pedagogical Presence, and 

Expert/Cognitive Presence. For each domain, teachers rate themselves on several descriptive 

items according to a 4-point Likert scale (1 = Very untrue of me (includes having no experience 

in that situation), 2 = Not really true of me, 3 = Somewhat true of me, 4 = Very true of me). For 

example, one specific item in the Social Presence domain is “I am empathetic to the needs of my 

students”. The authors discussed their pilot study using the VTDS and reliability measures for 

each domain. 

As mentioned prior, Jensen, Whiting, and Chapman (2018) developed the Multicultural 

Teacher Dispositions Scale (MTDS), Phase 2. This edition of the assessment contained 26 

“agreement” items relating to the dispositions of empathy, meekness, social awareness, 

inclusion, and advocacy.  After piloting this version, and compiling the data collected, the 

authors reported that continued refinement is ongoing.  

After considerable research, Almerico, Johnston, Henriott, and Shapiro (2010) developed 

the Educator Disposition Assessment (EDA). This evaluation tool uses specific identifiers to 

assess candidates on several disposition areas including: Effective Oral and Written 

Communication Skills, Displaying a Positive and Enthusiastic Attitude, Preparedness in 

Teaching and Learning, Appreciation for Cultural/Academic Diversity, Initiative, and 

https://search-proquest-com.ezproxylocal.library.nova.edu/education/indexinglinkhandler/sng/au/Cooner,+Donna/$N?accountid=6579
https://search-proquest-com.ezproxylocal.library.nova.edu/eric/indexinglinkhandler/sng/au/Jensen,+Bryant/$N?accountid=6579
https://search-proquest-com.ezproxylocal.library.nova.edu/eric/indexinglinkhandler/sng/au/Whiting,+Erin+Feinauer/$N?accountid=6579
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Social/Emotional Intelligence. Each of these categories is further broken down using a 3-point 

Likert-scale with clearly defined descriptive indicators as part of a scoring rubric that are rated 

as; “0 (Needs Improvement)”, “1 (Developing)” or “2 (Meets Expectations)”.  The rater uses the 

scoring rubric as a descriptive guide to evaluate the various disposition elements in each 

category.  

The psychometric properties relating to this instrument (and other disposition assessment 

tools) are discussed in detail in other studies (Johnston, Almerico, Henriott, & Shapiro, 2011), 

(Johnston, Wilson, & Almerico, 2018). 

Purpose of the Present  Study 

 

This purpose of this study is to present the results of a study that included 15 preservice 

teachers who were assessed on the Educator Disposition Assessment (EDA) (Almerico, 

Johnston, Henriott, & Shapiro, 2010) by two independent raters between February 2020 and 

April 2020. Additionally, Inter-Rater Reliability measures evaluate the degree to which the raters 

agree/disagree on the student assessments, and the individual EDA categories.  

Method 

Sample 

 All preservice teachers enrolled in the Undergraduate Teacher Education Program at a 

private, not-for-profit University in South Florida are required complete, as a final part of their 

preparation program, a 14-week student teaching internship. This capstone event occurs just 

prior to graduation. They work collaboratively with the classroom cooperating teacher and 

receive ongoing supervision from a clinically trained University Supervisor. Initially, they 

observe and take notes in the classroom, and gradually take on more classroom responsibilities 

until they finally take full responsibility for the classroom. They are evaluated at several points 

during the internship by both the cooperating teacher and University supervisor. Additionally, 
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the cooperating teacher and University supervisor meet to discuss their individual evaluations, 

and again meet with each teacher candidate to review the evaluation results. This study presents 

the evaluation results of 15 teacher candidates at the final stage of their internship as related to 

dispositions.  

Instrument 

 The Educator Disposition Assessment (EDA) was used as a comprehensive measure of 

dispositions (Almerico, Johnston, Henriott, & Shapiro, 2010). This tool is summarized in the 

above section. The cooperating teacher rated each intern on the EDA during the final week of 

internship, and the University Supervisor rated the intern during his/her final observation. Both 

the cooperating teacher and University Supervisor received training on the EDA prior to 

administration. All assessment data were entered into LiveText, which is password protected. No 

identifying information was entered or recorded into LiveText, only EDA evaluation results. It 

should be noted that the EDA Likert categories were recoded to “1 (Needs Improvement)”, “2 

(Developing)”, and “3 (Meets Expectations)” for the purpose of analysis.  

Results 

 

 Review of the data collected by the University Supervisor indicated that most teacher 

candidates (14) scored “Meets Expectations” on the many elements of this assessment. The 

exceptions were that one student scored “Developing” on three areas of this assessment (Positive 

and Enthusiastic Attitude, Self-regulated Learner Behavior/Initiative, and Social and Emotional 

Intelligence). 

 Review of the data collected by the Cooperating teacher indicated that, again, most 

teacher candidates (13) scored “Meets Expectations” on the many elements of this assessment. 

The exceptions were that one teacher candidate scored “Developing” on Appreciation for Culture 
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and Academic Diversity, and a second teacher candidate scored “Developing” on Self-regulated 

Learner Behavior/Initiative.  

 Next, evaluation results were compared between the cooperating teacher and University 

Supervisor to compile inter-rated reliability. The table below summarizes the results. 

Table 1 

Data Summary 

 

EDA Category         

University Supervisor 

Rating (Mean/Median)   

(n= 15) 

Cooperating 

TeacherRating 

(Mean/Median)  

(n= 15)  

Demonstrates Effective Oral 

Communication Skills  

3.00/3.00 3.00/3.00 

Demonstrates Effective 

Communication Skills 

3.00/3.00 3.00/3.00 

 Demonstrates Professionalism 3.00/3.00 3.00/3.00 

Demonstrates a Positive and 

Enthusiastic Attitude 

2.93/3.00 3.00/3.00 

Demonstrates Preparedness in 

Teaching and Learning 

3.00/3.00 3.00/3.00 

Exhibits an Appreciation of and 

Value for Culture and Academic 

Diversity 

3.00/3.00 2.933/3.00 

Collaborates Effectively with 

Stakeholders 

3.00/3.00 3.00/3.00 

Demonstrates Self-regulated 

Learner Behavior/Takes Initiative 

2.933/3.00 2.933/3.00 

Exhibits the Social and Emotional 

Intelligence to Promote Personal 

and Educational Goals/Stability 

2.933/3.00 3.00/3.00 
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 When looking at the Inter-rater reliability on each EDA category for individual preservice 

teachers, there was full agreement by both raters on most assessment items. The exceptions were 

as follows: 

For teacher candidate 6, the cooperating teacher rated all item a score of 3 (“Meets expectations), 

while the University supervisor rated the same student a score of 2 (“Developing”) on three of  

the EDA categories (Positive and Enthusiastic Attitude, Demonstrates Self-regulated Learner 

Behavior/Takes Initiative, and Exhibits the Social and Emotional Intelligence).  

For teacher candidate 9, the University supervisor rated all EDA items a score of 3 (“Meets 

expectations), while the cooperating teacher agreed, with the exception of EDA category 6. Here 

s/he rated this item (Exhibits an Appreciation of and Value for Culture and Academic Diversity)     

a score of 2 (“Developing). Additional statistics computed on the data did not reveal any 

statistically significant differences when looking at overall Inter-rater reliability.  

Discussion 

 

 As can be seen in the data summary and table, all teacher candidates received high ratings 

from both the cooperating teacher and University Supervisor. In only five occasions were ratings 

less than 3 given; one preservice teacher received ratings of 2 (Developing) on Positive and 

Enthusiastic Attitude, Self-Regulated Learner Behavior/Initiative, and Social/Emotional 

Intelligence from the University Supervisor;  a second received a rating of 2 (Developing) on 

Demonstrates Self-regulated Learner Behavior/Takes Initiative from the University Supervisor; a 

third preservice teacher received a rating of 2 (Developing) on Appreciation of and Value for 

Culture and Academic Diversity from the cooperating teacher. These three preservice teachers 

received ratings of “3” in all areas by the second rater. No preservice teacher received a rating of 

“Needs Improvement” on any of the EDA categories.   



 
  

 82 

Study Limitations 

One limitation of this study is that the preservice teachers who were assessed on the EDA only 

had one assessment point (at the end of internship). It is possible that they demonstrated the 

various dispositions (as measured by the EDA) prior to beginning their education program or 

developed them as they progressed through the program. It would be beneficial to administer the 

EDA at program entrance point and then again at exit point to evaluate any changes in 

dispositions. Thus, it is not possible to state that the education program and/or internship was the 

result of the high ratings they received overall. Additionally, it would be beneficial to have the 

preservice teachers rate themselves on the EDA and compare their responses to those from the 

cooperating teacher and University Supervisor. Furthermore, it would be important to recruit a 

control group (perhaps students in programs other than teacher education) and compare pre/post 

results between groups. Finally, this study evaluated 15 preservice teachers in one localized area. 

This is a very small sample size, and external validity is an issue. A larger sample size, and wider 

study region may produce different results.  
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Abstract 

 

Big-Fish-Little-Pond-Effect (BFLPE) suggests that students form their own self-concept by 

comparing their abilities to those of their peers. This study aims to examine how students’ 

gender, socioeconomic status, science achievement, and engagement dimensions (motivational 

and behavioral engagement) predict students’ self-concept in science by considering BFLPE.  

This study used TIMSS 2011 data set including 6928 eighth grade Turkish students from 239 

schools. Since the data were in a nested structure (students nested in classrooms) HLM analysis 

was preferred to minimize the dependences of the data. HLM analyses showed that about 10% of 

the variance in students’ self-concept in science learning was between classes while the rest of 

the variance was within classes. Findings suggest that students' motivational and behavioral 

engagements are important indicators of students’ self-concept as well as science achievement. 

Additionally, at the class level, aggregated science achievement was found to be significant and a 

negative predictor of self-concept, which supported BFLPE. 

 Keywords: TIMMS, science education, Academic self-concept, Big-Fish-Little-Pond  
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 Academic self-concept is one of the constructs of self-belief that attracted researchers' 

attention (Bong & Skaalvik, 2003). Individuals’ self-perceived ability in a domain is the central 

element of self-concept (Bong & Skaalvik, 2003; Ferla, Valcke, & Cai, 2009). Self-concept 

beliefs are formed based on individuals’ past experiences such as accomplishments and failures. 

To illustrate, individuals compare their self-perceived competence with others, thus individuals’ 

evaluation of their competence includes some normative criteria (Bong & Skaalvik, 2003; Ferla 

et al., 2009; Wigfield & Eccles, 2000). Self-concept is important because "[o]ne's perceptions of 

himself are thought to influence the ways in which he acts, and his acts in turn influence the 

ways in which he perceives himself" (Shavelson, Hubner, & Stanton, 1976, p. 411). Several 

studies have demonstrated that self-concept is positively correlated to desirable student outcomes 

such as self-efficacy and interest (e.g. Ferla et al., 2009), student motivation to aspire a career in 

science (e.g. Jansen, Scherer, & Schroeders, 2015), and academic achievement (e.g. Suárez-

Álvarez, Fernández-Alonso, & Muñiz, 2014). Examining the factors influencing students’ self-

concept is important to enhance quality of education and, in turn, students’ learning outcomes 

(Bong & Skaalvik, 2003). In the present study, students’ self-concept in science is explored 

considering the Big-Fish-Little-Pond Effect (BFLPE).  

 According to BFLPE, the frame of reference for students to compare their abilities is 

their classmates' abilities. Based on this comparison, students form their own academic self-

concept (Marsh et al., 2015). The BFLPE mainly focused on the relationship between academic 

self-concept and achievement which revealed differential effects at different levels. Studies 

pointed out that student achievement and self-concept was positively related at the student level 

while the effect of average achievement on student self-concept was negative at the class or 

school level (e.g., Marsh et al., 2008a; Seaton, Marsh, & Craven, 2010). This effect is known as 
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BFLPE. According to BFLPE, students attending high achieving classes or schools have lower 

academic self-concept than students with equal achievement who are attending low or average 

achieving classes or schools (e.g., Marsh, 2004; Seaton et al., 2010). For instance, Marsh (2004), 

utilizing Australian students’ responses to The Program for International Student Assessment 

(PISA) 2000 survey, found that individual achievement positively predicted self-concept 

whereas school-average achievement was a negative predictor of self-concept. 

 Most of the research on BFLPE was conducted with secondary school students in 

Western countries and there is a need to investigate this effect with younger students in different 

countries (Marsh et al., 2015). Some distinct findings regarding self-concept and achievement 

were reported by studies conducted in East Asian countries (e.g., Kung, 2009; Wilkins, 2004; 

Yoshino, 2012). For instance, utilizing TIMSS 2003 data Kung (2009) found that although 

Taiwanese students have higher mathematics achievement, they reported lower mathematics 

self-concepts than their Western counterparts. Similarly, Yoshino (2012) exploring TIMSS 2007 

data found that Japanese students have higher achievement but lower mathematics self-concept 

than American students. Turkey, located in the Middle East, is a bridge between Europe and 

Asia. In this sense, the Turkish culture is distinct from other nations' cultures which reflect both 

Western and Eastern values (Yalvac, Tekkaya, Cakiroglu, & Kahyaoglu, 2007). Besides that, the 

education system in Turkey is competitive; students take elimination exams not only to enter  

high school but also to enter a college. Therefore, due to such exams, students in Turkey 

frequently compare themselves with their peers and make social comparisons. Furthermore, 

supporting these comparisons, the evaluative feedback provided to students by teachers (Odabaşi 

Çimer, Bütüner, & Yiğit, 2010) may also influence students' academic self-concept beliefs. 

Therefore, the present study is an attempt to better understand the influence of Turkish students' 
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perceptions of their classmates' achievement on their own self-concept beliefs and this study 

aims to contribute to the generalizability of BFLPE by studying it within the Turkish context. 

Furthermore, the present study uses The Trends in International Mathematics and Science Study 

(TIMSS) 2011 data set. TIMSS data were most appropriate to study BFLPE, since the unit of 

analysis is classroom (Marsh et al., 2015). Parallel to BFLPE assertions, we hypothesize that 

students' self-concept beliefs in science will be positively predicted by individual achievement 

and negatively predicted by class-average science achievement. In other words, students’ beliefs 

about their competence to do well in science will be high if they have high achievement. On the 

other hand, students will feel less competent if their classmates have high achievement than 

students with the same ability level but having classmates with low achievement. Besides 

investigating BFLPE, this study also aims to examine the relationship between student 

engagement and academic self-concept in science. The role of engagement in self-concept also 

deserves investigation as will be discussed in the next section. 

Self-concept and Engagement  

 Engagement attracts educational researchers’ attention (Sinatra, Heddy, & Lombardi, 

2015) and is shown to be closely related to students’ achievement (e.g., Bae & DeBusk-Lane, 

2019; Schnitzler, Holzberger, & Seidel, 2021). In the relevant literature, there are various 

definitions about school engagement (Jimerson, Campos, & Greif, 2003). Linnenbrink and 

Pintrich (2003) addressed engagement as a multifaceted construct in terms of behavioral, 

motivational, and cognitive engagement. Behavioral engagement is interested in students’ 

observable behaviors like their effort for, or persistence at a task. This type of engagement can be 

easily observed by watching students. The second component of engagement is motivational 

engagement which is concerned with students’ interest in and value attached to learning the 
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material. The last component of engagement, cognitive engagement, refers to students’ 

investment in learning. In other words, students who are engaged cognitively think about the 

content and the learning process and use self-regulated strategies to understand the content. Since 

TIMSS 2011 only provided data related to behavioral and motivational engagement, this study is 

limited with only these two dimensions of engagement.  

 The behavioral engagement dimension is focused on students’ observable behaviors, in 

other words, students’ participation, effort and persistence in school activities (Finn, Pannozzo & 

Voelkl, 1995). Students who are behaviorally “engaged in” tend to do the tasks, show effort, be 

persistent on the task, and seek help when they need it (Fredricks et al., 2004). Connell and 

Wellborn (1991) proposed "context-self-action-outcome" model and suggested that students' 

self-beliefs, like self-concept, directly affect their engagement. In particular, students who show 

effort and persistence at a task are those who have high self-concept, namely who think that they 

can do the task. There are many researchers that confirm predictor effect of self-concept on 

students' engagement in the literature (e.g. Bush, 2005; Schnitzler et al., 2021). However, the 

relevant literature also suggests that the relation between self-beliefs and engagement may be 

reciprocal; engagement can also help students believe their abilities (Salanova, Llorens & 

Schaufeli, 2011). Supporting this idea, Badiozaman (2012) investigated the relationship between 

students' self-concept and engagement and indicated that not only students' self-concept affects 

their engagement, but students' engagement may also affect their self-concept. Moreover, Green 

et al. (2012) investigated the relationship between high school students' self-concept and their 

school engagement and suggested that students' self-concept is a significant predictor of their 

engagement. The researchers offered that future studies may consider engagement as a predictor 

of students' self-concept. However, according to the authors’ knowledge, there is not much 
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research investigating behavioral engagement as a predictor of self-concept. Hence, the current 

study aims to examine how behavioral engagement predicts students’ self-concept in science.   

 The other component of engagement, motivational engagement, refers to students' 

interest in the task. There are at least three aspects of motivational engagement: interest, affect, 

and value beliefs (Linnenbrink & Pintrich, 2003). Students’ interest refers to their liking or 

disliking the subject; while, utility value refers to students’ thoughts about the usefulness or 

importance of the task. Lastly, affect is concerned with students’ affective or emotional 

experiences (Pintrich & Schunk, 1996). These aspects of motivational engagement are positively 

related to students’ self-concept and this relation is reciprocal. In other words, students who find 

tasks useful or interesting tend to have high self-concept and vice versa (e.g., Eccles & Wigfield, 

1995; Eccles & Wigfield 2002). Empirical evidence exists for these relationships (e.g., 

Bakadorova & Raufelder, 2017; Cheung, 2018; Raufelder et al., 2015). For instance, in a 

longitudinal study Bakadorova and Raufelder (2017) examined the relationships among German 

students’ emotional and behavioral school engagement, self-concept, and with peers and teachers 

as motivators from beginning of  8th grade to the end of 9th grade. Over time, associations 

demonstrated that self-concept was positively related to both behavioral and emotional 

engagement. On the other hand, self-concept negatively predicted students’ emotional 

engagement over time. The authors explained that this might be due to suppression effect since 

the correlations between the variables were positive. In another study conducted in the United 

States, Wang and Eccles (2013) found that middle school students’ self-concept and task value 

beliefs mediated the relationship between perceived school environment and student 

engagement. More specifically, self-concepts and task value significantly and positively 

predicted behavioral, emotional, and cognitive engagement. In the present study, liking science 
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and valuing science will be examined as predictors of self-concept beliefs in science. Empirical 

evidence also suggests that the strength of the relationship between science self-concept and 

value of science may change from culture to culture (Schütte, 2015). This study also attempts to 

understand the associations between self-concept and motivational engagement in the Turkish 

culture.     

The Role of Gender and SES in Self-Concept 

 Previous research showed that gender was associated with academic self-concept (e.g., 

Cooper, Krieg, & Brownell, 2018; Jansen, Schroeders, & Lüdtke, 2014). For example, Wilkins 

(2004) examined the gender difference in students' science self-concept for different countries 

based on the TIMSS data. The author found that a gender gap existed between males and females 

in the favor of the former. Additionally, Wilkins stated that this gap was observed at different 

magnitudes across the countries and, in fact, females had higher self-concept in science in few 

countries. In another study, Jansen et al. (2014) found that female students have lower self-

concept in chemistry and physics in a sample of 10th grade German students. Nevertheless, 

gender difference in students' science self-concept has been relatively less studied in Turkey and 

studies have revealed inconsistent findings. For example, Senler and Sungur (2009) examined 

elementary and middle school Turkish students' self-concept in science regarding gender. Their 

results revealed no difference between girls and boys in their science self-concept. On the other 

hand, in their study with high school students taking biology course, Pehlivan and Köseoğlu 

(2010) found that girls had higher self-concepts than boys.  

 Socioeconomic status is another variable that may influence academic self-concept (e.g., 

Easterbrook, Kuppens, & Manstead, 2020). For example, Maqsud and Rouhani (1991) found a 

positive correlation between socioeconomic status and self-concept of secondary school students. 
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Additionally, some researchers who focused on whether the BFLPE applied to all students in the 

same way examined if socioeconomic status influenced the magnitude of the negative 

association between the group self-concept and individual self-concept (e.g., Seaton, et al., 2010; 

Trautwein, Lüdtke, Marsh, & Nagy, 2009). Therefore, in this study, it seems that controlling for 

the SES variable is necessary when examining the association between engagement and self-

concept.  

Significance and Purpose of the Study 

 In line of the aforementioned studies, investigating the factors influencing students’ self-

concept is important since it is related to several adaptive student outcomes (e.g., Jansen et al., 

2015; Suárez-Álvarez et al., 2014). In the present study, Turkish students’ self-concept in science 

is explored from the perspective of BFLPE. Parker et al. (2021) calls for educational policy 

makers to consider BFLPE while making decisions. Although generalizability of negative effect 

of the class or school achievement on students’ self-concept have been demonstrated by several 

studies (e.g., Guo et al., 2018), some cultural differences are also reported regarding self-concept 

and achievement (e.g., Yoshino, 2012). Reflecting both Western and Eastern values, Turkish 

culture is unique (Yalvac et al., 2007). The examination oriented and competitive Turkish 

education system may influence students’ self-concept, as well (Senler & Sungur, 2009). 

Utilizing TIMSS 2011 data, this study attempts to provide empirical evidence about these 

relations in Turkey. Furthermore, predictive power of emotional and behavioral engagement on 

students’ self-concept will be examined. According to our knowledge, there is limited research 

investigating behavioral engagement as a predictor of self-concept and this study will contribute 

to this issue. Additionally, due to their potential influences, gender and socioeconomic status 

were entered in the model to control their effects.  In the light of the mentioned literature, the 
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present study has two major aims: first it aims to investigate the relation of middle school 

students' self-concept to student engagement and achievement in science. Second, considering 

BFLPE on students' self-concept. Utilizing Turkish 8th grade students’ responses to TIMSS 2011 

survey the present study aims to answer the following research questions: 

1. To what extent students’ science achievement and engagement dimensions (i.e., motivational 

and behavioral engagement) predict students’ self-concept in science while controlling for 

gender and socioeconomic status? 

2. Is there a BFLPE (class average achievement) on students’ self-concept in science?  

Method 

Design of the Study 

 This study is a correlational quantitative study (Frankel & Wallen, 2006) which aims to 

examine the relation between engagement, achievement and self-concept of middle school 

students in science.  

Sample 

 In the present study, TIMSS 2011 data set that was obtained from Turkey was used. In 

the data collection procedure of TIMSS, the stratified two-stage sampling design was used. 

Namely, in the first stage of this sampling procedure, schools were sorted by considering their 

sizes and important demographic variables and then systematic random sampling method was 

applied. In the second stage, one or two intact classes with the students at the target grade levels 

were selected by using systematic random sampling method (Joncas & Foy, 2012). 

 Sample of the present study includes 6928 (49.3% girls and 50.7 % boys) eighth grade 

students from 239 classrooms. Number of participants in each classroom ranged between 10 and 

56. Mean age of students is 14.06 (SD= .67). Students mostly have computer at home (58.2%), 
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own room (52.9%) and less than 100 books at home (83.7%); but do not have internet connection 

(54.4%).  

Instruments 

 Instruments used in the present study were obtained from TIMSS 2011 questionnaire. 

TIMSS examined the validity of the instruments and suggested both criterion- related, and 

comparative validity (Martin & Mullis, 2012). Characteristics of the instruments are summarized 

in Table 1.  

Self-concept in Science 

Students' self-concept scores were computed by using nine items that were included in 

Student Confident in Science (SCS) Scale. (e.g., "I am good at working out difficult science 

problems" and "Science is more difficult for me than for many of my classmates"). This scale 

was based on 4-point Likert response scale ranging from 1 (Agree a lot) to 4 (Disagree a lot). 

Cronbach’s alpha internal consistency for the self-concept scale was high (.85). Principal 

component analysis of the items suggested that item loadings in Turkish data set varied between 

.58 to .76 for SCS scale (Martin & Mullis, 2012). 

Students’ Value Science (SVS) Scale 

In TIMSS 2011, students’ value science was measured by students’ responses to six items 

including a sample item of “I need science to learn other school subjects”. Students' responses 

ranged from 1 (Agree a lot) to 4 (Disagree a lot). Reliability (Cronbach’s alpha) of this scale was 

found to be .82 indicating high internal consistency. Factor loadings of items varied between .59 

and .84 for Turkish data (Martin & Mullis, 2012).  
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Students Like Learning Science (SLS) Scale  

The extent to which students liked learning science was assessed by students’ responses 

to five items. A sample item was: “I enjoy learning science”. Responses were collected using a 

4-point Likert scale with anchors ranging from 1 (Agree a lot) to 4 (disagree a lot). Cronbach’s 

alpha internal consistency was calculated as .79 indicating good reliability. Factor loadings of 

items varied between .61 and .87 for Turkish data (Martin & Mullis, 2012). 

Students’ Engaged in Learning Science (SES) Scale 

In TIMSS 2011, the level of students’ engagement in learning science was measured by 

five items. A sample item was “I am interested in what my teacher says”. Response options in 

the scale included four possibilities on a Likert scale ranging from 1 (Agree a lot) to 4 (Disagree 

a lot). Cronbach’s alpha internal consistency of this scale was calculated as .66 indicating 

acceptable internal consistency (Özdamar, 1997). Factor loadings of items varied between .42 

and .76 for Turkish data (Martin & Mullis, 2012). 

Science Achievement Scores (SAS) 

In TIMSS 2011, science achievement questions included four science domains: biology, 

chemistry, physics, and earth science. The general science achievement scores were transformed 

into five plausible values by using Item Response Theory. Besides using achievement at level-1 

(student level), these 5 plausible values were also aggregated for use at second level (class level).  

Socioeconomic Status  

Students' socioeconomic status points were computed by using the items of Home 

Educational Resources (HER) scale. HER is a composite variable created based on students’ 

responses on the 3 questions concerned with the availability of home resources. These items 

include the number of books at home, number of home study supports, and highest level of 
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education of either parent. Cronbach’s Alpha was .63 indicating acceptable reliability (Özdamar, 

1997). Factor loadings of items varied between .75 and .80 for Turkish data (Martin & Mullis, 

2012).  

 

Table 1  

 

TIMSS 2011’s scales that were used in this study  
 

 Measured 

construct  

Scale of TIMSS 

2011   

Number 

of items  

Sample item  Cronbach 

alpha  

Response 

scale  

Self-concept   Students 

confidence in 

science (SCS)   

9  I usually do well 

in science  

.85  

1=agree a lot  

2=agree a 

little  

3=disagree a 

little  

4=disagree a 

lot  

  

  

  

Motivational 

engagement  

Students Like 

Learning Science 

(SLS)  

5  I enjoy learning 

science  

.79  

  Students Value 

Science (SVS) Scale  

6  I need science to 

learn other school 

subjects  

.82  

Behavioral 

engagement  

Students Engaged 

in Science Learning 

(ESL)   

5  I am interested in 

what my teacher 

says  

.66  

Socioeconomic 

status  

Home Educational 

Resources (HER)  

3  Number of books 

at home  

.63  Different for 

each question  

  
Procedures 

 The data were obtained from TIMSS 2011's official website. Source: TIMSS 2007 

Assessment. Copyright © 2009 International Association for the Evaluation of Educational 

Achievement (IEA). Publisher: TIMSS & PIRLS International Study Center, Lynch School of 

Education, Boston College. This website includes an international database of data which was 

obtained from 45 participating countries, and anybody who is interested in examining the TIMSS 

data can access and download the data set. In line with the research questions, only the data 

collected from 8th grade students in Turkey was used in the study. Since the student sample of 

the present study was clustered within classes, the responses students provided cannot be 

regarded as independent from each other. Therefore, dependencies among student responses 
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should be taken into consideration to obtain more robust results from analyses. Thus, HLM 

analysis method was utilized with HLM 6 software (Raudenbush, Bryk, Cheong, & Congdon, 

2004). Another advantage of using HLM analysis is that variables at student level and 

teacher/school level can be analyzed simultaneously. In this study, both student and class level 

variables were tested. In order to find out which variables significantly predicted students’ self-

concept in science, students’ science achievement scores, motivational engagement (i.e., liking 

science and value science), behavioral engagement, student gender, and socioeconomic status 

were incorporated into the HLM analysis at level-1, and aggregated classroom achievement 

scores were incorporated as level-2 variables. We considered weighing variables while 

conducting the HLM analysis. All predictors (except gender) were grand mean centered. 

Moreover, Raudenbush, Bryk, and Congdon (2005) suggested that multilevel modeling 

regression analysis should be conducted for each of the plausible value and averaging 

coefficients obtained throughout the analyses. Considering their recommendation, we ran the 

HLM model five times for each plausible value and then calculated averages.  

Results 

Preliminary Analyses 

 Before performing HLM preliminary analyses were conducted. There was no missing 

value more than 3% which is inconsequential for the analysis (Schafer, 1999). The variables 

showed normal distribution. The skewness and kurtosis values of the variables were the range of 

between -1 to +1. Additionally, there were no violation of the assumptions of HLM.  Besides, 

means, standard deviations and bivariate correlation coefficients are presented in Table 2. 

Results showed that all bivariate correlations were significant. The highest correlation was 

between liking science and self-concept (r= .65, p< .01). The descriptive statistics suggest that 
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students are at moderate level on liking science, value science, self-concept in science, and 

behavioral engagement. Mean science achievement score of eight grade Turkish students was 

478.98 which was below the TIMSS scale average score of 500 (Oral & McGivney, 2013).   

 

Table 2  

 

Descriptive statistics and bivariate correlations among variables 
 

          Cut points  Bivariate correlations 

  
Min.  Max.  Mean  SD  Low- Middle - 

High  

2  3  4  5  6  

1. Socioeconomic 

status 
4.32 14.02 8.34 2.07 8.2-12.5 .05** .04** .17** .12** .42** 

2.     Liking 

Science 
3.51 12.94 10.60 1.89 8.4-10.8  .48** .65** .60** .24** 

3.     Value science 4.14 13.1 10.01 1.84 8.6-10.5   .48** .49** .15** 

4.     Self-concept 

in science 
3.09 14.97 10.27 2.01 9-11.5    .60** .40** 

5.     Behavioral 

engagement 
3.56 13.83 10.38 1.85 8.4-11.2     .26** 

6.     Science 

achievement 
  478.98 97.17       

** p<.01 

 

Predicting Self-Concept in Science 

 First, intraclass correlation coefficient (ICC) was computed by using the variance 

components obtained from one-way random effect ANOVA model. ICC is an indicator of 

expected (population) correlation between two randomly selected students within the same class 

(Hox, 2010). Besides, ICC can also be considered as the magnitude of random effect in 

multilevel models (Lorah, 2018). For student self-concept, ICC indicated that approximately 

10% of the variance in students’ self-concept in science learning can be explained by class level 

variables.  

 As for the prediction of self-concept, five multilevel modeling regression analyses were 

conducted with each of the achievement plausible values. Achievement was handled as the 
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achievement score of students, without group-mean centering, at level-1, and as the achievement 

of the classroom at level-2. Afterwards, based on these results, parameter estimates, standard 

errors, t values and between and within variances were calculated by averaging results obtained 

from results derived for each plausible value (Raudenbush et al., 2005). Results revealed that, at 

level-1, gender, science achievement, socioeconomic status, liking science, value science and 

behavioral engagement significantly predicted students' self-concept in science, while at level-2, 

aggregated classroom science achievement was a significant and negative predictor of self-

concept in science. The regression coefficients were presented in Table 3. Furthermore, to 

investigate the explained variance R2 was calculated for both level 1 and level 2 by using the 

equation (1) and (2) respectively: 

R2 at level 1 = 1−(σ2cond+τ2 cond)/(σ2uncond+τuncond)                                                                 (1) 

R2 at level 2 = 1−[(σ2cond/nh)+τ2cond]/[(σ2uncond/nh)+τ2uncond]                                              (2) 

 

All level-1 predictors accounted for approximately 57% of the student level variance in students’ 

self-concept in science. Moreover, aggregated classroom science achievement explained 

approximately 7% of the between class variance of self-concept. Based on the t values, it can be 

argued that the best predictor of students’ self-concept in learning science was liking science (t= 

25.82, p< .001) which was followed by behavioral engagement (t= 17.60, p< .001). The 

equations (3) and (4) represent the final full model as presented below: 

 


𝑖𝑗
= 

𝑜𝑗
+ 

1𝑗
(𝐺𝑒𝑛𝑑𝑒𝑟) + 

2𝑗
(𝑆𝑐𝑖𝑒𝑛𝑐𝑒 𝐴𝑐ℎ𝑖𝑒𝑣𝑒𝑚𝑒𝑛𝑡) + 

3𝑗
(𝑆𝑜𝑐𝑖𝑜𝑒𝑐𝑜𝑛𝑜𝑚𝑖𝑐 𝑆𝑡𝑎𝑡𝑢𝑠) +

4𝑗
(𝐿𝑖𝑘𝑖𝑛𝑔 𝑆𝑐𝑖𝑒𝑛𝑐𝑒) + 5𝑗

(𝑉𝑎𝑙𝑢𝑒 𝑆𝑐𝑖𝑒𝑛𝑐𝑒) + 6𝑗
(𝐵𝑒ℎ𝑎𝑣𝑖𝑜𝑟𝑎𝑙 𝐸𝑛𝑔𝑎𝑔𝑒𝑚𝑒𝑛𝑡) + 𝑟𝑖𝑗                                           (3) 

 0𝑗 = 
00

+ 
01

(𝐴𝑔𝑔𝑟𝑒𝑔𝑎𝑡𝑒𝑑 𝐶𝑙𝑎𝑠𝑠𝑟𝑜𝑜𝑚 𝑆𝑐𝑖𝑒𝑛𝑐𝑒 𝐴𝑐ℎ𝑖𝑒𝑣𝑒𝑚𝑒𝑛𝑡) + 𝑢0𝑗                                                     (4) 
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Table 3 

 

Predicting Students’Self-concept in Science  

 

Students’ Confidence in Learning 

Science  

        

Predictor  Coefficient    SE  t 

Student level          

Intercept, γ00  9.9225    .0745  133.26* 

Gender, γ10  .2286    .0443  5.17* 

Science achievementwithin-

class, γ20  

.0046    .0003  15.37* 

Socioeconomic status, γ30  .0674    .0110  6.12* 

Liking science, γ40  .4077    .0158  25.82* 

Value science, γ50  .1413    .0169  8.37* 

Behavioral engagement, 

γ60  

.2869    .0163  17,60* 

Class level         

Aggregated science 

achievementbetween-class,γ01  

-.0042    .0008  -5.61* 

R2 between-class    .07       

R2 within-class    .57      

*: p<.001 

 

The equation (5) is used to calculate the effects size of BFLPE (Marsh, Lüdtke, et al. (2009). The  

 

effect size was found to be .44 for level 1, and -.24 for level 2. 

 
BFLPE ES = 2 ∗  β ∗

σp

σy
                                                                                       (5) 

 

In this equation, while β represents unstandardized regression coefficient, σp and σ𝑦 represent  

 

standard deviation of predictor and outcome variables, respectively. 

 

Discussion  

 The present study aimed to investigate: (1) the relation of middle school students' self-

concept to student engagement and achievement in science and (2) the Big Fish Little Pond 

Effect (BFLPE) on students' science self-concept. Additionally, gender and socioeconomic status 

were included in the study in order to control for their potential effects on students' self-concept. 

TIMSS 2011 data obtained from Turkish eight grade students were utilized for this purpose and 
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HLM analysis was conducted. Analysis results showed that at the student level, girls and 

students with higher socioeconomic status reported higher levels of science self-concept than 

boys and students with lower socioeconomic status respectively. These findings are consistent 

with previous research findings (e.g., Maqsud & Rouhani, 1991; Pehlivan & Köseoğlu, 2010). 

Furthermore, science achievement was a significant and positive predictor of self-concept. This 

finding indicates that students with high performance in science tend to have more positive 

beliefs about their abilities to perform well in science. The positive relationship between 

academic self-concept and student achievement was anticipated as previous research also linked 

higher self-concept with higher achievement at the student level (e.g., Marsh, 2004; Marsh et al., 

2014).    

 Two dimensions of engagement, behavioral engagement and motivational engagement, 

were included in the present study. Students’ attendance to the task, making an effort to complete 

the task or persistence on the task were treated as students’ behavioral engagement. The results 

suggested that behavioral engagement was a significant and positive predictor of students’ self-

concept in science. This is an important finding because previous research generally investigated 

the relationship in the opposite direction; students with positive judgments about their 

competence (i.e., have high self-concept) tend to be more engaged in behaviorally than 

individuals with low levels of self-concept beliefs (e.g., Pintrich & Schunk, 2002). Although a 

number of researchers suggest that behavioral engagement can also affect students’ self-concept 

(Badiozaman, 2012; Bakadorova & Raufelder, 2017), according to the authors' knowledge, there 

are not many studies investigating students’ behavioral engagement as a predictor of self-concept 

beliefs. The current study suggests that students, who attend to their classes and make an effort to 

complete the task or persist on the task, tend to have higher levels of self-concept beliefs than 
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others. Actually, the predictive effect of behavioral engagement on students' self-concept is 

rational, since students' self-concept beliefs can occur based on their past experiences (e.g. 

Wigfield & Eccles, 2000). Hence, students' attendance, persistence or effort in science may 

support their perceptions about their ability in science. However, further studies can examine the 

predictive effect of students' behavioral engagement on their self-concept beliefs in detail. 

Besides that, student’s value in science and liking science were treated as trajectories of 

motivational engagement in this study. The results suggested that students who had high interest 

in science and who had high levels of science value tend to have higher levels of self-concept 

beliefs. In other words, both of the dimensions of the motivational engagement had significant 

predictive effects on students’ self-concept beliefs. This was an expected result since Salanova et 

al. (2011) underline the reciprocal relation between motivational engagement and self-concept. 

In this sense, students who have high self-concept beliefs are those who also have high interest 

and value, or vice versa. The findings of the present study contribute to the relevant literature; 

although research has generally linked behavioral engagement to self-concept, in the present 

study behavioral engagement predicted self-concept.  

 The second purpose of this study was to examine the BFLPE on Turkish students’ self-

concept beliefs over and above gender, socioeconomic status, science achievement, and 

engagement dimensions of interest. Class average science achievement was entered in the model 

as a class level predictor. Analysis results showed that class average science achievement was a 

negative and significant predictor of science self-concept. Thus, students reported lower self-

concept when classmates’ achievement was high, and higher self-concept were reported when 

classmates’ achievement was low. This finding implies social comparison effects on students' 

perceptions of their ability to perform well in science. Students may compare their achievement 
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with their classmates and if other students’ achievement is high, they may question their 

competence which may have an unfavorable effect on their self-perceived ability. This negative 

effect is in line with previous research which also has revealed a negative predictive effect of 

average class achievement on self-concept (e.g., Marsh et al., 2008; Seaton et al., 2010). 

Therefore, findings of the current study are consistent with previous research which was mostly 

conducted in Western counties. To our knowledge, no study has investigated BFLPE with 

Turkish sample and findings support that BFLPE also exists in the Turkish context. Our 

interpretation is that examination oriented Turkish education system and prevalence of 

evaluative feedback provided by teachers may have contributed to such findings. Students are 

frequently given tests and their performance on those tests is highlighted in the classrooms. Both 

teachers and families emphasize the importance of getting high scores on tests since eighth grade 

students take a national examination which determines their placement in high schools. 

Furthermore, teachers' provision of evaluative feedback may help students focus on their 

strengths and weaknesses. In Turkey, teachers mostly give evaluative oral and written feedback 

where, for example, they make judgements about their students' performance (Odabaşi Çimer et 

al., 2010). Supporting this idea, Marsh et al. (2015) investigated BFLPE for different countries 

and suggested that it was smaller for Middle Eastern Islamic countries than Asian and Western 

countries. The researchers also discussed that the students of these countries don’t receive 

evaluative feedback as much as the students of Asians or Westerns do. Hence, in a further study, 

investigating the relation between BFLPE and feedback can be useful for the relevant literature. 

 Based on the findings of the present study, we suggest that science teachers may try to 

support students' motivational and behavioral engagement which in turn may increase self-

concept beliefs in science. For instance, teachers can assign different roles which foster them to 
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engage in the task. In other words, teachers can encourage their students to engage behaviorally 

in science courses. Furthermore, gaining further understanding about how contextual factors (i.e., 

average class achievement) affect students’ self-concept beliefs may be useful to create more 

supportive learning environments for students. Rather than making comparisons among students’ 

achievement, which may focus students’ attention to classmates’ performance, self-improvement 

may be emphasized by educators. Rather than concentrating on performance, appreciating 

student effort during learning process may help the creation of more supportive learning 

environments. Teacher's provisioning of less evaluative feedback but more informative feedback 

may also encourage students to focus on their own progress. 

 Besides its contribution to the field, this study has several limitations too. First, the data 

are limited to TIMSS 2011 Turkey study. This data set is important for Turkey because, it is 

potential to reflect the results of the first attempts of the constructivist approach which has firstly 

form the basis of the science education curriculum in 2005 (Ministry of Education, 2005). 

Although there are several attempts of researchers to figure out the results of the new science 

curriculum by considering various variables since 2005, these studies are generally lack in 

leading or providing basis for longitudinal studies. Additionally, longitudinal investigation of 

engagement and BFLPE will provide new perspective about the development of students’ self-

concept in the classrooms. By taking attention to this starting point, this research has the 

potential to initiate the longitudinal investigation of the role of engagement and BFLPE in self-

concept in science education by investigating the same subjects from TIMSS Turkey studies 

being conducted in the following years. The second limitation of this study is that although 

student engagement includes cognitive engagement dimension, because of the TIMSS data set 

content, liking science and value science were examined as predictors of self-concept beliefs in 
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science. Lastly, the present study limited to 8th grade students. Although TIMSS study mostly 

surveyed 4th and 8th graders for same variables consistently, survey of 4th graders did not include 

value science variable. Therefore, 4th graders data were not sufficient to represent the 

motivational engagement dimension. Therefore, when evaluating the findings of this study, these 

issues should be considered. 
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