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Introduction

The effects of parents on their children’s performance at school or, in particular, their academic
achievement is now acknowledged by the literature. Moreover, parents’ behaviors, opinions, and
emotions regarding their children’ school and academic success have short term effects (e.g. a school
year) as well as long-term effects (e.g. academic motivation, school attendance). Considering Vygotsky’s
(1978) theory, the most important reason for this is the mediatory role of parents in the development
and education of their children. Accordingly, in their direct and indirect interactions with their children,
parents make use of their own personal values and beliefs, shaped by social, cultural, and historical
characteristics of their communities. These values and beliefs, which provide the basis for parental
behavior and opinions, are now conceptualized as parental cognition and regarded as the most
important variable in the parenting process (Fan & Chen, 2001; Jeynes, 2005, 2007; Lansford &
Bornstein, 2011; Miller, 1995). Miller (1995) states that there may be two possible reasons for this. The
first reason is that parents ask why questions about almost everything related to their children. Why did
they get a weak grade in math, why do they not study for the classes, why are they acting like this? With
such questions, parents try to understand the behavior of their children and try to answer these
questions within the context of their own cognitive framework. Therefore, it is important to understand
this cognitive framework as it contributes to explanations of the factors that affect the education and
development of children. Another reason is that the parental cognition directly or indirectly affects all
behaviors and emotions of parents toward their children, and, consequently, the entire development of
their children. The direct impact of parental cognition can be explained with parental behaviors such as
providing private lessons, books, computers, and other facilities or participating in the education of their
children to support their academic success. However, the indirect effects of cognitions appear to be
more important as they relate to causal attributions that form the basis of these behaviors. Accordingly,
the thoughts of parents about the reason why their children exhibit certain types of behavior affect all
their behaviors that seek to support the education and development of their children (Enlund, Aunola,
Tolvanen, Lerkkanen, & Nurmi, 2017; Miller, 1995; Natale, Aunola, & Nurmi, 2009; Raty, Vanska,
Kasanen, & Karkkainen, 2002; Toevali & Kikas, 2017).

Causal Attributions for Success and Failure

Causal attribution describes the way people explain and evaluate their or others’ behaviors. For
Weiner (Weiner, 2010), causal attributions for success and failure are related to how people explain the
successes and failures of themselves or others. Weiner (Weiner, 2010) states that people’s attributions
related to success/failure can be discussed in three dimensions. The first of them is the locus of control.
Accordingly, the first question individuals ask in case of success/failure is whether it can be attributed to
an internal or external factor. For example, a mother may attribute the success of her child in any lesson
to the hard work of the child (internal) and failure of the child in another lesson to the teacher’s not
paying enough attention to the child (external). The second dimension relates to the stability of the
attribution about success/failure. Thus, a father may see the success of his child in a lesson as expected
(stable) because of the aptitude of the child, whereas another father may explain his child’s failure with
the child’s lack of interest in school or learning because he or she is in adolescence (unstable). The last
factor Weiner (Weiner, 2010) mentions is the controllability of success or failure. Accordingly, a mother
may believe that her child may be successful if he or she studies regularly (controllable) or her child may
not be successful because he or she has the ability to graduate from secondary school at most
(uncontrollable). In addition to these dimensions, it is emphasized that in case of failure, people explain
the situation depending on four possible factors. Accordingly, ability as an immutable, uncontrollable,
and internal feature; effort as a variable, controllable, and internal feature; teaching strategies/teacher
adequacy as a changeable, uncontrollable, and external feature; and finally, luck as a changeable,
uncontrollable, and external factor. Weiner (Weiner, 2010) argues that the parents’ attributions for
success affect their expectations and feelings about the future success of their children. Moreover, it is
maintained that these expectations and emotions affect the social and physical environment that
parents offer to their children as well as their parenting styles and, therefore, have a direct and indirect
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influence on children’s academic achievement. In support of these views, it is indicated in the literature
that the expectations and behaviors of parents about their children’s education are the most important
variable that influences academic achievement (Jeynes, 2005, 2007), and that there are positive
significant correlations between these expectations and behaviors and the parents’ attributions for
success (Georgiou, 1999; Natale et al., 2009; Toevali & Kikas, 2017)

Causal attributions of parents related to success and failure can vary depending on different factors.
Literature shows that parents with a high level of education tend to attribute success to ability at a
higher level compared with the parent with a lower level of education, and this is the case in Western
communities more than in Asian ones (Enlund et al., 2017; Phillipson, 2006; Rytkénen, Aunola, & Nurmi,
2005). Additionally, causal attributions can vary depending on the gender and age of the child. For
example, Raty et al. (2002) demonstrated that the success of boys in the field of mathematics is
explained more with ability and the success of girls in the same field more with effort, whereas the
achievements of girls in the verbal field are explained more with ability and that of boys more with
effort. In the same study, it was further shown that the previous performance levels of children
influenced the attributions of parents for success/failure, and the success of the students who are
generally successful in mathematics is attributed to ability, while the mathematical success of an
average or mediocre student is explained with effort. This is supported by the works of Kinlaw, Kurtz-
Costes, and Goldman-Fraser (2001) (2001) and Natale et al. (2009). In the studies, it is noted that
success is attributed more to ability, and failure is explained more with effort. Miller (1995) and
Phillipson (2006) suggest that it may not be emotionally easy for parents to attribute failure to lack of
ability, and it is easier to deal with effort instead. Additionally, Enlund et al. (2017), Kinlaw et al.(2001),
Miller (1995), Rytkdnen et al. (2005), and Raty et al. (2002) indicate that there is generally a very small
likelihood to attribute success or failure to task difficulty/teaching strategies and luck. Phillipson and
Phillipson (2012) note that attributions for success and failure are evaluated in a continuity ranging from
luck (hardest) to effort (easiest).

In the literature, there are also studies concerning the effects of parents’ attributions on the
behavior and cognition of children related to school and education. Aunola, Nurmi, Niemi, Lerkkanen,
and Rasku-Puttonen (2002), Enlund et al. (2017), Miller (1995), and Natale et al. (2009) assert that
parents’ attributions for success/failure influence children’s subsequent achievements, their motivation
for success, and feelings of self-sufficiency for success. Accordingly, it has been determined that in cases
where success is attributed to ability, students’ success increased compared with the previous level, but
in cases where success is attributed to effort, success and academic motivation decreased. One possible
reason for this is that, as Weiner (2010) stressed, the positive attributions of parents strengthen
children’s belief in their own abilities, and this is an important variable that helps to increase academic
achievement. However, it is believed this can also be explained by the relationship between parents’
attributions for success and their expectations for the success of their children, as Phillipson (2006)
stressed. In the study, it is noted that the parents who attribute academic achievement of their children
to an external, controllable, or variable reason, rather than attributing it to ability, also have lower
expectations regarding the future education and achievements of their children. Miller (1995) and
Natale et al. (2009) noted that these low expectations relating to academic achievement are transmitted
verbally and behaviorally to children through school and task-based interactions between parents and
children in everyday life. Researchers argued that such interactions involving low expectations
negatively affect children’s sense of self regarding their abilities as well as the levels of their school-
oriented motives. However, there are also studies suggesting that parents’ attributions for success and
failure affect the content and form of their interactions with their children. Rytkénen et al. (2005) have
demonstrated that the parents who attribute the success of their children in school to ability tend to
increase their support to, and participation in, their children’s schoolwork, which, in turn, has a positive
effect on academic achievement. Weiner (2010) argues that in cases where failure is attributed to a
controllable external cause, such as the lack of effort, children experience guilt and remorse, and in
cases where it is attributed to an uncontrollable internal reason such as ability, they feel shame and
inferiority. As aforementioned, all these emotional states negatively affect children’s school success.
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Purpose and Significance of the Study

There are studies in Turkish literature that emphasized the role of parents in the education of
children and their influence on their academic achievement. In these studies, which support the
international literature, a positive relationship between parents’ support to, and participation in the
education of their children, especially their home-based participation, and the academic achievement of
their children has been shown (Anil, 2009; Erdogan & Demirkasimoglu, 2010; ipek, 2011; Sabanci, 2009;
Sad, 2012). However, in the studies aimed at parents’ participation in particular, the findings that reveal
the limited, and even lack of, participation by parents despite the fact that both parents and teachers
and principals believe in the importance and necessity of participation require more detailed research
into the cause. Although the literature refers to certain characteristics of parents, schools, and children
that prevent participation (education level, socioeconomic level, employment status, lack of openness
to cooperation, and negative attitude about participation) (Basaran & Koc, 2001; Ceylan & Akar, 2011;
Erdogan & Demirkasimoglu, 2010; Keceli-Kaysih, 2002; Lindberg, 2013; Sabanci, 2009; Sad, 2012), no
study aiming to determine the beliefs and values of a parent about their roles in the education of their
children and especially their personal and cultural attributions for success has been found, except for
two studies (Kaya & Bacanli, 2015; Lindberg, Yildirim, Elvan, Ozturk, Recepoglu, 2019; Tekin, 2016). Kaya
and Bacanli (2015) focused on the role and competence perceptions of parents related to their roles and
competencies for participation in the education of their children. They found that parents’
acknowledgment of the importance of their self-efficacy levels for supporting the education of their
children and their own positive school experiences also increased their participation in the education of
their children. Lindberg et al. (2019) designed a qualitative study based on interviews. The study focused
on the expectations of parents regarding the educational future of their children. In the study, it was
demonstrated that the expectation levels of the participants comprising mostly mothers regarding their
children were shaped by the personal wishes of the participants rather than by the existing levels of
success of their children. Another important finding from this study was that parents’ expectations that
their children would be successful in school stemmed from their beliefs in the abilities or efforts of their
children for schoolwork.

In the Turkish literature, no measurement tool aimed at determining the causal attributions of
parents for success and failure with a cultural basis has been found. In this respect, the aim of the
present study is to adapt the Parents’ Attributions and Perception Questionnaire (PAPQ), developed by
Phillipson and Phillipson (2010), into Turkish culture and language. On the basis of the literature
outlined above, it is believed that this study is important for two reasons. First, the scale adapted within
the scope of the study will make it possible to determine the causal attributions of Turkish parents for
the success and failure of their children, which have strong personal and socio-cultural foundations.
Indeed, these causal attributions, as aforementioned, affect all academic and social relationships of
parents with their children and, therefore, children’s school performances, their motivation toward
school, and, eventually, their academic achievements. Second, it is also believed that this study will
contribute to the advanced level applied studies to be conducted using the adapted scale on the
influence of parents on their children’s school achievement as well as to the work aimed at developing
these effects in a positive direction.

Method
Study Group

To control the possible effects of cultural and contextual factors in the data collection process of the
research, a total of 340 parents living in different parts of Turkey were reached. Of the parents, 100
(29%) lived in Marmara and Aegean regions, 110 (32.3%) in the Central Anatolia region, 80 (23.5%) in
the Black Sea region, and 50 (14.7%) in the Eastern Anatolia region. Additionally, 48 (14.1%) lived in
metropolitan areas, 225 (66.2%) in provincial centers, and 67 (19.8%) in districts and smaller
settlements.
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Of the participants, 235 were mothers (69%) and 105 (30.9%) were fathers; 128 (37.7%) were aged
between 20 and 35 years, 102 (30%) between 36 and 40 years, and 110 (32.4%) were above 40.
Regarding their education levels, 83 parents (24.4%) were primary and secondary school graduates, 75
(22.1%) were high school graduates, and 182 were (53.5%) university graduates. Concerning the level of
monthly income of the participants, 41 (12.1%) earned TL 2,000 and below per month, 98 (28.8%)
between TL 2,001 and 4,000, 79 (22.2%) between TL 4,001 and 6,000, 59 (17.4%) between TL 6,001 and
8,000 TL, and 63 earned (18.5%) TL 8,001 and above. Of the participants, 178 (52.4%) had children
attending primary school, 100 (29.4%) secondary school, and 62 (18.2%) high school.

Data Collection Tools

PAPQ, developed by Phillipson and Phillipson (2010) to measure the attributions of parents for the
success and failure of their children in school-related activities, is a 24-item scale. The items in PAPQ
contain statements about attributions for success and failure with factors of ability, effort, strategy, and
luck. Accordingly, the factors are indicated as Success—Luck, Success—Ability, Success—Effort, Success—
Strategy, Failure—Luck, Failure—Ability, Failure—Effort, and Failure—Strategy. For example, the item,
“When my child does well in exams, it is likely because he or she is just lucky,” relates to the factor of
Success—Luck, whereas the item, “When my child does poorly in the school math test, it is likely because
he or she is not good at it,” falls under the factor of Failure—Ability. Parents are asked to rate their
agreement with each item on a 5-point Likert-type scale ranging from 1 (I strongly disagree) to 5 (I
strongly agree). In accordance with the aforementioned aim for the development of the scale and its
basic theoretical structure, a separate score is obtained for each factor. Thus, the highest score of each
factor is 15 and the lowest score is 3. The higher scores, for example, related to the factor of Success—
Luck are interpreted as the parents attributing success of their children more to luck.

Confirmatory factor analysis (CFA) was used to determine the conformity of the eight-factor
structure of the original scale to the theoretical structure. It was reported that as a result of the analysis,
each factor had three items and R2 values ranging from medium to wide range, and the eight-factor
structure of the scale was confirmed based on regression coefficients of the items of each factor
(Phillipson & Phillipson, 2010). In the analysis concerning the fit of the CFA results obtained with the
data, the ratio of x2 to degrees of freedom (x2/sd) was calculated as 1.56, GFl = .90, CFl = .94, and
RMSEA = .05. Additionally, the Cronbach’s alpha, calculated for the entire 24-item scale, was .78. The
Rasch analysis was used to obtain the averages that would enable nonlinear raw scores to be converted
into linear ones in the form of standardized residual values. These residual values for the items obtained
through the Rasch analysis contributed to increasing the chances of each item being loaded to the
appropriate factor in the CFA. Moreover, the Rasch analysis based on the rating scale model was also
used to determine whether the rating scale used on the questionnaire was functioning properly. As a
result of the analysis, both in-fit and out-fit statistics were determined to be .99. In-fit and out-fit t-
values were also calculated as .00; this value was considered to be another result of the data-model fit.
The reliability coefficient for the surface of the item was determined to be .99; this value was
interpreted as indicating that the difficulty levels of the items differed from each other. The person
ability estimate mean was found as -.21, which meant that 215 participants in the sample found the
items as relatively easy. In a sense, this revealed that the parents could be trusted to be capable of
revealing their attributions about their children. For person fit measures, the in-fit mean square was
1.00, and the out-fit mean square was .99. In this measurement, the in-fit and out-fit t-value was -.30;
this result was considered a sign of acceptable fit because of the person separation reliability of .75
(Phillipson & Phillipson, 2010).

Data Collection

The participants were contacted directly by the researcher or through the school counselor or
classroom or branch teachers known to the researchers and faculty members at the education faculties
in the respective regions or cities. Prior to the data collection process, the teachers who would act as
mediators for contacting the parents during the data collection process were interviewed, and they
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were informed about the purpose of the research, and how the data would be used. After they were
informed, the link for the online form containing questions for demographic information about the
participants as well as the item of the data collection tool were sent to the teachers. The online form
primarily gave information about the purpose of the study, and how and where the data would be used,
and mentioned the measures for ensuring the reliability of personal information. Thus, it was stressed
that there was no question in the form that would indicate the identity of the respondent, and as the
answers were filled out and sent online, it was impossible to link the respondent to the answers. It was
further noted that participation in the study was voluntary; however, filling out and submitting the
online form would mean being informed about the purpose and content of the study and agreeing to
the researcher using the data.

Data Analysis

In this study, before performing CFA, assumptions were evaluated to determine whether the data
set is suitable for the relevant analysis. Kline (2005) states that the sample size must be at least 200 for
CFA to be applied. In this study, a sample group of 340 people was obtained. The second assumption
specified for CFA is related to missing values. The data set was reviewed for the missing values, and it
was determined that there was no missing value. The Mahalanobis distances for multivariate extreme
values were examined. Accordingly, the chi-square values of the observations for 44 people were
determined to be greater than .01, and the measurements for these people were removed from the
data set. Then, it was checked whether the data showed multivariate normal distribution. Relative
multivariate kurtosis (RMK) was evaluated for multivariate normality. Thus, the RMK value was
calculated as 1.152. Although no standard cutting point was specified for this index (Joreskog & Sérbom,
1993), Pellegrini and Scandura, 2005) stated that a value less than 3 is an acceptable level for
multivariate normality. The scattering diagram was examined for linearity, and it was observed that the
data did not deviate excessively from linearity. Finally, before performing CFA, multiple co-linearity
between the variables was also examined. It was found that the VIF value for the variables was
significantly lower than 10, and it was concluded that there was no multiple co-linearity for the data at
hand.

Findings
Translation Process and Content Validity of PAPQ

In the process of adapting the scale, the adaptation steps specified by Hambleton and Patsula (1998)
were followed. Accordingly, following the e-mail correspondence with the researchers who originally
developed the scale, it was determined that the structural features of the scale were appropriate for the
culture and language to which it would be adapted, and the permission was obtained from the
researchers to adapt the scale to Turkish. After this stage, the scale was translated from English to
Turkish by three experts who had a PhD degree in educational psychology and who were proficient in
both languages. The first translations were examined individually in a meeting attended by all the
experts who made the translations. In this meeting, the differences related to the translation of each
item were discussed, and proposals for eliminating these differences were taken into consideration to
give the scale its initial form. In this process, one expert with a PhD degree in Curricula and Teaching and
another expert with a PhD degree in Measurement and Evaluation in Education were consulted for the
statements designed to determine the parent’s attributions for success in spelling English words in item
15 (When my child comes in last in the school spelling test, it is likely because he or she is just unlucky)
and item 18 (When my child does poorly in the school spelling test, it is likely because he or she is not
good at it), in line with the recommendations of the experts in the translation group. In accordance with
the recommendations of the experts from the specified fields, it was decided that it was appropriate to
use the math test instead of the spelling test in the Turkish form. Thus, the process of translation into
Turkish was completed by preserving 24 items of the scale.
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Descriptive Statistics

After the completion of the translation process, the scale was applied to a sample group of 340
people. However, in the preliminary review process for determining the suitability of the data set for
CFA, as noted above, it was decided in the analyses related to extreme values that the data for 44
people should be removed from the data set. Thus, the analysis was carried out with 296 people. The
descriptive statistics on the data set are given in Table 1.

Table 1.
Descriptive Statistics Calculated for Items of PAPQ.
Item Total

X Mod Median SD Min. Max. Corelation
1.Factor — Success - Luck
M1 1.70 1.00 1.00 1.09 1 5 .61
M2 1.47 1.00 1.00 0.78 1 5 .79
M3 1.45 1.00 1.00 0.80 1 5 77
2. Factor — Success — Ability
M4 3.16 4.00 3.00 1.29 1 5 .66
M5 3.45 4.00 4.00 1.23 1 5 .84
M6 3.54 4.00 4.00 1.23 1 5 .81
3. Factor — Success - Effort
M7 4.27 4.00 5.00 0.93 1 5 .79
M8 4.35 5.00 5.00 0.86 1 5 .84
M9 4.09 4.00 4.00 0.96 1 5 .69
4. Factor — Success - Strategy
M10 4.42 5.00 5.00 0.81 1 5 .78
M11 4.31 5.00 5.00 0.88 1 5 .87
M12 4.27 5.00 4.00 0.87 1 5 .80
5.Factor — Failure - Luck
M13 1.58 1.00 1.00 0.88 1 5 .80
M14 1.54 1.00 1.00 0.90 1 5 .90
.M15 1.61 1.00 1.00 1.01 1 5 .83
6. Factor — Failure - Ability
M16 3.04 4.00 3.00 1.29 1 5 .46
M17 2.65 2.00 2.00 1.28 1 5 43
M18 3.30 4.00 4.00 1.28 1 5 .52
7. Factor — Failure - Effort
M19 4.06 4.00 4.00 0.95 1 5 72
M20 3.99 4.00 4.00 0.95 1 5 .78
M21 4.12 4.00 4.00 0.91 1 5 .84
8. Factor — Failure - Strategy
M22 3.67 4.00 4.00 1.12 1 5 .61
M23 3.93 4.00 4.00 0.97 1 5 77
M24 3.88 4.00 4.00 1.02 1 5 .74

As a result of the analysis carried out, the mean scores calculated for each item of PAPQ varied
between 1.45 and 4.42, as shown in Table 1. Item total correlations were calculated to determine the
distinctiveness of each item in the scale, and it was found that the distinctiveness values varied between
0.43 and 0.90. It is stated that the values greater than .30 for the corrected item total correlation are
within the acceptable limits (Blylikoztirk, 2011). Based on the results obtained in this study, it was
understood that all scale items had high distinctiveness power based on the relevant factor.
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Validity and Reliability of PAPQ

The path diagram for CFA, drawn for examining the data fit of the model for the eight-factor

structure of the 24-item Turkish form of the original scale, is given in Figure 1.
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Figure 1. An eight-factor Parents’ Attributions and Perceptions Questionnaire model showing the
parental attributions of effort, ability, strategy, and luck on their children’s success and failures at

As shown in Figure 1, as a result of CFA wherein the construct of the scale, comprising eight factors
and 24 items, it was determined that the item factor loading values (As) ranged from .52 to .95. It was
found that the t-values obtained as a result of the analysis were significant at the level of .05, and the
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error variances of the items varied between .04 and .73. Standardized beta coefficients were in the
range of .52 to .98. Based on these results, it was decided that none of the scale items needed to be
removed. The statistics on the data fit of the CFA results obtained from PAPQ are given in Table 2.

Table 2.
Confirmatory Factor Analysis Results
Cronbach
X2 sd x2/sd RMSEA SRMR CFI GFI Alpha
432.11 224 1.92 .056 .053 .97 .89 .80

As shown in Table 2, all values for goodness of fit indices, mainly x2/sd, were within the acceptable
intervals. Thus, it was concluded that the scale items were a good representative of the construct aimed
at measuring the attributions of parents, and because of the fit of items with the data, the
measurements made using PAPQ had construct validity. These results were also consistent with the
results of the study by Phillipson and Phillipson (2010) for developing the original scale. In the study for
developing the original scale, the x2/sd ratio was found as 1.56, RMSEA as 0.05, CFl as 0.94, and GFl as
0.90.

The interdimensional correlations in PAPQ are given in Table 3.

Table 3.
Pearson Correlation Coefficients between Factors of PAPQ.
Suc.  Suc. Suc. Suc. Fail. Fail. Fail. Fail.
Luck Ability Effort Strategy Luck  Ability Effort Strategy
succes  Pearson 11 14 o227 307 004 -13°  -05
Luck Correl.
p .05 .01 .000 .000 .94 .01 31
Succes Pearson . . .
Ability  Correl. 1 31 .18 .03 A1 13 -.01
p .000 .001 .52 .05 .02 .85
Succes Pearson ok . * . .
Effort  Correl. 1 .57 -.23 A1 A7 31
p .000 .000 .04 .000 .000
Succes Pearson . * - -
Strate  Correl. 1 -.35 A1 .49 .36
gy p .000 .040 .000 .000
Failur Pearson -
e luck Correl. 1 07 ~18 -09
p 197 .002 .104
Failur Pearson 1 2™ 35"
e Correl.
Ability p .000 .000
Failur Pearson 1 63"
e Correl.
Effort p .000
*p< 0.05
**p< 0.01

Analysis related to Pearson correlation coefficients shows that there were low and moderate and
negative and positive relations between the factors. However, there was no significant correlation
between some factors. Thus, no significant correlation was found between the Success—Luck factor and
the Failure—Ability factor (-.004, p > 0.05) and the Failure—Strategy factor (-.05, p > 0.01), between the
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Success—Ability factor and the Failure—Luck factor (.03, p > 05) and the Failure-Strategy factor (-.01, p >
05), and between the Failure—Luck factor and the Failure—Ability factor (.07, p > .05) and the Failure—
Strategy factor (-.09, p > .05). Additionally, it is believed that the fact that the correlations obtained
were not too high can be considered as an indication that there was no problem of multiple co-linearity
between scale factors (Dereli-Iman, 2013).

In this study, the Cronbach’s alpha internal consistency coefficient of the scale was determined as
.80; Phillipson and Phillipson (2010) reported this coefficient as .78.

Discussion and Conclusion

The aim of this study was to adapt PAPQ, developed by Phillipson and Phillipson (2010), to
determine parents’ attribution for the success and failure of their children to Turkish. In line with the
theoretical structure, the scale has eight factors under the overall dimensions of success and failure:
Success—Ability, Success—Effort, Success—Strategy, Success—Luck, Failure—Ability, Failure—Effort, Failure—
Strategy, and Failure—Luck.

The results of fit indices obtained through CFA to determine whether the eight-factor structure of
the original scale could be verified in Turkish culture support the model-data fit. As a result of the
analysis, it was found that x2/sd = 1.92, RMSEA = .05, SRMR = .05, CFl = .97, and GFI = .89. In the
literature, it is noted that the x2/sd ratio less than or equal to 2 and 3, the RMSEA value in the range of
0.06 to 0.08, the SRMR value less than or equal to 0.08, the CFl value of 0.90 and above, and the GFI
value of 0.85 and above can be considered acceptable lower limits for the fit of the model with actual
data (Tabachnick & Fidell, 2007). The results obtained in this study support good and even perfect fit
between the model and the data, in parallel to the results obtained from the original scale.

The Cronbach’s alpha coefficient of the original scale was reported as .78. In this study, the
Cronbach’s alpha coefficient of the scale was determined as .80. In the literature for the assessment of
reliability, it is reported that the closeness of the Cronbach’s alpha coefficient to 1 is important, and the
values closer to 1 indicate strong evidence of the reliability of the scale. In contrast, the Cronbach’s
alpha coefficient below .70 or above .90 signifies a problem for the reliability of the scale (Sencan,
2005). The value obtained in this study is within the acceptable limits.

As aforementioned, this adaptation study aimed to determine whether the theory-based model
(parents’ attributions for success and failure) could be verified. In this context, CFA was performed and
the eight-factor structure of the scale in accordance with the construct defined at the original scale was
validated; correlations were found between some factors/dimensions, or other factors were found to be
unrelated. The correlation between the factors provides important information on the discrimination of
the factors. Too high correlation estimation between the factors (0.85 and above) threatens the
discriminant validity (Kline, 2005). Accordingly, the low and moderate levels of correlations that are
significant between the factors in the study show that the relevant factor measures the attributions of
parents for success and failure separately (Cokluk, Sekercioglu, & Biyikoztirk, 2018). However, in the
present study, no significant correlation was found between the Success—Luck factor and the Failure—
Ability factor and the Failure—Strategy factor, between the Success—Ability factor and the Failure—Luck
factor and the Failure—Strategy factor, and between the Failure—Luck factor and the Failure—Ability
factor and the Failure—Strategy factor. However, this is supported by the initial measurement model.
Additionally, Phillipson and Phillipson (2010) noted that each factor of the scale could be treated
separately, and no a single total score from the scale would be calculated. In the present study, the
results of CFA also prove that the model-data fit has been achieved, and the predicted relationships
between the variables and the factors as well as among factors are verified. The basic model on which
the scale is based (Weiner, 2010) and the literature on this topic (Lansford & Bornstein, 2011; Miller,
1995; Phillipson & Phillipson, 2010) show that success or failure in the academic field can be attributed
to four different situations. Thus, the cause of success or failure in the academic field can be attributed
to luck, effort, ability, or strategy. Additionally, in the literature, it is noted that parents attribute their
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children’s success and failure mostly to ability and effort (Enlund et al., 2017; Kinlaw et al., 2001; Miller,
1995; Raty, Leinonen, et al., 2002; Rytkdnen et al., 2005). In the studies, it is demonstrated that both
success and failure are unlikely to be attributed to ability or strategy. The possible reason for this result
may be parents’ placing greater emphasis on effort and strategy and lesser emphasis on luck in their
communication with their children on the basis of academic success, as Phillipson and Phillipson (2010)
noted. This is because it is easier to explain success with reference to a feature that can be more easily
exemplified in everyday life, such as effort and strategy, instead of an external and uncontrollable
feature that is more difficult to measure and exemplify, such as luck. Moreover, the results of the Rasch
analysis conducted in the process of developing the original scale demonstrated that the most difficult
items for parents to answer were those in which success and failure should be attributed to luck and
failure to strategy and effort. In the analysis, the easiest items to answer were found to be the ones that
attribute success and failure to strategy and effort. Accordingly, the results obtained on the
interdimensional relationship pattern in this scale adaptation study support the basic theoretical model
and the literature as well as the results obtained during the development of the original scale.

In conclusion, it can be said that the Turkish form of PAPQ is a valid and reliable measuring tool that
can be used to measure the attributions of parents related to their children’s academic success and
failure. Using this scale, it may be possible to describe success—failure attributions that affect the
participation of parents in the education of their children and the support or guidance they provide for
their children, which are important at an individual and socio-cultural level. Such descriptions will
contribute to the improvement of the roles of parents, school managers, and teachers for participation
in the development and education of children.
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Turkish Version

Girig

Ana babalarin, ¢ocuklarinin okulda gosterdigi performans ya da 6zel olarak akademik basarilari
Gzerindeki etkileri buglin artik alanyazin tarafindan tartismasiz kabul edilen bir gergekliktir. Vygotsky’'nin
(1978) kurami temelinde distnildigiinde, bu gergekligin en 6nemli nedeni, ana babanin, gocugun
gelisimi ve egitimindeki aracili rolidir. Buna gore ana babalar, cocuklari ile kurduklari tim dogrudan ve
dolayli etkilesimlerde; bulunduklari toplumun kiltirel, toplumsal ve tarihsel Ozellikleri temelinde
bicimlenen kendi kisisel deger ve inanglarini kullanmaktadirlar. Ana baba davraniglarina temel saglayan
bu deger ve inanglar, giinimlzde ana babalik bilisleri (parental cognition) olarak kavramsallastiriimakta
ve ana babalik siirecinin en 6nemli etmeni ve bu sirecin merkezinde yer alan temel degisken olarak ele
alinmaktadir (Fan & Chen, 2001; Jeynes, 2005, 2007; Lansford & Bornstein, 2011; Miller, 1995). Miller
(1995), bunun olasi iki nedeni olabilecegini belirtmektedir. Bunlardan ilki, ana babalarin ¢cocuklari ile ilgili
hemen hemen her konuda neden sorulari soruyor olmalaridir. S6zgelimi neden matematik dersinden
zayif not aldi, neden derslerine galismiyor, neden bdyle davraniyor sorulari yoluyla ana babalar, cocugun
davranislarini anlamaya galismakta ve bunu gogunlukla kendi biligsel gerceveleri icerisinde yanitlamaya
¢alismaktadirlar. Dolayisiyla bu bilissel cergevenin anlasiimasi, cocugun egitimi ve gelisimini etkileyen
etmenlere donuk agiklamalara katki sagliyor olmasi nedeniyle dnemlidir. Bir diger neden, ana baba
bilislerinin, onlarin gocuklarina yonelik tim davranislarini, duygularini ve dolayisiyla ¢ocuklarinin tim
gelisimini dogrudan ya da dolayli olarak etkiliyor olmasidir. Ana baba bilislerinin dogrudan etkisi, ana
babalarin gocuklarinin akademik basarisini desteklemeye doniik 6zel ders, kitap, bilgisayar gibi olanaklar
ya da onun egitimine katiim goésterme gibi davraniglarla agiklanabilir. Ancak bilislerin dolayli etkileri,
belirtilen bu davraniglarin temelini olusturan nedensel yiklemelerle ile ilgili olmasi nedeniyle daha
onemli gériinmektedir. Buna gore, ana babanin ¢ocugun belirli tiir davraniglari géstermesinin nedenine
yonelik dislinceleri, onlarin gocuklarinin egitimini ve gelisimini desteklemeye yonelik tim davraniglarini
etkilemektedir (Enlund, Aunola, Tolvanen, Lerkkanen, & Nurmi, 2017; Miller, 1995; Natale, Aunola, &
Nurmi, 2009; Raty, Vanska, Kasanen, & Karkkdinen, 2002; Toevali & Kikas, 2017).

Basari ve Basarisilikla ilgili Nedensel Yiiklemeler

Nedensel yikleme (casual attributions), kisinin kendisinin ya da baskalarinin davranislarini aciklama
ve degerlendirme bigimini gdstermektedir. Basari ve basarisizlikla ilgili nedensel yiiklemeler ise, Weiner
(2010)’a gore, insanlarin kendilerinin ya da bagkalarinin basari ve basarisizliklarini nasil agikladiklari ile
ilgilidir. Weiner (2010), insanlarin basari/basarisizlik ile ilgili yiklemelerinin ti¢ boyutta ele alinabilecegini
belirtmektedir. Bunlardan ilki, kontrol odagi (locus of control)’dir. Buna gore, bireyin basari-basarisizlik
durumunda ilk sordugu bunun i¢sel mi yoksa dissal bir etmenle mi aciklanabilecegidir. Ornegin, bir anne
cocugunun herhangi bir dersteki basarisini, onun ¢ok calismasi (igsel) ve baska bir dersteki basarisizligini
ise 6gretmenin ona yeterince ilgi gdstermemesi (dissal) gibi bir kaynaga yiikleyerek aciklayabilir. ikincisi
basari-basarisizlikla ilgili agiklamanin degisebilirligi (stability) ile ilgilidir. Buna gére bir baba ¢ocugunun
dersteki basarisinin zeki oldugu icin beklendik (stirekli) bir durum oldugunu ya da bir baska baba
¢ocugunun basarisizhgini ergenlik dénemine girmis oldugu icin okula ve 6grenmeye ilgisiz olmasi
(sureksiz/degisebilir) ile agiklayabilir. Weiner (2010)’in bahsettigi son etmen, basari ya da basarisizligin
kontrol edilebilir olup olmadigi ile ilgilidir. Buna gore, anne eger derslerine diizenli ¢alisirsa ¢gocugunun
basarili olabilecegini (kontrol edilebilir) ya da c¢ocugunun en fazla ortaokuldan mezun olabilecek
yeterlilige (kontrol edilemez) sahip oldugu i¢in basarili olamayacagini distinebilir. Bu boyutlara ek olarak
basari basarisizlik durumunda kisilerin, durumu olasi dort etmene bagh olarak acikladiklari Gzerinde
durulmaktadir. Buna gore; degismez, kontrol edilemez ve igsel bir 6zellik olarak yetenek; degisebilir,
kontrol edilebilir ve igsel bir 6zellik olarak ¢aba; degisebilir, kontrol edilemez ve dissal bir 6zellik olarak
Ogretim stratejileri/6gretmen yeterliligi ve son olarak degisebilir, kontrol edilemez ve dissal bir etmen
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olarak sans degiskenleri ile tanimlanmaktadir. Weiner (2010) ana babanin basariya doénik
yuklemelerinin, cocuklarinin gelecekteki basarisina yonelik beklentilerini ve duygularini etkiledigini 6ne
stirmektedir. Ustelik bu beklenti ve duygularin, anne babalarin gocuk yetistirme stilleri yaninda
¢ocuklarina sunduklari toplumsal ve fiziksel cevreyi de etkiledigi igin gocugun akademik basarisi Gzerinde
dogrudan ve dolayh etkileri oldugu iddia edilmektedir. Bu gorisleri destekler bicimde, alanyazinda da
ana babalarin ¢ocuklarinin egitimi ile ilgili beklenti ve davranislarinin, akademik basari Uzerinde etkili
olan en 6nemli degisken oldugu (Jeynes, 2005, 2007); stelik bu beklenti ve davranislarla ana babalarin
basariya donlk yiklemeleri arasinda da pozitif yonde anlaml iliskiler oldugu ortaya konmustur
(Georgiou, 1999; Natale et al., 2009; TGevali & Kikas, 2017).

Ana babalarin basari ve basarisizlik ile ilgili nedensel yliklemeleri, farkli etmenlere bagl olarak
degisebilmektedir. Alanyazin egitim dizeyi ylksek ana babalarin diisiik olanlara, annelerin babalara ve
batili toplumlarin Asya toplumlarina gore basariyi, daha ¢ok yetenek yoluyla agcikladiklarini
gostermektedir (Enlund et al., 2017; Phillipson, 2006; Rytkonen et al., 2005). Buna ek olarak nedensel
yiiklemeler, cocugun cinsiyetine ve yasina bagli olarak da degisebilmektedir. Ornegin Raty vd. (2002),
erkeklerin matematik alaninda gosterdigi basarinin yetenekle, kizlarin ayni alandaki basarisinin daha ¢ok
¢aba aciklandigini; bununla birlikte sozel alandaki nedensel yiiklemeler incelendiginde, kizlarin bu
alandaki basarilarinin yetenek, erkeklerin ise ¢cabaya ylukleme yapilarak agiklandigini ortaya koymustur.
Ayni c¢alismada, c¢ocuklarin onceki performans diizeyinin ana babalarin basari-basarisizliga yonelik
ylklemelerini etkiledigi; genelde basarili olan 6grencilerin matematik dersinde gosterdigi basarinin
yetenek ile agiklanirken, ortalama veya vasat bir 6grencinin matematik basarisinin ise ¢aba ile agiklandigi
belirlenmistir. Bu bulgu Kinlaw, Kurtz-Costes ve Goldman-Fraser (2001) ve Natale vd. (2009)'nin
calismalari ile de desteklenmektedir. Calismalarda, basarinin daha ¢ok yetenekle, basarisizligin ise daha
¢ok caba ile agiklandigi belirtilmektedir. Miller (1995) ve Philipson (2006), ana babalar igin basarisizligl,
yetenek yoklugu gibi bir nedenle agiklamanin duygusal olarak kolay olmayabilecegi; bunun yerine
¢abanin daha kolay bas edilebilir bir durum oldugu bigiminde yorumlamaktadir. Buna ek olarak, Enlund
vd. (2017), Kinlaw vd. (2001), Miller (1995), Rytkonen vd. (2005) ve Raty vd. (2002), basari ya da
basarisizligin gorev zorlugu/6gretim stratejileri ve sansa yuklenerek agiklanma olasiliginin ise genellikle
cok duslik oldugunu belirtmektedirler. Philipson ve Philipson (2010), basari ve basarisizliga yonelik
ylklemelerin sans (en zor) ile ¢aba (en kolay) arasinda degisen bir stireklilik igcerisinde degerlendirildigini
belirtmektedir.

Alanyazinda ana babalarin bahsedilen yiiklemelerinin, gocuklarin okul ve egitimle ilgili davranis ve
bilisleri tizerindeki etkileri ile ilgili galismalara da rastlanmaktadir. Aunola vd. (2002), Enlund vd. (2017),
Miller (1995) ve Natale vd. (2009); ana babalarin basari-basarisizlikla ilgili yiklemelerinin, ¢ocuklarin
daha sonraki basarilari, basariya donik gtidileri ile basariya donilik 6zyeterlilik duygulari tizerinde etkili
oldugunu belirtmektedir. Buna goére, basarinin yetenekle agiklandigi durumlarda, 6grenci basarisinin
oncekine gore arttigl, aksine cabaya ylikleme yapilan durumlarda ise basari ve akademik glidiiniin
distligu belirlenmistir. Bunun olasi bir nedeni, Weiner (2010)'in da vurguladigi gibi, ana babanin olumlu
yliklemelerinin gocugun kendi yeteneklerine olan inancini gliclendirmesi ve bunun akademik basarinin
artmasina yardimci olan énemli bir degisken olmasidir. Ancak bu durumun, Phillipson’in (2006) da
vurguladigl gibi, ana babalarin basariya doniik yiklemeleri ve gocuklarinin basarisi ile ilgili beklentileri
arasindaki iliski ile agiklanabilecegi de duistnulmektedir. Calismada, cocuklarinin akademik basarisini,
yetenek ile agiklamak yerine dissal, kontrol edilebilir veya degisebilir bir nedene yiikleyerek agiklayan
ana babalarin, cocuklarinin gelecekteki egitimleri ve basarilari ile ilgili beklentilerinin de duslik
oldugundan bahsedilmektedir. Miller (1995), Natale vd. (2009), cocugun akademik basarisi ile ilgili bu
distk beklentilerin, glinlik yasamda ana baba-gocuk arasinda gerek okul gerekse gorev temelli tim
etkilesimlerde, s6zel ve davranissal olarak ¢ocuga aktarildigini belirtmektedir. Arastirmacilar, disik
beklentiyi iceren bu tir etkilesimlerin, cocugun yeteneklerine yonelik benlik duygusunu ve ayni zamanda
da okula donik gidi dizeyini olumsuz yonde etkilemektedir. Ancak kimi ¢alismalarda da ana babalarin
basari ve basarisizlikla ilgili yliklemelerinin, onlarin ¢ocuklari ile kurduklari etkilesimlerin igerik ve bigimini
etkiledigini gosteren calismalar da vardir. Rytkonen vd. (2005), cocuklarinin okulda gosterdigi basariyi
yetenekle aciklayan ana babalarin, ¢ocuklarinin okul c¢alismalarina goésterdikleri destek ve katilimin

175



E.Nihal LINDBERG — Pegem Egitim ve Ogretim Dergisi, 11(1), 2021, 163-186

arttigini, bunun da akademik basari tGzerinde olumlu yonde etkili oldugunu ortaya koymustur. Buna ek
olarak Weiner (2010) da, basarisizigin g¢abanin yoklugu gibi kontrol edilebilir digsal bir nedene
yuklenerek agiklandigi durumlarda, ¢ocuklarin, sugluluk ve pismanlik; kontrol edilemeyen yetenek gibi
icsel bir nedene yiiklendigi durumlarda ise utang¢ ve asagilik duygusu yasadiklarini iddia etmektedir.
BUtin bu duygu durumlari ise yukarida da belirtildigi gibi, cocuklarin okul basarisini olumsuz yonde
etkilemektedir.

Arastirmanin Amaci ve Onemi

Yapilan tarama da Tirkce alanyazinda da ana babalarin ¢ocugun egitimindeki roli ve o6zellikle
akademik basarisi Uzerindeki etkilerini vurgulayan arastirmalara rastlanmaktadir. Bu arastirmalarda,
uluslararasi alanyazini destekler nitelikte, genel olarak ana babalarin ¢gocuklarinin egitimine gosterdikleri
destek, katilim ve 6zellikle ev temelli katilim ile cocuklarin akademik basarilari arasinda olumlu yénde bir
iliski oldugu ortaya konmaktadir (Anil, 2009; Erdogan & Demirkasimoglu, 2010; ipek, 2011; Sabanci,
2009; Sad, 2012). Bununla birlikte, 6zellikle ana baba katilimina yonelik ¢calismalarda gerek ana babalarin
gerekse 6gretmen ve yoneticilerin katiimin 6nemi ve gerekliligine inaniyor olmalarina ragmen, egitimde
ana baba katiliminin sinirli ve hatta yoklugunu ortaya koyan bulgular, bunun nedeni ile ilgili daha ayrintili
incelemeler yapilmasini gerektirmektedir. Ancak alanyazinda katilimi engelleyen ana babaya, okula,
¢ocugun kendisine 0zgl kimi Ozelliklere (egitim duzeyi, sosyoekonomik diizey, ¢alisma durumu,
ishirligine agik olmama, katihmla ilgili olumsuz tutum gibi) deginilmekle birlikte (Basaran & Koc, 2001;
Ceylan & Akar, 2011; Erdogan & Demirkasimoglu, 2010; Kegeli-Kaysili, 2002; Lindberg, 2013; Sabanci,
2009; Sad, 2012), ii¢ calisma disinda (Kaya & Bacanli, 2015; Lindberg, Yildirim, Elvan, Oztiirk &Recepoglu,
2019; Tekin, 2016) ana babalarin ¢cocuklarinin egitimindeki rolleri ile ilgili inang ve degerleri ve 6zelde de
basariya donik kisisel ve kiltiirel temelli yiklemelerini belirlemeye y6nelik herhangi bir calismaya
rastlanmamistir. Kaya ve Bacanl (2015)’nin galismasinda, ana babalarin ¢cocuklarinin egitimine katilimlar
ile ilgili rol ve yeterlilik algilari izerinde durulmustur. Calismada, ana babalarin gocuklarinin egitimini
desteklemeye yonelik 6zyeterlilik dizeylerinin, gocuklarinin egitimlerinde 6énemli olduklarina yoénelik
rollerini kabul ediyor olmalarinin ve ayrica kendi gegmis okul deneyimlerinin olumlu olmasinin onlarin
cocuklarinin egitimine katihmlarini da arttirdigi belirlenmistir. Lindberg vd. (2019)'nun calismasi ise
gorismeye dayali nitel bir calisma olarak desenlenmistir. Calismada, ana babalarin ¢ocuklarinin egitsel
gelecegi ile ilgili beklentileri Gzerinde durulmustur. Calismada ¢ogunlukla annelerden olusan calisma
grubunun, cocuklari ile ilgili beklenti diizeylerinin ¢ocuklarinin var olan basari dizeyinden c¢ok,
katilimcilarin gocuklari ile ilgili kisisel istekleri ile bigimlendigi ortaya konmustur. Calismanin bir diger
onemli bulgusu da ana babalarin gocuklarinin okulda basarili olacagina iliskin beklentilerinden ve bu
beklentinin de ¢ocuklarinin okul ¢alismalarina yénelik yetenek ya da c¢abalarina olan inanglarindan
kaynaklandiginin belirlenmis olmasidir.

Tirkge alanyazinda ana babalarin basari ve basarisizliga bilislerinden biri ve kiltiirel temelleri olan
nedensel yliklemelerini ortaya koymaya yonelik herhangi bir 6lgme aracina rastlanmamistir. Bu
dogrultuda bu calismada Philipson ve Philipson (2010) tarafindan gelistirilen Ebeveyn Basariya Donik
Nedensel Yiikleme Olgegi (ENEYO)'nin Tiirk kiiltiirii ve diline uyarlanmasi amaglanmistir. Bu ¢alismanin,
yukarida 6zetlenen alanyazin temelinde, iki nedenden dolayr énemli olduguna inanilmaktadir. Bunlardan
ilki calisma kapsaminda uyarlamasi yapilan 6lgek yoluyla, Tirk ana babalarin, ¢ocuklarinin basari ve
basarisizlikla ilgili kisisel oldugu kadar sosyo-kiltirel temelleri de ¢ok giicli olan nedensel yiklemelerinin
belirlenmesi miimkiin olabilecektir. Clnkl yukarida belirtildigi gibi bu nedensel yiklemeler, ana
babalarin cocuklari ile kurduklari tim akademik ve sosyal iliskileri ve dolayisiyla ¢ocuklarin okul
performanslarini, okula yénelik giidilerini ve sonuc olarak akademik basarilarini etkilemektedir. ikinci
olarak, bu galismanin, uyarlamasi yapilan olgek kullanilarak yapilacak ileri diizey uygulamali arastirmalar
yoluyla, ana babalarin gocuklarinin okul basarisindaki etkilerini ve ayni zamanda bu etkiyi olumlu yénde
gelistirmeye yonelik calismalara katki saglayacak olmasi nedeniyle de 6nemli olduguna inaniimaktadir.
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Yontem
Calisma Grubu

Arastirmanin veri toplama siirecinde kultlrel ve baglamsal faktorlerin olasi etkilerini kontrol
edebilmek icin Turkiye’nin farkli bélgelerinde yasayan toplam 340 ana babaya ulasiimistir. Ana babalarin
100’0 (%29) Marmara ve Ege bdlgesinde; 110'u (%32.3) Orta Anadolu, 80’i (%23.5) Karadeniz ve 50’si
(%14.7) Dogu Anadolu bolgesinde yasamaktadir. Buna ek olarak 48’i (%14.1) biyuksehir, 225’i (%66.2) il
merkezi, 67’si (%19.8) ilce ve daha kiiglik yerlesim yerlerinde yasadiklarini belirtmislerdir.

Katihmcilardan 235’i anne (%69) ve 105’i de (%30.9) babadir ve 128'i (%37.7) 20-35 yas araliginda,
102’si (%30) 36-40 yas arasindayken, 110°u (%32.4) ise 40 yas ve Uzerindedir. Ana babalarin 83’ (%24.4)
ilk ve ortaokul mezunu, 75’i (%22.1) lise, 182’si (%53.5) Universite mezunudur. Katiimcilarin ayhk gelir
diizeyi ilgili analizler, katilimcilarin 41’nin (%12.1) aylik 2000 TL ve alti, 98’nin (%28.8) 2001-4000 TL arasl,
79'nun (%23.2) 4001-6000 TL arasi, 59’'nun (%17.4) 6001-8000 TL arasi ve son olarak 63’'nin (%18.5)
8001 TL ve Ustu aylik gelirinin oldugu belirlenmistir. Katiimcilardan 178’nin (%52.4) cocugu ilkokul,
100’nln (%29.4) ¢cocugu ortaokul ve 62’sinin (%18.2) cocugu da lise diizeyinde egitim gérmektedir.

Veri Toplama Araglari

Ana babalarin, gocuklarinin, okul calismalarindaki basari ve basarisizliklarinin nedenlerine iligkin
yiiklemelerini 6lgmek icin Phillipson ve Phillipson (2010) tarafindan gelistirilen ENEYO, 24 maddelik bir
dlgektir. ENEYO’deki maddeler hem basari hem basarisizlikla ilgili yetenek, caba, strateji kullanimi ve
sans boyutlari ile ilgili yiklemeleri iceren betimlemeler icermektedir. Bu dogrultuda boyutlar; Basari-
Sans, Basari-Yetenek, Basari-Caba, Basari-Strateji, Basarisizlik-Sanssizlik, Basarisizlik-Yetenek, Basarisizlk-
Caba, Basarisizlik-Strateji biciminde belirtiimektedir. Ornegin “Cocugum sinavlarda basarili oldugunda,
bu biylk olasilikla sansh oldugu icindir” maddesi Basari-Sans boyutu altinda, “Cocugum okuldaki
Matematik sinavindan kéti not alirsa, bu biiyik olasilikla bu konuda iyi olmadigi icindir.” maddesi ise
Basarisizlik-Yetenek boyutu altinda yer almaktadir. Ana babalardan, olgekteki her bir madde ile ilgili
degerlendirmelerini, Kesinlikle katilmiyorum (1) ile Kesinlikle katiliyorum (5) arasinda degisen 5’li likert
tipi olcek Uzerinde belirtmeleri istenmektedir. Olcegin yukarida bahsedilen gelistiriime amaci ve
dayandigi temel kuramsal yapisi ile uyumlu bigcimde, 6lgek uygulamasi sonucunda her bir alt boyut igin
ayri bir puan elde edilmektedir. Buna gore her bir boyuttan alinabilecek en yiiksek puan 15, en disik
puan ise 3’diir. Ornegin Basari-Sans boyutu ile ilgili yiiksek puan, ana babanin, ¢ocugunun basarisini
aciklarken sans faktoriine daha fazla ylikleme yaptigi biciminde yorumlanmaktadir.

Ozgiin 6lgegin sekiz boyutlu yapisinin kuramsal yapiya uygunlugunu belirlemek icin Dogrulayici
Faktoér Analizi kullaniimistir. Yapilan analiz sonucunda 6lgegin; her bir boyutunda ¢ maddenin oldugu,
orta — genis araliginda degisen R2 degerlerine sahip ve her bir faktére ylklenen maddelere ait regresyon
katsayilari temelinde sekiz boyutlu yapisinin dogrulandigi belirtiimektedir (Phillipson & Phillipson, 2010).
Elde edilen DFA sonuglarinin veri ile uyumuna iliskin yapilan analizlerde; x2'nin serbestlik derecesine
orani (x2/sd) 1.56, GFI=.90, CFI=.94, RMSEA= .05 olarak hesaplanmistir. Bunun yaninda 24 maddelik
olgegin tamami icin hesaplanan Cronbach alpha degeri, .78’dir. Calismada, dogrusal olmayan ham
puanlarin, standardize edilmis artik degerler biciminde, dogrusal olanlara dénustirilmesini saglayacak
ortalamalari elde etmek igin Rasch analizi kullaniimistir. Rasch yoluyla analiz edilen maddelere iliskin bu
artik degerler, Dogrulayici Faktor Analizinde her bir maddenin uygun boyuta yiiklenme sansinin
artmasina katki saglamistir. Ayrica Olgekte yer alan dereceleme 6lgeginin fonksiyonel olarak isleyip
islemedigini belirlemek icin de dereceleme 6lgegi modeline dayanan Rasch analizi kullanilmistir. Analiz
sonucunda hem uyum ici hem uyum disi istatistikleri .99 olarak belirlenmistir. Uyum ici ve uyum disi t
degerleri de .00 olarak hesaplanmis; bu deger de veri model uyumuna iliskin bir diger sonug olarak kabul
edilmistir. Madde ylizeyine iliskin gilivenirlik katsayisi .99 olarak belirlenmis; bu deger, maddelerin giiglik
diizeylerinin birbirinden farkli oldugu biciminde yorumlanmistir. Bireysel yetenege iliskin tahmini
ortalama -.21 olarak belirlenmis; bu sonug 6rneklemdeki 215 katilimcinin maddeleri goreli olarak kolay
buldugu biciminde agiklanmistir. Bir anlamda bu durum, ana babalara, ¢ocuklari ile ilgili yiklemelerini
ortaya koyabilecek yetenek diizeyinde olduklari konusunda glivenilebilecegini ortaya koymustur. Birey
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diizeyindeki uyum olgilerinde, uyum ici ortalama kareler ortalamasi 1.00 ve uyumdisi ortalama kareler
ortalamasi da .99 olarak belirlenmistir. Bu 6lgimde uyum igi ve uyumdisi t degeri -.30 olarak belirlenmis;
bu sonug, birey yiizeyine iliskin glivenirlik katsayisinin .75 olmasi nedeniyle kabul edilebilir bir uyumun
isareti olarak kabul edilmistir (Phillipson & Phillipson, 2010).

Verilerin Toplanmasi

Katihmcilara gerek arastirmaci gerekse ilgili bolge ya da sehirdeki Egitim Fakultelerinde gorevli
ogretim elemanlarinin tanidigi okul ya da sinif rehber 6gretmenleri veya brans 6gretmenleri araciligiyla
ulasilmistir. Veri toplama sirecinden 6nce, veri toplama siirecinde ana babalara ulasiimasina aracilik
edecek oOgretmenlerle gorisulmis; arastirmanin amaci, verilerin nasil kullanilacag ile ilgili bilgi
verilmistir. Bu bilgilendirme sonrasinda katilimcilarla ilgili demografik bilgileri iceren sorular ve veri
toplama aracina ait maddeleri iceren online formun linki 6gretmenlere iletilmistir. Online form’da
oncelikle arastirmanin amaci ve verilerin nasil ve nerede kullanilacagi ile bilgiler verilmis; sonrasinda da
kisisel bilgilerin guvenirliligini saglamaya yonelik 6nlemlerden bahsedilmistir. Buna gore formda
cevaplayanin kime ait oldugunu gosterecek hicbir sorunun bulunmadigi, yanitlarin online doldurulup
gonderildigi icin cevaplayan ile cevaplar arasinda herhangi bir baglanti kurulmasinin mimkin olmadigi
bilgileri verilmistir. Son olarak bu béliimde, arastirmaya katilmin génilli oldugu; bununla birlikte online
formun doldurulup goénderilmesinin arastirmanin amaci, igerigi ile ilgili bilgi edinildigi ve bilgilerin
arastirmaci tarafindan kullaniminin kabul edildigine iliskin kabul onayi bigiminde yorumlanacagi
belirtilmistir.

Verilerin Analizi

Bu calismada, dogrulayici faktor analizi (DFA) 6ncesinde, veri setininin ilgili analiz icin uygun olup
olmadiginin belirlenebilmesine yonelik sayiltilar incelenmistir. Kline (1994), DFA’nin uygulanabilmesi icin,
orneklem blylUkliginiin en az 200 olmasi gerektigini belirtmektedir. Bu calismada 340 kisilik bir
orneklem grubuna ulasilmistir. DFA igin belirtilen ikinci varsayim kayip degerler ile ilgilidir. Veri seti kayip
degerler igin incelenmis, kayip deger olmadigi belirlenmistir. Cok degiskenli ug degerler igin Mahalanobis
uzakliklari incelenmistir. Buna gore, 44 kisiye ait gozlemin ki kare degerinin .01’den buyik oldugu
belirlenmis; bu nedenle bu kisilere iliskin 6lgiimler veri setinden c¢ikarilmistir. Bu islemin arkasindan
verinin ¢ok degiskenli normal dagilim gosterip géstermedigi incelenmistir. Cok degiskenli normallik igin
Relative Multivarite Kurtosis (RMK) degerine bakilmistir. Yapilan incelemede RMK degeri, 1,152 olarak
hesaplanmistir. Bu indeks igin, standart bir kesim noktasi belirtiimemekle birlikte (Joreskog & Sérbom,
1993) Pellegrini ve Scandura (2005) bu degerin 3'ten kiglik olmasinin ¢cok degiskenli normallik agisindan
kabul edilebilir bir diizey oldugunu belirtmektedir. Dogrusallik igin sagilma diyagrami incelenmis, verinin
dogrusalliktan asiri sapmadigl gozlenmistir. Son olarak DFA o6ncesi degiskenler arasindaki c¢oklu
baglantililik durumu da incelenmistir. Yapilan incelemeler sonunda degiskenlere iliskin VIF degerinin
10’dan oldukga distk oldugu; bu durumda da eldeki veriler i¢in ¢oklu baglanti sorununun olmadigi
sonucuna varimistir.

Bulgular
ENEYO’niin Ceviri Siireci ve Kapsam Gegerligi

Olgegin uyarlama siirecinde Hambelton ve Patsula (1998) tarafindan belirtilen uyarlama basamaklari
izlenmistir. Buna gore, olcegi gelistiren arastirmacilarla e-posta yoluyla yapilan goériismelerden sonra
hem 6lgegin yapisal 6zelliklerinin uyarlama yapilacak kiltir ve dil igin uygun oldugu karari verilmis hem
de Olgegin Tirkgceye uyarlanabilmesi icin arastirmacilardan izin alinmistir. Bu asamadan sonra o6lgek
Egitim Psikolojisi alaninda doktora derecesine sahip ve her iki dile hakim (¢ uzman tarafindan
ingilizce’den Tiirkce’ye cevrilmistir. Bu ilk ceviriler sonrasinda yapilan tiim ceviriler, ceviriyi yapan
uzmanlarin tamaminin katildigi bir toplantida tek tek incelenmistir. Bu incelemede, her bir maddenin
cevirisi ile ilgili farkhhklar Gzerinde durulmus; bu farkliliklari ortadan kaldirmaya yonelik geviri 6nerilerine
gore Olgege ilk sekli verilmistir. Bu siregte, olgegin 15. (Cocugum okulun heceleme sinavinda sonuncu
oldugunda, bunun nedeni buyik olasilikla sansh olmamasidir.) ve 18. (Cocugum okuldaki heceleme
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sinavinda kot not aldiginda, bu biyik olasilikla bu konuda iyi olmadigi icindir) maddelerinde yer alan ve
ingilizce dilindeki kelimelerin hecelenmesi ile ilgili basariya déniik ana baba yiiklemelerini ortaya
koymayl amaclayan ifadeler igin, c¢eviri grubundaki uzmanlarin ©nerileri dogrultusunda, Egitim
Programlari ve Ogretimi ile Egitimde Olgme ve Degerlendirme alanlarindan birer Doktorali uzmana
danisilmistir. Belirtilen alanlardan uzmanlarin énerileri dogrultusunda Heceleme testi’nin Tirkce formda
Matematik testi olarak kullanilmasinin uygun olduguna karar verilmistir. Boylece olgegin 24 maddesi
korunarak Tirkgeye ceviri stireci tamamlanmistir.

ENEYO Uygulamasi ile ilgili Betimsel istatistikler

Ceviri surecinin tamamlanmasindan sonra 0lgek, 340 kisilik bir 6rneklem grubuna uygulanmistir.
Ancak veri setinin DFA igin uygunlugunu belirlemek igin yapilan 6n inceleme siirecinde, daha 6nce de
belirtildigi gibi ug degerler ile ilgili analizlerde, 44 kisiye ait verilerin veri setinden ¢ikarilmasinin uygun
olduguna karar verilmistir. Boylece analizler, 296 kisi lizerinden gergeklestirilmistir. Veri seti ile ilgili
betimsel istatistikler Tablo 1’de verilmistir.

Tablo 1.
ENEYO Maddelerine iliskin Hesaplanan Betimsel [statistikler.
Madde
Toplam
X Mod Medyan SS Min. Max. Korelasyonu
1.Boyut - Basari-Sans
M1 1.70 1.00 1.00 1.09 1 5 .61
M2 1.47 1.00 1.00 0.78 1 5 .79
M3 1.45 1.00 1.00 0.80 1 5 77
2.Boyut - Basari-Yetenek
M4 3.16 4.00 3.00 1.29 1 5 .66
M5 3.45 4.00 4.00 1.23 1 5 .84
M6 3.54 4.00 4.00 1.23 1 5 .81
3.Boyut - Basari-Caba
M7 4.27 4.00 5.00 0.93 1 5 .79
M8 4.35 5.00 5.00 0.86 1 5 .84
M9 4.09 4.00 4.00 0.96 1 5 .69
4.Boyut — Basari-Strateji
M10 4.42 5.00 5.00 0.81 1 5 .78
M11 4.31 5.00 5.00 0.88 1 5 .87
M12 4.27 5.00 4.00 0.87 1 5 .80
5.Boyut — Basarisizlik — Sans
M13 1.58 1.00 1.00 0.88 1 5 .80
M14 1.54 1.00 1.00 0.90 1 5 .90
.M15 1.61 1.00 1.00 1.01 1 5 .83
6.Boyut — Basarisizlik - Yetenek
M16 3.04 4.00 3.00 1.29 1 5 .46
M17 2.65 2.00 2.00 1.28 1 5 .43
M18 3.30 4.00 4.00 1.28 1 5 .52
7.Boyut — Basarisizlik - Caba
M19 4.06 4.00 4.00 0.95 1 5 72
M20 3.99 4.00 4.00 0.95 1 5 .78
M21 4.12 4.00 4.00 0.91 1 5 .84
8.Boyut — Basarisizlik - Strateji
M22 3.67 4.00 4.00 1.12 1 5 .61
M23 3.93 4.00 4.00 0.97 1 5 77
M24 3.88 4.00 4.00 1.02 1 5 .74
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Yiritilen analizler sonucunda, Tablo 1’de de gériildigi gibi ENEYO’niin her bir maddesi igin
hesaplanan puanlarin ortalamasi, 1.45 ile 4.42 arasinda degismektedir. Olcekteki her bir maddenin ayirt
ediciligini belirlemek icin madde toplam korelasyonlari hesaplanmis; ayirt edicilik degerlerinin 0.43 ile
0.90 arasinda degistigi gorilmektedir. Dizeltilmis madde toplam korelasyonu ile ilgili olarak .30’dan
biylk olan degerlerin kabul sinirlarinda oldugu belirtilmektedir (Blylkoztirk, 2011). Bu ¢alismada elde
edilen sonuglar dogrultusunda, dlgcek maddelerinin tamaminin ilgili boyut temelinde yliksek ayirt edicilik
gicine sahip oldugu anlasiimaktadir.

ENEYO’niin Gegerliligi ve Givenirliligi

Ozgiin 6lcegin 24 maddelik Tiirkce formunun sekiz faktérlii yapisi icin olusturulan modelin veriye
uyumunu incelemek igin yapilan DFA’ya yonelik path diyagrami Sekil 1'de yer almaktadir.
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Sekil 1. Ana babalarin cocuklarinin okuldaki basari ve basarisizliklari ile ilgili caba, yetenek, strateji ve
sans temelli nedensel yiiklemelerini gdsteren sekiz faktérli Ebeveyn Nedensel Yiikleme Olgegi modeli.
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Sekil 1'de gorildiugi lizere 6lgegin sekiz boyut ve 24 maddeden olusan yapisinin test edildigi DFA
sonucunda, madde faktor yiuk degerlerinin (A) .52 ile .95 arasinda degistigi belirlenmistir. Analiz
sonucunda elde edilen t degerlerinin .05 anlamlilik diizeyinde manidar oldugu, maddelere ait hata
varyanslarinin da .04 ile .73 arasinda degistigi belirlenmistir. Standartlastinimis beta katsayilari ise .52 -
.98 araligindadir. Bu sonuglardan hareketle, dlcek maddelerinden herhangi birinin ¢ikarilmasina gerek
olmadigina karar verilmistir.

ENEYQO’den elde edilen DFA sonuglarinin veri ile uyumuna iliskin istatistikler ise Tablo 2’de verilmistir.

Tablo 2.
Dogrulayici Faktér Analizi Sonuglari.

X2 sd x2/sd RMSEA SRMR CFI GFI Cronbach Alpha
432.11 224 1.92 .056 .053 .97 .89 .80

Tablo 2’de gorildigl gibi, basta x2/sd olmak lizere uyum iyiligi indekslerine ait tim degerler, kabul
araliklarinda yer almaktadir. Bu dogrultuda olgek maddelerinin, ana babalarin basariya donik
yuklemelerini 6lgmeyi amaglayan yapinin iyi birer temsilcisi oldugu; ayrica maddelerin veriyle uyumlu
olmasi nedeniyle de ENEYO yoluyla elde edilen élgiimlerin yapi gegerliligine sahip oldugu anlagiimistir.
Bu sonuglar, Phillipson ve Phillipson (2010)'nin 6zgiin 6lgek gelistirme calismasindaki sonuglarla da
uyumludur. Ozgiin 6lgek gelistirme galismasinda, x2/sd orani 1.56, RMSEA 0.05, CFl 0.94 ve GFIl 0.90
olarak belirtilmistir.

ENEYQO’de yer alan boyutlar arasi korelasyonlar Tablo 3’te verilmistir.

Tablo 3.
ENEYO’niin Alt Boyutlari Arasindaki Pearson Korelasyon Katsayilari

Basari Basari Basari Basari Bsizhk Bsizik  Bsizhik Bsizlik
Sans Yetenek Caba Strateji Sans Yetenek Caba  Strateji

Basari Pearson 1 11 _,14* _’22** ,30** 004 _,13* 05
Sans Kor. Kat
p ,05 ,01 ,000 ,000 ,94 ,01 ,31
Basari Pearson ok . *
Yetenek  Kor. Kat 1 31 18 03 A1 13 -01
p ,000 ,001 ,52 ,05 ,02 ,85
Basari Pearson ok ok ¥ . -
1 7 -2 11 47 1
Caba Kor. Kat = 23 ! ’ 3
p ,000 ,000 ,04 ,000 ,000
Ba§ar|“ Pearson 1 _'35** '11* '49** ,36**
Strateji Kor. Kat
p ,000 ,040 ,000 ,000
Bsizlik Pearson **
1 7 -1 -
Sans Kor. Kat 0 118 /09
p ,197 ,002 ,104
Pearson wok .
Bsizlik Kor. Kat 1 34 35
Yetenek p ,000 ,000
Pearson .
1 63
Bsizlik Kor. Kat ’
Caba p ,000
*p< 0.05
**p<0.01
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Pearson Korelasyon Katsayilari ile ilgili analizler, boyutlar arasindaki disik ve orta diizeyde; negatif
ve pozitif yonde iligkiler oldugunu géstermektedir. Bununla birlikte bazi boyutlar arasinda anlamh
dizeyde herhangi bir iliskinin olmadigi gorilmektedir. Buna gore, Basari-Sans boyutu ile Basarisizlik-
Yetenek (-.004, p>0.05) ve Basarisizlik-Strateji (-,05, p>0.01); Basari-Yetenek ile Basarisizlik-Sans ( ,03,
p>05) ve Basarisizlik-Strateji (- ,01, p>05); Basarisizlik-Sans ile Basarisizlik Yetenek (,07, p>.05) ve
Basarisizlik-Strateji (-,09, p>.05) boyutlari arasinda anlamh dizeyde bir iliski bulunamamistir. Bunun
yaninda elde edilen korelasyonlarin ¢ok yiiksek olmamasinin, 6lgek boyutlari arasinda ¢oklu baglantililik
probleminin olmadiginin bir gostergesi olarak degerlendirilebilecegi disinlilmektedir (Dereli-Iman,
2013).

Bu calismada olgegin Cronbach Alfa i¢ tutarhilik katsayisi .80 olarak belirlenirken; Phillipson ve
Phillipson (2010) bu katsayiy1 .78 olarak rapor etmistir.

Tartisma ve Sonug

Bu calismanin amaci, ana babalarin gocuklarinin basari ve basarisizlikla ilgili yiklemelerini belirlemeyi
amaglayan ve Philipson ve Philipson (2010)tarafindan gelistirilen Ebeveyn Basariya Donik Nedensel
Yiiklemeler &lceginin Tiirkce’ye uyarlamasini yapmaktir. Olcek, basari ve basarisizlik genel boyutlari
altinda; kuramsal yapi ile uyumlu bicimde Basari-Yetenek, Basari-Caba, Basari-Strateji, Basari-Sans
Boyutlari ile Basarisizlik-Yetenek, Basarisizlik-Caba, Basarisizlik-Strateji ve Basarisizlik-Sans olmak lzere
sekiz alt boyuttan olusmaktadir.

Ozgiin dlcege ait sekiz faktérli yapinin, Tirk kiltiiriinde dogrulanip dogrulanmayacagini belirlemek
lzere gerceklestirilen DFA yoluyla elde edilen uyum indekslerinin sonuglari, model-veri uyumunu
desteklemektedir. Analizler sonucunda, x2/sd=1.92, RMSEA=.05, SRMR=.05, CFI=.97 ve GFI=.89 olarak
belirlenmistir. Alan yazinda x2/sd oraninin 2 ve 3’den kiiciik ya da ona esit, RMSEA degerinin ise 0.06-
0.08 araliginda, SRMR degerinin 0.08’den kiiciik ya da ona esit, CFl degerinin 0.90 ve {izeri, GFl degerinin
0.85 ve Uzeri olmasinin, modelin gergek verilerle uyumuna yonelik kabul edilebilir alt sinirlar olarak kabul
edilebilecegi belirtilmektedir (Tabachnick ve Fidell, 2007). Bu ¢alismada elde edilen sonuglar, 6zgin
olgekten elde edilen sonuglara paralel bicimde model veri arasindaki iyi ve hatta mikemmel uyumu
destekler niteliktedir.

Ozgiin 6lcegin Cronbach alpha katsayisi, .78 olarak belirtilmistir. Bu ¢alismada ise dlgegin Cronbach
alpha katsayisi, .80 olarak belirlenmistir. Alanyazinda giivenirlilik degerlendirmesinde, Cronbach alpha
katsayisinin 1’e yakinlik dizeyinin 6nemli oldugu; deger 1’e yaklastikca dlcegin givenirlilige ile ilgili gticll
bir kanita sahip olundugu belirtilmektedir. Bununla birlikte Cronbach alpha katsayisinin .70’in altinda ya
da .90’nin Ustlinde olmasinin, 6lgegin glivenirlilik dlzeyi ile ilgili sorun oldugu bigiminde (Sencan, 2005).
Bu calismada elde edilen deger, kabul sinirlari arasindadir.

Daha 6nce belirtildigi gibi, bu uyarlama ¢alismasiyla kurama dayali olarak gelistirilen ( ana — babalarin
basari ve basarisizliklari ile ilgili yiklemeleri) modelin, dogrulanip dogrulanmadiginin belirlenmesi
amagclanmaktadir. Bu kapsamda DFA analizi gergeklestirilmis ve orijinal 6lgekte tanimlanan yapi ile
uyumlu olarak 6lgegin sekiz boyutlu yapisi dogrulanmis; bazi faktérler/boyutlar arasinda iliski bulunmus
ya da bazi faktorlerin iligkisiz oldugu tespit edilmistir. Boyutlar arasindaki iligki, faktorlerin ayiricihgina
iliskin onemli bilgiler vermektedir. Faktorler arasindaki korelasyon kestirimlerinin ¢ok yiksek olmasi
(0.85 ve ustl) ayirt edici gegerligi (discriminant validity) tehdit etmektedir (Kline, 2005). Buna gore,
calismada faktorler arasi anlamh bulunan korelasyonlarin diisiik ve orta diizeyde olmasi, ilgili faktérlerin
ana — babalarin basari ve basarisizliklari ile ilgili yiiklemeleri ayri ayri 6l¢tliguini gostermektedir (Cokluk,
Sekercioglu, Buyukoztiirk, 2018). Bununla birlikte calismada; Basari-Sans boyutu ile Basarisizlik-Yetenek
ve Basarisizlik-Strateji; Basari-Yetenek ile Basarisizlik-Sans ve Basarisizlik-Strateji; Basarisizlik-Sans ile
Basarisizlik Yetenek ve Basarisizlik-Strateji boyutlari arasinda anlamli diizeyde herhangi bir iliski
bulunamamistir. Ancak bu durum baslangigtaki 6lgme modeli tarafindan desteklenmektedir. Buna ek
olarak, Philipson ve Philipson (2010), 6lgegin her bir boyutunun ayri ayri ele alinabilecegini, dlgekten tek
bir toplam puan hesaplanmayacagini belirtmistir. Calismada DFA analizi sonuglari da model veri
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uyumunun saglandigini; degiskenlerin faktorlerle, faktorlerinde kendi aralarinda 6ngérilen iliskilerin
dogrulandigini kanitlamaktadir. Olgegin dayandigi temel model (Weiner, 2010) ve bu konudaki alanyazin
(Lansford & Bornstein, 2011; Miller, 1995; Phillipson & Phillipson, 2010) akademik alandaki basari ya da
basarisizligin olasi doért farkh duruma atif yapilarak agiklanabildigini gostermektedir. Buna gore,
akademik alandaki basari ya da basarisizigin nedeni; sans, caba, yetenek ya da strateji temelinde
yapilacak yuklemeler yoluyla acgiklanabilmektedir. Bunun vyaninda alanyazin da ana babalarin
cocuklarinin basari ve basarisizliklarini bir nedene baglamalarn gereken durumlarda, en fazla yiikleme
yaptiklari degiskenlerin de yetenek ve ¢aba oldugunu gostermektedir (Enlund et al., 2017; Kinlaw et al.,
2001; Miller, 1995; Raty, Vanska, et al., 2002; Rytkonen et al., 2005). Calismalarda hem basari hem
basarisizigin sans faktorline; basarisizligin ise yetenek ya da stratejiye yiikleme yapilarak agiklanmasinin
pek olasi bir durum olmadigi ortaya konmaktadir. Bu sonucun olasi nedeni, Phillipson ve Phillipson
(2010) da belirttigi gibi, ana babalarin, cocuklariyla akademik basari temelinde kurduklari iletisimlerinde
caba ve calisma stratejisini daha fazla vurgularken, sansi daha az vurguluyor olmalari olabilir. Clnki
basarinin, caba ve strateji gibi glinlik yasamda daha kolay bicimde 6rneklendirilip, somutlastirilabilir bir
ozellige dayanilarak aciklanmasi, sans gibi Olgilmesi ve somutlastiriimasi zor olan dissal ve kontrol
edilemez bir dzellikle agiklanmasindan daha kolaydir. Ustelik 6zgiin 6lgegin gelistirilmesi siirecinde
yapilan Rasch analizinin sonuglari, ana babalar icin yanitlanmasi en zor maddelerin, basari ve basarisizlig
sans durumuna ve ayrica basarisizligi da yetenek ve strateji durumlarina baglayarak agiklamayi
gerektirenler maddeler oldugunu ortaya koymustur. Analizde, yanitlanmasi en kolay maddeler ise, basari
ve basarisizligl strateji ve ¢cabaya yikleyerek agiklayan maddeler olarak belirlenmistir. Buna gore bu 6lgek
uyarlama calismasinda boyutlar arasi iliski érintisine iliskin elde edilen sonuglarin, dlgegin dayandig
temel kuramsal model ve alanyazin ile 6zgiin 6lcegin gelistiriimesi sirasinda elde edilen sonuglari da
destekler nitelikte oldugu anlasiimaktadir.

Sonug olarak, ENEYO’'niin Tiirkge formunun, ana babalarin gocuklarinin akademik basari ve
basarisizig ile ilgili yiklemelerinin &lgilmesinde kullanilabilecek gegerli ve guvenilir bir 6lgme araci
oldugu soylenebilir. Bu dlgek kullanilarak ana babalarin, gocuklarinin egitimine katiimini, ¢ocuklarina
gosterdikleri destegi ya da rehberligi etkileyen ve bireysel oldugu kadar sosyokaiiltiirel diizeyde de 6nemli
olan akademik basari-basarisizlik yiklemelerinin betimlenmesi miimkiin olabilir. Bu tir betimlemeler ise
cocuklarin gelisim ve egitiminde, ana babalarin hem okul yonetici ve 6gretmenlerinin hem de ana
babalarin gereklilik ve 6nemine inanilan, egitimci ve katilimci rollerinin gelistirilmesi ile ilgili calismalara
katki saglayacaktir.
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Appendix.
Parental Attribution Scale (Turkish form)
Faktor Madde ifade
no
Basari Sans 1 Cocugum bir calisma kagidini iyi bir bicimde tamamlarsa, bu buyik
olasilikla sansli oldugu icindir.
2 Cocugum sinavlarda basarili olursa, bu biylk olasilikla sansh oldugu
icindir.
3 Cocugum okulda iyi notlar alirsa, bu blyik olasilikla sanslh oldugu igindir.
Basari Yetenek 4 Cocugum okulda bir 6dil alirsa, bu buyik olasilikla gok zeki oldugu igindir.
5 Cocugum odevlerinden yiksek notlar aldiginda, bunun nedeni biylk
olasilikla ¢ok parlak bir 6grenci olmasidir.
6 Cocugum sinavlarda basarili olursa, bu biiyik olasilikla ¢ok parlak bir
ogrenci oldugu icindir
Basari Caba 7 Cocugum okulun Matematik sinavinda birinci oldugunda, bu buyik
olasilikla ¢ok galistigi icindir.
8 Cocugumun okul notlari iyi olursa, bu buyik olasilikla gok ¢alistigi icindir.
9 Cocugum okulda bir 6ddl alirsa, bu biytk olasilikla cok ¢alistigi icindir.
Basari Strateji 10 Cocugum odevleri icin yiksek notlar aldiginda, bu blyik olasilikla etkili
¢alisma yontemleri oldugu igindir.
11 Cocugum okulun Matematik sinavinda basarili oldugunda, bunun nedeni
biyuk olasilikla bu dersle ilgili etkili galisma yontemlerini bilmesidir.
12 Cocugum oOdevlerinden vyiksek notlar aldiginda, bu biylk olasilikla
bununla ilgili kullanisli yontemleri oldugu icindir.
Basarisizlik Sanssizlik 13 Cocugum okulda bir 6dil alamazsa, bu blyik olasilikla sansli olmadigi
icindir
14 Cocugum o6devlerinden zayif notlar aldiginda, bu biyik olasilikla sansli
olmadigi icindir
15 Cocugum okulun Matematik sinavinda sonuncu oldugunda, bunun nedeni
blyik olasilikla sansli olmamasidir.
Basarisizlik Yetenek 16 Cocugum bir calisma kagidinin sadece yarisini tamamlarsa, bu biiylk
olasilikla bu konuda iyi olmadigi icindir.
17 Cocugum okulda zayif notlar aldiginda, bu durumun nedeni biylk
olasilikla pek parlak bir 6grenci olmamasidir.
18 Cocugum okuldaki Matematik sinavinda kot not aldiginda, bu biyuk
olasilikla bu konuda iyi olmadigi icindir.
Basarisizlik Caba 19 Cocugum o6devlerinden zayif notlar aldiginda, bu blyik olasilikla ¢ok
calismadigi igindir.
20 Cocugum calisma kagitlarinin sadece yarisini tamamlarsa, bu buyik
olasilikla yeterince ¢ok ¢alismadigi igindir.
21 Cocugumun okul notlarn zayif olursa, bu biyik olasilikla yeterince
¢alismadigi igindir.
Basarisizlik Strateji 22 Cocugum okulda bir 6dal almadiysa, bu blyik olasilikla bununla ilgili
kullanigh yontemleri olmadig icindir.
23 Cocugum calisma kagitlarinin sadece vyarisini tamamlarsa, bu biyik
olasilikla onunla ilgili etkili calisma yontemlerini bilmedigi icindir.
24 Cocugumun okul notlari zayif geldiginde, bunun nedeni biyik olasilikla ise
yarar ders ¢alisma yontemlerini bilmemesidir.
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