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da nesnenin belirli 6zelliklerine dair degerlendirmelerini etkilemesidir. Bu arastirmanin amaci,

Ingilizce ders bagarisinin degerlendirilmesinde 6grencilerin algiladigi halo etkisinin belirlenmesi ve
farkli degiskenlere gore incelenmesidir. Arastirma, nedensel karsilastirma modelindedir.
Kayseri’deki ortadgretim dgrencileri arastirmanin evrenini, bu evrenden uygun érnekleme yoluyla
segilen 3100 6grenci ise Orneklemini olusturmaktadir. Veri toplama araci olarak Algilanan Halo
Etkisi Olgegi kullamilmistir. Veri analizinde normallik incelemeleri yapilmis, betimsel istatistikler ve
parametrik testler kullamilmistir. Arastirmadan elde edilen bulgularda algilanan halo etkisinin
yiiksek oldugu belirlenmis, cinsiyet, sinif ve Ingilizce dersi notu gibi degiskenler agisindan anlamli
farkhiliklar oldugu goriilmiistiir. Arastirma sonucunda 6gretmenlere, ailelere ve politika yapicilara
yonelik onerilerde bulunulmustur.
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Giris
Halo Etkisi

Tiirk Dil Kurumu (TDK), “hale” kavramini giines basta olmak iizere yildizlarin, 6zellikle de aymn
cevresinde beliren genis ve aydinlik halka, ayevi, ayla ya da agil olarak acgiklamaktadir. Yanlilik
acgisindan bakildiginda, degerlendirilen kisinin gercekte sahip oldugu ozelliklerle goriiniisii ya da
gortiniir davraniglar1 arasindaki kovaryansi, oldugundan fazla gérme egiliminden kaynaklanan bu
problem aragtirmacilar tarafindan farkli sekillerde tanimlanmistir. Ornegin, mantiksal hata (Newcomb,
1931), korelasyonel yanhilik (Berman ve Kenny, 1977), yamltict halo (Cooper, 1981), halo hatasi
(Feldman, 1986), genelleme hatas1 (Ozgiiven, 2000), ayla etkisi (Kagitcibasi, 2006), dalgir (Turgut ve
Baykul, 2012), izlenim hatas1 (Kutlu vd., 2017) ve halo etkisi (Thorndike, 1920) bu tanimlamalardan

bazilaridir.

Halo etkisini “dalgir (hareleme)” olarak adlandiran Turgut ve Baykul (2012), bu kavrami 6gretmenin
Ogrenciye ait bir boyutu iyi olarak degerlendirdikten sonra derecelenmeye esas boyutta 6grenci lehine
iyiye dogru kayma egilimi olarak tanimlamistir. Kutlu ve digerleri (2017) “ilk izlenim hatas1” olarak
tanimladiklar1 hale etkisini 6grencinin goze carpan olumlu bir &zelliginin, onunla ilgili yapilan
degerlendirmeleri etkilemesi seklinde agiklamistir. Kagitcibasi (2006), bir kisi ile ilgili edinilen olumlu
izlenimlerin olusturdugu tutum ve bu tutuma bagl olarak o kisiden beklentilerin etkilenmesini “ayla
(hare) etkisi” olarak aciklamistir. Murphy ve Reynolds (1988) ise halo kavramini gercek ve gozlenen
halo olarak ikiye ayirmistir. Gergek halo, bireye ait degerlendirmeye konu olan ve olmayan 6zelliklerin
gergekten birbirleriyle iliskili olmasi, degerlendiricinin bir 6zellige bakarak diger 6zellikleri de gercekte
oldugundan daha yiiksek puanlama egilimidir. Cooper (1981) da bu olguyu "yaniltici halo olarak
tanimlamis ve gercek halo ile ayrimina dikkat gekmistir. Ilaveten, halo etkisinin gesitli baglamlarda tiim
degerlendirmelere niifuz ettigini belirtmis, bu olguyu agiklamak i¢in “yayilan (ubiquitous) halo”

ifadesini kullanmigtir.

Farkli tanimlamalar olsa da halo etkisi, bireylerin kisi, nesne veya durumlar hakkindaki genel
izlenimlerinin, o kisi ya da nesnenin belirli 6zelliklerine dair degerlendirmelerini etkilemesi olarak
agiklanabilir (Anastasi ve Urbina, 1997; Gronlund, 1976; Pike, 1999). Ozellikle bireye ait belirli
ozelliklerin bilingaltimizda olumlu izlenim olusturmasiyla ortaya ¢ikan halo etkisi o bireye iliskin genel
kanaatimizi de gozlenen birey lehine etkiler. Sanrey ve digerleri (2021), bu durumu gozlenen bireye ya
da nesneye yonelik homojen bir alginin olusmasina neden olan biligsel yanlilik olarak agiklamaktadir.
Bu bilissel yanlilik bireyin, herhangi bir kisiyi, {irlinii ya da markay1 eldeki tiim nesnel etkenlerin
toplamina dayali olarak algilamasini engelleyebilmektedir. Burada alti ¢izilmesi gereken nokta dlgmeye
konu olmadig1 halde bireyin bir 6zelliginden kaynakli olusan izlenimin 6l¢gmeye konu olan &zelliklerin
Olctilmesinde 6l¢mecinin kararmi ayni yonde etkilemesidir (Neugaard, 2025). Bu etki sonucu olusan

hata degerlendiriciler aras1 giivenirligi azaltmaktadir (Feldman, 1986).
ingilizce Dersi Basarisinin Degerlendirilmesinde Halo Etkisi

Yabanci dil dersleri, dogas: geregi olgme ve degerlendirme agisindan diger derslerden daha
karmagik yapilar barindirmaktadir. Ingilizce dersinde &grenciden yalmzca biligsel bir gikti degil,
performans, iletisim, tutum, akicilik, dogallik ve etkilesim gibi ¢ok boyutlu davranislar sergilemesi
beklenmektedir. Bu nedenle Ingilizce basarisinin degerlendirilmesi, diger birgok dersten daha yiiksek
diizeyde Oznel yargiya dayanmakta ve Ogretmen kaynakli 6l¢me hatalarina ozellikle agik hale
gelmektedir.
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Ingilizce 6gretiminde kullamilan 6lgme araglarinin 6nemli bir boliimii performans degerlendirme
niteligi tasir. Konusma, yazma, telaffuz, tonlama, akicilik ve iletisimsel yeterlik gibi beceriler, tamamen
Ogretmenin gozlemlerine dayali olarak puanlanmaktadir (Brown, 2004). Bu tiir performans
gorevlerinde, 6gretmenin 6grencinin 6nceki davranislarina iliskin genel izlenimleri, degerlendirme
siireglerine dogrudan yanstyabilmektedir. Bu durum, halo etkisinin Ingilizce dersinde daha belirgin
hale gelmesine neden olmaktadir. Bunun yani sira, 1ngﬂizce dersi degerlendirmelerinde ortak, evrensel
ve nesnel bir standart olusturmak giictiir. Aym performans iki farkli Ogretmen tarafindan
degerlendirildiginde farkli puanlanabilmekte, hatta ayni 6gretmen farkli zamanlarda ayni performansa
farkli puanlar verebilmektedir (McNamara, 1996). Bu durum, puanlayici giivenirligi acisindan énemli

bir risk olusturmakta ve 6gretmen yanlhliklarinin sonuglara yansima ihtimalini artirmaktadir.

ingilizce dersinde dil bilgisi yeterligi disinda 6zgiiven, kaygi, 6gretmene yonelik algi ve simif igi
katilim gibi duyussal 6zellikler de 6grencinin performansina dogrudan etki etmektedir (Horwitz, 2010).
Degerlendirici bu duyussal 6zellikleri puanlamaya dahil etmedigini diisiinse bile, bu tiir goriiniir
davraniglar 6gretmenin zihninde olumlu veya olumsuz izlenimler yaratarak asil performansin
degerlendirilmesini golgeleyebilir. flaveten, Ingilizce dersinde 6zellikle sozlii performans ve yazma
becerisi degerlendirmeleri ¢ok boyutlu ve karmasik yapida oldugundan, 6gretmenlerin degerlendirme
olgiitlerine ne kadar sadik kaldiklar1 degisebilmektedir. Degerlendirmenin bu kadar 6znel ve yoruma
dayali olmasi, halo etkisinin ortaya gikmasina uygun bir zemin olusturmaktadir. Bu nedenlerle Ingilizce
dersinde yapilan olgme ve degerlendirme, diger derslere kiyasla daha yiiksek hata riski tasimakta;

Ogretmen izlenimleri ve algilarinin performans puanlarina yansima ihtimali artmaktadir.

Halo etkisi, yaklasik bir asirdir psikoloji ve egitim bilimlerinde tartisilan énemli bir yanlilik tiirii
olmasina ragmen, Ozellikle 6gretmen degerlendirmelerinin 6grenciler tarafindan nasil algilandigina
yonelik calismalar oldukga sinirlidir. Mevcut arastirmalarin biiyiik boliimii halo etkisini genellikle
Ogretmenlerin puanlama davranislari, performans degerlendirme siiregleri veya dereceli puanlama
anahtarlar1 baglaminda ele almakta; 6grencilerin bu yanlilig1 nasil deneyimledigine ve yorumladigina
iliskin kanitlara ise yeterince yer vermemektedir (Feldman, 1986; Murphy & Reynolds, 1988). Bu durum,
ozellikle ortadgretim diizeyinde 6gretmen degerlendirmelerinin 6grenci basari, motivasyon ve benlik
algis1 tizerindeki belirleyici rolii diisiiniildiigiinde 6nemli bir boslugu isaret etmektedir. Literatiirdeki
bir diger eksiklik, halo etkisinin ders baglamindaki degisken yapisina iliskindir. Olgme yanhliklarinin
matematik, fen bilimleri veya sosyal bilimlerde nasil ortaya ¢iktigini inceleyen calismalar bulunmakla
birlikte, bu yanliligin yabanci dil 6grenme ortamlarinda, 6zellikle de ingilizce derslerinde, 6grenciler
tarafindan nasil algilandigina dair aragtirmalar son derece sinirhdir. Oysa Ingilizce 6gretiminde
kullanilan performans gorevleri, sozlii ifade, konusma akicilig, telaffuz ve yazma becerisi gibi alanlar
degerlendirme siireclerini dogal olarak daha 6znel ve yoruma acik hale getirmektedir. Bu baglamda
Ingilizce dersinin kendine &zgii degerlendirme yapisi, halo etkisinin ortaya g¢ikma olasiligim
artirmasina ragmen, bu konuya yonelik 6grenci temelli bir arastirma eksikligi dikkat ¢ekmektedir.
Ayrica mevcut ¢alismalarin ¢ogu halo etkisini kavramsal olarak tanimlamakta, ancak 6grencilerin bu
yanhiligin kendi akademik siiregleri iizerindeki etkisine iliskin farkindahk diizeylerini, 6gretmen
tutumlarint nasil yorumladiklarini ve sosyal/akademik baglamda hangi faktorlerin bu algiy:
sekillendirdigini agiklamada yetersiz kalmaktadir. Bu nedenle Ogrencilerin halo etkisine iliskin
algilarinin cinsiyet, siuf diizeyi ve basar1 durumu gibi degiskenler agisindan incelenmesi, alanyazinda
heniiz sistematik bigimde ele alinmamis bir bagka boyuttur. Bu arastirma hem &grenci algilarin
merkeze almasi hem de Ingilizce dersinin degerlendirme yapisina 6zgii riskleri dikkate almasi

bakimindan literatiirdeki onemli bir boslugu doldurmay: amaclamaktadir. Bu noktadan hareketle
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aragtirmanin amaci, ortadgretim ogrencilerinin Ingilizce dersi basarilarimin degerlendirilmesinde
algiladigr halo etkisinin belirlenmesi ve farkli degiskenler agisindan incelenmesidir. Arastirmada

asagida belirlenen alt problemlere yanit aranmstir:

1. Ortadgretim dgrencilerinin Ingilizce ders basarilarmin degerlendirilmesinde algiladiklari halo
etkisi nasildir?
Ogrencilerin algiladig halo etkisi cinsiyetlerine gore anlamh farklilik gostermekte midir?
Ogrencilerin algiladig1 halo etkisi siniflarina gore anlamli farklilik gostermekte midir?
Ogrencilerin algiladig1 halo etkisi ingilizce dersi notlarina gore anlaml farklilik gostermekte

midir?

Yontem
Arastirma Modeli

Ortadgretim 6grencilerinin ingilizce ders basarilarinin degerlendirilmesinde algiladig1 halo etkisinin
incelendigi bu arastirma, nedensel karsilastirma modelindedir. Nedensel karsilagtirma arastirmasi
dogal olarak ortaya ¢ikmis bir durum ya da olaymn nedenlerini etkileyen degiskenleri saptamaya
yonelik, bagimsiz degiskenlerin arastirmaci tarafindan kontrol edilmedigi bir model olarak
tanimlamaktadir (Biiyiikoztiirk vd., 2015). Nedensel karsilastirma modeli ile halo etkisi konusunda

gruplar arasinda anlamli farklilik olup olmadig; test edilmistir.
Evren ve Orneklem

Aragtirmanin evrenini, 2022-2023 egitim-Ogretim yilinda Kayseri ilinde MEB’e bagh liselerdeki
ogrenciler olusturmaktadir. Arastirmanin 6rneklemi ise uygun ornekleme yontemiyle Kayseri iline
bagl merkez ilcelerdeki alt1 farkl lisede 6grenim goren 1754’ (%56.6) kiz 1346’s1 (%43.4) erkek olmak
{izere toplam 3100 &grenciden olusmaktadir. Ogrencilerin 1164"{ (%37.5) 9. sinufta, 873'{1 (%28.2) 10.
smifta, 953’11 (%30.7) 11. siufta ve 110"u (%3.5) 12. sirufta 6grenim gormektedir.

Veri Toplama Araglan

Aragtirmanin veri toplama siirecinde &grencilerin demografik bilgilerini ve Ingilizce dersindeki
bagarilariin degerlendirilmesinde algiladig1 halo etkisi durumunu ve boyutunu belirlemeye yonelik

olarak “Kisisel Bilgi Formu” ve “Basarmin Degerlendirilmesinde Algilanan Halo Etkisi Olgegl olmak

uzere iki 0l¢gme araci kullanilmastir.
Kisisel Bilgi Formu

Bu forma aragtirmacilar tarafindan hazirlanmistir. Ogrencﬂerin cinsiyeti, sinif1 ve 1ngilizce dersi notu
degiskenleri Kisisel Bilgi Formu araciligiyla toplanmaistir. Ogrencilerin algiladigr halo etkisi bu

degiskenlere gore karsilastirmali olarak incelenmistir.
Basarinin Degerlendirilmesinde Algilanan Halo Etkisi Olcegi

Algilanan Halo Etkisi Olgegi, Alatli (2012) tarafindan ortaokul 6, 7, ve 8. siufta dgrenim goren
ogrencilere yonelik olarak gelistirilmigtir. Olgek iiglii likert seklinde derecelenebilen 32 maddeden
olusan bes faktorlii yapiya sahiptir. Bu faktorler kisisel 6zelliklerin etkisi, ders ici davranislarin etkisi,
ailesel 6zelliklerin etkisi, fiziksel 6zelliklerin etkisi ve genel izlenim etkisi seklindedir. Orijinal 6l¢ek igin

hesaplanan Cronbach alfa katsayisi, faktorler igin sirastyla .90, .85, .81, .74, .75 Ol¢egin tamamu igin ise
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.94 bulunmustur. Mevcut arastirmada Cronbach alfa katsayisy, faktorler igin sirasiyla .86, .83, .80, .76,

.79 6lgegin tamamu i¢in ise .89 hesaplanmustir.

Orijinal 6lgek ortaokul dgrencileri igin gelistirilmis olup, ortadgretim 6grencileri i¢in kullanmadan
once Ornekleme uygunlugu agisindan incelenmistir. Bu incelemede dil, igerik ve yas agisindan
uygunluk iki 6lcme degerlendirme uzman ve iki Tiirkge dgretmeni tarafindan teyit edilmistir. Olgegin
agimlayici faktor analizi ile ortaya koyulan 32 maddeli bes boyutlu faktor yapisinin dogrulanmasi
amaciyla 332 kisilik 6rneklem {izerinde DFA uygulanmaistir. Analiz yapilmadan 6nce ug degerler, kayip
veriler ve normal dagilim durumu kontrol edilmis, bu varsayimlar karsilanmistir. Ayrica ¢ok degiskenli
normallik varsayimi Mardia katsayisi ile incelenmis, ¢ok degiskenli ¢arpiklik degeri (by,p) ve basiklik
degeri (b, p) kritik sinirlar igerisinde kalmistir. Mardia’nin normalize edilmis basiklik degeri 5’in altinda
oldugundan (z <5), verilerin ¢ok degiskenli normallik varsayimini karsiladig1 sdylenebilir (Kline, 2016).
Veri analizinde LISREL kullanilmistir. Olgegin gelistirilen formunda yer alan maddeler ile maddelerin
Olctiigii yapr arasindaki standartlastirilmig faktor yiikleri hem t degerlerine gore istatistiksel olarak
anlamli bulunmus hem de tiim faktor yiiklerinin .30’dan yiiksek oldugu goriilmiistiir (Bityiikoztiirk,
2004). Bu nedenle, 6lcekte yer alan toplam 32 maddenin puanlarinin hipotez edildigi gibi Algilanan
Halo Etkisi Olgegi'nin yapisim 8lgtiigii, bir diger ifade ile dlgegin faktoriyel gecerliginin saglandig

sOylenebilir.

Uygulanan DFA sonucunda ki-kare (¥?) uyumu, yaklasik hatalarin ortalama karekokii (Root Mean
Square Error of Approximation, RMSEA), artik ortalamalarin karekokii (Root Mean Square Residuals,
RMR), standardize edilmis artik ortalamalarin karekokii (Standardized Root Mean Square Residuals,
SRMR), iyilik uyum indeksi (Goodness of Fit Index, GFI), diizenlenmis iyilik uyum indeksi (Adjusted
Goodness of Fit Index, AGFI), normlastirilmis uyum indeksi (Normed Fit Index, NFI),
normlastirilmamis uyum indeksi (Non-normed Fit Index, NNFI), karsilastirmali uyum indeksi
(Comparative Fit Index; CFI), tutarli uyum indeksi (Parsimony Goodness of Fit Index, PGFI) ve tutarh
standart uyum indeksi (Parsimony Normed Fit Index, PNFI) degerleri incelenmistir. Elde edilen

bulgular Tablo 1’de sunulmustur.

Tablo 1. Algilanan Halo Etkisi Olgegi'ne Iliskin DFA Uyum Indeksleri

. . Miikemmel Kabul edilebilir Arastirma
Uyum Indeksi* it it Sonug
uyum dl¢iitii uyum 0l¢iitii bulgusu
X2 p>.05 p<.05 Uyumsuz
x*/sd 0-2 2-3 7.12 Uyumsuz
RMSEA <.05 <.08 .08 Kabul edilebilir uyum
RMR <.05 <.08 .08 Kabul edilebilir uyum
SRMR <.05 <.08 .08 Kabul edilebilir uyum
GFI >.90 >.85 .85 Kabul edilebilir uyum
AGFI >.90 >. 85 .86 Kabul edilebilir uyum
NFI >.95 >.90 90 Kabul edilebilir uyum
NNFI >.95 >.90 91 Kabul edilebilir uyum
CFI >.95 >.90 91 Miikemmel uyum
PGFI 0 (uyum yok); 1 (mitkemmel uyum) .62 Miikemmel uyum
PNFI 0 (uyum yok); 1 (miitkemmel uyum) .74 Miikemmel uyum

*(Cokluk, Sekercioglu ve Biiyiikoztiirk, 2010).

Tablo 1 incelendiginde ki kare degerinin anlamli oldugu ve y2/sd degerinin kabul edilebilir uyum
oOlctitleri disinda yer aldig1 goriilmektedir. Buna karsin RMSEA, RMR, SRMR, GFI, AGFI, NFI ve NNFI
degerleri model i¢in kabul edilebilir uyum &lgiitlerinde yer alirken; CFI, PGFI ve PNFI degerleri model
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i¢in mitkemmel uyum oldugunu gostermektedir. Orneklem biiyiidiikge ki-kare analizi sonuglarmin
anlamli ¢tkma olasilig1 artmaktadir (Biiyiikoztiirk vd., 2004). Yapilan bir¢cok DFA’da 6rneklemin biiyiik
olmasi nedeniyle p degerinin anlaml olmasi normal olup, bu durum ¢alismalarin ¢cogunda tolere
edilmektedir (Cokluk vd., 2010). Bu bulgulardan hareketle modelin veri tarafindan dogrulandig:

sOylenebilir.
Verilerin Toplanmasi

Ogrencilerin demografik bilgileri “Kisisel Bilgi Formu” araciliiyla, ingilizce dersindeki basarilarinin
degerlendirilmesinde algiladig1 halo etkisi “Basarinin Degerlendirilmesinde Algilanan Halo Etkisi
Olgegi” ile toplanmistir. MEB’e bagli Arastirma, Yarigsma ve Sosyal Etkinlik (AYSE) dairesinden alian
veri toplama izni ve Erciyes Universitesinden alman Etik Kurul Izni sonrasi gontilliiliik esasiyla
arastirmaya katilan 6grencilere arastirmanin amaci ve veri toplama aracinin igerigi ile ilgili yazil ve
sozlii bilgilendirmede bulunulmustur. 18 yas altindaki tiim katilimcilar i¢in veli onami alinmistir. Eksik

ve/veya hatali doldurulan 72 form arastirma verilerinden ¢ikarilmistir.
Veri Analizi

Algilanan halo belirlemek amaciyla betimsel ve karsilastirmali istatistiksel teknikler kullanilmistir.
Verilerin analizinde kullanilan degiskenlerin normal dagilim gosterip gostermedigi ortalama, medyan
ve mod degerlerinin karsilastirilmasi; ¢arpiklik ve basiklik katsayilarinin incelenmesi ve histogram
grafiklerinin gorsel olarak degerlendirilmesi yoluyla belirlenmistir (Can, 2016; Tabachnick ve Fidell,
2007). Ttim bulgular dogrultusunda verilerin normal dagilima uygun oldugu anlasilmistir. Bunun yani
sira varyanslarin homojenligi varsayim: test edilmis ve homojenlik varsaymminin karsilandig:
belirlenmistir. Bu nedenlerle analizlerde parametrik testler kullanilmistir. Yapilan analizler SPSS 25.00

programi araciligiyla gerceklestirilmistir.

Bulgular

Aragtirmadan elde edilen bulgular alt problemlerin sirastyla verilmistir. Ogrencilerin toplam halo etkisi
algis1 ve alt boyutlara yonelik algis1 incelenmistir. Halo etkisine iligkin en diisiik puan, en yiiksek puan,

ortalama ve standart sapma degerleri belirlenmistir. Bulgular Tablo 2’de yer almaktadir.

Tablo 2. Ogrencilerin Ingilizce Basarismin Degerlendirilmesinde Algiladiklar1 Halo Etkisi Genel

Diizeyi
Boyutlar N En diisitk  En yiiksek X Ss
puan puan
Kisisel 6zelliklerin etkisi 3100 7.00 21.00 20.03 7.03
Ders ici davranislarin etkisi 3100 10.00 30.00 12.99 3.73
Ailesel 6zelliklerin etkisi 3100 7.00 18.00 16.10 4.13
Fiziksel 6zelliklerin etkisi 3100 6.00 15.00 11.54 4.07
Genel izlenim etkisi 3100 4.00 9.00 5.82 2.11
Toplam halo etkisi 3100 32.00 96.00 66.49 17.71

Tablo 2’de en diisiik yedi en yiiksek 21 puanin aliabilecegi kisisel 6zelliklerin etkisi alt boyutunda
ogrencilerin aldig1 en diisiik puanin 10.00, en yiiksek puan 21.00 olmus; ortalama puan 20.03 standart
sapma ise 7.03 olarak belirlenmistir. Buna gore algilanan halo etkisinde kisisel 6zelliklerin etkisinin
yliksek oldugu sOylenebilir. Benzer sekilde sirasiyla algilanan halo etkisinde ders i¢i davranislarin

etkisinin diisiik, ailesel 6zelliklerin etkisinin yiiksek, fiziksel 6zelliklerin etkisinin ytiiksek, genel izlenim
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etkisinin diisiik oldugu ve algilanan toplam halo etkisinin ortalama diizeyin iistiinde oldugu

sOylenebilir.

Ogrencilerin ingilizce basarisinin degerlendirilmesinde algiladig1 halo etkisi diizeyinin cinsiyete
gore farklilasma durumunu ortaya koymak amaciyla yapilan bagimsiz gruplar igin t testi analize iliskin

bulgular Tablo 3’te verilmistir.

Tablo 3. Ogrencilerin fngilizce Basarisinin Degerlendirilmesinde Algiladig1 Halo Etkisi Diizeyinin

Cinsiyete Gore Farklilasmasina Niskin T Testi Sonuclar1

Boyutlar Cinsiyet N X Ss t p
e . . .. Kiz 1754 20.32 7.19 2.69° .01
Kisisel 6zelliklerin etkisi Erkek 1346 19.64 6.80
Ders ici d 1 tisi Kiz 1754 13.16 3.75 2.92° .00
ers i¢i davranislarin etkisi Erkek 1346 1276 370
) . . ) . Kiz 1754 16.35 4.14 3.79° .00
Ailesel Ozelliklerin etkisi Erkek 1346 15.78 410
. . . . . . . Kiz 1754 11.62 4.09 1.23 22
Fiziksel ozelliklerin etkisi Erkek 1346 1144 404
Genel izlenim etkisi Kiz 1753 5.88 2.14 1.84 .07
nel izleni
ehel izfentm € Erkek 1346 5.74 2.06
Kiz 1754 67.34 17.96 3.08 .00
Toplam halo etkisi
opiam hato etst Erkek 1346 6538  17.33

Tablo 3, algilanan halo etkisinin, fiziksel 6zelliklerin etkisi ve genel izlenim etkisi boyutlarinda
gruplar arasinda cinsiyet agisindan anlamh bir fark bulunmadigini gostermektedir. Kisisel 6zelliklerin
etkisi boyutunda kiz 6grencilerin ortalamasinin 20.32 erkek 6grencilerin ortalamasimin ise 19.64 oldugu
goriilmektedir. Gruplarin puan ortalamalar1 arasindaki farkin anlamliigini test etmek amaciyla
hesaplanan t degeri (t@os) = 2.69; p < .05), farkin .05 diizeyinde anlamli oldugunu ifade etmektedir. Bu
bulgu, kiz 6grencilerin halo etkisinde kisisel 6zelliklerin etkisi algilarinin erkek 6grencilerden yiiksek
oldugunu ortaya koymaktadir. Ancak fark anlamli olsa da kiigiik etki biiyiikliigii (d = .01), bu farkin

uygulamada diisiik diizeyde 6nem tasidig1 anlamina gelmektedir.

Ders igi davranislarin etkisi boyutunda, kiz 6grencilerin ortalamasinin 13.16 erkek 6grencilerin
ortalamasinin ise 12.76 oldugu goriilmektedir. Gruplarin puan ortalamalar1 arasindaki farkin
anlamliligini test etmek amaciyla hesaplanan t degeri (teos) = 2.92; p <.05), farkin .05 diizeyinde anlamh
oldugunu ifade etmektedir. Bu bulgu, kiz 6grencilerin halo etkisinde ders ici davramslarin etkisi
algilarimin erkek Ogrencilerden yiiksek oldugunu ortaya koymaktadir. Ancak fark anlaml olsa da
kiiciik etki buytikligi (d = .01), bu farkin uygulamada diisiik diizeyde 6nem tasidigr anlamina
gelmektedir.

Ailesel ozelliklerin etkisi boyutunda, kiz &grencilerin ortalamasinin 16.35 erkek oOgrencilerin
ortalamasinin ise 15.78 oldugu goriilmektedir. Gruplarin puan ortalamalar1 arasindaki farkin
anlamliligini test etmek amaciyla hesaplanan t degeri (teos = 3.79; p <.05), farkin ,05 diizeyinde anlamh
oldugunu ifade etmektedir. Bu bulgu, kiz 6grencilerin halo etkisinde ailesel 6zelliklerin etkisi algilarinin
erkek 6grencilerden yiiksek oldugunu ortaya koymaktadir. Ancak fark anlaml olsa da kiiciik etki
biiyiikliigii (d = .01), bu farkin uygulamada diisiik diizeyde onem tasidigi anlamina gelmektedir.

Toplam halo etkisinde, kiz 6grencilerin ortalamasimin 67.34 erkek 6grencilerin ortalamasimin ise
65.38 oldugu goriilmektedir. Gruplarin puan ortalamalar1 arasindaki farkin anlamliligini test etmek

amactyla hesaplanan t degeri (teos) = 3.08; p < .05), farkin .05 diizeyinde anlamli oldugunu ifade
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etmektedir. Bu bulgu, kiz 6grencilerin toplam halo etkisi algilarinin erkek 6grencilerden yiiksek
oldugunu ortaya koymaktadir. Ancak fark anlaml olsa da kiigiik etki biiytikliigii (d = .01), bu farkin

uygulamada diisiik diizeyde 6nem tasidig1 anlamina gelmektedir.

Ogrencilerin Ingilizce bagarismin degerlendirilmesinde algiladigi halo etkisinin smifa gore
farklilasma durumunu ortaya koymak amaciyla yapilan tek yonlii varyans analizine iliskin bulgular

Tablo 4 ve Tablo 5'te verilmistir.

Tablo 4. Ogrencilerin Simifina Gore Algiladigi Halo Etkisi Puanlarina fliskin N, X ve Ss. Degerleri

Boyutlar Sinif N X Ss
9. simuf 1164 19.55 6.89
.. . . . . 10. sif 873 20.25 7.06
Kisisel 6zelliklerin etkisi 11, sinaf 953 20.14 708
12. sinf 110 22.38 7.30
9. simf 1164 12.90 3.60
10. smf 873 13.06 3.69
Ders ici 1 Kisi
ers ici davranislarin etkisi 11, suf 953 19.84 3.80
12. sinf 110 14.60 4.37
9. simf 1164 16.05 4.02
. . . . . . 10. sinuf 873 15.90 4.13
Ailesel Ozelliklerin etkisi 11, suraf 953 1611 43
12. sif 110 18.10 3.95
9. simf 1164 11.28 3.91
10. sinf 873 11.67 4.14
Fiziksel ozelliklerin etkisi
1z1ksel ozelliidertn etiist 11. siuf 953 11.49 412
12. sif 110 13.73 4.13
9. smuf 1163 5.75 1.99
10. simf 873 5.82 2.15
lizleni Kisi
Genel izlenim etkisi 11. siruf 953 5.78 217
12. sif 110 6.76 2.17
9. simuf 1164 65.54 16.82
10. sinuf 873 66.72 18.03
Toplam halo etkisi
oplam halo etiisi 11. sinuf 953 66.38 18.05
12. smf 110 75.59 18.29

Tablo 4’te algilanan halo etkisinin kisisel 6zelliklerin etkisi boyutunda en yiiksek puan ortalamasimin
2238 ile 12. smifta olan 6grencilere ait oldugu, bunu sirasiyla 20.25 ortalama ile 10. siuf, 20.14 ortalama
ile 11. sinuf ve 19.55 ortalama ile 9. sinuf olan 6grencilerin izledigi goriilmektedir. Ders i¢i davranislarin
etkisi boyutunda en yiiksek puan ortalamasinin 14.60 ile 12. sinifta olan 6grencilere ait oldugu, bunu
sirastyla 13.06 ortalama ile 10. simuf, 12.90 ortalama ile 9. smuf ve 12.84 ortalama ile 11. smuf olan
ogrencilerin izledigi goriilmektedir. Ailesel 6zelliklerin etkisi boyutunda en yiiksek puan ortalamasinn
18.10 ile 12. siufta olan &grencilere ait oldugu, bunu sirasiyla 16.11 ortalama ile 11. smif, 16.05 ortalama
ile 9. smif ve 15.90 ortalama ile 10. smif olan dgrencilerin izledigi goriilmektedir. Fiziksel 6zelliklerin
etkisi boyutunda en yiiksek puan ortalamasinin 13.73 ile 12. sinifta olan 6grencilere ait oldugu, bunu
sirastyla 11.67 ortalama ile 10. simf, 11.49 ortalama ile 11. smif ve 11.28 ortalama ile 9. siuf olan
ogrencilerin izledigi goriilmektedir. Genel izlenim etkisi boyutunda en yiiksek puan ortalamasinin 6.76
ile 12. smifta olan 6grencilere ait oldugu, bunu sirasiyla 5.82 ortalama ile 10. sinif, 5.78 ortalama ile 11.
smif ve 5.75 ortalama ile 9. simuf olan 6grencilerin izledigi goriilmektedir. Toplam halo etkisinde en

yiiksek puan ortalamasinin 75.59 ile 12. sinifta olan 6grencilere ait oldugu, bunu sirasiyla 66.72 ortalama

OJCES, 2025, 3(6), 212-246



220 V. Nazlim ve E. Toprak

ile 10. siuf, 66.38 ortalama ile 11. smif ve 65.54 ortalama ile 9. smif olan &grencilerin izledigi

gortilmektedir.

Ogrencilerin sinifina gore algiladig halo etkisi diizeyinin farklilasmasma iliskin varyans analizi

sonuglart Tablo 5’te verilmistir.

Tablo 5. Ogrencilerin Simifina Gore Algiladigi Halo Etkisi Diizeyine fliskin Varyans Analizi Sonuglar

Boyutlar Sinif KT sd KO F p Scheffe
Gruplar aras1  928.91 3 309.63 6.29° .00 12. siraf
Kisisel 6zelliklerin etkisi Grupigi  152370.53 3096 49.21 >
Toplam  153299.44 3099 9.10. 11. siruf
Gruplar aras1  322.45 3 10748 7.75 .00 12. smaf
Ders i¢i davranislarin etkisi Grup ici 42931.25 3096 13.86 >
Toplam 43253.71 3099 9.10. 11. smuf
Gruplar aras1  474.86 3 158.28 9.32° .00 12. siruf
Ailesel ozelliklerin etkisi Grup igi 52535.64 3096 16.96 >
Toplam 53010.50 3099 9.10. 11. siuf
Gruplar aras1  621.96 3 20732 12.61° .00 12. sif
Fiziksel 6zelliklerin etkisi Grup igi 50890.71 3096 16.43 >
Toplam 51512.67 3099 9.10. 11. siuf
Gruplar arast  104.25 3 3475 7.85" .00 12. sif
Genel izlenim etkisi Grup ici 13694.71 3095 4.42 >
Toplam 13798.96 3098 9.10.11. suuf
Gruplar aras1  10199.27 3 3399.75 10.94* .00 12. simf
Toplam halo etkisi Grupici  961865.61 3096 310.68 >
Toplam  972064.89 3099 9.10. 11. siuf

Tablo 5’te algilanan halo etkisinin, kisisel 6zelliklerin etkisi boyutunda hesaplanan F degeri (F3096) =
6.29; p <.05), ders ici davramnslarin etkisi boyutunda hesaplanan F degeri (Fs309=7.75; p < .05), ailesel
ozelliklerin etkisi boyutunda hesaplanan F degeri (Fis06 = 9.32; p < .05), fiziksel 6zelliklerin etkisi
boyutunda hesaplanan F degeri (F@30 = 12.61; p < .05), genel izlenim etkisi boyutunda hesaplanan F
degeri (F309) = 7.85; p <.05) ve toplam halo etkisinde hesaplanan F degeri (F309) = 10.94; p < .05) gruplar

arasinda .05 diizeyinde anlamli bir farkin oldugunu ifade etmektedir.

Ogrencilerin siifi agisindan kisisel dzelliklerin etkisi, ders igi davranislarin etkisi, ailesel 6zelliklerin
etkisi, fiziksel 6zelliklerin etkisi, genel izlenim etkisi boyutlarinda ve toplam halo etkisinde puan
ortalamalar arasindaki fark incelendiginde, farkin 12. smifta olan 6grencilerle 9, 10 ve 11. smifta olan
ogrenciler arasinda oldugu Tablo 5’te goriilmektedir. Bu bulguya gore 12. smifta olan ogrencilerin
kisisel 6zelliklerin etkisi, ders i¢i davraniglarin etkisi, ailesel 6zelliklerin etkisi, fiziksel 6zelliklerin etkisi,
genel izlenim etkisi ve toplam halo etkisi algisi, 9, 10 ve 11. smifta olan 6grencilerden yiiksektir. Ancak
fark anlamli olsa da kiigiik etki biiyiikliigi (n? = ,01), bu farkin uygulamada diisiik diizeyde 6nem

tasidig1 anlamina gelmektedir.

Ogrencilerin Ingilizce bagarisimin degerlendirilmesinde algiladigi halo etkisinin Ingilizce dersi
notuna gore farklilasma durumunu ortaya koymak amaciyla yapilan tek yonlii varyans analizine iliskin
bulgular Tablo 6 ve Tablo 7’de verilmistir.
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Tablo 6. Ogrencilerin Ingilizce Dersi Notuna Gore Algiladigi Halo Etkisi Puanlarina Iligkin N, X ve Ss.

Degerleri
Boyutlar ingilizce dersi notu N X Ss
0-49 413 18.79 6.73
50-59 474 19.62 7.06
Kisisel ozelliklerin etkisi 60-69 513 20.15 6.91
70-84 762 19.87 7.00
85-100 938 20.85 7.13
0-49 413 12.33 3.71
50-59 474 12.77 3.77
Ders i¢i davranisglarin etkisi 60-69 513 12.97 3.60
70-84 762 13.05 3.61
85-100 938 13.34 3.85
0-49 413 15.23 4.05
50-59 474 15.60 4.13
Ailesel 6zelliklerin etkisi 60-69 513 15.93 4.04
70-84 762 16.19 4.02
85-100 938 16.76 4.20
0-49 413 11.07 3.95
50-59 474 11.30 4.08
Fiziksel 6zelliklerin etkisi 60-69 513 11.57 4.05
70-84 762 11.44 4.03
85-100 938 11.93 4.14
0-49 413 5.59 2.04
50-59 474 5.69 1.99
Genel izlenim etkisi 60-69 513 5.95 2.19
70-84 761 5.74 2.05
85-100 938 5.97 2.17
0-49 413 63.03 16.83
50-59 474 64.99 17.53
Toplam halo etkisi 60-69 513 66.59 17.51
70-84 762 66.31 17.32
85-100 938 68.86 18.27

Tablo 6’da algilanan halo etkisinin kisisel oOzelliklerin etkisi boyutunda en yiiksek puan
ortalamasimin 20.85 ile Ingilizce dersi notu 85-100 olan 6grencilere ait oldugu, bunu sirasiyla 20.15
ortalama ile 60-69, 19.87 ortalama ile 70-84, 19.62 ortalama ile 50-59 ve 18.79 ortalama ile 0-49 olan
ogrencilerin izledigi goriilmektedir. Ders ici davraniglarin etkisi boyutunda en yiiksek puan
ortalamasimin 13.34 ile Ingilizce dersi notu 85-100 olan 6grencilere ait oldugu, bunu sirasiyla 13.05
ortalama ile 70-84, 12.97 ortalama ile 60-69, 12.77 ortalama ile 50-59 ve 12.33 ortalama ile 0-49 olan
ogrencilerin izledigi goriilmektedir. Ailesel 6zelliklerin etkisi boyutunda en yiiksek puan ortalamasinin
16.76 ile Ingilizce dersi notu 85-100 olan 6grencilere ait oldugu, bunu sirasiyla 16.19 ortalama ile 70-84,
15.93 ortalama ile 60-69, 15.60 ortalama ile 50-59 ve 15.23 ortalama ile 0-49 olan 6grencilerin izledigi
goriilmektedir. Fiziksel dzelliklerin etkisi boyutunda en yiiksek puan ortalamasinin 11.93 ile Ingilizce
dersi notu 85-100 olan 6grencilere ait oldugu, bunu sirasiyla 11.57 ortalama ile 60-69, 11.44 ortalama ile
70-84, 11.30 ortalama ile 50-59 ve 11.07 ortalama ile 0-49 olan 6grencilerin izledigi goriilmektedir. Genel
izlenim etkisi boyutunda en yiiksek puan ortalamasinin 5.97 ile Ingilizce dersi notu 85-100 olan

ogrencilere ait oldugu, bunu sirasiyla 5.95 ortalama ile 60-69, 5.74 ortalama ile 70-84, 5.69 ortalama ile
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50-59 ve 5.59 ortalama ile 0-49 olan Ogrencilerin izledigi goriilmektedir. Toplam halo etkisinde en
yiiksek puan ortalamasinin 68.86 ile Ingilizce dersi notu 85-100 olan dgrencilere ait oldugu, bunu
sirastyla 66.59 ortalama ile 60-69, 66.31 ortalama ile 70-84, 64.99 ortalama ile 50-59 ve 63.03 ortalama ile

0-49 olan 6grencilerin izledigi goriilmektedir.

Ogrencilerin Ingilizce dersi notuna gore algiladig1 halo etkisi diizeyinin farklilasmasina iliskin
varyans analizi sonuglar1 Tablo 7’de verilmistir.

Tablo 7. Ogrencilerin Ingilizce Dersi Notuna Gore Algiladig1 Halo Etkisi Diizeyine Iliskin Varyans

Analizi Sonuglar

Boyutlar ingilizce dersi notu KT sd KO F ) Scheffe
Gruplar arasi 1370.22 4 34255 6.97° .00 85-100
Kisisel 6zelliklerin etkisi Grup ici 151929.21 3095  49.08 >
Toplam 153299.44 3099 0-49, 50-59
Ders ici davranislarm Gruplar arasi 319.96 4 79.99 5.76" .00 70-84, 85-100
etkisi Grup ici 42933.74 3095  13.87 >
Toplam 43253.71 3099 0-49
Gruplar arast 858.01 4 214.50 12.73° .00 70-84>0-49,
Ailesel 6zelliklerin etkisi Grup ici 52152.48 3095 16.85 85-100>0-49,
Toplam 53010.50 3099 50-59, 60-69
Gruplar arast 269.18 4 6729 4.06° .00 85-100
Fiziksel 6zelliklerin etkisi Grup igi 51243.49 3095 16.55 >
Toplam 51512.67 3099 0-49
Gruplar arast 62.49 4 15.62 3.51° .00 85-100
Genel izlenim etkisi Grup ici 13736.47 3094 4.44 >
Toplam 13798.96 3098 0-49
Gruplar aras1 ~ 11301.68 4 282542 9.100 .00 85-100
Toplam halo etkisi Grup ici 960763.20 3095 310.42 >
Toplam 972064.89 3099 0-49, 50-59

Tablo 7’de algilanan halo etkisinin kisisel ¢zelliklerin etkisi boyutunda hesaplanan F degeri (F,309)
=6.97; p <.05), ders i¢i davraniglarin etkisi boyutunda hesaplanan F degeri (Fs3006=5.76; p <.05), ailesel
ozelliklerin etkisi boyutunda hesaplanan F degeri (Fes6 = 12.73; p < .05), fiziksel ozelliklerin etkisi
boyutunda hesaplanan F degeri (F309) = 4.06; p < .05), genel izlenim etkisi boyutunda hesaplanan F
degeri (Fe309) = 3.51; p <.05) ve toplam halo etkisinde hesaplanan F degeri (F309=9.10; p <.05) gruplar

arasinda .05 diizeyinde anlamli bir farkin oldugunu ifade etmektedir.

Ogrencilerin Ingilizce dersi notu agisindan kisisel dzelliklerin etkisi boyutunda puan ortalamalari
arasindaki fark incelendiginde Ingilizce dersi notu 85-100 olan 6grencilerle 0-49 ve 50-59 olan dgrenciler
arasinda anlamli bir farkin oldugu Tablo 7’de goriilmektedir. Bu bulguya gore Ingilizce dersi notu 85-
100 olan 6grencilerin kisisel 6zelliklerin etkisi algisi, 0-49 ve 50-59 olan 6grencilerden yiiksektir. Ders ici
davraniglarin etkisi boyutunda Ingilizce dersi notu 0-49 olan &grencilerin ders i¢i davraniglarin etkisi
algisi, 70-84 ve 85-100 olan 6grencilerden diisiiktiir. Ailesel dzelliklerin etkisi boyutunda Ingilizce dersi
notu 70-84 olan Ogrencilerin ailesel 6zelliklerin etkisi algisi, 0-49 olan 6grencilerden, 85-100 olan
Ogrencilerin algis1 ise 0-49, 50-59 ve 60-69 olan Ogrencilerden yiiksektir. Fiziksel 6zelliklerin etkisi
boyutunda Ingilizce dersi notu 85-100 olan &grencilerin fiziksel 6zelliklerin etkisi algisi, 0-49 olan
ogrencilerden yiiksektir. Genel izlenim etkisi boyutunda Ingilizce dersi notu 85-100 olan &grencilerin
genel izlenim etkisi algisi, 0-49 olan grencilerden yiiksektir. Toplam halo etkisinde Ingilizce dersi notu

85-100 olan 6grencilerin toplam halo etkisi algisi, 0-49 ve 50-59 olan 6grencilerden yiiksektir. Ancak fark
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anlamli olsa da kiigiik etki biiyiikligii (n? =,01), bu farkin uygulamada diisiik diizeyde énem tasidig:

anlamina gelmektedir.

Tartisma, Sonug ve Oneriler

Bu arastirma, Ingilizce ders basarisinin degerlendirilmesinde &grencilerin algiladigi halo etkisini
incelemek ve bu etkinin cesitli degiskenlere gore farklilasma durumunu ortaya koymak amaciyla
gerceklestirilmistir. Arastirma sonucunda 6grencilerin algiladig: toplam halo etkisinin yiiksek oldugu
belirlenmistir. Bunun yam sira algilanan halo etkisinde cinsiyet, simf ve Ingilizce dersi notu agisindan
anlamli farkliliklar bulunmustur. Arastirma sonuglari, halo etkisinin 6grenci basaris1 degerlendirme
stireclerinde karmasik ve ¢ok boyutlu bir bilissel yanlilik oldugunu, bu yanlihigin bircok degiskenle
anlamli bigimde iligkili oldugunu gostermektedir (Karakus, 2008; Jacobs ve Kozlowski, 1985).

Pekcan’a (2019) gore 6grencinin cinsiyeti, derse katilim diizeyi, akademik basar1 ortalamasi, ailesinin
sosyoekonomik statiisii ve okul ortami 6gretmenlerin degerlendirmelerinde halo etkisini artirabilir.
Ogretmen dgrenci iliskisi agisindan ise 8gretmenin 6grenciyi tanima siiresi ve gegen siirede o dgrenciye
dair olusan genel izlenimi, 6gretmenin degerlendirme siireglerini etkileyebilir (Jacobs ve Kozlowski,
1985). Bu durumda o6grenci, gercek performansinin iizerinde bir smav puaru elde edebilir. Malouff
(2008) ise 6gretmenin Slgme degerlendirmeye konu olan &zelliklerden ¢ok daha farkli nedenlerden
otlirli 0grencisine gerektiginden daha yiiksek notlar verebildigini one siirmektedir. Bu nedenler,
Ogrencinin ¢ok kibar olmasi, dnceki smavlarda ya da diger derslerde basarili olmasi, derslerine ilgili
davranmasy, belirli bir cinsiyete ya da etnik kokene sahip olmasi, fiziksel goriintimii ve giyimi agisindan
takdir gormesi, zeki ve disiplinli goriinmesi, konusmas: ve davranmasi, Ogretmenin ya da bir

meslektaginin yakini olmasi seklinde siralanabilir.

Cinsiyet temelli farkliliklar incelendiginde, kiz 6grencilerin algiladig: halo etkisinin kisisel 6zellikler,
ders ici davranislar, ailesel 6zellikler, genel izlenim etkisi alt boyutlarinda ve toplam halo etkisinde
erkek Ogrencilere gore yiiksek oldugu belirlenmistir. Bu bulgu, Alath'min (2012) ¢alismasinda
gelistirdigi Algilanan Halo Etkisi Olcegi uygulamasinda da benzer sekilde ortaya ¢ikmis, 6grencilerin
cinsiyet degiskenine gore halo etkisini algilama diizeylerinde anlamli farkliliklar tespit edilmistir.
Ancak mevcut ¢alismanin aksine, Alatli’'min ¢alismasinda, erkek dgrencilerin algiladig: halo etkisi, kiz
ogrencilere gore anlamli diizeyde yiiksektir. Diger taraftan Pekcan’in (2019) calismasinda cinsiyet
degiskeninin halo etkisi algisi iizerinde etkisi olmadig belirlenmistir. Karakus da (2008), ¢alismasinda
ogrencilerin ders basarisin1 degerlendirirken, 6gretmenlerin cinsiyet degiskeninden kaynakli halo

etkisinde kalmadiklari ve yanli degerlendirmelerde bulunmadiklarini vurgulamaktadir.

Mevcut arastirmada, algilanan halo etkisinde hem toplam halo etkisi hem de tiim alt boyutlar
agisindan siniflar arasinda anlamli farklar oldugu belirlenmistir. Toplam halo etkisinde en yiiksek puan
ortalamasi olan 12. sinif 6grencileri, tiim smnif diizeyleri arasinda en yiiksek halo etkisi algisina sahip
gruptur. Bu durum, son smif 6grencilerinin 6gretmenlerin ailesel, kisisel ve fiziksel 6zellikler ya da ders
i¢i davranis yoniinden halo etkisiyle degerlendirme yapma egiliminde olabilecegine dair algilarinin
anlamli bi¢cimde alt smiflardan daha yiiksek oldugunu ortaya koymaktadir. Oysa Alath (2012)
tarafindan gelistirilen Algilanan Halo Etkisi Olgegi'nin uygulandig1 calismasinda, ortaokul 6, 7 ve 8.
sinif ogrencileri arasinda sinif diizeyine gore anlamli bir farklilik bulunmamistir. Bu durum, halo etkisi
algisinin gelisimsel siiregte yasla birlikte artabilecegini ya da egitim kademelerine bagl olarak

ogrencilerin  dgretmen algilarinin  farkhilasabilecegini diisiindiirmektedir. Ortaokul diizeyindeki

OJCES, 2025, 3(6), 212-246



224 V. Nazlim ve E. Toprak

ogrenciler ile lise son sinif dgrencileri arasindaki biligsel, sosyal ve akademik farklar, 6gretmenlerin

degerlendirmelerini algilama bigimlerinin degismesine yol agmis olabilir.

Mevcut calismada elde edilen énemli bulgulardan biri, &grencinin Ingilizce dersi ortalama basari
puanu ile algilanan halo etkisi diizeyi arasindaki iligkidir. Ozellikle 85-100 puan araliginda yer alan
ogrencilerin verdigi yanitlardan elde edilen toplam halo etkisi puan ortalamas: tiim degisken gruplari
arasinda en yiiksek diizeydedir. Bu durum yiiksek basar1 gosteren 6grencilerin, 6gretmenlerinin simav
degerlendirme siirecinde nesnel oOlgiitlerden ¢ok genel olumlu izlenimlere dayanarak not verdikleri
algisina daha fazla sahip olduklarini gostermektedir. Bunun yani sira ortalama halo etkisi puani, 70-84
60-69, 50-59, 64.99, 0-49 araligina dogru giderek diismektedir. Genel olarak bu kademeli diisiis, basar1
diizeyinin yiikselmesiyle birlikte 6grencilerin algiladig1 6gretmen degerlendirmesine yansiyan halo
etkisinin artmasiyla aciklanabilir. Sonuglar, &grencilerin sinav sorularina verdikleri yartlar
notlandirilirken, 6gretmenlerin genel ders basarilarindan etkilenerek daha 6znel ve yanl kararlar
verdiklerine dair giiclii bir kanaate sahip olduklarini, dolayisiyla basarisi yiiksek ogrencilerin,
Ogretmenin halo etkisine daha fazla maruz kaldiklarmi diisiindiiklerini ortaya koymaktadir. Bu
dogrultuda, halo etkisini Tiirkiye’de ilk inceleyen arastirmacilardan biri olan Karakus'un (2008)
calismasinda, degerlendirici ile degerlendirilen arasindaki tansiklik ile kisisel 6nyargi etkisinin daha
giiclii algilandigini belirtmistir. Bu durum halo etkisinin gticlii bir yansimasi olarak degerlendirilebilir.
Karakus (2008), ilkogretim diizeyindeki 6gretmenlerin degerlendirme stireclerinde halo etkisine maruz
kalip kalmadigini, performans degerlendirmesi ile alg1 arasindaki iliskiyi karsilastirmali test ederek
arastirmistir. Calismasinda, 6gretmenlerin kendi 6grencilerini degerlendirdigi notlar ile ayni 6grenci
calismalarini degerlendiren anonim ii¢ degerlendiricinin notlar1 karsilastirilmistir. Sonug olarak,
ogretmenlerin verdikleri puanlar ile diger degerlendiricilerin verdikleri puanlar arasindaki farkin,
Ogretmenlerin sinav degerlendirmelerinin algilariyla istatistiksel olarak anlamli sekilde iliskili oldugu
goriilmustiir. Karakus'un (2008) bulgularna gore, ogretmenler isimli degerlendirmede &grenciyi
tanimanin etkisiyle daha yiiksek puan vermistir. Bu bulgu, 6gretmenin 6grenciyi tanimasiyla olusabilen
olumlu genel izlenim ve dolayisiyla halo etkisinin 6l¢me nesnelligini olumsuz etkileyebildigini
gostermektedir. Benzer sekilde Sanrey ve digerleri (2021), 6gretmenlerin daha 6nce basarili oldugunu
diisiindiikleri 6grencilere iliskin yargilarinin daha kesin ve homojen oldugunu, bu durumun da halo
etkisini artirdigini ortaya koymustur. Yani bir 6grencinin gecmiste gosterdigi basari, 6gretmenin
sonraki degerlendirmelerinde belirleyici olabilmekte ve 6gretmenin 6grenciyi “zaten basarili” olarak

kodladiginda yarg: kesinliginin arttig1, halo etkisinin de gii¢lenebildigi goriilmektedir.

Malouff ve digerleri (2013) 6grencilerin sozlii sunum performanslarinin yazili ¢calismalara verilen
puanlar1 etkiledigini ve Onceki olumlu izlenimlerin sonraki degerlendirmeyi anlamli sekilde
etkileyebildigini deneysel olarak ortaya koymustur. Bu durum, ogrencilerin Ingilizce basarist
degerlendirmelerinde de kendini gosterebilmektedir. Ciinkii yazili anlatim ve konusma becerileri gibi
daha 6znel olgiitlerin devreye girdigi anlarda 6gretmen izlenimleri agirlik kazanabilmektedir. Knight
(1923) c¢alismasinda, degerlendiricinin degerlendirilenle tanisikligi arttikca halo etkisinin de
bliytidiigiinii belirtmistir. Hgili arastirmada 1042 6gretmenin, kendilerini uzun siiredir taniyan ve farkl
siirelerde birlikte ¢alistiklar1 yOneticiler tarafindan degerlendirilmesi analiz edilmis ve tanidiklik
arttikca degerlendirmelerin daha olumlu ve daha az ayrintii oldugunu belirlemistir (Knight, 1923).
Nisbett ve Wilson (1977), halo etkisinin bilin¢dis1 olarak isledigini ve bireylerin bu etkiden habersiz
olduklarini ifade etmislerdir. Arastirmalarinda, aksanli konusan ayni 6gretmenin sicak ve dostca
davraruglari sergiledigi durumda 6grenciler tarafindan daha olumlu degerlendirildigini belirtmislerdir.

Nisbett ve Wilson (1977), bu durumun sadece 6gretmenin sunum tarz ile ilgili degil, aym zamanda

OJCES, 2025, 3(6), 212-246



Algilanan halo etkisi 225

fiziksel goriinlimil, jest ve mimikleri ve aksanina iliskin yargilart1 olumlu yonde degistirdigini

vurgulamiglardir.

Ogrenciler, ders basarisi degerlendirmelerinde net &lgiitlerin olmadigi durumlarda 6gretmenlerin
daha ¢ok 6znel degerlendirmelere gore not verdiklerini hissetmektedir. Dennis’in (2007) ¢alismasinda,
degerlendiriciler projelerin farkli boliimlerini benzer notlarla degerlendirme egilimi gostermislerdir. Bu
durum, Ogretmenin Ogrencinin bir performansini genel basar1 gostergesi olarak algilamasindan
kaynaklanmaktadir. Ayni sekilde mevcut ¢alismada da 6grenciler, 6gretmenlerinin, 6nceki 6grenci
basarilarini referans alarak olusan halo etkisiyle son performanslara da ayni yonde not verdiklerini
diistiniiyor olabilir. Dolayisiyla, acik 6lgiit ve diizey tanimlarini icermesi nedeniyle rubrikler, yanlili
smirlamak adina 6nemlidir. Bu konu ile ilgili alanyazinla tutarli olarak, ne kadar yapilandirilmamis ve
genel 6lgiit varsa o kadar yiiksek halo riski vardir denilebilir. Bu bagimti, §gretmenlerin Ingilizce yazil
ve s0zlii performanslarini degerlendirirken rubrik kullanmasi, her beceri alt boyutunu ayri ayr
puanlamasi ve rubrik diizeylerini ogrencilerle 6nceden paylasmasi gibi yontemlerin, 6grencilerin
algiladig1 halo etkisini somut olarak azaltabilecegini desteklemektedir. Bu baglamda, mevcut ¢alisma
3100 ortadgretim 6grencinin olusturdugu genis bir 6rneklem grubuyla 6grencilerin algiladiklar: halo
etkisinin demografik degiskenlere gore farklilasma oranlarini olarak ortaya koyarken, Gokcel’in (2007)
calismasinda ise halo etkisini azaltmaya yonelik olarak, 126 lisans 6grencisinin katilimiyla deneysel bir
miidahalenin etkisi test edilmistir. Bu farkliliga karsin, her iki c¢alisma da farkli yontemlerle halo
etkisinin egitim anlaminda hem Olciilebilir hem de &nlenebilir bir yanlilik tiirii oldugunu ortaya

koymaktadir.

Ogrencilerin, kendi performanslarim degerlendirme siireclerine dahil edilmeleri de nesnelligin
artirllmasia katki saglayabilir. Oz degerlendirme ve akran degerlendirme yontemleri, grencilere
kendi basarilarin1 daha tarafsiz bir sekilde analiz etme firsat1 sunarak 6gretmen yanliligini azaltabilir
(Behrmann, 2019). Standartlagtirilmis degerlendirme kriterlerinin olusturulmasinda net ve
yapilandirilmis Olgiitlerin belirlenmesi halo etkisinin olusmasina yol agan degerlendirici 6nyargilarinin
en aza indirgenmesine yardima olacaktir (Huang vd., 2023; Kim, 2020). Ozellikle rubrik kullanimi
degerlendirmede halo etkisinden kaynakli hatalar1 azaltip 6grenci basarisinin daha adil bir sekilde
yansitilmasinda énemlidir (Behrmann, 2019). Ciink{i degerlendirmelerdeki tutarsizlik, 6gretmenlerin
halo etkisine maruz kalmalarina neden olabilir (Behrmann, 2019). Bu konuda Schmidt ve digerlerinin
(2023) calismasi sonucunda 6gretmenlerin 6grencilerini degerlendirirken genellikle ge¢mis basarilarina
veya kisilik 6zelliklerine dayanarak yanli kararlar verdigini ortaya koymustur. Bu durum, objektif

degerlendirme standartlarinin 6nemini artirmaktadir.

Egitim ve farkindalik programlar1 kapsaminda 6gretmenlerin halo etkisini fark etmeleri ve bunun
oniine ge¢meleri i¢in egitim programlari diizenlenmelidir. Gabrieli vd. (2021) 6gretmenlere yanliliklar:
azaltma teknikleri konusunda egitim verilmesini Onermektedir. Halo etkisini, 6gretmen egitimi
baglaminda ele alan Behrmann (2019) ise 6gretmenlerin bu bilissel yanliligin farkinda olmalarinn,
degerlendirme siireclerinde daha bilingli kararlar almalarina yardimci olabilecegini belirtmektedir.
Boylece ozellikle arastirmaya dayali egitimler ile 6gretmenlerin bilissel yanliliklar: fark etmeleri ve
degerlendirme siireclerinde daha bilingli hareket etmeleri saglanabilir. Bu konuda iyi bir &rnek
Gokceel’in (2007) tez calismasinda halo etkisini azaltmaya yonelik 6zgiin bir miidahale programi olarak
gelistirdigi kaynak izleme egitimidir (Source Monitoring Training). Bu egitimde 6gretmenlerin bilgi
kaynaklarini nasil ayirt edebilecekleri ve hangi bilgilerin 6zgiil davranis gozlemlerinden hangilerinin

de genel izlenime dayali oldugunu fark etmelerine odaklanilmaistir.

OJCES, 2025, 3(6), 212-246



226 V. Nazlim ve E. Toprak

Teknoloji destekli degerlendirme uygulamalar1 agisindan 6l¢me ve degerlendirme siireclerinde daha
objektif sonuglar elde etmek gelisen teknoloji ile miimkiin hale gelmektedir. Otomatik puanlama
sistemleri, bilgisayar destekli degerlendirme araglari ve yapay zeka tabanli 6l¢gme sistemleri, 6gretmen
yanliligini en aza indirerek 6grenci performanslarini nesnel olarak degerlendirebilir (Gabrieli vd., 2021).
Yapay zeka destekli degerlendirme sistemleri, 6grenci yanitlarini analiz ederek objektif degerlendirme
yapmay: miimkiin kilmaktadir. Son olarak ogretmenlerin kendi degerlendirme siireclerini diizenli
olarak gozden gecirmeleri ve yanhiliklarinin farkinda olmalari, halo etkisini azaltmada etkili bir strateji
olabilir. Ogretmenlerin kendi degerlendirmelerini analiz etmeleri ve geriye doniik olarak incelemeleri,
bilingsiz onyargilar fark etmelerini saglayabilir (Thorndike, 1920). Bu tiir 6nlemlere bagvurulmasi,
O0gretmenlerin daha adil degerlendirme yapabilmesi ve 6grencilerin algiladig1 halo etkisini azaltmak
adina bu ¢alismayla da desteklenmektedir. Bu baglamda egitimde firsat esitligini saglamak adina,

degerlendirme siireclerinin siirekli gézden gecirilmesi ve iyilestirilmesi de biiyiik énem tasimaktadir.

Tiim aragtirmalarda oldugu gibi bu aragtirmanin da bazi sirliliklar1 bulunmaktadir. Ilk olarak
orneklemin oldukga biiyitk olmasina ragmen sadece Kayseri ili merkez ilgelerinden segilmesi ve
sosyoekonomik profilin bir 6lgiit olarak kullanilmamasi, sonuglarin Tiirkiye evrenine genellenmesini
stmirlamaktadir. Bagimsiz degiskenlerden biri olan Ingilizce dersi basari notuna iligkin veriler
ogrencilerin 6z bildirimiyle toplanmistir. Bu nedenle olusabilecek 6l¢iim hatas: riski arastirmanin diger
bir simirlilig1 olarak degerlendirilmelidir. Son olarak, aragtirmada cinsiyet, sinif ve Ingilizce ders notu
degiskenleri agisindan halo etkisi algis1 diizeyine yonelik karsilastirmali incelemelerde gruplar arasinda
anlamli farkliliklar belirlenmistir. Ancak bu farkliliklarin etki biiyiikliigii kiigiiktiir. Bu nedenle yapilan

yorumlar igin bu sinirlilik dikkate alinmalidir.

Catisma Beyani ve Etik Bildirim

* Arastirmacilarin arastirma ile ilgili diger kisi ve kurumlarla herhangi bir ¢ikar catismasi
bulunmamaktadir.
= Bu arastirma Erciyes Universitesi Sosyal ve Beseri Bilimler Etik Kurulu'nun 25.04.2023 tarih ve 157
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The assessment of success in exams administered in accordance with the curriculum may be | Diizeltme: 28/11/2025
influenced by the halo effect. The halo effect is defined as the phenomenon in which an individual's | Kabul: 17/12/2025
overall impression of a person, object, or situation exerts influence on their evaluation of a specific
characteristic. The objective of this study is to ascertain the halo effect perceived by students in the
assessment of their English course achievement and to examine this phenomenon in relation to

various variables. The present study employs a causal comparative model. The population of the
study consists of secondary school students in Kayseri, and the sample is composed of 3,100
students selected from this population through convenience sampling. The Perceived Halo Effect
Scale was utilized as the data collection instrument. In the subsequent data analysis, the normality
of the data was examined, and descriptive statistics, along with parametric tests, were utilized. The
study's findings indicated a robust and statistically significant halo effect, with notable variations
observed across gender, grade level, and English course grades. Consequently, the study yielded
recommendations for educators, families, and policymakers.
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Introduction

Halo Effect

The Turkish Language Association (TDK) defines the concept of "halo" as a wide and bright ring
appearing around the Sun, stars, and especially the Moon, also referred to as moon halo, lunar halo.
Conversely, in terms of bias, this phenomenon, which arises from the propensity to exaggerate the
correlation between the evaluated individual's true characteristics and their physical appearance or
observable behaviors, has been delineated by researchers in diverse ways. For instance, Newcomb
(1931) characterized this issue as a logical fallacy. Berman and Kenny (1977) referred to it as a form of
correlational bias, while Cooper (1981) termed it the "imaginary halo." Feldman (1986) designated it as
the halo error, C)Zgiiven (2000) identified it as a generalisation error, Kagit¢ibasi (2006) named it the
"ayla effect," Turgut and Baykul (2012) referred to it as the halo effect, and Kutlu et al. (2017) described
it as impression bias. The most prominent contributor to this concept, Thorndike (1920), termed it the
"halo effect."

Turgut and Baykul's (2012) seminal study characterized the halo effect as the tendency for an
educator to offer more favorable ratings on additional dimensions of a student following a positive
evaluation of a particular aspect of that student. Kutlu et al. (2017) defined the halo effect, also referred
to as the first impression error, as the influence of a student's salient positive characteristics on
subsequent evaluations. Kagitcibasi (2006) described the influence of positive impressions formed about
a person on attitudes and the expectations arising from these attitudes as the ayla effect. Murphy and
Reynolds' seminal 1988 study advanced the field by distinguishing between two forms of the concept
of halo: the true halo and the observed halo. True halo refers to the authentic correlation between the
traits under evaluation and the other traits of the individual, whereas observed halo refers to the
evaluator's tendency to rate other traits of that person higher than they actually are based on a single
observed trait. Cooper (1981) defined this phenomenon as the illusory halo, emphasizing the distinction
between it and the true halo. Additionally, he noted that the halo effect permeates all evaluations in

various contexts and used the term "ubiquitous halo" to describe this phenomenon.

Despite the plethora of definitions, the halo effect can be delineated as the influence of individuals'
overall impression of a person, object, or a situation on their evaluations of specific characteristics of
that person or object (Anastasi & Urbina, 1997; Gronlund, 1976; Pike, 1999). The halo effect, which
manifests particularly when certain traits of an individual create a positive subconscious impression,
also influences our overall perception of that individual in a favorable way. Sanrey et al. (2021)
characterize this phenomenon as a cognitive bias that results in the formation of a homogeneous
perception of the observed individuals or objects. This cognitive bias has the potential to hinder an
individual's ability to perceive any person, product, or brand based on the aggregate of all available
objective factors. It is noteworthy that a particular trait, despite not being the object of measurement,
can influence the evaluator's perception of the traits being assessed in a similar manner (Neugaard,

2025). Consequently, this phenomenon compromises inter-rater reliability (Feldman, 1986).
The Halo Effect in Evaluating English Course Success

By its very nature, the foreign language course is characterized by the presence of more complex
structures in terms of assessment and evaluation in comparison to other school subjects. In the context
of English courses, students are expected to demonstrate not only cognitive outcomes but also
multidimensional behaviors such as performance, communication, attitude, fluency, spontaneity, and
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interaction. Consequently, the evaluation of English course accomplishment is more dependent on
subjective assessment than in many other subjects and is particularly vulnerable to measurement errors
induced by the instructor.

A considerable proportion of the instruments utilized in the context of English language instruction
are performance assessments. Speech skills, including but not limited to speaking, writing,
pronunciation, intonation, fluency, and communicative competence, are assessed entirely based on the
teacher's observations (Brown, 2004). In tasks that are performance-based, a teacher's general
impressions of a student's previous behavior may directly influence the evaluation process. This
phenomenon is particularly salient in the context of English language instruction. Furthermore,
establishing a uniform, universal, and objective standard for English language assessments is
challenging. It has been demonstrated that the same performance may be evaluated differently by two
different teachers, and even the same teacher may assign different scores to the same performance at
different times (McNamara, 1996). This scenario presents a substantial risk with respect to rater

reliability, thereby amplifying the probability that teacher biases will be manifest in the outcomes.

In the context of English language instruction, the influence of affective factors on student
performance is a multifaceted phenomenon. In addition to grammatical competence, factors such as
self-confidence, anxiety, perceptions of the instructor, and classroom participation have been shown to
directly impact student achievement (Horwitz, 2010). Even if the evaluator believes that these affective
characteristics are not included in the scoring process, such observable behaviors may create positive or
negative impressions in the teacher's mind and thereby compromise the evaluation of the actual
performance. Moreover, given the multifaceted and intricate nature of the assessment of oral
performance and writing skills in English classes, there is considerable variability in the extent to which
teachers adhere to the established evaluation criteria. The subjective and interpretive nature of these
assessments engenders a favorable environment for the manifestation of the halo effect. Consequently,
assessment and evaluation in English classes carry a higher risk of error compared to other subjects, and
the likelihood that teacher impressions and perceptions will be reflected in performance scores

increases.

Despite the extensive discourse on the halo effect as a form of bias within the domains of psychology
and educational sciences over the past century, there remains a paucity of studies that specifically
examine how students perceive teacher evaluations. A significant proportion of contemporary research
analyzes the halo effect within the framework of teachers' rating practices, performance assessment
procedures, or rubric-based assessments. However, these studies offer scant evidence concerning how
students themselves experience and interpret this bias (Feldman, 1986; Murphy & Reynolds, 1988). This
situation indicates a substantial gap, particularly given the pivotal role of teacher evaluations in
influencing secondary school students' achievement, motivation, and self-perception. Another lacuna
in the extant literature pertains to the variable nature of the halo effect across different course contexts.
While there are extant studies that examine how measurement biases emerge in mathematics, science,
or the social sciences, research on how this bias is perceived by students in foreign language learning
environments, particularly in English classes, is extremely limited. However, performance tasks
employed in English instruction—including oral expression, speaking fluency, pronunciation, and
writing —inevitably render the assessment processes more subjective and susceptible to interpretation.
In this context, the unique assessment structure of English courses increases the likelihood of the

emergence of halo effect. However, there is a noticeable lack of student-based research on this issue.
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Furthermore, while extant studies have conceptualized the halo effect, they have not adequately
addressed the students' level of awareness regarding its impact on their academic processes, how they
interpret teacher attitudes, and which social or academic factors shape these perceptions. Consequently,
an examination of students' perceptions of the halo effect in relation to variables such as gender, grade
level, and achievement represents an additional dimension that has not yet been systematically
addressed in the extant literature. The objective of this study is to address a significant gap in the extant
literature by focusing on student perceptions and taking into account the assessment-related risks
inherent in English courses. From this vantage point, the objective of the present study is twofold.
Firstly, it seeks to identify the halo effect perceived by secondary school students in the evaluation of
their English course achievement. Secondly, it will examine this effect in relation to various variables.

The objective of the present study is to provide responses to the following sub-questions:

1. How do secondary school students perceive the halo effect in the evaluation of their English
course achievement?
Is there a significant difference in students’ perceived halo effect based on gender?
Is there a significant difference in students” perceived halo effect based on their grades?
Is there a significant difference in students’ perceived halo effect based on their English course

scores?

Method
Research Model

The present study employs a causal comparative research model to examine the halo effect perceived
by secondary school students in the evaluation of their English course achievement. Causal comparative
research is defined as a model aimed at identifying the variables that influence the causes of a naturally
occurring situation or event, in which the independent variables are not controlled by the researcher
(Biiytikoztiirk et al., 2015). The causal comparative model was employed to examine the presence of

significant differences between the groups with regard to the halo effect.
Population and Sample

The population of the study consists of students in secondary schools affiliated with the Ministry of
National Education (MEB) in Kayseri province during the 2022-2023 academic year. The study's sample
included a total of 3,100 students, with 1,754 (56.6%) being female and 1,346 (43.4%) being male. These
students were selected through convenience sampling from six secondary schools located in the central
districts of Kayseri. Of the students, 1,164 (37.5%) are in the 9th grade, 873 (28.2%) are in the 10th grade,
953 (30.7%) are in the 11th grade, and 110 (3.5%) are in the 12th grade.

Data Collection Tools

The study's data collection process involved the implementation of two instruments: the Personal
Information Form and the Perceived Halo Effect in Achievement Assessment Scale. These instruments
were designed to ascertain the demographic characteristics of the students and to ascertain the presence
and extent of the halo effect they perceived in the evaluation of their English course achievement.

Personal Information Form
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The researchers developed this form. Student gender, grade, and English course grade variables were
collected using a Personal Information Form. The halo effect perceived by students was examined
comparatively based on these variables.

Perceived Halo Effect Scale for Evaluating Success

The Perceived Halo Effect Scale was developed by Alath (2012) for students studying in the 6th, 7th,
and 8th grades of primary school. The scale has a five-factor structure consisting of 32 items rated on a
three-point Likert scale. These factors are the effect of personal characteristics, the effect of in-class
behaviors, the effect of familial characteristics, the effect of physical characteristics, and the effect of
overall impression. For the original scale, the Cronbach’s alpha coefficients were found to be .90, .85,
.81, .74, and .75 for the factors, respectively, and .94 for the scale as a whole. And in the present study,
the Cronbach’s alpha coefficients were calculated as .86, .83, .80, .76, and .79 for the factors, respectively,

and .89 for the overall scale.

The original scale was developed for middle school students and was examined for sample
suitability before use. In this examination, the suitability of the content in terms of language, content,
and age was confirmed by two measurement and evaluation experts and two Turkish language
teachers. To validate the five-dimensional factor structure consisting of 32 items that was revealed
through exploratory factor analysis, confirmatory factor analysis (CFA) was conducted on a sample of
332 participants. Prior to conducting the analysis, the presence of outliers, missing data, and normality
were examined, and these assumptions were met. Furthermore, the multivariate normality assumption
was examined using the Mardia coefficient, and the multivariate skewness value (b1,p) and kurtosis
value (b2,p) were found to be within critical limits. Given that Mardia's normalized kurtosis value was
below 5 (z < 5), it can be concluded that the data met the assumption of multivariate normality (Kline,
2016). The data analysis was conducted using LISREL. The standardized factor loadings between the
items included in the developed form of the scale and the construct measured by these items were found
to be statistically significant based on their t values, and all factor loadings were above .30 (Biiyiikoztiirk,
2004). Therefore, it can be stated that the scores of the 32 items included in the scale measure the
structure of the Perceived Halo Effect Scale as hypothesized. In summary, the scale has achieved
factorial validity.

The results of the CFA indicate that the following fit indices were examined: the chi-square (x?) fit,
the Root Mean Square Error of Approximation (RMSEA), the Root Mean Square Residual (RMR), the
Standardized Root Mean Square Residual (SRMR), the Goodness of Fit Index (GFI), the Adjusted
Goodness of Fit Index (AGFI), the Normed Fit Index (NFI), the Non-Normed Fit Index (NNFI), the
Comparative Fit Index (CFI), the Parsimony Goodness of Fit Index (PGFI), and the Parsimony Normed
Fit Index (PNFI). The findings that were obtained are presented in Table 1.

Table 1. CFA Fit Indices for the Perceived Halo Effect Scale

.. Perfect fit Acceptable fit Research .
Fit index* . . .. . 1 Conclusion
criterion criterion findings
X2 p>.05 p<.05 Incompatible
x¥/sd 0-2 2-3 7.12 Incompatible
RMSEA <.05 <.08 .08 Acceptable
RMR <.05 <.08 .08 Acceptable
SRMR <.05 <.08 .08 Acceptable
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GFI >.90 >.85 .85 Acceptable
AGFI >.90 >.85 .86 Acceptable

NFI >.95 >.90 90 Acceptable
NNFI >.95 >.90 91 Acceptable

CFI >.95 =>.90 91 Perfect
PGFI 0 (no fit); 1 (perfect fit) .62 Perfect
PNFI 0 (no fit); 1 (perfect fit) 74 Perfect

*(Cokluk, Sekercioglu & Biiyiikoztiirk, 2010).

The results presented in Table 1 indicate that the chi-square statistic is statistically significant, and
the x?/sd value does not fall within acceptable limits. However, the RMSEA, RMR, SRMR, GFI, AGFI,
NFI, and NNFI values fall within the acceptable fit criteria for the model, whereas the CFI, PGFI, and
PNFI values indicate an excellent level of model fit. As the sample size increases, the probability of a
significant chi-square analysis increases (Biiyiikoztiirk et al., 2004). In many cases, a significant p-value
due to a large sample size is considered normal, and this is generally accepted in most studies (Manyluk
et al., 2010). In light of these findings, it can be concluded that the model has been validated by the data.

Data Collection

A comprehensive set of demographic data concerning the students was obtained via a Personal
Information Form. The extent to which the halo effect influenced the evaluation of their English course
performance was subsequently assessed through the implementation of the Perceived Halo Effect in the
Evaluation of Achievement Scale. Following the acquisition of data collection permission from the
Research, Competition, and Social Activities (AYSE) Department affiliated with the Ministry of National
Education (MEB) and approval from the Ethics Committee of Erciyes University, students who
voluntarily participated in the study were informed both in writing and orally about the aim of the
study and the data collection instruments. Parental consent was obtained for all participants under the
age of 18. A total of 72 forms that were either incomplete or had been incorrectly completed were

removed from the research data.
Data Analysis

The employment of descriptive and comparative statistical techniques was necessary in order to
determine the perceived halo effect. The assessment of whether the variables employed in the data
analysis exhibited a normal distribution entailed a multifaceted approach. This approach involved a
meticulous comparison of the mean, median, and mode values. Additionally, an examination of the
skewness and kurtosis coefficients was conducted. Finally, a visual evaluation of the histogram graphs
was conducted to ensure comprehensive evaluation of the data (Can, 2016; Tabachnick & Fidell, 2007).
After meticulous examination of the evidence, it was determined that the data were normally
distributed. Furthermore, the homogeneity of variance was subjected to rigorous scrutiny, and the
findings substantiated the initial hypothesis, thereby validating the assumption. Due to the
aforementioned reasons, parametric tests were utilized in the analyses. The analyses were conducted
using SPSS 25.00.
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Findings

The findings obtained from the study are presented in accordance with the sub-questions of the
research. The present study examined students' overall perception of the halo effect and their
perceptions of its sub-dimensions. The minimum and maximum scores, as well as the mean and
standard deviation values related to the halo effect, were calculated. The results of this study are

presented in Table 2.

Table 2. Overall Level of the Perceived Halo Effect in the Evaluation of Students” English Achievement

Factors N Min. Max X Sd

Personal characteristics effect 3100 7.00 21.00 20.03 7.03
In-class behavior effect 3100 10.00 30.00 12.99 3.73
Familial characteristics effect 3100 7.00 18.00 16.10 4.13
Physical characteristics effect 3100 6.00 15.00 11.54 4.07
Overall impression effect 3100 4.00 9.00 5.82 2.11
Total halo effect 3100 32.00 96.00 66.49 17.71

As illustrated in Table 2, the Personal Characteristics Effect sub-dimension, which ranges from 7 to
21, exhibited a mean score of 20.03 and a standard deviation of 7.03. Consequently, it can be posited
that the influence of personal attributes on the perceived halo effect is significant. Conversely, the
findings suggest that the impact of in-class behaviors on the perceived halo effect is minimal, while
the effects of familial characteristics and physical characteristics are substantial. The effect of overall

impression is negligible, and the overall perceived halo effect exceeds the mean level.

The findings related to the independent samples t-test analysis conducted to reveal gender-based
differences in the perceived halo effect regarding the evaluation of English achievement are provided
in Table 3.

Table 3. Independent Samples T-Test Results onn Gender Differences in Students” Perceived Halo Effect

in the Evaluation of English Achievement

Factors Gender N X Sd t P
Personal characteristi ffect Female 1754 20.32 7.19 2.69" .01
ersonal characteristics etlec Male 1346 19.64  6.80
Female 1754 13.16 3.75 2.92* .00
In-cl havi ff
n-class behavior effect Male 1346 1276 3.70
Familial characteristics effect Female 1754 16.35 4.14 3797 0
Male 1346 15.78 4.10
. L. Female 1754 11.62 4.09 1.23 22
Physical characteristics effect Male 1346 11.44 404
Overall imoression effect Female 1753 5.88 2.14 1.84 .07
4 Male 1346 574 2.06
Female 1754 67.34 17.96 3.08" .00
Total halo effect
otal halo eltec Male 1346 6538  17.33

As demonstrated in Table 3, the analysis reveals that there is no statistically significant disparity
between males and females with respect to the dimensions of physical characteristics, effect, and overall
impression effect of the perceived halo effect. In the personal characteristics effect sub-dimension, the
mean score for female students is 20.32, compared to 19.64 for male students. The findings of the
independent samples t-test indicated a statistically significant discrepancy in the mean scores of the
groups (t(3098) = 2.69, p < .05). This finding suggests that female students exhibit a heightened
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perception of the impact of personal characteristics within the halo effect compared to their male
counterparts. While the observed discrepancy is statistically significant, its effect size (d = .01) is

considered negligible, indicating that its practical significance is limited.

In the in-class behaviors effect dimension, the mean score for female students is 13.16, whereas the
mean score for male students is 12.76. The t value obtained to assess whether the difference between the
group means was statistically significant indicates that the result is statistically meaningful at the .05
level of significance (t(3098) = 2.92; p < .05). This finding suggests that female students' perceptions of
the impact of classroom behaviors on the halo effect are more pronounced than those of male students.
However, despite the statistical significance of the observed difference, its practical significance is

minimal, as indicated by its negligible effect size (d = .01).

In the familial characteristics effect dimension, the mean score for female students is 16.35, while the
mean score for male students is 15.78. The t value obtained to assess whether the difference between the
group means was statistically significant indicates that the result is statistically meaningful at the .05
level of significance (t(3098) = 3.79; p < .05). This finding suggests that female students exhibit
heightened perceptions of the influence of familial characteristics on the halo effect compared to their
male counterparts. However, despite the statistical significance of the observed difference, its practical

significance is minimal, as indicated by its negligible effect size (d =.01).

In the total halo effect, the mean for female students was 67.34, and the mean for male students was
65.38. The t value obtained to assess whether the difference between the group means was statistically
significant indicates that the result is statistically meaningful at the .05 level of significance (t(3098) =
3.08; p <.05). This finding indicates that female students' perceptions of the total halo effect exceed those
of their male counterparts. However, despite the statistical significance of the observed difference, its

practical significance is minimal, as indicated by its negligible effect size (d =.01).

The results of the one-way ANOVA employed to examine grade-level differences in terms of
students' perceived halo effect in the evaluation of their English course achievement are presented in
Tables 4 and 5.

Table 4. N, X and Sd Values of Students” Perceived Halo Effect Scores by Their Level of Grade

Factors Grade N X Sd

9t Grade 1164 19.55 6.89

Personal characteristics effect 10" Grade 875 20.25 7.06
11t Grade 953 20.14 7.08

12t Grade 110 22.38 7.30

9t Grade 1164 12.90 3.60

] 10t Grade 873 13.06 3.69

In-class behavior effect 11 Grade 953 12.84 3.80
12t Grade 110 14.60 4.37

9th Grade 1164 16.05 4.02

. .. 10t Grade 873 15.90 4.13
Familial characteristics effect 11% Grade 953 16.11 423
12t Grade 110 18.10 3.95

9th Grade 1164 11.28 3.91

] .. 10t Grade 873 11.67 4.14
Physical characteristics effect 11% Grade 953 11.49 410
12t Grade 110 13.73 4.13
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9th Grade 1163 5.75 1.99

Overall impression effect 10 Grade 873 082 215
11t Grade 953 5.78 2.17

12th Grade 110 6.76 2.17

9th Grade 1164 65.54 16.82

10t Grade 873 66.72 18.03

Total halo effect 11" Grade 953 66.38 18.05

12th Grade 110 75.59 18.29

As indicated in Table 4, the highest mean score of 22.38 was observed among 12th grade students in
the dimension of the effect of personal characteristics. This was followed by 10th grade students with a
mean score of 20.25, 11th grade students with a mean score of 20.14, and 9th grade students with a mean
score of 19.55. In the dimension of in-class behavior effect, the highest mean score was observed among
12th grade students, with a mean of 14.60. This was followed by 10th grade students, with a mean of
13.06, 9th grade students, with a mean of 12.90, and 11th grade students, with a mean of 12.84. In the
dimension of the familial characteristics effect, the highest mean score was observed among 12th grade
students with 18.10, followed by 11th grade students with 16.11, 9th grade students with 16.05, and 10th
grade students with 15.90. In the dimension of the physical characteristics effect, the highest mean score
was observed among 12th grade students with 13.73, followed by 10th grade students with 11.67, 11th
grade students with 11.49, and 9th grade students with 11.28. In the overall impression effect dimension,
the highest mean score was observed among 12th grade students, with a mean of 6.76. This was followed
by 10th grade students, with a mean of 5.82, 11th grade students, with a mean of 5.78, and 9th grade
students, with a mean of 5.75. In terms of the total halo effect, the highest mean score was observed
among 12th grade students, with a mean of 75.59. This was followed by 10th grade students, with a
mean of 66.72, 11th grade students, with a mean of 66.38, and 9th grade students, with a mean of 65.54.

The findings of the analysis of variance regarding differences in students' perceived halo effect levels

according to their grades are presented in Table 5.

Table 5. Results of the Analysis of Variance Regarding Students’ Perceived Halo Effect by Their Level Of
Grade

Factors Grade SS Sd MS F p Scheffe
Personal characteristics Between groups 928.91 3 309.63 6.29° .00 12th grade
effect Within groups  152370.53 3096 49.21 >
Total 153299.44 3099 9th, 10th, 11th
Between groups 322.45 3 107.48 7.75° .00 12th grade
In-class behavior effect ~ Within groups 42931.25 3096 13.86 >
Total 43253.71 3099 9th, 10th, 11th
. .. Between groups 474.86 3 158.28 9.32° .00 12th grade
Familial :?::;Ctensucs Within groups ~ 52535.64 3096 16.96 >
Total 53010.50 3099 9th, 10th, 11th
) .. Between groups 621.96 3 207.32 12.61° .00 12th grade
Physical C?faridens“cs Within g%foupz 50890.71 3096 16.43 :
e Total 51512.67 3099 9th, 10th, 11th
Overall impression Between groups 104.25 3 3475 7.85° .00 12th grade
offect Within groups 13694.71 3095  4.42 >
Total 13798.96 3098 9th, 10th, 11th
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Between groups  10199.27 3 3399.75 10.94" .00 12th grade
Total halo effect Within groups  961865.61 3096 310.68 >
Total 972064.89 3099 9th, 10th, 11th

As demonstrated in Table 5, the F values calculated for the perceived halo effect were statistically
significant at the .05 level across grade levels as personal characteristics effect (F(3,3096) = 6.29; p <.05),
in-class behaviors effect (F(3,3096) = 7.75; p <.05), familial characteristics effect (F(3,3096) = 9.32; p <.05),
physical characteristics effect (F(3,3096) = 12.61; p < .05), overall impression effect (F(3,3096) = 7.85; p <
.05), and total halo effect (F(3,3096) = 10.94; p < .05). These findings indicate significant differences

among the groups.

As illustrated in Table 5, a discrepancy in mean scores is evident across various dimensions of
students' characteristics, including personal attributes, in-class conduct, familial background, physical
characteristics, overall impression, and the total halo effect. This variation is observed between 12th-
grade students and students in grades 9, 10, and 11. The findings of the study indicate that 12th-grade
students exhibited higher perceptions of the impact of personal characteristics, in-class behaviors,
familial characteristics, physical characteristics, overall impression, and total halo effect compared to
students in grades 9, 10, and 11. However, although the differences were statistically significant, the

small effect size (n? = .01) indicates that the practical significance of this difference is low.

The results of the one-way ANOVA conducted to examine differences in students' perceived halo
effect in the evaluation of English achievement according to their English course grades are presented
in Tables 6 and 7.

Table 6. N, X and Sd Values of Students’” Perceived Halo Effect Scores According to Their English

Course Grade.

Factors English course grade N X Sd

0-49 413 18.79 6.73

50-59 474 19.62 7.06

Personal characteristics effect 60-69 513 20.15 6.91
70-84 762 19.87 7.00

85-100 938 20.85 7.13

0-49 413 12.33 3.71

50-59 474 12.77 3.77

In-class behavior effect 60-69 513 12.97 3.60
70-84 762 13.05 3.61

85-100 938 13.34 3.85

0-49 413 15.23 4.05

50-59 474 15.60 4.13

Familial characteristics effect 60-69 513 15.93 4.04
70-84 762 16.19 4.02

85-100 938 16.76 4.20

0-49 413 11.07 3.95

50-59 474 11.30 4.08

Physical characteristics effect 60-69 513 11.57 4.05
70-84 762 11.44 4.03

85-100 938 11.93 4.14

0-49 413 5.59 2.04

Overall impression effect 50-59 474 5.69 1.99
60-69 513 5.95 2.19
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70-84 761 5.74 2.05

85-100 938 5.97 2.17

0-49 413 63.03 16.83

50-59 474 64.99 17.53

Total halo effect 60-69 513 66.59 17.51
70-84 762 66.31 17.32
85-100 938 68.86 18.27

As indicated by the data presented in Table 6, the highest mean score was observed among students
who received an English course grade of 85-100, with a mean score of 20.85. This was followed by
students who received an English course grade of 60-69, with a mean score of 20.15; 70-84, with a mean
score of 19.87; 50-59, with a mean score of 19.62; and 0—49, with a mean score of 18.79. In the dimension
of the impact of classroom behaviors, the highest mean score belongs to students with an English course
grade of 85-100, with a score of 13.34. This is followed by students with an English course grade of 70-
84, with a score of 13.05; 60-69, with a score of 12.97; 50-59, with a score of 12.77; and 0-49, with a score
of 12.33. In the dimension of the influence of familial characteristics, the highest mean score belongs to
students whose English course grade is 85-100 with a score of 16.76, followed by students whose English
course grade is 70-84 with 16.19, 60-69 with 15.93, 50-59 with 15.60, and 0-49 with 15.23. In the dimension
of the influence of physical characteristics, the highest mean score belongs to students whose English
course grade is 85-100 with 11.93, followed by students whose English course grade is 60-69 with 11.57,
70-84 with 11.44, 50-59 with 11.30, and 0-49 with 11.07. In the dimension of the overall impression effect,
the highest mean score was observed among students with an English course grade of 85-100, with a
score of 5.97. This was followed by students with an average grade of 5.95 and 60-69, 70-84 with a score
of 5.74, 50-59 with a score of 5.69, and 0-49 with a score of 5.59. In the context of the total halo effect, the
highest mean score was observed among students with an English course grade of 85-100, achieving a
mean score of 68.86. This was followed by students with an English course grade of 60-69, who attained
a mean score of 66.59, those with a grade of 70-84, who achieved a mean score of 66.31, those with a
grade of 50-59, who attained a mean score of 64.99, and finally, those with a grade of 0-49, who achieved

a mean score of 63.03.

The findings of the analysis of variance examining differences in students’ perceived halo effect

according to their English course grades are presented in Table 7.

Table 7. Results of the Analysis of Variance for Students’ Perceived Halo Effect According to English
Course Grades

English course

Factors SS Sd MS F P Scheffe
grade
Personal characteristics Between groups  1370.22 4 34255 6.97° .00 85-100
offect Within groups  151929.21 3095  49.08 >
Total 153299.44 3099 0-49, 50-59
Between groups ~ 319.96 4 79.99 576" .00 70-84, 85-100
In-class behavior effect Within groups  42933.74 3095  13.87 >
Total 43253.71 3099 0-49
Familial characteristics Between groups  858.01 4 214.50 12.73° .00 70-84>0-49,
effect Within groups 5215248 3095  16.85 85-100>0-49,
Total 53010.50 3099 50-59, 60-69
) .. Between groups ~ 269.18 4 6729 4.06" .00 85-100
Physical c?fmtde“s“cs Within ggroupz 5124349 3095 1655 >
e Total 51512.67 3099 0-49
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Between groups 62.49 4 15.62 3.51" .00 85-100
Overall impression effect ~ Within groups  13736.47 3094 4.44 >
Total 13798.96 3098 0-49
Between groups 11301.68 4 282542 9.10° .00 85-100
Total halo effect Within groups 96076320 3095  310.42 >
Total 972064.89 3099 0-49, 50-59

The findings in Table 7 indicate that the F values calculated for the perceived halo effect were
statistically significant at the .05 level across English course grade groups: personal characteristics effect
(Fi306=6.97; p <.05), in-class behaviors effect (F.306=5.76; p <.05), familial characteristics effect (F,300)
=12.73; p <.05), physical characteristics effect (F3096 = 4.06; p < .05), overall impression effect (F3096 =
3.51; p < .05), and total halo effect (F30) = 9.10; p < .05), indicating significant differences among the

groups.

As illustrated in Table 7, an examination of the mean scores for the personal characteristics effect
dimension according to students' English course grades reveals a significant difference between
students with grades of 85-100 and those with grades of 0-49 and 50-59. The present finding indicates
that the perception of the influence of personal characteristics of students with English course grades of
85-100 is higher than that of students with 0-49 and 50-59. In the context of the in-class behavior effect,
the perception of the influence of classroom behavior exhibited by students with English course grades
of 0-49 is less significant than that exhibited by students with 70-84 and 85-100 grades. In the dimension
of the influence of family characteristics, the perception of the influence of family characteristics of
students with English course grades of 70-84 is higher than that of students with 0-49, and the perception
of the influence of family characteristics of students with 85-100 is higher than that of students with 0-
49, 50-59, and 60-69. In the domain of the impact of physical characteristics, students who have attained
grades of 85-100 in the English course demonstrate a heightened perception of the impact of physical
characteristics on halo effect in comparison to students who have attained grades of 0-49. In terms of
the overall impression impact, students who have received grades of 85-100 in their English courses
have a higher perception of the overall impression impact on halo effect in comparison to students who
have received grades of 0-49. In the broader context of the halo effect, students who received grades of
85-100 in English courses exhibited a heightened perception of the halo effect on teachers' assessments
in comparison to students who received grades of 0-49 and 50-59. However, despite the statistical
significance of the observed difference, its practical significance is minimal, as indicated by its negligible
effect size (n2=.01).

Discussion, Conclusion, and Recommendations

The objective of this study was to examine students' perceptions of the halo effect in the evaluation of
English course performance and to ascertain its variability across various factors. The findings of the
research indicated that the students exhibited a substantial perceived halo effect. Furthermore,
substantial disparities were identified in the perceived halo effect based on gender, grade level, and
English course grades. The findings of the study indicate that the halo effect is a complex and
multidimensional cognitive bias in student achievement assessment processes, and this bias is
significantly associated with numerous variables (Karakus, 2008; Jacobs & Kozlowski, 1985).

Pekcan (2019) posits that a student's gender, level of class participation, academic achievement,
family socioeconomic status, and the school environment can all influence the halo effect in teachers'

evaluations. Furthermore, within the framework of the teacher-student relationship, the duration of the
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teacher's acquaintance with the student, as well as the overall impression formed during that period,
have been demonstrated to influence the teacher's evaluation process (Jacobs & Kozlowski, 1985). In
this scenario, it is possible for a student to obtain a test score that exceeds their actual level of
performance. Malouff (2008) posits that educators may assign students grades that exceed the bounds
of the characteristics that are subject to assessment. These factors encompass factors such as the student's
politeness, their academic performance in previous exams or other courses, their interest in their studies,
their gender or ethnicity, praise received for their physical appearance and attire, their intelligence and

discipline, their speech and behavior, and their relationship to the teacher or colleague.

An analysis of gender-based differences indicated that the halo effect was perceived to be more
pronounced among female students than among male students in the sub-dimensions of personal
characteristics, classroom behaviors, family characteristics, general impression effect, and the total halo
effect. This finding was similarly revealed in the application of the Perceived Halo Effect Scale
developed by Alath (2012), and significant differences were found in students' perception of the halo
effect based on their gender. However, the findings of the present study are not in line with the results
reported by Alatli, who observed a significantly higher perceived halo effect among male students
compared to their female counterparts. In contrast, Pekcan's (2019) findings indicated that the gender
variable did not exert an influence on the perception of the halo effect. In a similar vein, Karakus's (2008)
study underscored that teachers exhibited an impartial stance in their evaluation of students' academic
performance, irrespective of the students' gender. This observation contradicts the hypothesis of

gender-based bias in the assessment process.

The present study revealed significant variations among grade levels with respect to both the total
perceived halo effect and all sub-dimensions. Among all grade levels, 12th-grade students exhibited the
highest mean score for total halo effect, indicating that they perceived the halo effect at the highest level.
This finding indicates that senior students' perceptions of teachers' propensity to evaluate students
based on halo effects in terms of family, personal, and physical characteristics, or classroom behavior,
were significantly higher than those in lower grades. However, a study employing the Perceived Halo
Effect Scale, developed by Alath (2012), revealed no significant differences among sixth, seventh, and
eighth-grade middle school students based on their grade level. This finding suggests two possible
explanations for the observed phenomenon. Firstly, it is plausible that perceptions of the halo effect may
increase with age during the developmental process. Secondly, it is conceivable that students'
perceptions of teachers may vary depending on levels of education. The cognitive, social, and academic
distinctions among primary school students and senior secondary school students may result in

variations in their perceptions of teachers' evaluations.

A salient finding of this study is the relationship between students' average English course grades
and their perception of the halo effect. Specifically, the mean of the perceived total halo effect score
derived from the responses of students with grades between 85 and 100 was the highest among all
groups. This finding suggests that students who achieve high grades may be more inclined to perceive
that their teachers assign course grades based on general positive impressions rather than on objective
criteria within the assessment process. In addition, a progressive decline in mean halo effect scores is
observed across the grade ranges of 70-84, 60-69, 50-59, and 0-49. This gradual decline can be attributed
to the phenomenon of the halo effect, which has been observed to increase in intensity as achievement
levels ascend. The findings suggest that students harbor a strong conviction that teachers' grading of
exam responses is influenced by overall course performance, resulting in more subjective and biased

decisions. Consequently, the extent to which individuals exhibit high-iffer varies depending on their
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educational level. The present study hypothesizes that the cognitive, social, and academic differences
between middle school students and senior high school students may have led to changes in how they

perceive teachers' evaluations.

A salient finding of the present study is the relationship between students' average English course
grades and their perceived halo effect. In particular, students whose grades fell within the 85-100 range
exhibited the highest mean score for total halo effect across all grade levels. This finding indicates that
high-achieving students may perceive that their teachers are more susceptible to the halo effect. In
contrast, students who achieve at lower levels may perceive that their teachers are less affected by this
phenomenon. This assertion is further substantiated by Karakus (2008), a pioneering researcher in the
field of halo effect studies in Turkey, who reported that the evaluator-evaluated relationship, along with
personal biases, emerged as predominant influences. This phenomenon can be interpreted as a robust

manifestation of the halo effect.

Karakus (2008) examined whether primary school teachers were subject to the halo effect in their
assessment processes by conducting a comparative test of the relationship between performance
evaluation and perception. In the study, the grades assigned by the teachers to their own students were
compared with the scores given by three anonymous evaluators who assessed the same student work.
The findings indicated a statistically significant correlation between the teachers' scores and those of the
other evaluators, with the former being associated with the latter's perceptions during examination
evaluations. As Karakus (2008) asserts, educators who have a personal relationship with the student
tend to receive higher ratings in evaluations. This finding suggests that the positive general impression
formed through familiarity with the student, and consequently the halo effect, can negatively affect the
objectivity of assessment. In a similar vein, Sanrey et al. (2021) discovered that teachers' assessments of
students whom they had formerly regarded as successful exhibited greater consistency and uniformity,
thereby amplifying the halo effect. That is to say, a student's prior achievements have the capacity to
influence subsequent evaluations. When a teacher categorizes a student as "already successful,” the

teacher's judgment becomes more certain, thereby further strengthening the halo effect.

Malouff et al. (2013) conducted an experiment that demonstrated the impact of students' oral
presentation performance on their written work grades. The results of the study indicated that positive
impressions from prior oral presentations can significantly influence subsequent evaluations. This
phenomenon may also be observed in the evaluation of students' English achievement. When teachers
employ subjective measures, such as written and oral skills, their general impressions may exert a more

substantial influence.

In his seminal study, Knight (1923) reported that the halo effect increases as the evaluator's
familiarity with the individual being evaluated grows. In this research, the evaluations of 1,042 teachers
by administrators who had known them for varying lengths of time were analyzed, revealing that

greater familiarity led to more positive and less detailed evaluations (Knight, 1923).

Nisbett and Wilson (1977) advanced the notion that the halo effect functions on an unconscious level,
implying that individuals often remain unaware of its impact. In their study, the researchers found that
students evaluated teachers with accents more positively when those teachers displayed warm and
friendly behavior. Nisbett and Wilson (1977) emphasized that this effect was not limited to the teacher's
presentation style but also extended to the teacher's physical appearance, gestures, facial expressions,
and accent, all of which were judged more favorably under these conditions. It has been observed that,

in circumstances where explicit criteria for academic evaluation are absent, educators have been noted
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to allocate grades with a greater inclination towards subjective appraisals. In Dennis's (2007) study,
evaluators demonstrated a tendency to assign similar grades to different sections of students' projects.
This tendency stems from the perception of a single performance as indicative of the student's overall
achievement. In the present study, students may assume that their teachers, influenced by the halo effect
formed from previous student successes, assign grades to subsequent performances in the same
direction. Therefore, rubrics, which include explicit criteria and level definitions, are important for
limiting bias. In accordance with extant literature on the subject, it can be posited that the more
unstructured and general the evaluation criteria, the higher the risk of halo effects. This finding lends
support to the hypothesis that the utilization of rubrics, the discrete evaluation of subskills, and the
proactive disclosure of rubric levels to students in advance can effectively mitigate the halo effect, a
phenomenon in which students perceive an advantage in English written and oral performance when

teachers employ specific evaluation methods.

A notable aspect of the present study is its examination of the variations in students' perceived halo
effect across demographic variables. This examination was conducted using a large sample of 3,100
secondary school students. Gokcel's (2007) study examined the impact of an experimental intervention
designed to mitigate the halo effect, employing a sample of 126 undergraduate participants. Despite
this difference, both studies demonstrate, through different approaches, that the halo effect in

educational contexts is a form of bias that is both measurable and preventable.

The incorporation of student participation in the evaluation of their own performance has been
demonstrated to enhance the objectivity of the assessment process. Self-assessment and peer-assessment
methods have been shown to enable students to analyze their own achievements more impartially,
thereby reducing teacher bias (Behrmann, 2019). The establishment of clear and structured criteria in
the development of standardized assessment measures can help minimize evaluator biases that
contribute to the emergence of the halo effect (Huang et al., 2023; Kim, 2020). The employment of rubrics
is of particular significance in mitigating errors stemming from the halo effect, thereby facilitating a
more equitable reflection of student performance (Behrmann, 2019). This phenomenon can be attributed
to the potential impact of inconsistencies in evaluation on teachers' susceptibility to the halo effect
(Behrmann, 2019). This assertion is corroborated by the findings of Schmidt et al. (2023), which revealed
that educators frequently engage in biased assessments of students, often influenced by their past
achievements or personal attributes. This situation underscores the necessity of objective assessment

standards.

In the context of educational and awareness initiatives, the implementation of in-service training
programs is imperative. These programs should aim to equip educators with the necessary tools to
recognize the halo effect and develop effective strategies to prevent it. Gabrieli et al. (2021)
recommend the provision of training to teachers on techniques to reduce biases. Behrmann (2019)
offers a compelling perspective on the halo effect within the domain of teacher education. The author
posits that educators' cognizance of this cognitive bias can facilitate more judicious decision-making
during assessment procedures. Consequently, teachers can become more aware of their cognitive
biases and make more conscious decisions within the evaluation contexts through research-based
training. In this regard, a notable example is Gokcel's (2007) thesis, in which he developed Source
Monitoring Training as an original intervention program aimed at reducing the halo effect. The
training program emphasizes equipping educators with the ability to discern between information
sources and to identify which observations are rooted in specific behaviors and which are influenced

by overall impressions.
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In the realm of technology-supported assessment practices, the advent of sophisticated
technological systems has rendered the attainment of more objective results in evaluation processes
attainable. Automated scoring systems, computer-assisted assessment tools, and Al-based
measurement systems have the potential to provide objective evaluations of student performance,
thereby minimizing teacher bias (Gabrieli et al., 2021). The utilization of artificial intelligence (AI) in
assessment systems facilitates the execution of objective evaluations through the analysis of student
responses. In conclusion, the periodic evaluation of teaching methodologies by educators themselves,
coupled with a sustained awareness of personal biases, has been demonstrated to be an efficacious
approach in mitigating the halo effect. Through a retrospective analysis of their own evaluations,
educators can become more cognizant of unconscious biases (Thorndike, 1920). The implementation of
such measures is supported by this study as a means to enable teachers to conduct fairer assessments
and to reduce the halo effect perceived by students. In this context, the continuous review and

improvement of assessment processes is imperative to ensure equitable opportunities in education.

As with all research, this study has some limitations. Firstly, although the study involved a
relatively large sample, the fact that participants were drawn exclusively from the central districts of
Kayseri and that socioeconomic status was not considered as a selection criterion restricts the extent to
which the findings can be generalized to the broader Turkish population. The data on English course
grade, which is one of the independent variables, were collected through self-reporting by students.
Consequently, the potential for measurement error should be regarded as a further limitation of the
study. A comparative analysis of halo effect perceptions across gender, grade level, and English
course grades was conducted, revealing statistically significant differences between groups. However,
the effect sizes of these differences were negligible, and thus this limitation should be taken into

account when interpreting the findings.
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