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Abstract

Many studies on test anxiety among adult language learners have been performed, while
only a few studies have dealt with overall test anxiety. In addition, these studies do not
specifically address test anxiety in foreign language learning among elementary school
language learners. Thus, this study aims to investigate the level of test anxiety among
young learners of English as a foreign language (EFL) and the relationship between test
anxiety and factors such as gender, age, grade, achievement level, and economic
background. The sample group for the study consisted of 477 EFL learners from five
elementary schools. A background questionnaire and the Test Anxiety Scale (TAS) were
used to collect data. The collected data were used to provide a descriptive and correlational
analysis to address the research questions. The results show that young language learners
have a low level of test anxiety and that the variables are significantly correlated with some
items in the scale.
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INTRODUCTION

Research results indicate that individual differences, such as beliefs, attitudes,
expectations, motivation levels, and affective states are factors with significant effects
on the foreign language learning process (Aydin & Zengin, 2008). Test anxiety as an
affective state also has considerable influences on that process. Therefore, this paper
focuses specifically on the levels of anxiety among children and young adolescents who
learn English as a foreign language (EFL) at elementary schools in Turkey and the
relationship between the levels of test anxiety and five variables: gender, age, grade,
achievement level, and economic background. The study was conducted because
previous studies have mostly focused on test anxiety among adult EFL learners, while
research activities focusing on young learners are fairly limited. In other words, as
Macintyre & Gardner (1991) states, foreign language anxiety is more relevant to
language learning among adults, and studies have focused on college (Aida 1994,
Ganschow, Sparks, Anderson, Javorshy, Skinner, & Patton 1994) and high school
students (Chang 1999; Ganschow & Sparks 1996; Na 2007). A few studies appeared
that focus mainly on language anxiety, but not specifically on test anxiety among
elementary school students (Chan & Wu 2000; Chan & Wu 2004). In 1997, the
duration of elementary education was extended to eight years by including students
aged six to fourteen. As a result of regulations by the Turkish National Assembly, the
duration of obligatory elementary education in Turkey was increased from five to eight
years in 1997. Moreover, foreign language learning extended obligatorily to fourth- and
fifth-grade learners, in addition to sixth-, seventh- and eighth-grade students. Another
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considerable change was that the content of sixth-, seventh-, and eighth-grade English
curricula was reorganised for the levelling examination, an official and central
examination for selection and placement of elementary school students in high schools
that is administered separately for each grade at the end of the academic year. Hence,
because the central examination includes items that aim to measure the learners’ level of
EFL proficiency, English classes gained increased importance. Therefore, there is a
compelling need to examine test anxiety in EFL learners at elementary schools.
However, though English classes gained considerable importance compared to other
subjects, including Turkish, Science, Mathematics and Social Studies courses, only
three studies (Duman 2008; Erdzkan 2009; Kockar, Kilic & Sener 2002) on this issue
were noted. Considering that test anxiety is a significant factor that affects the foreign
language learning process and that there is a serious lack of research on test anxiety
among EFL learners at elementary schools in Turkey, it may be concluded that there is
an apparent need for further study on the subject.

Before presenting the literature review, three terms frequently used in the paper
require explanation. Firstly, anxiety is defined as an affective state that is an
uncomfortable emotional state in which one perceives danger, feels powerless, and
experiences tension when faced with an expected danger (Blau, 1955). Secondly,
language anxiety is a distinct complex of self-perceptions, beliefs, feelings, and
behaviours related to classroom language learning that arise from the uniqueness of the
language learning process (Horwitz, Horwitz & Cope, 1986). Finally, test anxiety is an
apprehension towards academic evaluation, and is described as a fear of failing tests and
of unpleasant experiences, held either consciously or unconsciously by learners in
various situations (Horwitz and Young, 1991).

There are certain factors with significant effects on test anxiety among foreign
language learners. In other words, the results of previous studies indicate that test
anxiety constitutes a factor that has a significant influence on the foreign language
learning process (e.g. Aida 1994; Petridou and Williams 2007). The variables can be
divided mainly into three categories: (1) subject variables such as age, gender, grade,
economic and educational background (Madsen 1982; Putwain 2007; Rasor & Rasor
1998), and achievement and proficiency levels (Horwitz, 2001); (2) independent
variables such as attitudes towards EFL learning, study skills, test validity, techniques
(Shohamy, 1982), testing environment (Bushnell 1978), test length and formats
(Mandelson, 1973), time limit (Madsen and Murray 1984), and test introduction (Young
cited in Aydin, 2007); (3) and extraneous variables such as teachers, course books, and
language teaching methods (Rotenberg, 2002) and techniques. The scope of this study is
limited to assessing the level of test anxiety among elementary school EFL learners and
the relationship between test anxiety level and the subject variables age, gender,
achievement level, and economic background.

Few studies have been conducted on test anxiety among elementary school EFL
learners. Furthermore, fairly limited studies appeared on the variables that may affect
test anxiety among children and young adolescents. To begin with, some studies
focused on language anxiety rather than test anxiety among children and young
adolescents. For instance, two studies conducted by Chan and Wu (2000, 2004) aimed
to investigate language anxiety but not test anxiety specifically among elementary
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school students. In the studies, it was found that test anxiety was a cause of language
anxiety and appeared when students had low proficiency levels. In terms of gender and
some other variables, Duman (2008) examined test anxiety levels of 8" grade students
and observed a significant correlation between test anxiety and variables such as gender,
paternal occupation, school type, socioeconomic status, parents’ educational
background, family income, and academic support. Moreover, Unruh and Lowe (2010)
examined the validation of the Spanish version of the Test Anxiety Inventory for
Children and Adolescents for elementary and secondary students and found that gender
constituted a significant factor. On other hand, in a recent study focused on the
interaction between students' domain-specific expectancies and values as a predictor of
test anxiety, Selkirt, Bouchey and Eccles (2011) found that few gender differences
emerged. One study was found on the relationship between test anxiety and
achievement, one of the variables investigated in the present study. In the mentioned
study, Kogkar, Kilig, and Sener (2002) aimed to reveal the relationship between test
anxiety and achievement among elementary school students and found that higher test
anxiety caused lower academic achievement. Apart from the variables examined in the
study, Er6zkan (2009) aimed to determine the effects of factors such as parenting styles,
self-esteem, perfectionism, and test anxiety on depression levels of elementary school
students, and concluded that test anxiety is an important predictor of depression.
Another study focused on anxiety reduction rather than the factors that may affect test
anxiety level. In this meta-analysis (Ergene, 2003) that synthesised the results from test
anxiety reduction programmes, it was found that individually conducted programmes,
along with those combining individual and group counselling formats, produced the
greatest changes in terms of anxiety reduction. The author stated that there is a serious
lack of research on test anxiety reduction programmes for elementary, secondary and
high school students. As a note, although the Test Anxiety Scale administered in the
current study was used in prior research, it should be highlighted that the scale was
administered to graduate (Powers, 1986), and university (Furlan, Cassady & Pérez,
2009) students while Lowe, Lee, Witteborg, Prichard, Luhr, Cullinan, Mildren, Raad,
Cornelius and Janik (2007) investigated internal consistency, and test-retest stability of
the short Spanish version. Conclusively, some problems can be noted regarding the
aforementioned studies. Firstly, the studies focused on language anxiety among EFL
learners at elementary schools, but not on test anxiety. Secondly, research activity in
Turkey has so far aimed to investigate overall test anxiety among children, who are in a
period of increasing responsibility and independence, and among early adolescents, who
experience many physical, mental, emotional, and social changes (Green & Palfrey,
2001). But test anxiety studies have not been specifically aimed at EFL learners at
elementary schools. The present study is guided by two research observations. Other
studies have mostly focused on test anxiety among adult language learners, while
researchers have mainly investigated only language anxiety. Studies have not
specifically investigated test anxiety among children and early adolescents. Secondly,
the studies on test anxiety among children and early adolescents have examined test
anxiety in general, but not test anxiety in relation to EFL learning. With these concerns
in mind, the paper examines two research questions:

1-  What is the level of test anxiety among children and young adolescents who
learn English as a foreign language?
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2- Is there a significant correlation between the level of test anxiety among
students at elementary schools and the independent variables gender, grade,
achievement level and economic background of children and early
adolescents?

METHOD

The sample group of the study consisted of 477 EFL learners taking English
classes at five elementary schools in Balikesir, Turkey. The mean age of the subjects
was 11.8, in the range of 9 and 14; 51.3% were female students, while 48.7% were
male. The participants of the group were 100 fourth-, 95 fifth-, 89 sixth-, 92 seventh-,
and 101 eighth-grade students, and the subjects were randomly selected from five
elementary schools. To determine the achievement levels of the subjects, their mean
scores on the formal examinations administered by their teachers were examined. The
mean score was calculated as 72.8 in the range of 100, while standard deviation was
19.0. Finally, to determine the economic levels of the participants, they were asked
about their parents’ monthly income. The mean was found to be 1149.32 TL (575 Euro)
between 400 TL (200 Euro) and 5000 TL (2500 Euro). The following table shows the
distribution of the participants according to gender, age, grade, school, achievement
level, and economic background after missing values were omitted.

Table-1: Distribution of the Participants According to the Variables.

Variables N %
Male 241 51.3

Gender Female 229 48.7
9 17 3.6

10 97 20.7

11 95 20.3

Age 12 88 18.8
12 83 17.7

14 89 19.0

Burhan Erday1 Primary School 100 21.0

23 Nisan Primary School 99 20.8

School Seving Kursun Primary School 99 20.8
Namik Kemal Primary School 92 19.3

Plevne Primary School 87 18.2

4 100 21.0

5 95 19.9

Grade 6 89 18.7

7 92 19.3

8 101 21.2

0-20 18 4.3

21-40 24 5.7
Achievement Score 41-60 77 18.4
6180 151 36.0

81-100 149 35.6
400 — 1000 (€200-€500) 207 59.0

Monthly Income 1001 — 2000 (€501-€1000) 115 32.8
2001 —+(€1001 - +) 29 8.3
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The data collecting instruments consisted of a questionnaire interrogating the
participants about their gender, age, school, grade, the mean examination score, and
parents’ monthly income, as well as the Test Anxiety Scale (TAS) developed by
Sarason (1978). The TAS consisted of 37 multiple-choice items that aimed to measure
the students’ level of test anxiety (See Appendix 1). The items in the scale mainly
focused on tension, worry, test irrelevant thinking and bodily reactions. Each of the
items was assessed on a scale ranging from one to five (never=1, rarely=2,
sometimes=3, usually=4, always=5).

The study included a three-step procedure; the translation and correction of the
TAS, administration of the instruments and statistical analysis. First, the author
translated the statements in the scale, and a group of five pre-service teachers of English
examined each item to correct the translation mistakes. Second, the scale was
administered to a group of ten students in order to correct the misconceptions and obtain
the moderation. Last, after obtaining written permission from national education
authorities, the background questionnaire and the TAS were administered to the
participants during the last week of fall semester in 2009.

The collected data were analysed using the SPSS software. In the analysis, the
reliability of the scale was assessed using Cronbach’s Alpha Model. The reliability
coefficient of the scale, which was calculated to be 0.901, indicated a high level of
reliability. The internal consistency reliability was .90 (Powers, 1986), whereas Tryon
(1980) noted that the TAS has had a split-half reliability of .91 and a test-retest
reliability of .82. In addition, Furlan, Cassady & Pérez (2009) found that the scale had
internal consistency and stability. It should be noted that the TAS developed by Sarason
(1978) has been used to assess test anxiety among children (Lowe et al., 2007). The
total variance of the scale was found to be 60.1. The value demonstrated that the scale
was valid to measure the level of test anxiety among children and early adolescents (See
Appendix 2). As mentioned above, after a factor analysis, it was noted that the scale
consisted of four sub-factors such as tension, worry, test irrelevant thinking and bodily
reactions. As for the statistical analysis of the research questions, the data were
examined for three purposes. Firstly, the numbers and frequencies were used to describe
independent variables given in the background questionnaire. Secondly, means and
standard deviations were computed to identify the level of test anxiety. Finally, t-test
and ANOVA were carried out to detect the correlations between the independent
variables of gender, age, grade, achievement level, and economic background and the
level of test anxiety.

RESULTS

1- Test Anxiety among children and young adolescents:

The first research question concerned the level of test anxiety among elementary
school students (See Appendix 1). Generally speaking, these values indicate that EFL
learners at elementary schools have a low level of test anxiety. The first result is that
good scores on tests always increase students’ self-confidence for subsequent exams
(x=4.62). Secondly, the subjects usually feel confident and relaxed when they are
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informed of taking a test (x=3.86), though they usually believe that they could have
exhibited a better performance after taking a test (Xx=3.79). On the other hand, they are
usually aware that the school authorities and teachers should be mindful of the effects of
tense situations on their performance (X=3.50). The subjects also do not suffer from
anxiety when they have studied sufficiently (x=2.33). Thirdly, examinations sometimes
have some negative physical effects, such as rapid heartbeat (x=3.46), trembling
(x=2.61) and anorexia (X=2.72), In addition, examinations sometimes cause some
affective problems in specific situations, such as panic (x=3.37) and dread during pop
quizzes (x=2.88), worry and uneasiness before taking a test (x=2.91), anxiety even
when students are well-prepared (x=2.84), depression and worry after a test (x=2.85),
freezing up (x=2.49), fears of failure and poor performance (x=2.85), apprehension
about the future (x=3.47) and fear of interferences in their study skills and performance
during exams (x=2.89). However, students do not understand why their peers get upset
about tests (x=3.14). Furthermore, during exams the participants sometimes believe that
other students are brighter (x=2.83), suffer from time pressure (Xx=3.07), and prefer
writing papers instead of examinations (Xx=2.73). The fourth and last result is that EFL
learners at elementary schools rarely experience perspiration problems (x=2.35) and
stomach ache due to test-related anxiety (X=2.02) and can control their feelings so that
they do not interfere with their performance (x=2.36). In addition, the subjects are also
rarely confused when they study hard and do not feel nervous when they forget facts
they know well (x=2.06). Finally, they do not believe that their performance would be
better without examinations (x=1.89), rarely think unrelated thoughts during exams
(x=2.35), and are not bothered about tests (x=2.07).

2- The Relationship between Test Anxiety and the Variables:

The second research question concerned the relationship between the level of test
anxiety among students at elementary schools and the variables gender, age, grade,
achievement and economic background of students. The following sub-sections present
the findings on the relationship between dependent and independent subject variables.

The values presented in Table 2 indicate that gender is significantly correlated
with only two among 37 items in the TAS. The findings given in the table show that
male students seemed to overcome their anxiety better while working on tests (p=0.05),
whereas females were more aware of tense situations during examination periods than
males were (p=0.01). To summarise, it could be concluded that gender was not a
significant factor on the level of test anxiety among the subjects.

Table-2: The Relationship between Gender and Test Anxiety.

Statements Gender N Mean F Sig.
| seem to be overwhelmed by my anxiety while Female 242 1.57 3.98 05
working on tests. Male 228 1.73 ' '
It seems to me that examination periods should Female 240  3.90

L . L 6.48 .01
not coincide with such tense situations. Male 228 3.61
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Age is significantly correlated with the level of test anxiety. The findings indicate
that the younger students felt more confident and relaxed when they were informed
about taking a test than the older ones did (p=0.00). Moreover, older students stated that
they felt more uneasy before exams (p=0.05), were bothered about examinations
(p=0.00), were depressed after taking tests (p=0.04), froze up on tests (p=0.00), and
feared failure more than the younger students did (p=0.00). Moreover, the values
indicate older learners were affected more significantly by tests in terms of perspiration
problems (p=0.01) during tests and stomach aches after tests (p=0.00). Finally, older
students had a stronger belief that their emotional feelings interfered with their
performance (p=0.04), and they seemed to be overwhelmed by their anxiety during
working on tests (p=0.01). They preferred writing papers instead of taking exams
(p=0.00), and believed that they would learn better without examinations when
compared to the younger students (p=0.00).

Due to the parallelism between age and grade, the ANOVA test results on the
correlation (p=.00) between grade and the level of test anxiety revealed similar findings
on the relationship between age and test anxiety. On the other hand, three other items in
the TAS were found to be significantly correlated with grade. As shown in Table 3,
higher grade students seemed more worried about tests when they were to take tests and
pop quizzes than the lower grade students did (p=0.00). Furthermore, it was
demonstrated that test anxiety affected the performance of higher grade learners more
adversely (p=0.00).

Table-3: The Relationship between Grade and Test Anxiety.

Items Grade N Mean F Sig.
4 99 2.52
If | were to take an English test, | 5 95 2.94
would worry a great deal before 6 88 2.90 3.98 .00
taking it. 7 93 3.03
8 102 3.35
4 100 2.59
_ ) 5 93 2.43
Thoughts of doing poorly interfere 6 89 270 574 00
with my performance on tests.
7 92 3.26
8 100 3.24
4 100 2.38
5 95 2.74
| dread _course_zs_whlere trle tegcher has 6 89 298 477 00
the habit of giving "pop" quizzes.
7 92 2.99
8 101 3.34

Five of the TAS items focused on the relationship between the levels of
achievement and test anxiety. These concerned the comparison of participants to their
peers, the relation between being prepared for an exam and worry, the relation between
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doing poorly and performance, anxiety-provoking situations and the feeling of
uneasiness before exams. The findings provided in the following table indicate that
students with low achievement levels tended to compare themselves to their peers
(p=0.01), felt more uneasy before handing a test back (p=0.02), and their performance
was more adversely affected by doing poorly than other students with higher
achievement levels (p=0.02). On the other hand, higher-level learners were more aware
of anxiety-provoking situations than the participants with low levels of achievement
(p=0.00).

Table-4: The Relationship between Achievement Levels and Test Anxiety Levels.

Items Scores N Mean F Sig.
0-20 19 3.47
While taking an English test, | find myself 21-40 25 3.28
thinking of how much brighter the other 41 -60 78 3.03 3.68 .01
students are than | am. 61 -80 151 2.76
81-100 149 2.52
0-20 18 3.56
On exams | take the attitude, "If | don't 21-40 25 3.16
know it now there's no point worrying 41 -60 77 2.75 2.85 .02
about it". 61-80 146 2.75
81-100 148 2.43
0-20 18 3.17
_ ) ) 21 -40 25 3.12
Thoughts of doing poorly interfere with 41 - 60 78 304 290 02
my performance on tests.
61 - 80 151 2.90
81-100 147 2.45
0-20 18 2.94
It seems to me that examination periods 21-40 25 2.80
should not coincide with such tense 41 -60 77 3.56 5.28 .00
81-100 147 410
0-20 18 3.00
) _ 21-40 25 2.80
| star_t feeling very uneasy just before 41-60 76 587 419 00
handing a test back.
61 - 80 152 2.68
81-100 148 2.14

As the findings in Table 5 show, the income level of the participants’ parents
significantly correlated with only one TAS item. That is to say, students with high
income levels felt more confused even when they studied harder than those with low
and medium levels, while 36 other items were not found to be correlated with the level
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of test anxiety (p=0.05). In conclusion, economic background of the students was not
found to be a factor that affected their levels of test anxiety.

Table-5: The Relationship between the Levels of Income and Test Anxiety.

Statement Monthly Income N Mean F Sig.
400 - 1.000 208 2.3702
The harder | work at taking 1.001 — 2.000 115 21913
or studying for a test, the 3.12 .05
2.001 -+ 29 2.9310

more confused | get.
Total 352 2.3580

CONCLUSIONS AND DISCUSSION

Six main results were obtained from the study, the first of which is that EFL
learners at elementary schools have a low level of test anxiety. More specifically, EFL
learners at elementary schools usually feel more confident and relaxed when they study
sufficiently, have better scores and are well informed of tests. On the other hand,
students have a medium level of test anxiety in some specific situations. Tests have a
moderate level of affective and negative physical effects on students at elementary
schools. For instance, students sometimes experience rapid heartbeat, trembling and
anorexia and feel panic and dread due to pop exams, fears of poor performance and
failure, apprehension about the future and fears of interference with their study skills.
Nevertheless, they do not prefer writing papers instead of taking examinations and do
not experience perspiration problems and stomach upset. Secondly, female students are
more aware of tense situations during exams, while males feel more worried during
studying for tests. Thirdly, the older the students are, the more they are bothered about
exams, depressed after tests, uneasy before exams, and experience fears of failure. In
addition, older learners experience more perspiration problems and stomach aches after
tests, believe more strongly that their feelings interfered negatively with their
performance, and think that they will learn better without examinations. Thus, they
prefer writing papers instead of taking exams, while younger learners feel more
confident about tests. Fourthly, considering that grade is a factor that seems to be
parallel to age, higher-grade students are more worried about pop exams, and are
affected more negatively in terms of their performance than lower-grade students.
Fifthly, test anxiety has a facilitating effect on students’ achievement. That is, the
students with high achievement levels are more aware of anxiety-provoking situations,
do not feel more uneasy, compare themselves less to their peers, and have a better
performance than the students with lower levels of achievement. Finally, the students
who live under better economic conditions feel more confused even when they study
harder.

Below is a summary of the discussion of the study results. To begin with, it
should be underlined that the findings in the study do not support the results found in
prior studies. First, the results of the study indicate that EFL learners at elementary
schools have a low level of test anxiety while Chan and Wu (2000, 2004) found that test
anxiety is a source of language anxiety and that less proficient students have higher
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levels of test anxiety. Similarly, although Er6zkan (2009) demonstrated that test anxiety
Is an important predictor of depression, the level of test anxiety found in the study was
not low. Moreover, in spite of the findings indicating that test anxiety causes lower
academic achievement levels (Kogkar, Kili¢ & Sener, 2002), the present study revealed
that test anxiety has a facilitating effect that increases students’ achievement levels.
Second, the results found in the study seemed similar to the ones in previous research
regarding certain variables. For instance, as Duman (2008) found significant
correlations between variables such as gender and families’ income level, the results of
the study show that test anxiety is significantly correlated with factors such as age,
grade, gender and economic background. On the other hand, while gender was found as
a significant factor, Selkirt et al. (2011) found that few gender differences emerged. To
end, the study seems significant as it contributes to related literature regarding the
contradictory results in terms of the level of test anxiety and the relationship between
gender and test anxiety. Given that EFL learners at elementary schools have low levels
of test anxiety and that some variables significantly correlate with the level of test
anxiety, some practical recommendations can be noted. Though students have low
levels of test anxiety, their self confidence about tests is directly related to studying
sufficiently and to being well informed about tests. In this sense, teachers should be
aware that informing students about tests and motivating them to study sufficiently are
two significant factors that reduce their levels of test anxiety. On the other hand, as
anxiety-provoking situations have some negative affective and psychical effects on
children and early adolescents, teachers should be informed about relaxation techniques.
Specifically speaking, as students experience rapid heartbeat, trembling, and anorexia
and feel panic and dread due to pop exams, fears of poor performance and failure,
apprehension about the future and fear of interferences with their study skills before,
after and during exams, teacher should help their students by using short-term relaxation
techniques, such as tensing, palming and deep breathing and long-term relaxation
techniques, such as positive and negative self-talk. Furthermore, communication
strategies should be employed between learners and parents to prevent fears of the
future and of failure, as well as to prevent interferences with study skills. For this
purpose, teachers and parents should be aware of anxiety-provoking situations and
factors, such as age, grade, achievement and economic background, and with the help of
school counsellors, talk to students about whys and hows. Specifically, outputs from
diaries, peer and group talks, teachers’ and parents’ observations and students’
experiences should be shared among teachers, students, and parents comprehensively to
increase students’ achievement levels in EFL learning. In conclusion, it is neither
practical nor helpful to create a learning environment in which there are no anxiety-
provoking factors and situations. In other words, as demonstrated by the results of the
present study, the facilitating effects of test anxiety are helpful in cases when negative
physical and affective problems related to tests are reduced to lower levels.

As a final note on the limitations of the research, the subjects of the study were
limited to 477 EFL learners at five elementary schools in Balikesir, Turkey.
Furthermore, the scope of the study was confined to the data collected using the Test
Anxiety Scale by Sarason (1978) and several selected variables, gender, grade,
achievement level and economic background. Given that the study investigates the level
of test anxiety among children and early adolescents and the relationship between test
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anxiety and the variables age, gender, grade, achievement, and economic background,
further studies should focus on the effects of other variables, such as validity of tests,
time limit, test length, format, techniques and instructions and testing environment as
well as extraneous variables, such as teacher, teaching methods and techniques, and
course books.
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APPENDICES

Appendix-1. Numbers, means and standard deviations of the TAS items.

Items N Mean SD
Getting a good mark on one test seems to increase my confidence on the second. 474  4.62 .90

If I knew | was going to take an English test beforehand, | would have felt more confident 471 3.86 1.35
and relaxed.

After taking a test, | feel | could have done better than I actually did. 475 3.79 1.33
It seems to me that examination periods should not coincide with such tense situations. 475 3.75 1.65

The school authorities should recognize that some students get more nervous about tests 471 3.50 1.48
than others and that this affects their performance.

During exams, | wonder if | will ever get through a good high school. 479 347 1.53
| feel my heart beats very fast during exams. 472 346 148
I start to feel very panicky when | have to take a pop exam. 475 3.37 1.55
I really do not see why some people get so upset about tests. 472 314 159

I think | could do much better on tests if | could take them alone and not feel pressured by 475 3.07  1.52
a time limit.

If I were to take an English test, | would worry a great deal before taking it. 477 295 153
I have an uneasy, upset feeling before taking an examination. 471 291 146
Thinking about the mark I may get in a course interferes with my studying and my 472 289 1.60
nerformance on tests.

I dread courses where the teacher has the habit of giving "pop" quizzes. 477 2.88 1.64
I get depressed after taking a test. 477 2.85 144
Thoughts of doing poorly interfere with my performance on tests. 474 285 1.59
Even when | am well prepared for a test, | feel very anxious about it. 474 284 1.56
While taking an English test, | find myself thinking of how much brighter the other 479 2.83 1.47
students are than | am.

As soon as an exam is over, | try to stop worrying about it, but | just can't. 478 2.80 151
On exams | take the attitude, "If | don't know it now, there's no point in worrying about it". 469 2.75  1.64
I would rather write a paper than take an examination for my mark in a course. 480 2.73 1.69
I do not study any harder for exams than for the rest of my course work. 474 273 1.57
I do not enjoy eating before an important test. 471 2.72 1.57
| feel the need for “"cramming" before an exam. 464 2.67 1.46
Before an examination, | find my hands or arms trembling. 469 261 1.58
During tests, | find myself thinking of the consequences of failing. 474 259 151
| start feeling very uneasy just before handing a test back. 475 255 1.57
| freeze up on things like English tests. 479 249 1.52
When taking a test, my emotional feelings do not interfere with my performance. 475 2.36 1.48
During examinations, | find myself thinking of things unrelated to the actual course 471 235 1.40
material.

While taking an English test, | perspire a great deal. 476 234 149
The harder | work at taking a test or studying for one, the more confused | get. 478 2.33 1.41
| wish examinations did not bother me so much. 477 2.07 1.32
During an examination, | get so nervous that | forget facts | really know. 479 2.06 141
After tests, | am so tense that my stomach gets upset. 475 2.02 1.43
If examinations could be done away with, I think I would actually learn more. 474 1.89 1.44
I seem to be overwhelmed by anxiety while working on tests. 477 1.65 1.23
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Appendix-2. Factor analysis of the scale.

Component Initial Eigenvalues Extraction Sums of Squared Loadings
Total % of Variance = Cumulative % Total % of Variance  Cumulative %
1 10.53 28.46 285 10.53 28.46 28.5
2 2.02 5.45 33.9 2.02 5.45 33.9
3 1.69 4.57 385 1.69 4.57 385
4 1.37 3.71 42.2 1.37 3.71 422
5 1.24 3.35 45.5 1.24 3.35 455
6 1.15 3.10 48.6 1.15 3.10 48.6
7 1.14 3.07 51.7 1.14 3.07 51.7
8 1.08 2.92 54.6 1.08 2.92 54.6
9 1.01 2.72 57.4 1.01 2.72 57.3
10 1.00 2.71 60.1 1.00 2.71 60.1
11 .95 2.56 62.6
12 .92 2.48 65.1
13 .85 2.30 67.4
14 .79 2.14 69.5
15 .78 212 717
16 73 1.96 73.6
17 71 191 75.5
18 .69 1.85 77.4
19 .66 1.79 79.2
20 .63 1.70 80.9
21 .60 1.63 82.5
22 57 1.55 84.1
23 .55 1.49 85.5
24 .52 1.40 86.9
25 48 1.30 88.2
26 47 1.28 89.5
27 46 1.23 90.7
28 44 1.20 91.9
29 42 1.12 93.1
30 40 1.07 94.1
31 .38 1.02 95.2
32 .36 .97 96.1
33 .35 .93 97.0
34 .32 .86 97.9
35 31 .83 98.7
36 .26 .70 99.4
37 21 .56 100.0
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Component Initial Eigenvalues Extraction Sums of Squared Loadings
Total % of Variance  Cumulative % Total % of Variance ~ Cumulative %

1 10.53 28.46 28.5 10.53 28.46 28.5
2 2.02 5.45 33.9 2.02 5.45 33.9
3 1.69 4.57 38.5 1.69 4.57 38.5
4 1.37 3.71 42.2 1.37 3.71 42.2
5 1.24 3.35 455 1.24 3.35 455
6 1.15 3.10 48.6 1.15 3.10 48.6
7 1.14 3.07 51.7 1.14 3.07 51.7
8 1.08 2.92 54.6 1.08 2.92 54.6
9 1.01 2.72 57.4 1.01 2.72 57.3
10 1.00 2.71 60.1 1.00 2.71 60.1
11 .95 2.56 62.6
12 .92 2.48 65.1
13 .85 2.30 67.4
14 .79 2.14 69.5
15 .78 212 717
16 .73 1.96 73.6
17 71 191 75.5
18 .69 1.85 77.4
19 .66 1.79 79.2
20 .63 1.70 80.9
21 .60 1.63 82.5
22 57 1.55 84.1
23 .55 1.49 85.5
24 .52 1.40 86.9
25 48 1.30 88.2
26 A7 1.28 89.5
27 46 1.23 90.7
28 44 1.20 91.9
29 42 1.12 93.1
30 .40 1.07 94.1
31 .38 1.02 95.2
32 .36 .97 96.1
33 .35 .93 97.0
34 .32 .86 97.9
35 31 .83 98.7
36 .26 .70 99.4

Extraction Method: Principal Component Analysis.
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Ingilizceyi Yabanci Dil olarak Ogrenen ilkogretim
Ogrencilerinde Yabanci Dil Kaygisim1 Etkileyen Faktorler

Yrd.Dog.Dr. Selami AYDIN
Balikesir Universitesi-Tiirkiye

saydin@balikesir.edu.tr

Genisletilmis Ozet

Problem: Arastirma sonuglari, tutum, inang, beklenti, isteklendirme, duyussal durumlar
gibi degiskenlerin yabanci dil 6grenimi lizerinde anlamli etkiler biraktigini; duyussal
durumlardan biri olan sinav kaygisinin da 6grenme siirecinde dikkate deger etkilere
neden oldugunu gostermektedir (Aydin & Zengin, 2008; Aydin, 2008; Aydin, 2009).
Ancak, sinav kaygisi ilizerine odaklanan calismalar, ¢cogunlukla yetiskin yabanci dil
Ogrencileri iizerine yogunlasmis, ¢ocuklar ilizerinde yapilan ¢alismalar ise yabanci dil
kaygisi iizerine odaklanmistir (Chan & Wu, 2000; Chan & Wu, 2004). Oysa iilkemizde
zorunlu egitim, 1997 yilindan beri sekiz yila ¢ikarilmig, yabanci dil dersleri sadece 6, 7
ve 8. siniflar i¢in degil ayn1 zamanda 4. ve 5. smif 6grencileri i¢in de zorunlu olmustur.
Bunun yami sira, yabanci dil derslerinin konulari, liselere 6grenci yerlestirmek igin
uygulanan Seviye Belirleme Sinavinin (SBS) igerigine de yansitilmis; sonug¢ olarak
Ingilizcenin yabanci dil olarak grenimi, dikkate deger bir Snem kazanmistir. Ancak,
smav kaygisinin yabanci dil 6greniminde Onemli bir degisken oldugu dikkate
alindiginda, ciddi bir diizeyde arastirma eksikliginin oldugu agiktir.

Yapilan ¢alismalarin sonuglari, yabanci dil olarak Ingilizce 8greniminde sinav
kaygisinin anlamli bir faktér oldugunu ve bazi faktorlerin de smnav kaygi diizeyi
tizerinde etkilere sahip oldugunu gostermektedir (Aida, 1994; Petridou ve Williams,
2007). Bu faktorler arasinda; cinsiyet, yas, sinif, ekonomik diizey ve basar1 gibi denek
degiskenlerinin sinav kayg diizeyi tizerindeki etkileri baglica arastirma konularindandir.
Chan ve Wu (2000, 2004) tarafindan yapilan iki ayr arastirmada, yabanci dil 6§renen
cocuklarda dil kaygisinin incelenmesi amaglanmis, sinav kaygisinin dil kaygisinin bir
nedeni oldugu sonucuna erisilmistir. Bir diger calismada (Kockar, Kilic ve Sener,
2002), ilkogretim ogrencilerindeki kayginin akademik basariyr diisiirdiigli sonucuna
varilmistir. Duman (2008) tarafindan yapilan arastirmada da, 8. simif 6grencilerinin dil
kayg1 diizeyi ile cinsiyet, baba meslegi, okul tiirii, gelir diizeyi gibi degiskenler arasinda
anlaml iliski oldugu goriilmiistiir. Bir baska ¢alismada (Erdzkan, 2009), ¢ocuklardaki
smav kaygisinin 6nemli bir depresyon gostergesi oldugu sonucuna varilmistir. Sonug
olarak, yapilan caligmalarla ilgili olarak iki 6nemli sorun goze ¢arpmaktadir: Birincisi,
smav kaygisi ile ilgili ¢aligmalar cogunlukla yetiskin 6grenciler {izerinde yogunlagmus,
cocuklarin 6rneklem olarak alindig1 calismalarda da dil kaygis1t odak olarak alinmaistir.
Ikinci olarak, iilkemize yapilan calismalar, cocuklarin tasidign dil kaygisi iizerinde
yogunlagmis olmakla birlikte Ingilizceyi yabanci dil olarak 6grenen 6grencilerin kaygi
diizeyleri arastirilmamustir. Bu nedenlerden dolayi, bu galisma, Ingilizceyi yabanci dil
olarak Ogrenen ilkdgretim Ogrencilerinin sinav kaygi diizeylerini bulmay1 ve kaygi

e-uluslararasi egitim arastirmalart dergisi
Cilt: 4 Sayi: 1 Kis 2013 ss. 63-81

79



e-international journal of educational research
Volume: 4 Issue: 1 Winter 2013 pp. 63-81

diizeyi ile cinsiyet, yas, simf, basar1 diizeyi ve ekonomik durum gibi degiskenler
arasindaki iligkiyi arastirmay1 amaglamaktadir.

Yontem: Calismanin Orneklem grubu, Balikesir’deki bes ayri ilkdgretim okulunda
O0grenim goren 477 Ogrenciden olusmaktadir. %51.3’1 kiz, % 48.7°si erkek olan
katilimcilarin yas ortalamasi 11.8’dir. Siniflara gore dagilimi, 100 (4), 95 (5), 89 (6), 92
(7) ve 101 (8) olan 6grencilerin basar1 diizeylerini belirlemek igin resmi sinavlardan
alinan puanlar kullanilmig, puanlarin aritmetik ortalamasi 100’liik 6l¢ekte 72.8 olarak
bulunmustur. Ogrenci velilerinin aylik gelir ortalamas1 ise 1.149 TL olarak
hesaplanmustir.

Veri toplama araci olarak, katilimcilarin yas, cinsiyet, sinif, puan ortalamasi ve
aylik gelir durumlarin1 sorgulayan bir anket ile Sarason (1978) tarafindan gelistirilen
Smav Kaygi Olgegi kullanilmustir. Olgek, sinav kaygi diizeyini belirlemeyi amaglayan
37 coktan se¢meli maddeden olusmustur. Olgek sorulari arastirmaci tarafindan
Tiirkceye cevrildikten sonra bes Ingilizce 6gretmen aday1 tarafindan gézden gegirilerek
diizeltilmis, 10 kisilik bir ilkogretim O0grenci grubuna uygulanarak ilimlilagtirilmisgtir.
Anket ve Olcegin uygulanmasinin ardindan, toplanan veri, SPSS yazilimi kullanilarak
analiz edilmis ve kaygi diizeyini belirlemek i¢in sayi, ortalama ve standart sapma
degerleri, degiskenler ve siav kaygisi arasindaki iliskiyi gorebilmek icin de t-test ve
ANOVA degerleri bulunmustur.

Sonuclar: Calisma sonucunda alt1 sonuca ulasilmistir. ilk olarak, ingilizceyi yabanci dil
olarak 0Ogrenen c¢ocuklar, yeterli Olglide calistiklarinda ve sinavlar hakkinda
bilgilendirildiklerinde diisiik diizeyde bir sinav kaygisi tasimaktadirlar. Diger yandan,
kaygmin diizeyi, belirli durumlarda orta diizeye yiikselmekte, bu durum bir takim
fiziksel ve duyugsal sorunlara neden olmaktadir. Bahsedilen durumlar, sinava
hazirlanirken yasanan karisiklik, sinav sonucu basarisiz olma korkusu, siirpriz sinavlar
ve gelecek korkusu ile sinirhidir. Bu durumlardan kaynaklanan smav kaygisi,
ogrencilerde kalp ¢arpmasi, istahsizlik ve titreme gibi fiziksel sorunlara; panik olma,
saskinlik gibi duyussal problemlere yol agmaktadir. Biitiin bunlara ragmen, dgrenciler,
sinav yerine ddev hazirlamanin daha uygun olacagma da inanmamaktadirlar. Ikinci
olarak, erkek oOgrenciler, smava hazirlanma siirecinde daha kaygili bulunurken, kiz
Ogrenciler, sinav sirasindaki gerginlik yaratan durumlar konusunda daha yiiksek
diizeyde farkindalik diizeyine sahiptirler. Ugiincii olarak, yasca biiyiik 6grenciler kiigiik
olanlara gore, smavlar konusunda kendilerini daha sikintili hissetmekte, sinav sonrasi
daha depresif olmakta, daha yogun diizeyde basarisizlik korkusu yasamaktadirlar.
Ayrica, yasca bliylik 6grenciler, hizli nefes alma ve mide agrisi gibi fiziksel sorunlari
daha yogun yasamakta, testlerin performanslari iizerindeki etkilerini daha olumsuz bir
bicimde hissetmekte, bdylece sinav yerine baska etkinliklerin degerlendirilmesi
gerektigine inanmaktadirlar. Dordiincii olarak, yasin kaygi diizeyi iizerindeki etkilerine
ek olarak, daha iist siniftaki 6grenciler, daha diisiik siniftakilerle karsilastirildiklarinda,
stirpriz sinavlardan dolay1 kendilerini daha kaygili hissetmektedirler. Besinci olarak,
sinav kaygis1t 6grencilerin basarilar1 iizerinde kolaylastirici bir etkiye sahiptir. Basari
diizeyi yliksek olan Ggrenciler, sinav kaygist uyandiran durumlarla ilgili olarak daha
yiikksek oranda farkindaliga sahiptir. Son olarak, ekonomik diizeyi yiiksek olan
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Ogrenciler, diislik olanlara gore ¢alisma yogunlugu arttik¢a bildikleri konular1 daha ¢ok
karigtirmaktadir.

Calismadan elde edilen bulgular, Onceki ¢aligmalarin sonuglar ile
karsilastinildiginda, iki temel farklilik gostermektedir. Oncelikle, diisiik diizeydeki
Ogrencilerin daha kaygili olduklar1 bulgusunun aksine bu c¢aligmada, basar1 diizeyi
yiiksek olan ogrencilerin daha kaygili olduklar1 bulunmustur. Ek olarak, onceki
bulgularin aksine, Ingilizceyi yabanci dil olarak 6grenen ¢ocuklar, diisiik diizeyde kaygi
tasimaktadirlar.

Oneriler: Calismadan elde edilen sonuglara dayanarak bazi &neriler sunmak
miimkiindiir. Oncelikle, yeterli dlgiide ¢alismanin ve testler hakkinda ogrencilerin
bilgilendirilmelerinin, kaygiyr diisiiren etkenler oldugu bulgusundan yola g¢ikarak,
ogretmenlerin calisma becerileri ve testlerle ilgili bilgilendirme konusunda farkindalik
sahibi olmalar1 gereklidir. Diger yandan, orta diizeyde bir sinav kaygisinin bazi fiziksel
ve duyussal sorunlara neden olmasini engellemek i¢in Ogretmenlerin kisa ve uzun
dénemde uygulanan rahatlatma teknikleri konusunda bilgilendirilmeleri de gereklidir.
Ek olarak, anne-baba, 6grenci ve 6gretmen arasindaki iletisim stratejileri de kaygiy1
engellemek acisindan gozden gecirilmelidir. Daha dar bir bakis acici ile sinav kaygisi
ile baglantili faktorler konusunda Ogretmen ve anne-babalar bilgilendirilmeli,
okullardaki rehberlik uzmanlarin da yardim ile giinliikler, akran ve grup sohbetleri,
ogrenci, 0gretmen ve anne-babalarin gozlemlerinden elde edilen bulgular paylasilarak
neden ve nasil sorularinin cevaplar1 kapsamli bir sekilde paylasilmalidir. Sonug olarak,
icerisinde kaygi doguran faktorlerin olmadigi bir 6grenme ortami yaratmak ne miimkiin
ne de uygulanabilir bir diizeydedir. Bu yiizden, kaygidan kaynaklanan fiziksel ve
duyussal sorunlarin olabildiginde diisiik diizeye ¢ekilerek, kayginin yararh etkilerinden
faydalanmak, daha faydali goriillmektedir.

Anahtar Sézciikler: Yabanci dil olarak Ingilizce 6grenimi, cocuklar, sinav kaygisi
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