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ABSTRACT

In this study, it was aimed to examine the writing anxiety of the students of the
Department of Classroom Education studying at the Faculty of Education in terms of
various variables and to include their opinions about their writing anxiety The study
was designed as an exploratory-sequential design within the scope of mixed method;
the findings obtained from quantitative data were supported by qualitative data. The
study group consisted of Ist, 2nd, 3rd and 4th grade students studying in the
department of classroom education at Usak University Faculty of Education. Data
collection was carried out separately in quantitative and qualitative dimensions. The
‘Writing Anxiety Scale’ developed by Karakaya and Ulper (2011) was used to collect
the data related to the quantitative dimension; percentage (%), frequency (f),
arithmetic mean, standard deviation, t-test, and ANOVA descriptive analysis
techniques were used to analyze the data. The data related to the qualitative
dimension were collected with an interview form created by the researcher and
including semi-structured interview questions; content analysis was used to analyze
the data. As a result of the findings obtained from the analysis of the data, it was
concluded that the writing anxiety levels of the students of the department of primary
education were generally low; the writing anxiety of the 1st grade students was higher
than the writing anxiety of the 3rd and 4th grade students; the writing anxiety of the
students who were not interested in writing outside the lessons was higher than the
writing anxiety of the students who were interested in writing outside the lessons; the
gender factor and the diary keeping status did not have a significant effect on writing
anxiety. In addition, it was concluded that the negative attitude of the teacher, factors
related to the writing process and physical factors distract students from writing;
positive-negative intense emotions, appreciation of what they write, and some other
factors motivate them to write.

Keywords: Writing, writing anxiety, writing education, elementary school teaching,
primary education.

riting is the last skill acquired among language skills; it is

a challenging process that requires patience. Providing

various motivational equipment along with some
physical and mental requirements contributes positively to the
development of writing skills.

Writing is ‘putting the information structured in the mind into
writing’ (Gtlines, 2013 p. 157). It is a process and the factor that
‘keeps the student mentally fit' from the beginning to the end of
writing is writing motivation. Writing motivation includes sub-
dimensions such as goal, attitude, self-efficacy, self-efficacy, self-
regulation, attribution, effort and anxiety; writing anxiety, which is
included in these sub-dimensions, is expressed as a general state of
anxiety or stress that leads to a reaction of avoidance of writing
(Erbilen & Temizkan, 2021). In short, it is the worry and fear that
the writing product will be evaluated unsuccessfully (Ditiberio &
Jensen, 2007).



Writing anxiety can be triggered by the process of fulfilling writing tasks and a few issues. Some of these issues
include finding the time given for writing insufficient, not allowing freedom in writing (Karakog Oztiirk, 2012);
perfectionist behaviour at the stage of subject determination (Temizkan, 2014); the level of language skills (Ashim Yetis,
2017); and decreasing the frequency of writing (Iseri & Unal, 2012). In addition, it is also stated that people with high
writing anxiety may fear the evaluation of their writings with the thought of being evaluated negatively, have the idea
that they will fail in writing, will be reluctant to participate in courses that require writing tasks, and will tend towards
professions that require very little writing (Daly & Miller, 1975).

Zorbaz (2011) expresses the reasons for writing anxiety as a feeling of inadequacy in writing skills, negative
experiences related to writing, negative and cruel criticisms of teachers about writing tasks, inadequacy in writing skills
and lack of regular reading habits. It is stated that the teacher's negative feedback and low scores construct a process that
leads to negative associations with ‘written expression’ and from there to writing anxiety.

Tighe (1987) states that there is an interaction between high anxiety and poor writing skills, and it is not clear
whether the source of this interaction is poor writing skills or high anxiety. Tighe (1987) states that research on writing
apprehension has highlighted three important findings that are important for classroom teachers. According to this: (1)
students with high anxiety about writing exhibit less skill in writing than their more confident peers, (2) anxiety
interferes with the development of writing skills, (3) students avoid writing tasks and lessons that can help them in this
regard. People who do not develop writing anxiety are generally considered to have had positive and good experiences
with writing, have a positive self-perception as a writer, and enjoy new developments in writing. However, regardless of
their competence, anyone who has had bad experiences with writing in the past can also develop writing anxiety
(Ditiberio & Jensen, 2007).

Determining the current situation regarding writing anxiety and identifying the main reasons that cause anxiety in
solving the problems of writing anxiety is important in terms of implementing practices based on making students like
writing. In writing, the mental process is integrated with motor skills; many parts of the brain are activated
simultaneously in harmony with the writing activity. Research shows that, unlike typing on a keyboard, handwriting
requires sequential finger movements. As a result, larger regions of the brain related to thinking, language and working
memory are activated; handwriting practices contribute to the development of fine motor skills and self-expression
(Zadina, 2014). The importance of writing is stated in the National Education Turkish Language Teaching Program
(MoNE, 2019). Some of the specific objectives in the program are stated as ‘developing listening/watching, speaking,
reading and writing skills, ‘ensuring that students use Turkish consciously, accurately and carefully in accordance with
the rules of speaking and writing) ‘ensuring that they acquire the love and habit of reading and writing) ‘ensuring that
they express their feelings and thoughts and their opinions or thesis on a subject effectively and clearly in oral and
written form’ (p. 8). When these items are evaluated on the axis of writing skills, it would be appropriate to say that the
classroom teacher has the duties of developing writing skills, using Turkish beautifully by considering the rules of
writing, and gaining the love and habit of writing. In addition, the foundations of writing are laid by the classroom
teacher with the first reading and writing process. In short, the classroom teacher plays an important role in the
construction of four basic language skills. In this respect, classroom teaching is an important branch of teaching, and the
classroom practices and approaches of the teacher are important for the child to experience quality writing processes
without developing writing anxiety. From this point of view, it is thought that writing studies covering the field of
classroom teaching should be given a lot of space; thus, it is thought that children, who are the guarantee of the country,
will contribute to qualified writing processes.

In this study, it is aimed to examine the writing anxieties of prospective primary school teachers and to examine
the reasons for writing anxiety based on the positive and negative experiences of prospective teachers about writing. The
aim of the study was determined as examining the writing anxieties of the students of the Department of Classroom
Education studying at the Faculty of Education in terms of various variables and including their views on writing
anxieties. Within the scope of the research aim, answers to the following questions are sought:

1. What is the level of students' writing anxiety?
2. Students' writing anxieties;
a. Class level,
b. Gender variable,
c. Writing situations,
d. Does it show a significant difference in terms of keeping a diary?

3. What are the students' opinions about their writing anxieties?

Method
Model

The study was designed as an exploratory-sequential design within the scope of mixed method research. In the
exploratory-sequential design, which is expressed as ‘a mixed method design in which the researcher starts by managing
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a quantitative phase and starts to look for specific results with a second phase, the aim is to first evaluate the trends and
relationships by addressing the subject to be studied with quantitative data, and then to try to explain the causes and
consequences of the trends by examining the results obtained (Creswell & Plano Clark, 2014, pp. 89-90). In this study,
firstly, quantitative data on students' writing anxiety were obtained. As a result of the quantitative data, face-to-face
interviews were conducted with students with high writing anxiety and the reasons for their current writing anxiety were
tried to be determined. In the interviews, data were collected based on the participants' views about writing and their
memories about writing. The qualitative dimension of the study is a phenomenological study in this respect. In a
phenomenological study that emphasizes ‘experience itself” and how something transforms into consciousness after
experience’ in terms of its philosophy (Merriam, 2013, p. 24), the focus is on how the experienced thing is experienced
and how it is described by the experiencer (Patton, 2018).

Participants

In the quantitative data collection phase of the study, 239 students studying in the Ist, 2nd, 3rd and 4th grades of the
Department of Classroom Education of the Faculty of Education took part. Of the students participating in the study,
74.5% (n=178) were female and 25.5% (n=61) were male. The distribution of the participants according to grade levels
varied between 23-28% (1st grade: 23%, n=55; 2nd grade: 24.3%, n=58; 3rd grade: 25.1%, n=60; 4th grade: 27.6%, n=66).
More than half of the participating students (61.5%, n=147) were not interested in writing outside the lessons, while the
students who stated that they tried to write constituted approximately one third of the participants (38.5%; n=92).

The students who took part in the process of collecting qualitative data were determined by using the criterion
sampling method, which is one of the purposeful sampling methods, after analyzing the quantitative data. The criteria
determined for this study were; (1) having completed the writing anxiety scale given in the quantitative data collection
phase of the study, (2) having a high writing anxiety scale score, i.e. having high writing anxiety, (3) participating in the
interview on a voluntary basis. Firstly, the total scores and averages of the students were calculated. Among 239 students
who participated in the study, students with high writing anxiety were determined within the framework of the ranges
determined for the scale items (3.40-4.20: most of the time, 4.20-5.00: always). Eighteen of the 33 students with high
writing anxiety were included in the qualitative dimension of the study on a voluntary basis and face-to-face interviews
were conducted with these students.

Tools
Writing Anxiety Scale (Karakaya & Ulper, 2011) and Interview Form were used to collect the study data.

Writing Anxiety Scale

The scale developed by Karakaya and Ulper (2011) to determine the writing anxiety of university students consists of 35
items and exhibits a single-factor structure. Exploratory factor analysis (EFA) revealed that 49% of the scale variance was
explained. Croanbach-a reliability coefficient of the scale was found as .93. Confirmatory factor analysis (CFA) was
applied to determine the construct validity of the scale and the chi-square value (X2=1476, df=554, p=0.000) was found
significant. The fit values related to the scale (RMSEA=0.09, NFI=0.95, NNFI=0.97, CFI=0.95, GFI=0.70, AGFI=0.66,
SRMR=0.061) are at acceptable level. The Likert-type 5-point scale consists of rating options such as always (5), most of
the time (4), occasionally (3), very rarely (2), never (1). As the scores obtained from the scale increase, writing anxiety
increases. Cronbach-a value for this study was found to be .967.

Interview Form

The form, which was created by the researcher and aims to reach the main reasons of writing anxiety of university
students based on their experiences, experiences and opinions about writing practices, includes semi-structured
interview questions. The draft form was first presented to the experts in the field and as a result of the feedback received,
arrangements were made on the questions. Face-to-face one-to-one and focus group interviews were conducted with a
total of 30 students studying at various grade levels who had high writing anxiety, and a preliminary study was
conducted. Focus group interviews were applied to two different groups of seven people each in order to save time. After
the study, issues such as the comprehensibility and answerability of the questions were reviewed, necessary arrangements
were made and the interview form was made ready for a second application.

Although the form consists of 5 basic questions supported by probing questions, the main focus was on the issues
that motivated students to write and distracted them from writing; in this context, the following three questions were
considered to be particularly important: (1) “‘What is the most challenging thing for you while writing?, (2) ‘Can you
share a memory of a time in your life that motivated you to write?} (3) ‘Can you share a memory of a time in your life
that distracted you from writing?’.
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Data Collection

The data collection process was carried out separately in quantitative and qualitative dimensions. The process started
with the collection of quantitative data. The Writing Anxiety Scale was administered to the student group at each grade
level by the researcher and voluntary participation was taken into consideration.

The qualitative data of the study were obtained through interviews with the students. According to the scores
obtained from the scale, interviews were conducted with students with high writing anxiety and qualitative data of the
study were obtained. Of the 18 university students included in the interview, 5 were male and 13 were female. Four of the
students are in the fourth year, two of them are in the third year, five of them are in the second year, and seven of them
are in the first year, and the distribution of scores related to writing anxiety varies between 119-158.

The interviews were conducted face-to-face and one-to-one in the school environment for an average of 10-12
minutes, taking into account the principle of volunteerism, and were recorded with a voice recorder with the permission
of the participants. University ethics committee permissions were obtained before the process.

Data Analaysis

Before analyzing the quantitative data, missing data were identified and assigned. Skewness and kurtosis values were
examined to determine which statistical techniques would be used in the analysis of the data and to determine whether
the data set exhibited a normal distribution. It was seen that the values varied between -1 and +1 and the data exhibited a
normal distribution (Biyiikoztiirk, 2007; Cokluk et al., 2012) and it was decided that it would be appropriate to use
parametric tests in the analyses.

Arithmetic mean and standard deviation, which are descriptive statistical techniques, were used to determine the
students' writing anxiety levels. In the interpretation of the averages, 1.00-1.79: very low, 1.80-2.59: low, 2.60-3.36:
medium, 3.40- 4.19: high, 4.20-5.00: very high interval levels were taken into consideration. Independent Samples T-Test
(gender, writing and diary keeping situations) and One-Way ANOVA (grade level) statistical techniques were used to
determine whether writing anxieties showed a significant difference in terms of various variables.

Content analysis was used to analyze the qualitative data. Content analysis aims at ‘defining the data and revealing
the facts hidden in the data’ and allows the data to be explained through concepts and relationships between concepts. In
the process of analysis; the basic steps of the process are followed as (1) ‘coding the data, (2) ‘finding themes, (3)
‘organizing and defining the data according to the codes and themes, (4) ‘interpreting the findings’ (Yildirim & S$imgek,
2011). Similarly, the content analysis process of this study starts with the coding of the data and continues with the
process of creating themes from the codes obtained. Merriam (2013) states that the naming of the categories in the
categorization process can consist of at least three sources, namely the researcher, the participants or the literature, and
the most commonly used way among these is the process in which ‘the researcher himself puts forward the terms,
concepts and categories that he thinks reflect the data’ (p. 176). In this study, the researcher and the literature were the
prominent sources in the process of organizing and defining the data according to codes and themes. Some of the
categories created were also grouped as subcategories and codes; in short, an organization and definition process that
progresses from codes to subthemes and themes was followed. In this process, the codes were analyzed separately by
two researchers who are experts in their fields and then a consensus was formed. Categories were created based on the
interview data, and the categories were supported and interpreted with student opinions.

Ethical Statement

The ethics committee permission for this study was granted by the decision of Usak University Social and Human
Sciences Scientific Research and Publication Ethics Board dated 11.06.2020 and numbered 2020-72.

Findings

When the arithmetic mean and standard deviation values of the writing anxiety levels of the students of the department
of classroom education of the faculty of education are taken into consideration, it is seen that the students' mean writing
anxiety score (X=2.32) is in the low range (1.80-2.59: low). It can be said that the students of the department of classroom
education have low level of writing anxiety.

One-way analysis of variance (ANOVA) was conducted to determine whether students' writing anxiety showed a
significant difference according to their grade levels. It was seen that the difference between the arithmetic averages of
the grade levels was statistically significant (F=4.178; p<.05) and the effect size of writing anxiety in terms of grade level
variable (n2=.051) was moderate. Tukey multiple comparison test was applied to determine the source of the difference.
When the Tukey test results were analyzed, it was seen that the writing anxiety of 1st grade students (X1 =2,61) differed
significantly from the writing anxiety of 3rd and 4th grade students (3 =2,17; X4=2,15). Accordingly, the writing anxiety
of Ist grade students is significantly higher than the writing anxiety of 3rd and 4th grade students. It can be said that
writing anxiety decreases as the grade level increases.
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An independent samples t-test was conducted to determine whether students' writing anxiety showed a significant
difference in terms of gender, writing in their free time or outside of classes, and keeping a diary. It was seen that the
mean of females (X=2.35) was higher than the mean of males (X=2.24); however, the difference was not statistically
significant (¢=0.896; p>.05). The difference between the averages of the students who kept a diary and wrote daily
(Xx=2.31) and the students who did not keep a diary (X=2.32) was not statistically significant (¢=0.27, p>0.05). It was
concluded that the mean of the students who were not interested in writing outside the lessons (X=2.47) was higher than
the mean of the students who tried to write in their free time (X=2.08) and the difference was statistically significant
(t=-3.692; p<.05). Accordingly, it can be said that the writing anxiety of the students who “write something in their free
time” is lower than the writing anxiety of the students who “are not interested in writing outside the lessons”

The opinions of the students of the department of classroom education were discussed under two headings: student
opinions on the factors that distract them from writing and student opinions on the factors that motivate them to write.

The factors that cause writing anxiety and distract students from writing are discussed in three categories: teacher's
negative attitude, factors related to the writing process and physical factors. The negative attitude of the teacher was
expressed in four subcategories: not receiving appreciation/appreciation, comparison, belief that unfairness/discrimination
was made, and making what was written an element of laughter. Seven subcategories were formed in the category of
factors related to the writing process. These subcategories are as follows: compulsory writing tasks, composition writing,
not being able to produce the quality of content they want, reading what they write when they do not want to, time limit,
being evaluated with grades, giving feedback to those who write well, and not being interested in writing. The physical
factors category is represented by two subcategories: ugly writing and pain/fatigue.

The factors that reduce writing anxiety and motivate writing are discussed in three categories: positive-negative
intense emotions, appreciation of what they write, and other. It is seen that the category of positive-negative intense
emotions is expressed in nine subcategories such as separation, losses, health problems, longing, loneliness, loneliness,
confusion, happiness, shyness and elements that evoke good feelings. The category of liking what they wrote was divided
into two subcategories: teacher support and friend support, while the other category included the subcategories of
writing because they wanted to, being influenced by what they read, and not being able to express themselves verbally.

The factors that reduce writing anxiety and motivate writing are discussed in three categories: positive-negative
intense emotions, appreciation of what they write, and other. It is seen that the category of positive-negative intense
emotions is expressed in nine subcategories such as separation, losses, health problems, missing, loneliness, surprising,
happiness, shyness and elements that make you feel good. The category of liking what they wrote was divided into two
subcategories: teacher support and friend support, while the other category included the subcategories of writing because
they wanted to, being influenced by what they read, and not being able to express themselves verbally.

Conclusion and Discussion

The research findings obtained from the 1st-4th grade students of the department of classroom education of the faculty
of education were finalized as quantitative and qualitative findings within the framework of the research sub-problems.

According to the results obtained from the quantitative findings, the writing anxiety levels of the students of the
department of classroom education are generally low. However, it was concluded that the writing anxiety of the 1st grade
students was higher than the writing anxiety of the 3rd and 4th grade students, and the writing anxiety of the students
who were not interested in writing outside the lessons was higher than the writing anxiety of the students who were
interested in writing outside the lessons. According to the results of the study, gender factor and keeping a diary do not
have a significant effect on writing anxiety.

The results of the study coincide with the findings of similar studies. Kusdemir et al. (2016), in their study in which
they examined the writing anxiety of 705 pre-service primary school teachers, concluded that pre-service teachers'
writing anxiety was at a moderate level and that the gender factor did not make a significant difference. It was observed
that gender and general anxiety level showed similar results in different study groups within the scope of education
faculty. One of these studies was conducted by Karakaya and Ulper (2011) with students studying in the departments of
classroom teaching, elementary mathematics teaching and Turkish teaching. As a result of the study, it was seen that the
gender variable did not make a significant difference on students’ writing anxiety levels. Similarly, in Tiryaki's (2012)
study examining the writing anxiety of first-year students studying in different faculties and departments of the
university, it was seen that writing anxiety did not show a significant difference in terms of gender and field;
approximately 16% of the students were at a low anxiety level while 17% were at a high anxiety level.

The results of Iseri and Unal's (2012) study with Turkish pre-service teachers support the findings of the study,
which showed that pre-service teachers' writing anxiety was low and that there was no significant difference in terms of
gender and grade level. Another result that supports the findings of the study is that there is a negative relationship
between the frequency of writing and anxiety levels of the participants and that anxiety decreases as the frequency of
writing increases and anxiety increases as the frequency of writing decreases. Demirel (2019) examined the relationship
between writing anxiety and creative writing achievement of 227 prospective teachers and found that the writing anxiety
of students in the Turkish language teaching department was lower than that of students in the classroom, special
education and social studies teaching departments, and that the writing anxiety of males was higher than that of females.
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In Demir and Ciftci's (2019) study, which was conducted to determine the writing anxiety levels of 194 prospective
Turkish teachers and to highlight the reasons that feed anxiety, it was concluded that their writing anxiety was at a low
level and did not show a significant difference in terms of gender and grade level. Similarly, Uriin Karahan (2017)
conducted a study with prospective Turkish teachers. At the end of the study, it was concluded that the gender variable
was not a significant predictor of writing anxiety; the writing habits of the department students were good, while their
anxiety was high. It is thought that the high level of anxiety may be due to the meaning they attribute to the subject
because it is the field in which the students of the Turkish language teaching department are personally involved. Iliman
et al. (2019) examined the writing anxiety and self-efficacy of 455 health services vocational school students in terms of
various variables and concluded that the writing anxiety of the students was at a medium level; although there was no
significant difference in terms of gender variable, writing anxiety was seen more in female students; although it was
higher in the first grades, there was no significant difference in terms of class variable.

It is seen that the results of the research are also supported in studies involving primary school students. Bozgiin
(2022), in his study conducted with primary school 4th grade students, found that writing anxiety was at a moderate
level in primary school students; similar results were found that writing anxiety did not change according to gender and
age. Temel and Katranci (2019) collected data on writing skills, attitudes towards writing and writing anxiety in a survey
study conducted with 810 fourth grade primary school students. As a result of the findings of the study, it was concluded
that the gender variable and diary-keeping status of the students did not have a significant effect on writing anxiety;
there was a significant, inverse and weak relationship between attitude towards writing and anxiety. In their study with
5th, 6th, 7th and 8th grade students, Cocuk et al. (2016) found no significant relationship between keeping a diary and
writing anxiety. In the study conducted by Ozber et al. (2022), no significant difference was found in terms of gender
variable and diary writing status. Yaman (2010), in a study conducted with 480 primary school students, found that
writing anxiety differed in terms of grade level; however, no significant difference was observed in terms of gender
variable. Agilioglu and Ozkan (2013), in their study examining the writing anxiety of middle school students, concluded
that the writing anxiety of 7th and 8th grade students was low to medium level, but the anxiety was higher in female
students and 8th grade students. Yemenici (2019), in his study examining the writing anxiety of 7th grade middle school
students and its causes, concluded that writing anxiety did not show a significant difference according to gender and that
students generally did not experience anxiety about writing anxiety. Akaydin (2015), in his study titled “Examining the
writing anxiety of middle school students: The case of Malatya province", it was concluded that the writing anxiety of
middle school students was at a moderate level and showed a significant difference according to gender and grade level.
Anxiety level can also be effective on students' achievement and attitudes towards writing. Yaman (2014), in his study
with 281 middle school students, states that as students' writing anxiety increases, their attitudes towards Turkish course
change negatively. Anxiety is also a factor that affects writing success. Balta (2018) examined the relationship between
middle school 8th grade students' argumentative text writing skills, writing anxiety and metacognitive awareness and
concluded that students with low writing anxiety and high metacognitive awareness were more successful in writing
argumentative texts.

The “factors that distracted the participants who had high writing anxiety and were included in the study group
from writing” in the department of classroom education; the negative attitude of the teacher (lack of appreciation/ praise,
comparison, belief that unfairness/discrimination was made, making the writings an element of laughter), factors related to
the writing process (compulsory writing tasks, essay writing, not being able to produce content of the quality they wanted,
reading what they wrote against their will, time limit, evaluation with grades, giving feedback to those who write well, lack
of interest) and physical factors (ugly writing, pain/fatigue). The factors that “motivated the participants to write” were
positive-negative intense emotions (separation, losses, health problems, missing, loneliness, surprising, happiness, shyness
and elements that make you feel good), appreciation of their writing (teacher support, friend support) and other factors
(writing because they wanted to, being influenced by what they read, not being able to express themselves verbally).

In Demir and Ciftgi's (2019) study on the reasons that feed anxiety in prospective Turkish teachers; The opinions
that factors such as starting writing, problems with punctuation and spelling, pressure to “use language skills effectively”,
evaluation of their writing with high expectations, multiple-choice test system, fear of being evaluated by others (by
peers and teachers), being exposed to writing essays on subjects they do not have enough knowledge, high expectations
regarding formal elements, not being left free in choosing a topic, writing an essay text in the classroom environment,
and being forced to write in a limited time support the findings of the study. Yemenici (2019), in his study examining the
writing anxiety of 7th grade students in secondary school and the reasons for it, concluded that approximately 22% of
the students did not enjoy writing, 11% had a feeling of failure before writing, 26% did not write voluntarily outside of
school duties, 48% experienced anxiety accompanied by emotions such as excitement, embarrassment and fear about
sharing their writings by reading them in class, and 7% of them did not like what they wrote by those around them. In a
study involving 98 Bl level Turkish Language Teaching Center (TOMER) students, there are results that students who
like writing in their mother tongue have low Turkish writing anxiety (Ozdemir, 2019). In Baris and Sen's (2019) study, it
is seen that the writing anxiety of the students who said “I do not write” in terms of the frequency of writing in Turkish is
higher than the others.

In writing studies, evaluation can reduce the anxiety of the writer as well as increase it from time to time. The
results of Karateke Bayat's (2018) study, conducted with 24 C1 level students who learn Turkish as a foreign language,
show that peer evaluations in writing activities reduce writing anxiety; however, some students are concerned about this
practice because their writing issues and mistakes are seen by others. Karateke and Giin (2020)'s study can be cited as an
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example of this situation. The study focused on peer assessment by emphasizing the importance of assessment
techniques that trigger writing anxiety in the foreign language learning process; peer assessment was found to reduce
writing anxiety. However, it can be said that this result is possible in terms of the scope of the study in terms of the
language learning process. In another study, Kurt and Atay (2007) emphasized teacher and peer feedback and concluded
that pre-service teachers who received peer feedback experienced less writing anxiety than those who received teacher
feedback. It is thought that the evaluation issue is shaped by individual differences and the expectations of the writer.
Again, the results of another study support this point in line with the research findings; it focuses on language skills in
terms of writing anxiety. In this regard, Aslim Yetis (2017) concluded that language skills are effective on writing
proficiency and anxiety decreases as writing proficiency increases; limited vocabulary knowledge increases anxiety, time
pressure and teacher attitude increase anxiety, and in general, teacher roles are very important in reducing writing
anxiety.

Pre-writing preparation, using different techniques-methods, collaborative work, teacher attitudes can be effective
on writing anxiety. Dola and Aydin (2020) investigated the effect of digital story writing on writing anxiety, writing self-
efficacy and writing sensitivity in an eight-week application on digital story writing conducted with 6th grade students.
At the end of the study, it was observed that the writing anxiety and sensitivity of the students involved in the digital
story writing process increased significantly. This situation was expressed as students gaining awareness of writing and
making an effort to write more beautifully, and thus the concern of writing beautifully increases anxiety and sensitivity.
Ozber et al. (2022), at the end of their writing studies with primary school 4th grade students, found that elements such
as liking writing, group work and fun with creative drama activities were found to enjoy the writing process. Erbilen and
Temizkan (2021), in their experimental study examining the effect of pre-writing activities on the writing motivation
and achievement of middle school 8th grade students, concluded that pre-writing preparation activities did not make a
significant difference on writing motivation; it was stated that writing motivation is related to the process and while a
short process is sufficient in developing writing achievement, a long process is needed in developing writing motivation
because the desire to write should be internalized. Eroglu (2020), in his mixed-method study investigating the effect of
digital storytelling on 7th grade students' attitudes towards story writing, anxiety and digital literacy, observed a
significant difference in the attitudes towards story writing, story writing anxiety and digital literacy scores of the group
in which digital storytelling was applied; it was seen that their story writing anxiety decreased. It was stated that
informing the students about the digital story creation process and its stages, informing the students that the story
sharing would be carried out with the videos prepared beforehand instead of reading aloud, increasing the willingness to
share as the experimental group students produced more qualified and powerful writings with the process, giving
feedbacks in the process, and including music-visuals and effects of their own choice in the stories of the participants
could be effective in reducing anxiety. Based on these studies, it can be said that flexibility in classroom writing activities
is an important factor in reducing writing anxiety.

When the results of the research are evaluated in general, it would be appropriate to say that the issues that cause
writing anxiety are particularly related to the attitude of teachers who have an important role in carrying out the writing
process; especially the positive and constructive attitude exhibited in primary school years, including the first reading
and writing process, has a vital importance in creating love and interest in writing. Negative experiences related to
writing are an important component of anxiety. The study conducted by Al-Shboul & Huwari (2015) supports this. In
the study, the anxiety problems experienced by Jordanian students while writing a doctoral dissertation in Malaysia were
investigated and it was seen that past negative writing experiences were among the results of the study. It is thought that
this situation points to the importance of the sensitivity of classroom teachers in classroom writing practices. Indeed,
Fischer, Mayers, and Dobelbower (2017) also mentioned similar issues in their studies. Accordingly, there is a
relationship between self-efficacy and writing anxiety. Pedagogical practices and the role of the instructor have a
confidence-building effect in writing. It is stated that practices such as practicing writing, editing and reflection
opportunities, following a guide, writing about important things can be used in lessons; the teacher should provide
constructive criticism and guidance in the process. Badrasawi, Zubairi, and Idrus's (2016) study on the relationship
between writing anxiety and writing performance, factors contributing to writing anxiety, and strategies to reduce
anxiety to increase the perception of teachers and students shows that writing anxiety negatively affects writing
performance; student-teacher-environment factors are important components in eliminating this negativity; therefore,
teachers should be aware of students' problems in writing.
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Bu ¢aliymada, Egitim Fakiiltesinde 6grenim goren Simif Egitimi Anabilim Dali
ogrencilerinin yazmaya iliskin kaygilarinin gesitli degiskenler agisindan incelenmesi
ve yazma kaygilarina yonelik goriislerine yer verilmesi amaglanmigtir. Calisma,
karma yontem kapsaminda agimlayici-sirali desen olarak tasarlanmig; nicel
verilerden elde edilen bulgular nitel verilerle desteklenmistir. Calisma grubunda,
Usak Universitesi Egitim Fakiiltesinin sif egitimi anabilim dalinde 6grenimlerini
stirdiiren 1, 2, 3 ve 4. simuf 6grencileri yer almaktadir. Verilerin toplanmasi nicel ve
nitel boyutta ayr1 ayr1 yiriitiilmistiir. Nicel boyuta iligkin verilerin toplanmasinda
Karakaya ve Ulper (2011) tarafindan gelistirilen “Yazma Kaygisi Olcegi’nden
yararlanilmis; verilerin analizinde yiizde (%), frekans (f), aritmetik ortalama, standart
sapma, t-testi ve ANOVA betimsel analiz teknikleri kullanilmistir. Nitel boyuta iliskin
veriler aragtirmaci tarafindan olusturulan ve yar1 yapilandirilmig goriisme sorularin
ieren bir goriisme formu ile toplanmis; verilerin analizinde icerik analizden
yararlanilmustir. Verilerin analizinden elde edilen bulgular neticesinde, sinif egitimi
anabilim dali 6grencilerinin yazma kayg: diizeyleri genel olarak diisiik oldugu; 1. simif
6grencilerinin yazma kaygilarinin 3 ve 4. siif 6grencilerinin yazma kaygilarindan;
dersler disinda bir seyler yazmakla ilgilenmeyen 6grencilerin yazma kaygilarinin ise
ders disinda da yazi yazmakla ilgilenen 6grencilerin yazma kaygilarindan yiiksek
oldugu; cinsiyet faktorii ve giinliik tutma durumunun yazma kaygisi tizerinde anlaml
bir etkisi bulunmadig1 sonuglarina ulagilmigtir. Ayrica; ogretmenin olumsuz tutumu,
yazma siirecine iliskin etmenler ile fiziksel etmenlerin yazi yazmadan uzaklagtirdigs;
olumlu-olumsuz yogun duygular, yazdiklarimin begenilmesi ve diger bazi etmenlerin
ise yazi yazmaya motive ettigi sonuglarina yer verilmistir.

Anahtar kelimeler: Yazi, yazma kaygisi, yazma egitimi, sinif 6gretmenligi, smif
egitimi.

azma, dil becerileri icerisinde en son kazanilan beceridir;

sabir gerektiren zorlu bir siire¢ isidir. Bir takim fiziksel ve

zihinsel gerekliliklerle birlikte c¢esitli motivasyonel
donanimlarin saglanmasi, yazma becerilerinin gelisimine olumlu
katkilar saglamaktadir. Ancak yazmaya doniik bazi olumsuz
algilarin mevcudiyeti ya da yazma becerisi agisindan yetersizlik
hissiyati1 yazma kaygis1 olusturabilmekte ve bireyler yazili
anlatimdan uzaklasma egilimi sergileyebilmektedir. Ogrenciler
agisindan ele alindiginda, yazmaya yonelik olumsuz algilarin
mevcudiyeti ayrica 6nem arz eder; zira yazma, egitim siireci
icerisindeki en 6nemli ifade araglarindan birisidir.

>

Yazma, “zihinde yapilandirilmis bilgilerin yaziya dokilmesi’
dir (Giines, 2013s. 157). “Genis bir arka plan c¢alismasinin
goriiniirdeki {iriini” olmasi yoniiyle digiinmeyi gerektirmekte
(Temizkan, 2014, s.9); bu yoniiyle yazma, soyut bir plan yapma
egilimini kapsayan zihinsel bir siire¢, olarak ifade edilmektedir
(Temur, 2011).

* Bu ¢aligma, 23-25 Mart 2018 tarihlerinde diizenlenen Uluslararas: Bilim ve Egitim Kongresinde, “Simf Egitimi ve Tirkge Egitimi Alanlarinda
Ogrenim Goren Ogrencilerin Yazma Kaygilarinin Incelenmesi” basligi ile sézlii bildiri olarak sunulmustur.


https://akademik.yok.gov.tr/AkademikArama/view/yayinDetay.jsp?id=BJEVXR-ysE2cDd4GaFOjrA&no=soTUaaecAI-j1RLJL-WJow
https://akademik.yok.gov.tr/AkademikArama/view/yayinDetay.jsp?id=BJEVXR-ysE2cDd4GaFOjrA&no=soTUaaecAI-j1RLJL-WJow

Yazma bir siire¢ isidir ve yazma Oncesinden sonuna kadar “6grenciyi zihnen zinde tutan” unsur yazma
motivasyonudur. Yazma motivasyonu; hedef, tutum, 6z yeterlik, 6z diizenleme, yiikleme, ¢aba ve kaygi gibi alt boyutlar1
icermekte; bu alt boyutlar icerisinde yer alan yazma kaygisi ise yazmaktan sakinma tepkisine yol acan genel bir endise
veya stres durumu olarak ifade edilmektedir (Erbilen ve Temizkan, 2021). Kisacasi, ortaya konulan yazma tirtiniiniin
basarisiz degerlendirilecegi yoniindeki endige ve korkudur (Ditiberio ve Jensen, 2007).

Yazma kaygisi, yazma gorevlerini yerine getirme siireci ile birlikte birtakim hususlara bagli olarak
tetiklenebilmektedir. Yazma igin verilen siireyi yetersiz bulma, yazma konusunda serbestlik taninmamas: (Karakog
Oztiirk, 2012); konu tespiti asamasinda mitkemmeliyet¢i davranma (Temizkan, 2014); dil becerilerinin diizeyi (Aslhm
Yetis, 2017); yazma stkhiginin azalmasit (Iseri ve Unal, 2012) gibi unsurlar bu hususlardan bazilaridir. Ayrica, yazma
kaygisi yiiksek olan kigilerin, olumsuz degerlendirilme diislincesiyle yazilarinin degerlendirilmesinden korkabilecekleri,
yazma konusunda basarisiz olacaklari diistincesi tasidiklari, yazma gorevi gerektiren derslerde katiim konusunda
isteksiz olacaklar1 ve ¢ok az yazi gerektiren mesleklere yonelim gosterecekleri de ifade edilmektedir (Daly ve Miller,
1975).

Zorbaz (2011) yazma kaygisinin sebeplerini; yazma becerisinde yetersizlik hissi, yazma ile ilgili olumsuz tecriibeler,
Ogretmenin yazma gorevleri ile ilgili olumsuz ve acimasiz elestirileri, yazma becerisinde yetersizlik ve diizenli okuma
aligkanliginin olmayigt gibi hususlarla ifade etmektedir. Ogretmenin olumsuz geribildirimi ve diisiik puan alma
durumlarinin “yazili anlatim” ile ilgili olumsuz ¢agrisimlara ve oradan da yazma kaygisina dogru uzanan bir siireci insa
ettigi belirtilmektedir.

Tighe (1987), yiiksek kayg: ile zayif yazma becerisi arasinda bir etkilesim oldugunu ve bu etkilesimin kaynaginin
zayif yazma becerisi mi yoksa yiiksek kaygi mi1 olduguna yonelik bir netligin olmadigini ifade etmektedir. Yazma kaygisi
ile ilgili yapilan arastirmalarin, sinif 6gretmenleri i¢in 6nemli olan ti¢ 6nemli bulguya degindigini belirtir. Buna gore: (1)
yazma ile ilgili yiiksek kaygi tasiyan 6grenciler, kendilerine daha ¢ok giivenen arkadaglarina nazaran yazma konusunda
daha az beceri sergilemekte, (2) kaygilar, yazma becerilerinin gelisimine engel olmakta, (3) Ogrenciler yazma
gorevlerinden ve bu konuda yardimac olabilecek derslerden kaginmaktadirlar. Yazma kaygisi gelistirmeyen Kkisiler ise
genellikle yazma ile ilgili olumlu-iyi yasantilar gecirmis, bir yazar olarak olumlu benlik algisina sahip ve yazma ile ilgili
yeni gelismelerden keyif alan kisiler olarak degerlendirilmektedir. Fakat yetkinlik durumuna bakilmaksizin, ge¢miste
yazma ile ilgili kétii deneyimleri-yagantilar1 olan herhangi birisi de yazma kaygisi gelistirebilmektedir (Ditiberio ve
Jensen, 2007).

Alanda, yazma kaygisina yonelik ¢aligmalar mevcuttur. Kemiksiz'in (2022), Tiirk¢e 6gretiminde kaygi konusunu
isleyen ve bu kapsamda 2010-2019 yillar1 arasinda yaymlanan arastirmalari inceledigi ¢alismasinda; dort temel dil
becerisi icerisinde en fazla yazma kaygisina (%39) odaklanildig: belirtilmektedir. Tiirkiyede yazma kaygisint konulu
caligmalarin; problem durumu, hedef kitle ve yontem agisindan farkliliklar icermekle birlikte, genel egilimlerinin benzer
oldugu goriilmektedir. Yapilan arastirmalarda; gesitli egitim kademelerindeki 6grencilerin yazma kaygi diizeyleri ile
kayginin sebep ve sonuglari (Ates, 2013; Demir, 2016; Geng, 2017; Keyvanoglu, 2021; Ozsoy, 2015; Tiryaki, 2011; Yilmaz,
2019); yazmada kullanilan gesitli yontemlerin yazma kaygisi tizerindeki etkileri (Ahiskali, 2020; Altuner, 2017; Demir,
2019; Giineser Kurt, 2023; Kardas, 2019; Kaynak, 2017; Ozber, 2019; Tasdemir, 2017; Taskin, 2018; Topuzkanamus; 2014);
degerlendirme tiir ve siireglerinin yazma kaygisi izerindeki etkileri (Cinar, 2014; Engin, 2023; Karateke Bayat, 2018) gibi
konulara deginildigi goriilmektedir. Caligmalarin neredeyse tamaminda (%96) cinsiyet degiskenine; yaklagik olarak
yarisinda da (%47) smif diizeyi degiskenine yer verildigi belirtilmekle birlikte; yazma kaygisi iizerine yapilan
calismalarda hedef kitle olarak en ¢ok ortaokul 6grencileri ile ¢alismalar gerceklestirildigi (Kemiksiz, 2022); lise ve
universite ogrencilerine, 6gretmenlere ve Ozel gereksinimli bireylere daha az yer verildigi (Demirel, 2023) ifade
edilmektedir. Yontem agisindan ele alindiginda, yazma ¢aligmalaria doniik 6gretmen-akran geribildirimi veya siirecte
gesitli tekniklerin kullanimini igeren yar1 deneysel desen ¢aligmalarina ¢okea yer verildigi (Dola ve Aydin, 2020; Erbilen
ve Temizkan, 2021; Eroglu, 2020; Karateke ve Giin, 2020; Kurt ve Atay, 2007) ve arastirma yaklasimi olarak nicel-tarama
¢aligmalarinin agirlikli oldugu (Akaydin, 2015; Bozgiin 2022; Cocuk vd., 2016; Iseri ve Unal, 2012; Karakaya ve Ulper,
2011) goriilmekte; detayli ve derinlemesine bilgi edinme noktasinda 6nemli bir avantaj saglamasina ragmen karma
yontem aragtirmalarinin ise en az tercih edilen aragtirma yontemi oldugu (Demirel, 2023; Karaoglu ve Cetinkaya, 2022)
bulgularina ulagilmaktadur.

Yazma kaygisina yonelik mevcut durumun tespiti ve yazma kaygisi sorunlarinin ¢éztimiinde kaygiy: olusturan
temel gerekgelerin belirlenmesi, yazi yazmay: sevdirme eksenli uygulamalarin yapilabilmesi noktasinda &nemlidir.
Yazmada zihinsel siire¢, motor beceriler ile biitiinlesmekte; yazma faaliyeti ile birlikte beynin pek ¢ok bolgesi es zamanl
bir uyum igerisinde harekete ge¢mektedir. Yapilan arastirmalar; klavyede yazmadan farkli olarak elle yazmanin sirali
parmak hareketlerini gerektirdigini ortaya koymaktadir. Bunun neticesinde; beyinde diisiinme, dil ve ¢alisma bellegi ile
ilgili olarak daha genis bolgeler harekete gecmekte; elle yazma pratikleri ince motor becerilerinin gelismesine ve kendini
ifade etmeye katki saglamaktadir (Zadina, 2014). Yazmanin énemi, Milli Egitim Tiirkge Ogretim Programr'nda (MEB,
2019) belirtilmistir. Programda yer verilen 6zel amaglardan bazilar1 “dinleme/izleme, konusma, okuma ve yazma
becerilerinin gelistirilmesi’, “Tiirk¢eyi, konusma ve yazma kurallarina uygun olarak bilingli, dogru ve ozenli
kullanmalarinin saglanmasr’, “okuma yazma sevgisi ve aligkanligini kazanmalarinin saglanmasr’, “duygu ve distinceleri
ile bir konudaki goriislerini veya tezini sozlii ve yazili olarak etkili ve anlasilir bicimde ifade etmelerinin saglanmas1”
seklinde ifade edilmektedir (s. 8). Bu maddeler yazma becerisi ekseninde degerlendirildiginde sinif 6gretmeninin; yazma
becerisini gelistirme, yazma kurallarini dikkate alarak Tiirkceyi giizel kullanma, yazma sevgisi ve aligkanlig1 kazandirma
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gorevlerinin oldugunu sdylemek yerinde olacaktir. Ayrica ilk okuma ve yazma siireci ile birlikte yazmanin temelleri, sinif
Ogretmeni tarafindan atilmaktadir. Kisacasi sinif 6gretmeni, dort temel dil becerisinin ingasinda 6nemli bir rol
ustlenmektedir. Bu yoniiyle sinif 6gretmenligi, 6nemli bir 6gretmenlik bransidir ve 6gretmenin sinif ici uygulama ve
yaklagimlari, ¢ocugun yazma kaygist gelistirmeden nitelikli yazma siirecleri deneyimlemesi agisindan 6nem arz
etmektedir. Bu noktadan hareketle, sinif 6gretmenligi alanini kapsayan yazma calismalarina ¢ok¢a yer verilmesi
gerektigi; boylece, ilkenin teminati olan ¢ocuklarin nitelikli yazma siiregleri yiiriitmelerine katki saglanacag:
distiniilmektedir.

Bu c¢alismada, smnif Ogretmeni adaylarinin yazma kaygilarinin incelenmesi ve yazma kaygisint olusturan
gerekeelerin, 6gretmen adaylarinin yazi yazma ile ilgili olumlu-olumsuz yasantilarindan yola ¢ikarak irdelenmesi
istenmektedir. Caligmanin amacy; egitim fakiiltesinde 6grenim goren Siif Egitimi Anabilim Dali 6grencilerinin yazma
kaygilarinin gesitli degiskenler agisindan incelenmesi ve yazma kaygilarina yonelik goriislerine yer verilmesi olarak
belirlenmistir. Arastirma amaci kapsaminda su sorulara yanit aranmaktadir:

1. Ogrencilerin yazma kaygilar1 hangi diizeydedir?
2. Ogrencilerin yazma kaygilari;
a. Smif diizeyi,
b. Cinsiyet degiskeni,
¢. Yazi yazma durumlari,
d. Giinliik tutma durumlari, agisindan anlamli bir farklilik géstermekte midir?

3. Ogrencilerin, yazma kayglari ile ilgili goriisleri nasildir?

Yontem
Model

Calisma, karma yontem arastirmalar1 kapsaminda agimlayici-sirali desen olarak tasarlanmustir. “Aragtirmacinin nicel bir
agamayl yoneterek basladig ve ikinci bir asamayla 6zel sonuglar aramaya bagladig1 bir karma yontem deseni” olarak
ifade edilen acimlayici-sirali desende amag, oncelikle, {izerinde calisilacak konuyu nicel verilerle ele alarak egilim ve
iligkileri degerlendirmek; sonrasinda da ulagilan sonuglari irdeleyerek egilimlerin nedenlerini ve sonuglarini agiklamaya
calismaktir (Creswell ve Plano Clark, 2014, s. 89-90). Bu ¢alismada da 6ncelikle, 6grencilerin yazma kaygilarina yonelik
nicel verilere ulagilmistir. Nicel veriler neticesinde yazma kaygisi yiliksek olan 6grencilerle yiiz ylize goriismeler
gerceklestirilmis ve mevcut yazma kaygilarinin nedenlerinin belirlenmesine ¢aligilmistir. Gortismelerde, katilimcilarin
yazi yazma hakkinda kendilerine yonelik goriisleri ve yazi yazma ile ilgili anilarindan yola ¢ikilarak veriler toplanmigtir.
Calismanin nitel boyutu, bu yoniiyle fenomenolojik bir ¢alismadir. Felsefesi bakimindan “deneyimin kendisine” ve “bir
seyin deneyim sonrasinda bilinglilige nasil doniistiigline” vurgu yapan fenomenolojik bir ¢aligmada (Merriam, 2013, s.
24), tecriibe edilen seyin nasil tecriibe edildigine ve tecriibe eden kisi tarafindan nasil betimlendigine odaklanilmaktadir
(Patton, 2018).

Calisma Grubu

Caligmanin nicel verilerinin toplanmasi asamasinda, Egitim Fakiiltesi Sinif Egitimi Anabilim Dali 1, 2, 3 ve 4.
siniflarinda 6grenim goren 239 Ogrenci yer almigti. Caligmada yer alan Ogrencilere iliskin bilgiler Tablo 1'de
sunulmustur.

Tablo 1 incelendiginde, ¢aligmaya katilan 6grencilerin %74,5’inin (n=178) kadin, %25,5’inin (n=61) erkek oldugu
goriilmektedir. Katihimeilarin sinif diizeylerine gore dagilimlar: %23-28 arasinda degismektedir (1. sinif: %23, n=>55; 2.
siif: %24,3, n=58; 3. siif: %25,1, n=60; 4. sinif: %27,6, n=66). Katilim gosteren 6grencilerin yaridan fazlasi (%61,5,
n=147) dersler disinda yaz1 yazmakla ilgilenmemekte; yazi yazmaya calistigini ifade eden 6grenciler ise katilimcilarin
yaklasik tigte birini (%38,5; n=92) olugturmaktadir.

Nitel verilerin toplanmasi siireci, nicel analizler neticesinde elde edilen verilerin incelenmesiyle baslar. Nicel
verilerden elde edilen bulgular degerlendirilmis ve ¢alismanin nitel boyutunda katilimci olacak 6grencilerin tespiti
gerceklestirilmistir. Nitel ¢caligmada yer alan 6grenciler, amagl 6rnekleme yontemlerinden birisi olan 6lgiit 6rnekleme
yonteminden yararlanilarak belirlenmistir. Amagli 6rnekleme yonteminde 6rneklem, “belirli gereklilikleri kargilayacak
sekilde” olusturulmakta; 6l¢iit orneklemede ise “calismada var olan belirli bir 6lgiite uygun olan érneklerin segilmesi” s6z
konusu olmaktadir (Giiler ve Ilhan, 2021, s. 218-219).

Bu ¢alisma igin belirlenen olciitler; (1) ¢aligmanin nicel veri toplama agamasinda verilen yazma kaygisi 6lgegini
doldurmus olmak, (2) yazma kaygisi Olgek puani yiiksek olmak, yani yiiksek yazma kaygisi tagiyor olmak, (3)
goriismeye, gonilliliik esast ¢ercevesinde katilmak, olarak belirlenmistir. Gortismeye katilacak 6grencilerin tespitinde
iki asamali bir siire¢ takip edilmistir. Oncelikle, &grencilerin 6lgekten aldiklari toplam puan ve ortalamalar
hesaplanmistir. Calismaya katilan 239 6grenci igerisinden, 6lgek maddeleri icin tespit edilen araliklar cergevesinde

Sumif Ogretmeni Adaylarimin Yazma Kaygilarimin Incelenmesi 99



(3.40-4.20: ¢ogu zaman, 4.20-5.00: her zaman), yazma kaygist yiiksek olan &grenciler belirlenmistir. Yazma kaygisi
yiiksek olan 33 &grenci tespit edilmistir. Bu dgrencilerden 18’1 goniilliiliik esas1 gercevesinde ¢alismanin nitel boyutuna
dahil edilmis ve bu 6grencilerle yiiz yiize goriismeler gerceklestirilmistir.

Tablo 1 . '
Calismaya Katilan Ogretmen Adaylarina Iliskin Kisisel Bilgiler
Kisisel Bilgiler n %
Cinsiyet
Kiz 178 74.5
Erkek 61 25.5
Sinif Diizeyi
1. Siuf 55 23
2. Siuf 58 243
3. Smuf 60 25.1
4. siuf 66 27.6

Yazi Yazma Durumu

Bos zamanlarimda yazmaya ¢aligirim 92 38.5

Dersler disinda yazi yazmakla ilgilenmiyorum 147 61.5
Uyruk

TC 212 88.7

YU 27 11.3

Gunlitk Tutma Durumu

Diizenli olarak yazdigim bir giinliigtim var 12 5
Gunliigiim yok 227 95
Veri Toplama Araglar1

Galigma verilerinin toplanmasinda, Yazma Kaygis: Olcegi (Karakaya ve Ulper, 2011) ile Goriisme Formu kullanilmistir.

Yazma Kaygis1 Olgegi

Universite dgrencilerinin yazma kaygilarinin belirlenmesi amaciyla Karakaya ve Ulper (2011) tarafindan gelistirilen
olgek, 35 maddeden olugmakta ve tek faktorlii bir yapi sergilemektedir. Acimlayici faktor analizi (AFA) sonucunda 6lgek
varyansinin %49’unun agiklandigr gériilmistiir. Olgegin Croanbach-a giivenirlik katsayisi .93 olarak bulunmustur.
Olgegin yap1 gegerliliginin tespitinde dogrulayici faktdr analizi (DFA) uygulanmis ve ki kare degeri (X2=1476, df=554,
p=0.000) anlamli bulunmustur. Olgege iligkin uyum degerleri (RMSEA=0.09, NFI=0.95, NNFI = 0.97, CFI= 0.95,
GFI=0.70, AGFI=0.66, SRMR=0.061) kabul edilebilir diizeydedir. Likert tipi 5’1i dereceleme tiiriinde olan 6l¢cek her
zaman (5), ¢ogu zaman (4), ara sira (3), ¢ok seyrek (2), hicbir zaman (1) seklinde derecelendirme segeneklerinden
olusmaktadir. Verilen kompozisyon metni yazma édevlerini sorun ederim (m17), kompozisyon metni yazmamak igin tiirlii
bahaneler uydururum (m25), yazacagim kompozisyon metni ile arkadaslarima rezil olmaktan korkarim (m27), gibi
maddeler, 6l¢ek maddelerinden bazilaridir. Olgekten alinan puanlar yiikseldikge yazma kaygisi artmaktadir. Bu ¢alisma
i¢cin Cronbach-a degeri .967 olarak bulunmustur.

Goriisme Formu

Aragtirmaci tarafindan olusturulan ve {niversite 6grencilerinin yazma uygulamalarina iliskin yasanti, deneyim ve
gorislerinden yola cikarak yazma kaygilarinin temel nedenlerine ulagmayr amaglayan form, yari yapilandirilmig
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gdriisme sorularini igermektedir. Taslak form, éncelikle alaninda uzman 5 aragtirmacinin (3 Dog. Dr., 2 Dr. Ogr. Uyesi)
gorisiine sunulmus ve alinan doniitler neticesinde, sorular tizerinde diizenlemeler yapilmistir. Cesitli sinif diizeylerinde
Ogrenim goren ve yazma kaygisi yitksek olan toplamda 30 siuf egitimi anabilim dali 6grencisiyle yiiz yiize birebir ve
odak grup goriismeleri gerceklestirilmis ve bir 6n ¢aligma yapilmistir. Odak grup goériismeleri, zamandan tasarruf
saglamak amaciyla, her biri yedi kisiden olusan iki farkli gruba uygulanmistir. Calisma sonrasinda sorularin anlasilirhigs,
cevaplanabilirligi gibi hususlar yeniden gézden gegirilmis, gerekli diizenlemeler yapilmis ve goriisme formu, ikinci kez
uygulamaya hazir duruma getirilmistir.

Form, sonda sorularla desteklenen 5 temel sorudan olusmakla birlikte temelde 6grencileri yazmaya motive eden ve
yazmadan uzaklastiran hususlara odaklanilmig; bu kapsamda 6zellikle su ti¢ sorunun énemli oldugu diistiniilmistiir: (1)
“Yazi1 yazarken seni en ¢ok zorlayan sey nedir?”, (2) “Hayatinin herhangi bir doneminde, seni yazmaya motive eden bir
anini paylagir misin?”, (3) “Hayatinin herhangi bir déneminde, seni yazmadan uzaklastiran bir anin1 paylasir misin?”

Verilerin Toplanmasi

Verilerin toplanmas: siireci, nicel ve nitel boyutta ayri ayri yuritilmistiir. Siirece nicel verilerin toplanmasiyla
baslanmustir. Uygulamaya ge¢cmeden once, her bir uygulama grubuna, ¢alismanin detaylar1 ve 6nemiyle ilgili aciklama
yapilmigtir. Yazma Kaygist Olcegi, her bir simf diizeyindeki 6grenci grubuna arastirmaci tarafindan uygulanmis ve
katilimlarda goniilliilitk esas1 dikkate alinmigtir. Caligmanin goriisme basamaginda kendilerine ulasabilmek amaciyla,
olgek formlarinin tizerine okul numaralarini yazmalar: istenmis; yine bu hususta da goniilliilitk esasi dikkate alinmigtir.

Galismanin nitel verileri, 6grencilerle yapilan gériismelerle elde edilmistir. Olgekten elde edilen puanlara gore
yazma kaygis: yitksek olan 6grencilerle goriismeler yapilmis ve ¢aliymanin nitel verilerine ulagilmistir. Goriigmeye
katilan 6grencilerin sinif, cinsiyet, 6lgekten aldig1 toplam puan ve ortalamalarina iliskin bilgiler Tablo 2’te sunulmustur:

Tablo 2
Goriigmeye Katilan Ogretmen Adaylarinin Yazma Kaygist Toplam Puan ve Ortalamalarinin Dagihmlar:
Katilimai Simif Cinsiyet Olgekten Alinan Toplam Puan Ortalama
01 4 K 158 4,51
02 1 E 153 4,37
03 1 K 143 4,09
04 3 K 142 4,06
05 2 K 138 3,94
06 1 E 136 3,89
07 2 K 133 3,80
08 3 K 133 3,80
09 4 E 130 3,71
0O10 2 K 129 3,69
on 2 K 128 3,66
012 2 K 126 3,60
013 1 K 124 3,54
014 1 K 123 3,51
015 4 K 122 3,49
016 1 K 121 3,46
017 4 E 120 3,43
018 1 E 119 3,40

Tablo 2 incelendiginde, goriismeye déhil olan 18 iiniversite 6grencisinden 5’inin erkek 13’tiniin ise kiz 6grenci
oldugu goriilmektedir. Ogrencilerin 4’iniin dordiincii sinif, 2’sinin i¢iincii siif, 5’inin ikinci sinif ve 7’sinin birinci
sinifta 6grenimine devam ettigi; yazma kaygisina iliskin puan dagilimlarinin ise 119-158 araliginda degistigi
gorilmektedir.
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Gortismeler goniilliiliik esas1 dikkate alinarak, okul ortaminda ve ortalama 10-12 dakikalik siire zarfinda birebir ve
yiiz yiize gergeklestirilmis; katilimci izni déhilinde ses kayit cihazi ile kayit altina alinmustir. Siireg éncesinde tiniversite
etik-kurul izinleri alinmigtir.

Verilerin Analizi

Nicel verilerin analizi ncesinde eksik veri tespiti yapilmis ve 14 maddede (m5, m7, m8, m9, m14, m15, m16, m19, m20,
m23, m27, m28, m29, m30), toplamda 17 adet bos hiicre tespit edilmistir. Eksik veri yiizdelerinin .4 ile .8 arasinda
degistigi goriilmiis ve “Bir veri seti ierisinde bos birakilan ve aritmetik ortalama benzeri bir degerle doldurulan hiicre
sayis1 toplam veri seti icerisinde %2’yi ge¢memelidir” (Seger, 2015, s. 17) bilgisinden hareketle, aritmetik ortalama
atanmasi yoluyla kayip veri atamasi yapilmustir. Verilerin analizinde hangi istatistiksel tekniklerden yararlanilacaginin
tespit edilmesi ve bu amagla veri setinin normal dagilim sergileyip sergilemediginin belirlenmesi igin ¢arpiklik-basiklik
degerleri incelenmis ve degerler Tablo 3’te sunulmustur.

Tablo 3
Normallik Degerleri
Skewnes Kurtosis
Normallik degerleri
Statistics Std error. Statistics Std error.
Yazma kaygist 469 157 -.667 314

Tablo 3 incelendiginde degerlerin -1 ile +1 araliinda degistigi ve verilerin normal dagilim sergiledigi goriilmiis
(Buytikoztirk, 2007; Cokluk vd., 2012) ve analizlerde parametrik testlerden yararlanilmasinin uygun olacagina karar
verilmistir.

Ogrencilerin yazma kayg: diizeylerinin belirlenmesinde betimsel istatistik tekniklerinden olan aritmetik ortalama
ve standart sapmadan yararlanilmistir.  Ortalamalarin yorumlanmasinda 1.00-1.79: ¢ok diisiik, 1.80-2.59: diisiik,
2.60-3.36: orta, 3.40- 4.19: yiiksek, 4.20-5.00: ¢ok yiiksek aralik diizeyleri dikkate alinmistir. Yazma kaygilarinin gesitli
degiskenler agisindan anlamli bir farklilik gosterip gostermediginin belirlenmesinde Bagimsiz Orneklemler Igin T-Testi
(cinsiyet, yazi yazma ve giinlik tutma durumlar) ve One-Way ANOVA (smif diizeyi) istatistik tekniklerinden
yararlanilmistir.

Nitel verilerin analizinde icerik analizine bagvurulmustur. Icerik analizinde, “verilerin tanimlanmasi ve veri
icerisinde sakli olan gerceklerin ortaya ¢ikarilmas” amaglanmakta; elde edilen verilerin kavramlar ve kavramlar arasi
iligkiler yoluyla agiklanabilmesine olanak tanimaktadir. Analiz siirecinde; (1) “verilerin kodlanmas1”, (2) “temalarin
bulunmas1’, (3) “verilerin kodlara ve temalara gore diizenlenmesi ve tanimlanmasr’, (4) “bulgularin yorumlanmasr®
olarak ifade edilen temel islem basamaklar: takip edilmektedir (Yildirim ve $imgek, 2011). Benzer sekilde, bu ¢alismanin
icerik analizi siireci de verilerin kodlanmasiyla baslar ve elde edilen kodlardan temalarin olusturulmasi siireci ile devam
eder. Merriam (2013), kategori olusturma siirecinde kategorilerin adlandirilmasinin arastirmaci, katihmcilar veya
literatiir olmak {izere en az ii¢ kaynaktan olusabilecegini belirtmekte; bunlar igerisinde en ¢ok bagvurulan yolun ise
“arastirmacinin verileri yansittigini diisiindigin terim, kavram ve Kkategorileri kendisinin ortaya koydugu” siire¢
oldugunu ifade etmektedir (s. 176). Bu ¢alismada verilerin kod ve temalara gore diizenlenmesi ve tanimlanmasi
slirecinde 6n plana ¢ikan kaynak, arastirmaci ve literatiirdiir. Olugturulan kategorilerden bazilari, alt kategoriler ve
kodlar olarak da gruplandirilmis; kisacasi kodlardan alt temalara ve temalara dogru ilerleyen bir diizenleme ve
tanimlama siireci takip edilmistir. Bu siirecte kodlar, alaninda uzman iki arastirmaci tarafindan ayri ayr1 incelenmis ve
sonrasinda fikir birligi olusturulmustur. Goriisme verilerine dayali olarak kategoriler olusturulmus ve kategoriler,
Ogrenci gorisleri ile desteklenmis ve yorumlanmaigtir.

Etik Beyan

Bu calismanin etik kurul izni, Usak Universitesi Sosyal ve Beseri Bilimler Bilimsel Arastirma ve Yaymn Etigi Kurulu
11.06.2020 tarihli, 2020-72 sayili karart ile verilmistir.

Bulgular

Calisma kapsaminda ulagilan bulgular, aragtirma sorularinin siras1 dikkate alinarak sunulmustur.

Ogrencilerin Yazma Kaygi Diizeylerine Yonelik Bulgular

Egitim fakiiltesi sinif egitimi anabilim dali 6grencilerinin yazma kayg: diizeylerine iligkin aritmetik ortalama ve standart
sapma degerleri Tablo 4’te sunulmustur.
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Tablo 4

Ogrencilerin Yazma Kayg: Diizeylerine Iliskin Aritmetik Ortalama ve Standart Sapma Degerleri

n % Ss En Disiik En Yiiksek

Yazma Kaygisi 239 2.32 .81 35 158

*p<.05

Tablo 4 incelendiginde, 6grencilerin yazma kaygisi puan ortalamalarinin (X=2.32) diisitk aralikta (1.80-2.59:
diistik) oldugu gortilmektedir. Sinif egitimi anabilim dali 6grencilerinin diisiik diizeyde yazma kaygisi yasadiklar
sOylenebilir.

Ogrenci Yazma Kaygilarinin Cesitli Degiskenler Agisindan Incelenmesine Yonelik Bulgular

Ogrencilerin Sinif Diizeyine Gére Yazma Kaygilar:

Ogrencilerin yazma kaygilarinin sinif diizeylerine gore anlaml bir farklilik gésterip gostermedigini belirlemek amaciyla
yapilan tek yonlii varyans analizi (ANOVA) sonuglar1 Tablo 5’te sunulmustur.

Tablo 5

Ogrenci Yazma Kaygilarinin Simif Diizeyleri Agisindan Farklilasip Farkhilasmadigini Belirlemek Uzere Yapilan Tek Yonlii
Varyans Analizi Sonuglar:

Degisken
Varyansin Fark
(?mlf B Kaynag1 Kareler Kareler Tukey
Diizeyi) N X Ss Toplami sd Ortalamasi F p n2 Testi
Gruplararast 7.962 3 2.654 4.178 .007 .051
1.simf 55 2,61 ,860
1-3. siif
1-4. stif
2.simf 58 2,38 ,796
Gruplarigi 149.277 235 .635
3.smnif 60 2,17 ,753
Toplam 157.239 238
4.smuf 66 2,16 ,813
*p<.05

Tablo 5 incelendiginde, sinif diizeylerinin aritmetik ortalamalar1 arasindaki farkin istatistiksel olarak anlamh
oldugu (F=4.178; p<.05); yazma kaygisinin, sinif diizeyi degiskeni agisindan etki bityiikligtiniin (n2=.051) orta diizeyde
oldugu goriilmistir. Farkin kaynagini belirlemek amaciyla Tukey ¢oklu karilastirma testi uygulanmistir. Tukey test
sonuglar1 incelendiginde 1. sinif 6grencilerinin yazma kaygilarinin (X1 =2,61); 3. sinif ve 4. sinif 6grencilerinin yazma
kaygilarindan (3 =2,17; X4=2,15) anlamli diizeyde farklilastig1 goriilmektedir. Buna gore 1. sinif 6grencilerinin yazma
kaygisi, 3. ve 4. sinif 6grencilerinin yazma kaygilarindan anlaml diizeyde ytiksektir. Sinif diizeyi yiikseldik¢e yazma
kaygisinin azaldig1 séylenebilir.

Ogrencilerin Cinsiyet, Yaz1 Yazma ve Giinliik Tutma Durumlarina Gore Yazma Kaygilari

Ogrencilerin yazma kaygilarinin cinsiyet degiskeni, bog zamanlarinda veya dersler disinda yazi yazma durumlar ve
giinliik tutma durumlar1 agisindan anlamli bir farklilik gosterip gostermedigini belirlemek amaciyla gergeklestirilen
bagimsiz rneklemler igin t-testi sonuglari Tablo 6da sunulmustur.
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Tablo 6

Ogrenci Yazma Kaygilarimn Cinsiyet, Yazi Yazma Durumu ve Giinliik Tutma Degiskenine Gore Farklilasip
Farklilasmadigim Belirlemek Uzere Yapilan Bagimsiz Orneklemler Igin T-Testi Sonuglar:

Degisken n X Ss t P

Kadin 178 2.35 .82

Cinsiyet .896 371
Erkek 61 2.24 .79
Var 12 2.31 92

Giinlik -0.27 .735
Yok 227 2.32 .81
Evet** 92 2.08 .78 -3.692 .000*

Yazi yazma
Hayir* 147 2.47 .80

*p<.05

** 1. Bos zamanlarimda bir seyler yazmaya ¢aligirim.
*** 2. Dersler diginda yazi yazmakla ilgilenmiyorum.

Tablo 6da; 6grencilerin yazma kaygilarina iliskin puanlari cinsiyet degiskeni agisindan incelendiginde, kadinlarin
ortalamalarinin (Xx=2,35) erkeklerin ortalamalarindan (X=2.24) yiiksek oldugu; ancak farkin istatistiksel olarak anlamli
olmadigi (=0.896; p>.05) goriilmiistiir. Ogrencilerin yazma kaygilarina iliskin puanlari giinlik tutma degiskeni
acisindan incelendiginde, giinliigli olan ve gilinlik yazan Ogrencilerin ortalamalar1 (X=2.31) ile giinliik tutmayan
6grencilerin ortalamalari (X=2.32) arasindaki farkin istatistiksel olarak anlamli olmadig: (t=0,27, p>0.05) goriilmiistiir.
Ogrencilerin yazma kaygilarina iliskin puanlar1 bos zamanlarda yazi yazma durumlar agisindan incelendiginde, dersler
disinda yaz1 yazmakla ilgilenmeyen 6grencilerin ortalamalarimin (X=2,47) bos zamanlarinda bir seyler yazmaya caligan
ogrencilerin ortalamalarindan (Xx=2.08) yiiksek ve farkin istatistiksel olarak (t=-3.692; p<.05) anlamli oldugu sonucuna
ulagilmistir. Buna gore “bos zamanlarinda bir seyler yazan” 6grencilerin yazma kaygilarimin, “dersler disinda yazmakla
ilgilenmeyen” 6grencilerin yazma kaygilarina gére diisiik oldugu soylenebilir.

2. Ogrencilerin Yazma Kaygilarina Yonelik Goriisleri

Sinif egitimi anabilim dali 6grencilerinin goriisleri, yazi yazmaktan uzaklastiran unsurlara yonelik 6grenci goriisleri ve
yazi yazmaya motive eden etmenlere yonelik 6grenci goriisleri olmak tizere iki baslikta ele alinmugtir.

2.1. Yaz1 Yazmaktan Uzaklagtiran Etmenlere Yonelik Ogrenci Goriisleri

Yazma kaygist olusturarak yazi yazmadan uzaklagtiran etmenler; dgretmenin olumsuz tutumu, yazma siirecine yonelik
etmenler ve fiziksel etmenler olmak tizere {ig kategoride ele alinmustir. Ogrenci goriisleri $ekil 1'de sunulmustur.

Sekil 1de, dgretmenin olumsuz tutumu; begeni/ovgii almamus olma, kiyas, haksizhik/ayrim yapildigi inanci, ve
yazilanlarin giilme unsuru yapilmas: seklinde dort alt kategoride ifade edildigi goriilmektedir. Yazma siirecine iligkin
etmenler kategorisinde yedi alt kategori olusmustur. Bu alt kategoriler; zorunlu yazma gorevleri, kompozisyon yazma,
istedigi nitelikte icerik iiretememe, istemedigi halde yazdiklarimin okunmasi, siire siniri, not ile degerlendirilme, iyi
yazanlara doniit verilmesi ve yazi yazmaya ilgi duymama olarak belirtilmektedir. Fiziksel etmenler kategorisi ise yazinin
cirkin olmasi ve agri/yorgunluk olarak iki alt kategori ile temsil edilmektedir.

Ogretmenin Olumsuz Tutumu
Begeni/ Ovgii Almams Olma
O11: “Ben yani bir kere yazmustim, begenilmemisti sonra hep babama falan yazdirirdim...”

015: “Bu konuda da 6vgii almadim zaten ... o yiizden yazi yazma konusunda birazcik eksik hissediyorum”

Kiyas

O1: “.. ben bigey yaztyorum ya da siniftaki arkadaglarim farkli bir sey yaziyo iste ya hocalar hepsine bi yorum
yapiyo. Ben ¢ikinca, eline saglik, iste arkadaglarima ¢ok giizel olmus, surasi boyle olmus hani suras1 béyle olmus, hani
yani giizel yanlar elestirilirken bizde eksik kalanlar elestirilmiyodu”
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Sekil 1

Yazi Yazmaktan Uzaklagtiran Etmenlere Yonelik Ogrenci Goriisleri

i

UZAKLASTIRAN ETMENLER
I
0z 1 Yazma Surecme -
’ Olumeuz Tutumu nm Etmenlez ‘kasel Etmenler ’
begeni'oved ‘ zorunlu yazma . vazmm girkin .
almamx; olma |  gorevlen olmas:
—{ kiyvas ‘ || kompozisyon agn/yorgunluk ’
vazma
haksmlik-"a}nm || istediZi nitelikte
vapildi£: inaney igerik lirstememea
yazlanlann “istemedigi halde
gilme wnsuru ~‘ yvazdiklarmn
yapimasi okunmas1
— siire saun
| not ile
degerlendirilme
|| lylyazamlara
doniit verilmesi
L 1lzi duymama

Haksizlik/ Ayrim Yapildigi Inanct

O7: “Hocam biz kiigiikken ...her hafta bir kitap okurduk, ...kitaplarin &zetini ¢ikarirdik. Bir tane kitap
okumugstuk... Oz Biiyiiciisiiydii galiba... kitab1 o kadar ¢ok begenmistim ki boyle o kadar uzun bir 6zet yazmistim ki ...
bu kadar uzun 6zet olmaz dedi... Ben o kadar emek gosterdim ...”

Yazilanlarin Giilme Unsuru Yapilmasi

09: “Hocamin kargisinda yazdigimda bir daha yazma dedi, millette bana giilmiistii zaten o hatta o giinden beri
bayle bir kalemi alirken bile aklima geliyor yani.”

Yazma Siirecine iligkin Etmenler
Zorunlu Yazma Gorevleri

O1: “..yazma ile ilgili 6devler oldugunda.... kendimi béyle kétii hissediyorum.”

Kompozisyon Yazma

09: “.. kigiikliikten beri test ¢ocugu olarak yetistik biz yani giklar arasinda, herhangi bir yazi yazma gibi bir
etkinligimiz olmad: yani genel olarak ya belli ¢coklu yani milli bayramlarda siiri yazip getirmemizi isterdi hoca o kadar
yani onun diginda tstiine ek bir ¢caligma yapilmadi yani test siirekli test cocuguyduk biz.
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Istedigi Nitelikte Icerik Uretememe

O11: “Giizel yazamamak, 6zgiin olamamak””

Istemedigi Halde Yazdiklarinin Okunmast

O5: “Annem giinliigiimii okumugtu. ... yine ¢ok biiyiik bir akillilik yaparak kisi isimlerini kodluyodum ben,
herkese takma isim veriyodum. Eeee, annem de giinliiglimii okumus. ...Hatta ondan sonra yazmay1 birakmistim. .. 2 yil
falan birakmistim annem bakiyo diye”

Siire Sinir1

016: “.. kusttl siire genellikle kisitl siire... Bununla ilgili gegenlerde stajda biz o sekilde 6grencilere yaraticit yazma
etkinligi hazirladigimiz da 6gretmenimiz benden bir 6rnek istemisti daha 6nceden ben buna calisip da gitmigtim ...
Calis gitmeme ragmen o an higbir sey yazamamistim..”

Notla Degerlendirilme

02: “... baskasi tarafindan ya da not kaygistyla bu yaziy1 yani yazildi m1 ve bana bu gekilde sen bana bunu yaz biz
sana not verecegiz bundan dendi mi iste orda ¢ok ¢ok zorlanirim ..”

lyi Yazanlara Déniit Verilmesi

OlI: “... ben bigey yaziyorum ya da siniftaki arkadaglarim farkli bir sey yaziyo iste ya hocalar hepsine bi yorum
yapiyo. Ben ¢ikinca, eline saglik, iste arkadaslarima cok giizel olmus, surasi bdyle olmus hani surast béyle olmus, hani
yani giizel yanlar elestirilirken bizde eksik kalanlar elestirilmiyodu. Ben de onu degistirmeye ¢alistik¢a belki daha kotii
seyler yapiyodum ya da hani gelistirmekten ka¢ciyodum kendimi ...”

Ilgi Duymama
05: “... hayat degistikce degistikge artik hayata atildigimizdan dolay1 biraz uzaklagmaya basladik...”

Fiziksel Etmenler
Yazimin Cirkin Olmasi

03: “Benim yazim kétii. Yazim kétii oldugu igin hani bazen yazi kétii oldugu igin vazgegiyorum yazmaktan...”

Agr1/ Yorgunluk

04: “Yaz1 yazarken beni en ¢ok zorlayan sey eger yazi uzunsa iste bilegim cabuk agriyor, sikiliyorum o yiizden,
yazim kétiiye gidiyor boyle kotii yazmaya baghiyorum yani bilegim agridiktan sonra hani o hem istegimi azaltryor hem
yorgun hissediyorum kendimi hem diisiinmekte zorlaniyorum, birgok seyi etkiliyor yani”

2.2.Yaz1 Yazmaya Motive Eden Etmenlere Yonelik Ogrenci Goriisleri

Yazma kaygisini azaltarak yazi yazmaya motive eden etmenler; olumlu olumsuz yogun duygular, yazdiklarinin
begenilmesi ve diger olmak iizere {i¢ kategoride ele alinmistir. Ogrenci goriisleri Sekil 2'de sunulmugtur.

Sekil 2'de, olumlu-olumsuz yogun duygular kategorisinin ayrilik, kayiplar, saglik sorunlari, ézlem, yalmizlik,
saskinlik, mutluluk, cekingenlik ve giizel hisler uyandiran unsurlar seklinde dokuz alt kategoride ifade edildigi
goriilmektedir. Yazdiklarinin begenilmesi kategorisi dgretmen destegi ve arkadas destegi olarak iki alt kategoride ele
alinmug; diger kategorisinde ise kendisi istedigi icin yazma, okuduklarinin etkisinde kalma ve kendini sozel olarak ifade
edememe alt kategorilerine yer verilmistir.

Olumlu-Olumsuz Yogun Duygular
Ayrilik

O1: “Ablamin evlendigi zaman hocam, ¢ok iiziilmiistim. Bi o zaman yazmistim. ... evde onun yoklugunu
hissettigim i¢in hani ona yazip iletebilecegimi, gercek duygularimi sadece onunla paylasabilecegim bir sey olsun
istemigtim?”
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Sekil 2

Yazi Yazmaya Motive Eden Etmenlere Yonelik Ogrenci Goriigleri

YAZ[ YAMYA

Olumlu-Olumsuz o
[ogun Dn)gu]ar‘ ‘ Diger ’
_{ aynlk ’ keendisi istedizi
i;tn\ma
—’ kayiplar ’ ‘ okudukla:mn
ethsmdekalma
sazlik ‘ ontio sbzel
—‘ sorunkan —~ olarak ifade
. edememe
—1 Szlem ’
—‘ yalmshle ‘
—' mutluluk ‘
guzel hisler
—i uyandiran ‘
unsurlar

Kayplar

012: “Benim yazin amcamin oglu vefat etmisti, ben onun {izerine bir yazi yazmigtim”

Saskinlik

02: dogum giiniim olmustu ve o zaman bir siirprizle karsilasmistim. Cok sagirmigtim. Onu sayfalarca yazdim. Ilk
kez hi¢ sikilmadan yazdigim tek sey”

Saghk Sorunlari

O3: “Annem bi ameliyat gecirmisti. Yani artik bir seyler bagarmam gerektigini, bir geyler yapmak istedigimi
ditsiindiim. O ameliyat oldugu i¢in, yani sanki onu kaybedecekmisim gibi bir diisiinceye kapildim o giin” Sonra bu beni
akademik anlamda basarili olmaya yoneltti diyebilirim.

Mutluluk
013: ... mutlu oldugum igin, o yaz1 yazmaya itiyor beni”
Ozlem
014: ... ortaokulda uzakta bir arkadagim vardi. Ona mesela, mektup falan yazmistim?”
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Yalnizlik

015: “taginmistik. Biz tagindiktan sonra hayatim alt iist oldu, arkadaslarimdan koptum ve bir anda boslugun icine
diistiim. Cok yalniz kaldim, ..., ok zorlandigim siiregler oldu. Birkag sene siirdii bu ve bu beni yazmaya itebilir...”

Cekingenlik

O4: “Bide arkadaslarima da bisey anlatamiyodum, ¢ok utaniyodum bdyle beni, ¢ekiniyodum konusmak igin. O
zamna , 111, giizel bi defter almigtim, 6zeniyodum. Kalem almistim falan. O zaman biraz yazmigtim?”

Giizel Hisler Uyandiran Unsurlar

O7: “... mesela giizel bir giin gecirdiysem, yani arkadaslarimla aramin iyi olmasi beni yazmaya motive ediyordu””

Yazdiklarinin Begenilmesi

0O5: “Lise hocamiz sey istemisti galiba, hikaye ddevi vermisti. Sonra ben de kendime gore bir sey yazmigtim.
Yazarken mutlu olmustum. Sonra hocam ¢ok begendi ve bana bi konu verdi, hikiye yarismasina gidecek diye. Ben o
konu hakkinda hikéye yazmistim ve o zaman demistim hani, giizel bir seyler basarabilirim herhalde. Bu benim igin bi
baslangi¢ noktasi olabilirdi. ...”

Diger
Kendisi Istedigi Icin Yazma

08: “Ben yazmak istersem, kaygilanmam, yazarim gegerim. ...”

Kendini Sozel Olarak Ifade Edememe

O14: .. sdzlii olarak ifade edemedigim seyleri genelde yazmayi tercih ediyorum. Hani bu tiir anlar beni daha gok
yazmaya itiyor. ... konusurken heyecanlandigim zaman soyleyemedigimi yazarken daha sakin olunabiliyor. ... sakinlik,
genis zaman aralig1 ... bu daha ¢ok yazmaya motive ediyor”

Okuduklarimmin Etkisinde Kalma

O11: “.. sinava calisirken, sinav déneminde, {iniversiteye hazirlhk ~YKS, hani o siirler falan gérdiigiimde insanin
icinden geliyor boyle yazma istegi oluyo...”

Sonug ve Tartigma

Egitim fakiiltesi Sinif Egitimi Anabilim Dali 1-4. sinif 6grencilerinden elde edilen arastirma bulgulari, aragtirma alt
problemleri ¢ercevesinde nicel ve nitel bulgular seklinde sonuglandirilmigtir.

Nicel bulgulardan elde edilen sonuglara gore, sinif egitimi anabilim dali 6grencilerinin yazma kaygi diizeyleri genel
olarak diisiiktiir. Bununla birlikte; 1. siif 6grencilerinin yazma kaygillarimin 3 ve 4. siif o6grencilerinin yazma
kaygilarindan; dersler disinda bir seyler yazmakla ilgilenmeyen 6grencilerin yazma kaygilarinin ise ders disinda da yazi
yazmakla ilgilenen &grencilerin yazma kaygilarindan yiiksek oldugu sonuglarina ulasilmistir. Arastirma sonuglarina gore
cinsiyet faktorii ve giinlitk tutma durumunun yazma kaygisi tizerinde anlaml bir etkisi bulunmamaktadir.

Caligma sonuglari, benzer arasgtirmalarin bulgular: ile ortiismektedir. Kusdemir vd. (2016), 705 sinif 6gretmeni
adaymin yazma kaygilarini inceledikleri ¢alismalarinda, 6gretmen adaylarinin yazma kaygilarinin orta diizeyde oldugu;
cinsiyet faktoriiniin anlaml bir fark olusturmadig1 sonuglarina ulasmislardir. Cinsiyet ve genel kayg: diizeyinin, egitim
fakiiltesi kapsamindaki farkli ¢alisma gruplarinda da benzer sonuglar gosterdigi goriilmiistiir. Bu ¢alismalardan bir
tanesi, Karakaya ve Ulper'in (2011) sinif 8gretmenligi, ilkogretim matematik ogretmenligi ve Tirkge 6gretmenligi
boliimlerinde 6grenim géren 6grencilerle yaptiklar: caligmadadir. Caliyma sonucunda cinsiyet degiskeninin 6grencilerin
yazma kayg diizeyleri tizerinde anlamli bir farklilik olusturmadigi goériilmiistiir. Benzer sekilde Tiryakinin (2012),
universitenin farkli fakiilte ve béliimlerinde 6grenim goren 1. sinif Ogrencilerinin yazma kaygilarini inceledigi
caligmasinda da yazma kaygisinin cinsiyet ve alan bakimindan anlamli bir farklihik gostermedigi; 6grencilerin yaklasik
%16s1 diisiik kayg: diizeyinde iken %17’sinin yiiksek kayg: diizeyinde oldugu goriilmiistiir.

Dil becerilerini konu alan caligmalarin merkezinde yer alan Tiirkce 6gretmeni adaylari ile gerceklestirilen
caligmalarda da benzer sonuglar gériillmektedir. Iseri ve Unal'in (2012) Tiirkge 6gretmen adaylariyla yaptiklari ¢aligmada,
Ogretmen adaylarinin yazma kaygilarinin diisitk oldugu; cinsiyet ve sinif diizeyi agisindan anlamli bir fark icermedigi
sonuglar1 aragtirma bulgularini destekler niteliktedir. Calismada, arastirma bulgusunu destekleyen bir bagka sonug ise
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katiimcilarin yazma sikliklar: ile kaygi diizeyleri arasinda negatif yonlii bir ilisgki oldugu ve yazma siklig arttik¢a
kayginin azaldigi, yazma siklig1 azaldikga kayginin arttigi sonucudur. Demirel’in (2019) 227 6gretmen adayinin yazma
kaygilar1 ile yaratici yazma basarilar1 arasindaki iligkiyi inceledigi tarama c¢alismasinda, Tiirkce Ogretmenligi
boliimiindeki 6grencilerin yazma kaygilarinin sinif, 6zel egitim ve sosyal bilgiler 6gretmenligi boliimlerinden disiik;
erkeklerin yazma kaygilarinin kadinlardan yiiksek oldugu yoniinde bulgulara ulagilmigtir. Demir ve Cift¢inin (2019),
194 Tiirkge Ogretmeni adaymin yazma kaygi diizeylerini belirlemek ve kaygiyi besleyen gerekgeleri one ¢ikarmak
amaciyla gerceklestirdigi calismasinda yazma kaygilarinin disiik diizeyde oldugu, cinsiyet ve siif diizeyi agisindan
anlamli bir farklilik gostermedigi sonucuna ulagilmigtir. Benzer sekilde Uriin Karahan (2017) da Tiirkge dgretmeni
adaylari ile bir ¢alisma yiiriitmistiir. Caliyma sonunda, cinsiyet degiskeninin yazma kaygisinin anlamli bir yordayicisi
olmadigy; bolim 6grencilerinin yazma aligkanliginin iyi, kaygilarinin ise yiiksek oldugu sonucuna ulagilmistir. Yiiksek
kaygi diizeyinin, Tiirk¢e Ogretmenligi bolimii 6grencilerinin bizzat igerisinde bulunduklar1 alan olmasi nedeniyle,
konuya yiikledikleri anlamdan kaynakli olabilecegi diistiniilmektedir. Iliman vd. (2019), 455 saglik hizmetleri meslek
yiitksekokulu 6grencisinin yazma kaygilar ile 6z yeterliklerini cesitli degiskenler acisindan incelendigi ¢aliymada,
ogrencilerin yazma kaygilarinin orta diizeyde oldugu; cinsiyet degiskeni agisindan anlamli bir farklilik olmamakla
birlikte kiz 6grencilerinde yazma kaygisinin daha fazla gérildigii; 1. siniflarda daha yiiksek olmakla birlikte sinif
degiskeni acisindan anlamli bir farklilik gériilmedigi sonuglarina ulasmislardir.

Cinsiyet faktoriiniin yazma kaygisi tizerinde anlamli bir etki olusturmamasi durumu, Tiirk¢eyi yabanc dil olarak
Ogrenen yabanci uyruklu 6grenciler i¢in de gegerlidir. Maden vd’nin (2015) ¢alismasinda, Tiirk¢eyi yabanci dil olarak
6grenen ogrencilerin yazarken ¢ogunlukla kaygilandiklary; ancak kayginin, cinsiyet agisindan anlamli bir farklihk
gostermedigi gorillmiistiir. Ozdemir'in (2019), bl seviye 98 Tiirkge Ogretim Merkezi (TOMER) 6grencisini dahil ettigi
tarama calismasinda, yazma kaygisi cinsiyet a¢isindan anlamli bir farkliik géstermemektedir. Bununla birlikte, ana
dilinde yazmay1 seven 6grencilerin Tiirk¢e yazma kaygilarinin diisiitk oldugu sonuglar1 mevcuttur. Baris ve Sen (2019),
TOMERde 6grenim goren 130 yabanci uyruklu dgrenci ile gergeklestirdigi calisma neticesinde cinsiyet faktdriiniin
yazma kaygisi iizerinde anlamli bir etkisinin bulunmadigy; Tiirk¢e yazi yazma sikligi noktasinda “yazmiyorum” diyen
6grencilerin yazma kaygilarinin digerlerinden daha yiiksek oldugu sonuglarina ulagilmistir. Sevim ve Kara (2019),
Tiirkgeyi yabanci dil olarak 6grenen sosyal medya kullanicilarinin okuma ve yazma kaygilarini inceledigi ¢alismasinda
A2 diizeyinde 168 TOMER ogrencisiyle tarama caligmasi gerceklegtirmigti. Caligmanin sonucunda yazma kaygisi
yoniiyle; cinsiyet faktorii ve sosyal medya araglari bakimindan anlamli bir farklilik olusturmamakla birlikte 7 saat ve
lizeri sosyal medya kullananlarin yazma kaygisinin anlamli diizeyde diisiik oldugu sonuglarina ulagilmistir.

[kogretim ogrencilerini kapsayan ¢aligmalarda da arastirma sonuglarinin desteklendigi goriilmektedir. Bozgiin
(2022), ilkokul 4. sinif 6grencileri ile gerceklestirdigi ¢alismada yazma kaygisinin ilkokul 6grencilerinde orta diizeyde
oldugu; cinsiyet ve yasa gore yazma kaygisinin degismedigi yontinde benzer sonuglara ulagilmis. Temel ve Katranci
(2019), 810 kisilik ilkokul dérdiincii sinif 6grencisi ile yiiriittiikleri tarama ¢aligmasinda yazma becerisi, yazmaya yonelik
tutum ve yazma kaygisi iizerine veriler toplamiglardir. Arastirmanin bulgular: neticesinde 6grencilerin cinsiyet degiskeni
ve giinlitk tutma durumlarinin yazma kaygisi tizerinde anlaml bir etkisi olmadigy; yazmaya yonelik tutum ile kaygi
arasinda anlaml, ters yonlii ve zayif bir iliski oldugu sonuglarina ulagilmistir. Cocuk vd. (2016) yaptiklar: calismalarinda,
5, 6, 7 ve 8. smif dgrencileriyle yaptiklar: ¢aligmada, giinliik tutma ile yazma kaygilar1 arasinda anlamli bir iligki
bulunamamustir. Ozber vd. (2022) tarafindan gergeklestirilen ¢aligmada da cinsiyet degiskeni, giinliik yazma durumu
acisindan anlamli bir farklilik bulunmamigtir. Yaman (2010), 480 ilkokul 6grencisi ile gerceklestirdigi ¢aliymada yazma
kaygisinin sinif diizeyi agisindan farklilagtiginy ancak cinsiyet degiskeni agisindan anlamli farkhilik gozlenmedigi
bulgularina yer vermistir. Asilioglu ve Ozkan (2013), ortaokul 6grencilerinin yazma kaygilarini inceledigi ¢alismasinda,
yedi ve 8. sinif 6grencilerin yazma kaygilarinin diisiige yakin orta diizey olmakla birlikte kiz 6grencilerde ve 8. sinif
ogrencilerinde kayginin daha yiiksek oldugu sonuglarina ulagilmistir. Yemenici (2019), ortaokul 7. sinif 6grencilerinin
yazma kaygilarini ve nedenlerini inceledigi caligmasinda; yazma kaygisinin cinsiyete gore anlamli bir farklilik
(2015), ortaokul 6, 7 ve 8. sinif 6grencileriyle galistig1 “ortaokul 6grencilerinin yazma kaygilarinin incelenmesi: Malatya
ili 6rnegi” baslikli caligmasinda ortaokul 6grencilerinin yazma kaygilarinin orta diizeyde oldugu; cinsiyet ve sinif
diizeyine gore anlamli bir farklilik gosterdigi sonucuna ulasmistir. Kaygi diizeyi, 6grencilerin yazmaya yonelik bagar1 ve
tutumlar: tizerinde de etkili olabilmektedir. Yaman (2014), 281 ortaokul 6grencisi ile yaptig1 ¢alismada, 6grencilerin
yazma kaygisi arttik¢a Tiirk¢e dersine yonelik tutumlarinin olumsuz yonde degistigini belirtmektedir. Kaygi, yazma
basarisini da etkileyen bir unsurdur. Balta (2018), ortaokul 8. sinif 6grencilerinin tartismaya dayali metin yazma
becerileri, yazma kaygilar1 ve tistbiligsel farkindaliklar: arasindaki iliskiyi inceledigi ¢alismasinda; yazma kaygisi diigiik
ve Ustbiligsel farkindalig yitksek 6grencilerin tartismact metin yazmada daha basarili olduklar: sonucuna ulagsmustir.

Simif egitimi anabilim dalinda yazma kaygisi yiiksek olan ve ¢aligma grubuna déihil olan katilimcilar1 “yazi
yazmadan uzaklastiran etmenler”; ogretmenin olumsuz tutumu (begeni/ ovgii almanus olma, kiyas, haksizlik/ayrim
yapildigi inanci, yazilanlarm giilme unsuru yapilmast), yazma siirecine iliskin etmenler (zorunlu yazma gorevleri,
kompozisyon yazma, istedigi nitelikte icerik iiretememe, istemedigi halde yazdiklarimin okunmasi, siire siniri, , not ile
degerlendirme, iyi yazanlara doniit verilmesi, ilgi duymama) ve fiziksel etmenler ( yazimin ¢irkin olmasi, agri/ yorgunluk)
seklindedir. Katimcilart “yazi yazmaya motive eden unsurlar” ise olumlu-olumsuz yogun duygular (ayrilik, kayiplar,
saglk sorunlari, ozlem, yalmzhk, saskinhk, mutluluk, cekingenlik, giizel hisler uyandiran unsurlar), yazdiklarinin
begenilmesi (0gretmen destegi, arkadas destegi) ve diger (kendisi istedigi icin yazma, okuduklarinin etkisinde kalma, kendini
sozel olarak ifade edememe seklinde belirlenmigtir.
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Demir ve Cift¢inin (2019), Tiirk¢e 6gretmen adaylarinda kaygiy1 besleyen gerekeeleri ele aldigi ¢alismasinda;
yaziya baglama, noktalama-yazim konularinda yasanan sorun, “dil becerilerini etkili kullanabilme” baskisi, yiiksek
beklenti icerisinde yazilarinin degerlendirilmesi, ¢oktan seg¢meli test sistemi, bagkalar: tarafindan degerlendirilme
korkusu (akran ve 6gretmen tarafindan), yeterli bilgiye sahip olmadiklar1 konular hakkinda kompozisyon yazmaya
maruz birakilma, bigimsel unsurlara iligkin yiiksek beklentiler, konu se¢iminde serbest birakilmama, sinif ortaminda
kompozisyon metni yazma, kisith siirede yazi yazmak durumunda birakilma gibi unsurlarin yazma kaygisini besledigi
yoniinde goriisler, arastirma bulgularini destekler niteliktedir. Yemenici (2019) de, ortaokul 7. sinif 6grencilerinin yazma
kaygilarini ve nedenlerini inceledigi ¢alismasinda; 6grencilerin yaklagik olarak %22 sinin yazmaktan zevk almadigi, %11
inin yazma 6ncesinde basarisizlik hissine kapildig, % 26 sinin okul gorevleri disinda kendi istegi ile yaz1 yazmadig,%48
inin yazilarini sinifta okuyarak paylasma konusunda heyecan, utanma, korku gibi duygular esliginde kayg: yasadigy;, %7
si yazdiklarinin gevredekiler tarafindan begenilmedigi sonuglarina ulagmistir. B1 seviye 98 Tiirkge Ogretim Merkezi
(TOMER) 6grencisini dahil edildigi bir ¢alismada ana dilinde yazmay1 seven 6grencilerin Tiirk¢e yazma kaygilarinin
diisiik oldugu sonuglari mevcuttur (Ozdemir, 2019). Barig ve Sen’in (2019) calismasinda da Tiirkge yazi yazma sikligt
noktasinda “yazmiyorum” diyen ogrencilerin yazma kaygilarinin digerlerinden daha yiiksek oldugu sonuglarina
ulagildig1 goriilmektedir.

Yazma caligmalarinda degerlendirme, yazan kisinin kaygisini azalttigi gibi zaman zaman da artirabilmektedir.
Karateke Bayatin (2018), arastirma sonuglari, Tiirkceyi yabanci dil olarak 6grenen cl diizeyi 24 68renci ile yaptig
caligmada, yazma galismalarinda akran degerlendirmelerinin yazma kaygisini azalttigi; ancak kimi 6grencilerin, yazma
konu ve hatalarinin bagkalar1 tarafindan goriilmesi nedeniyle bu uygulamadan kaygi duydugu yoniindedir. Bu duruma
ornek olarak Karateke ve Giin (2020)’lin ¢alismasi 6rnek olarak gosterilebilir. Calismada yabanc dil 6grenme siirecinde
yazma kaygisini tetikleyen degerlendirme tekniklerinin 6nemini vurgulanarak akran degerlendirmesine odaklanilmis;
akran degerlendirmenin yazma kaygisimi azalttigi gorilmistiir. Ancak c¢aligma kapsami bakimindan dil 6grenme
slirecini igermesi yoniiyle bu sonucun olasi oldugu séylenebilir. Bir bagka ¢alismada, Kurt ve Atay’in (2007), 6gretmen ve
akran geribildirimine vurgu yaptig1 ¢aligmada akran geri bildirimi alan 6gretmen adaylarinin, 6gretmen geribildirimi
alanlara oranla daha az yazma kaygis1 yasadiklar: sonucuna ulagmiglardir. Degerlendirme konusunun bireysel farkliliklar
ve yazan kisinin beklentileri 6lgiisiinde sekillendigi diistintilmektedir. Yine bir dier ¢aligma sonucu da aragtirma
bulgulariyla ortiisecek sekilde bu hususu desteklemekte; yazma kaygis1 hususunda dil becerilerine odaklanmaktadir. Bu
konuda Aslim Yetis (2017) yaptig1 c¢alismada, dil becerilerinin yazma yeterliligi tizerinde etkili oldugu ve yazma
yeterliligi ylikseldik¢e kayginin azaldig; sinirl kelime bilgisinin kaygiy: artirdigi, zaman baskis: ve 6gretmen tutumunun
kaygiyr artirdi1 ve genel olarak yazma kaygisinin azaltilmasinda 6gretmen rollerinin ¢ok 6nemli oldugu sonucuna
ulagmiglardir.

Yazma Oncesi hazirlik, farkli teknik-yontemler kullanma, isbirlik¢i caligmalar, 6gretmen tutumlar1 yazma kaygist
tizerinde etkili olabilmektedir. Dola ve Aydin (2020), ortaokul 6. Sinif 6grencileriyle yirittigu dijital 6ykii yazarhg:
konulu sekiz haftalik bir uygulamada dijital 6ykii yazarliginin yazma kaygisi, yazma 6z yeterligi ve yazma duyarhiligina
etkisini arastirmistir. Calismanin sonunda dijital hikdye yazma siirecine dahil olan o6grencilerin yazma kaygi ve
duyarhiliklarinin anlamli sekilde yiikseldigi goriilmistiir. Bu durum, o6grencilerin yazi farkindaligi kazanmalariyla
birlikte daha giizel yazmak icin ¢aba sarf etmelerine ve boylece giizel yazma endisesinin kaygt ve duyarhilig artirdig
seklinde ifade edilmigtir. Ozber vd. (2022), ilkokul 4. sinif 6grencileri ile gerceklestirdikleri yazma ¢aligmalari sonunda
yaratict drama c¢alismalari ile yazmay: sevme, grup calismasi ve eglence gibi unsurlarin yazma stirecinden keyif alma
yoniinde bulgulara ulagilmigtir. Erbilen ve Temizkan (2021), yazma 6ncesi etkinliklerinin ortaokul 8. Sinif 6grencilerinin
yazma motivasyonu ve basarist {izerindeki etkisini inceledigi deneysel ¢aligmalarinda, yazma o6ncesi hazirlik
¢alismalarinin yazma motivasyonu tizerinde anlamli bir farkliik olusturmadig: sonucuna ulasmig; bunu da, yazma
motivasyonunun siiregle ilgili oldugu ve yazma basarisinin gelistirilmesinde kisa bir siire¢ yeterli olurken yazma
motivasyonunun gelistirilmesinde uzun bir siirece ihtiya¢ oldugu, ¢iinkii yazmaya istegin i¢sellestirilmesi gerektigi ifade
edilmistir. Eroglu (2020), dijital hikéye anlatiminin 7. Siif 6grencilerinin hikiye yazmaya yonelik tutum, kayg: ve dijital
okuryazarliklarina etkisini arastirdigi karma yontem ¢alismasinda, dijital hikaye anlatiminin uygulandig: grubun hikaye
yazmaya yo6nelik tutum, hikaye yazma kaygis1 ve dijital okuryazarlik puanlarinda anlamh farklilik goézlenmis; hikéaye
yazma kaygilarinin azaldig: goriilmiistiir. Kayginin azalmasinda, uygulama siirecine yonelik olarak; 6grencilerin dijital
hikdye olusturma siireci ve agsamalar1 ile ilgili bilgilendirilmesi, hikdye paylasgimlarinin sesli okuma yerine daha 6nce
hazirlanan videolarla gergeklestirileceginin 6grenciler tarafindan bilinmesi, deney grubu 6grencilerinin siiregle birlikte
daha nitelikli-gliclit yazilar ortaya koymalarimin paylagmada istekliligi artirmasi, siirecte geri doniitler verilmesi,
katilimcilarin hikayelerinde kendi sectikleri miizik-gorsel ve efektlere yer vermelerinin etkili olabilecegi ifade edilmistir.
Bu caligmalardan da hareketle, sinif i¢i yazma ¢alismalarinda esneklik yazma kaygisinin azaltilmasinda 6nemli bir
faktordiir, denilebilir.

flgili aragtirma bulgularinin bir kismiyla da értiigmekle birlikte, yazma kaygisi diizeyi yiiksek olan bireylerin
(Reeves, 1997, 38-39, akt. Zorbaz, 2011):

Yazma becerisini ¢ok az gerektiren ya da hig gerektirmeyen bir meslek secme; tiniversite egitiminde, her giin
yazmann gerekli oldugu dersler ve biltimlerden kagimma; simif disinda ¢ok az yazma; evde, okulda ve toplum
icinde yazma becerisi yoniinden iyi bir ornek olusturmama; sozel beceri testleri, okudugunu anlama ve
iiniversiteye giris ssnavlarinda yapilan standart yazma becerisi testlerinden diisiik puan alma; yazmaya yonelik
motivasyonlarinin, benlik kavramlar: ya da kendilerini algilama diizeylerinin diisiik olmasi; Ozgiivene ihtiyag
duyma; okulda yapilan yazma ¢alismalarindaki basari diizeylerinin  diisiik olmasy; yaptiklart yazma
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denemeleriyle ilgili 6gretmenlerinden olumsuz geribildirim alma; Kisisel duygularini, inanglarini ve tecriibelerini
yazili olarak anlatmalar: istendiginde kaygi diizeylerinin ¢ok yiiksek olmasi; kisisel duygularm katilmayacag ve
birinci kisinin bakis agisimn kullamilmayacag tartismaci/ikna edici yazilar yazarken kaygi diizeylerinin diistik
olmasi; ne yazacaklariyla ilgili diistince iiretmekte, bir bulus yapmakta ¢ok giicliik cekme; olduk¢a az sayida
kelimeden olusan kiiciik metin parcalar: tiretime; biitiinciil degerlendirme yapildiginda yazilarmn kalitesinin
diisiik oldugunun tespit edilmesi; sozdizimsel yetkinlik diizeyleri hesaplandiginda diisiik puan alma;
kullandiklar: her ctimlenin, az miktarda bilgi icermesi; yazmada mekanik unsurlar (imla, noktalama) ve
kullanimda (dil bilgisi, anlatim bozuklugu) ¢ok zorluk cekme; ciimle yapilarmmn cesitliliginin az olmasi,

gibi hususlar, yapilan arastirma sonuglarindan derlenerek ortaya konulmustur. Arastirma bulgulari, bu sonuglara katk:
saglamaktadur.

Aragtirma sonuglar1 genel olarak degerlendirildiginde, yazma kaygisi olusturan hususlarin, yazma siirecini
yiiriitmede 6nemli bir role sahip olan 6gretmenlerin tutumu ile bilhassa baglantili oldugunu; 6zellikle de ilk okuma ve
yazma siirecini de igeren ilkokul yillarinda sergilenen olumlu ve yapict tutumun yazma sevgi ve ilgisini olusturmada
hayati 6neme sahip oldugunu séylemek yerinde olacaktir. Yazma ile ilgili yasanmis olumsuz deneyimler, kayginin
onemli bir bilesenidir. Al-Shboul & Huwari (2015) tarafindan gerceklestirilen ¢alisma, bunu destekler niteliktedir.
Caligmada, Urdiinlii 6grencilerin Malezyada doktora tezi yazarken yasadiklari kaygi sorunlari arastirilmis ve gegmiste
yasanilan olumsuz yazma deneyimlerinin ¢alimanin sonuglari arasinda yer aldigi goriilmistiir. Bu durumun, sinif
Ogretmenlerinin sinif ici yazma uygulamalarindaki hassasiyetinin onemine igaret ettigi distiniilmektedir. Nitekim;
Fischer, Mayers ve Dobelbower (2017) da ¢aligmalarinda benzer hususlara deginmislerdir. Buna gore; 6z yeterlilik ile
yazma kaygisi arasinda iliski bulunmaktadir. Pedagojik uygulamalar ve egitmen rolii yazmada ozgiiven artirici etki
gostermektedir. Yazma pratigi yapma, diizenleme ve yansitma firsatlari, kilavuz takip etme, énemli seyler hakkinda yazma
gibi uygulamalarin derslerde kullanilabilecegi; 6gretmen yapici elestirilerde bulunmasi ve siire¢ igerisinde rehberlik
etmesi gerektigi belirtilmektedir. Badrasawi, Zubairi ve Idrus’in (2016) yazma kaygis1 ve yazma performansi arasindaki
iliski, yazma kaygisina katkida bulunan faktorler ve kaygiy: azaltma stratejileri ile ilgili 6gretmen ve 6grencilerin algisini
artirmaya doniik calismalar: sonucunda da goriilmektedir ki yazma kaygisi yazma performansini olumsuz etkilemekte;
ogrenci-6gretmen-ortam faktorleri bu olumsuzlugun giderilmesinde 6nemli bilesenler olmakta; dolayis: ile
Ogretmenlerin, 6grencilerin yazma konusundaki sorunlarinin farkinda olmalar: gerekmektedir.

Aragtirma sonuglarindan hareketle; yazma galismalarini yiiriiten egitmenin, 6grencilerin yazma ¢alismalarim
takdir eden, 6grenciyi destekleyen ve yazmaya tesvik eden, yapici elestirilerde ve dnerilerde bulunan bir tutum igerisinde
olmas: gerektigi soylenebilir. Ayrica; yazma kaygisi yiiksek olan simnif 6gretmeni adaylarinin yazma kaygilarinin
azaltilmasinda siirece dayali yazma uygulamalarinin 6nemli oldugu distintilmektedir. Siirece dayali yazma
¢aligmalarinda yazma Oncesi hazirlik ¢alismalarina 6nem verilmesi; yazma siiresi ile ilgili zorlayici kisitlamalardan
kaginilmasi, degerlendirmede olumlu tutum gelistirmeye 6zen gosterilmesi ve siirecte farkli etkinlik alternatifleri iceren
uygulamalara yer verilmesinin, yazma kaygisini azaltmada etkili olabilecek oOneriler olarak sunulmasi uygun
gorilmistiir.
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