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Abstract

The main purpose of this study is to investigate the test anxiety status of high school seniors in terms of different
variables. The sample group of this research is a total of 366 high school students, 169 females (46.2%) and 197
(53.8%) male students, who studied in high schools in Mersin province in the 2021-2022 academic year. The
mean age of all participants in the research is 17.28, their age range is 16-21, and the standard deviation (SD) of
the group is .49. Data for the study was collected using the Test Anxiety Inventory for Children and Adolescents
and the Personal Information Form. Descriptive statistics, Pearson correlation analysis, t-test for independent
groups and one-way analysis of variance (ANOVA) were also used in the data analysis of the results. According
to the obtained results of the research, it was concluded that the test anxiety levels of high school seniors
differed depending on these variables, such as gender, having their own rooms, making time for daily work,
eating habits, receiving help from a psychological counsellor, following a regular study schedule, sleeping
patterns and their own perception of success. On the other hand, taking private lessons was found to have no
significant effect on test anxiety among group participants.
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Introduction

When an individual is faced with uncertainty and an existential threat, this situation creates a danger to the
individual's self-esteem (Zeidner, 1998). When a person perceives himself/herself in a potentially dangerous
situation, a sense of anxiety arises (Smith & Lazarus, 1990). Anxiety arises from changes in the perception of
oneself or changes in one's position in life (Salecl, 2004). According to Barlow (2002), anxiety is the state of
uncertainty about potentially disturbing events or one's own emotional response to these events, characterized
by a sense of uncontrollability and a sense of the future. Freud (1936) defined anxiety as “the fear of a real
threat or a danger believed to be such” (p. 13). Anxiety has long been recognized as one of the basic human
emotions. Physiological indicators such as heart palpitations, sweating and trembling, which occur in relation to
anxiety, are shown by Freud as the basic components of anxiety (Spielberger, 1972). The development of
anxiety is influenced by biological and genetic predisposition, past learning and the thoughts of the person
(Cloninger, 1988). In other words, anxiety is subjective and future-oriented (Clark & Beck, 2010).

One of the periods of intense anxiety is adolescence. Since the beginning of written history, problems
related to adolescence have concerned parents, educators, social scientists and philosophers (Dingel, 2006).
Adolescence is defined as “the time of sexual maturation” (Webster's New Pocket Dictionary, 2000). It is a
process of physical maturation in which growth in middle and late childhood accelerates dramatically and
secondary sex characteristics emerge (Susman & Rogol, 2004). At the same time, adolescence is seen as a risky
period in terms of the onset and intensification of anxiety problems (Reardon et al., 2009). Adolescents with
anxiety problems generally experience problems in their family life, social life and academic life (Albano et al.,
2003). In the literature, various studies have been conducted on trait anxiety (Civit¢i, 2006; Kaya & Karaca,
2018), social anxiety (Mercan & Yavuzer, 2017; Tagay et al., 2018), career anxiety (Nalbantoglu Yilmaz &
Cetin Giindiiz, 2016; 2018) and exam anxiety (Giiler & Cakir, 2013; Kapikiran, 2020). One of the areas where
anxiety is experienced intensely is exams. According to Mulvenon (2005), exams create increased anxiety in
students and negatively affect student achievement. According to Pagaria (2020), test anxiety is a psychological
state in which individuals experience extreme distress and anxiety under test conditions and is a form of
performance anxiety. Test anxiety affects students' academic performance on exams. Anxiety is an irrational
distress that can also lead to avoidance of the feared situation. McDonald (2001) stated that an individual has
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test anxiety if he/she does not feel ready before and during the exam, does not trust his/her knowledge, thinks
that he/she will not be successful, feels anxious, distressed, nervous and uneasy. Test anxiety consists of two
subcomponents called “affective” and “delusional” (Kose et al., 2018; Liebert & Morris, 1967). The delusional
part consists of thoughts about one's performance during the exam. The affective part consists of physiological
symptoms such as nausea, flushing, sweating, nervousness, rapid heartbeat, dizziness, and dry mouth (Kése et
al., 2018). Individuals with high levels of anxiety may also experience emotions such as fear, frustration,
helplessness and shame. In addition, anxiety can cause cognitive problems such as distraction, inability to focus,
memory problems, and excessive preoccupation with anxious thoughts. In addition, test anxiety may cause
cognitive and behavioral avoidance reactions related to the test and the moment of the test.

The studies on test anxiety reveals that test anxiety occurs due to various factors. Trifoni and Shahini
(2021) found that some of the factors that cause test anxiety are inadequate preparation for exams and/or
inappropriate test preparation, fear of negative evaluation, bad experiences in previous exams, time constraints
and pressure, increases in the number of questions in exams, and the difficulty of exam content and course
material. Culler and Holahan (1980) attributed the anxiety of students with high test anxiety to their inadequate
learning, lack of study skills, and lack of familiarity with test materials. In addition, parental attitudes (Besharet,
2003), past experiences and beliefs (McDonald, 2001), excessive course loads and time management (Sansgiry
& Sail, 2006) are also effective on test anxiety. Another reason for test anxiety is students' self-doubt and
anxiety in test situations. Here, students' negative thoughts can be seen as the cause of test anxiety (Sarason,
1984). Stoeber (2004) found that students with high levels of test anxiety are more anxious and lack self-
confidence. As a matter of fact, negative thoughts in this direction cause students to focus on their past failures
and fears. This focus creates learned helplessness (Dweck, 1975). As a sign of learned helplessness, students
with high test anxiety begin to direct negative self-talk inward, often telling themselves, 'l am not smart enough'
or 'l can never do this' (Ganz & Ganz, 1988). Indeed, Bagana, Raciub, and Lupu (2011) found that high school
students with high levels of test anxiety had lower levels of self-esteem and optimism. In addition, many of the
students who experience test anxiety use phrases such as “I am unable to sleep”, “If I do not win, I am done”, I
cannot enjoy life” (Baltas, 1995). While experiencing anxiety at a moderate level affects success positively, a
high level of anxiety affects one's success negatively (Aslan, 2005). The causes of test anxiety may include low
motivation level, high expectations of others, lack of preparation, increased competition, inability to manage
emotions, fear of poor performance and low self-confidence (Pagaria, 2020). According to a study, the anxiety
levels of students preparing for the university entrance exam were higher than the anxiety levels of general
surgery patients waiting to be operated on (Baltas, 1995). In the study conducted by Isgor (2016), it was
observed that high school adolescents with high levels of test anxiety had lower levels of psychological well-
being and academic achievement. On the other hand, there is a growing body of research showing that the
presence of test anxiety supports the presence of more common anxiety disorders (Beidel & Turner, 1988).

The most common method used to measure student achievement is the exam. Exams, which are an
inevitable evaluation tool in education, can cause a problem such as anxiety for some students (Ciiceloglu,
2006). In our country, millions of people, mostly adolescents, take university entrance exams every year in order
to get a university education (Giiler & Cakir, 2013). According to the data of the Measurement, Selection and
Placement Center (OSYM), 3,008,287 people took the university entrance exam in 2022 and 838,892 of them
were placed in university quotas (OSYM, 2022). These conditions may cause most candidates to experience
difficulties in the process of preparing for the exam and may cause various problems (Giiler & Cakir, 2013). In
their study, Trifoni and Shahini (2021) found that test anxiety causes physical and psychological problems,
negatively affects motivation, attention and success, increases errors during the exam, creates problems in
remembering what was previously learned and prevents efficient studying. In this context, the importance of
investigating the test anxiety experienced by adolescents during the university preparation process becomes
evident. When we look at the existing studies on test anxiety in our country, it is understood that the
relationships between test anxiety and the following variables were examined: exam anxiety and gender,
irrational beliefs and perceived parental attitudes (Giiler & Cakir, 2013), gender, satisfaction with school and
class, number and order of siblings (Arslan & Aksekioglu, 2017), parental academic achievement pressure and
support, and academic resilience (Kapikiran, 2020), psychological resilience and decision-making skills (Acar,
2018), gender, perceived parental attitude, time allocated for studying, anxiety while taking the exam, type of
high school attended (Demirci & Biitiin Ayhan, 2016), sleep quality (Kose et al., 2018), academic achievement,
loneliness and perceived social support (Yildirim, 2000). In the current study, test anxiety was examined in
terms of variables that may be closely related to test anxiety and reflect the daily functionality of the individual,
such as gender, whether the individual has a room of his/her own, whether he/she receives tutoring support,
whether he/she makes a regular study schedule, allocating time for daily tasks, nutrition, sleep status, perception
of success, and whether he/she receives psychological counseling help. It is thought that this study will be
important for future studies to understand the exam anxiety of adolescents. In fact, Kavakci et al. (2011) found
significant relationships between test anxiety and psychiatric symptoms such as depression, social anxiety and
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trait anxiety. In Yildirim's (2004) study, test anxiety was found to be a significant predictor of depression.
Accordingly, it can be concluded that test anxiety can be a threat to an individual's mental health in addition to
test performance. In this respect, the importance of understanding the conditions associated with test anxiety
becomes evident. In the literature, no similar study was found in terms of variables related to test anxiety. It is
thought that this study will make an important contribution to the literature in understanding the situations
related to test anxiety in adolescents. It is thought that understanding the variables related to test anxiety will
shed light on the work of school counselors and other mental health professionals working with these groups at
the point of planning protective, preventive and intervention studies to be offered to students preparing for
exams.

In this study, since the majority of the examinees are adolescents and Reardon et al. (2009) state that
adolescence is a risky period in terms of the onset and intensification of anxiety problems, senior high school
students were selected as the sample. The aim of this study is to examine the exam anxiety of senior high school
students in terms of various variables.

Method

In this study, a cross-sectional research design based on the descriptive method was used. Cross-sectional
research design is a model in which people with different characteristics are examined in terms of the
characteristics determined at the same time (Fraenkel & Wallen, 2003).

Participants

The study group was formed from Mersin Private iz Science and Anatolian High School, Mahmut Arslan
Anatolian High School, and igel Anatolian High School, as these schools are considered more representative of
the population in Mersin province in terms of achievement and socioeconomic levels. The study group consisted
of a total of 366 senior high school students, 169 girls (46.2%) and 197 boys (53.8%), who voluntarily
participated in the study in the 2021-2022 academic year. According to the demographic information of the
study group, the adolescents participating in the study were between the ages of 16-21, with a mean age of
17.28, SD=.49. 9.3% of the students were only children; 50% had 1 sibling, 19.4% had 2 siblings, 12.3% had 3
siblings, and 9% had 4 or more siblings. While 83.1% of the students' parents were together as married couples,
13.4% were separated. In addition, 2.7% had a deceased mother and 0.8% had a deceased father. Regarding the
students' mother's education level, 2.7% had no education, 15.6% were primary school graduates, 15% were
middle school graduates, 31.1% were high school graduates and 35.5% were university graduates. As for the
father's education level, 0.5% had no education, 11.2% were primary school graduates, 15.3% were middle
school graduates, 29.2% were high school graduates and 43.7% were university graduates. Considering the
family income status of the students, 7.9% had an income of 2500 TL and below, 18.3% had an income of 2500-
4000 TL, 18.6% had an income of 4000-6000 TL, 24.3% had an income of 6000-10000 TL, and 30.9% had an
income of 10000 TL and above. The convenience sampling method was used to determine the research group.
This method involves selecting samples from units where easy access is possible, due to constraints such as
time, workforce, and budget (Biiyiikoztiirk et al., 2018). In convenience sampling, the sample is chosen from an
easily accessible environment (Aziz, 2014), allowing the research process to be more practical and efficient
(Yildirim & Simsek, 2021).

Data Collection Tools

Personal Information Form and Examination Anxiety Scale for Children and Adolescents (EESAS) were used
as data collection tools in the study titled Investigation of Examination Anxiety of Senior High School Students.

Personal Information Form

It was created by the researchers in order to determine the following variables: age, gender, number of siblings,
parental relationship, parental education, household income, having a room of their own, having difficulty in
starting to study, having difficulty in applying a regular study program, taking private lessons, daily study time,
daily sleep, having time for daily tasks, dietary patterns, seeing their own achievements, number of attempts per
week, average practice exam scores, and receiving help from a school psychological counselor.

Test Anxiety Scale for Children and Adolescents

Test Anxiety Scale for Children and Adolescents was developed by Tan (2020). Test Anxiety Scale for Children
and Adolescents consists of 30 items in total. The scale has 3 sub-dimensions: biological, psychological and
social. The scale is a 3-point Likert-type scale. The lowest score obtained from the Test Anxiety Scale for
Children and Adolescents is 30 and the highest score is 90. The lowest score that can be obtained from the sub-
dimensions is 10 and the highest score is 30. According to the results of the Exploratory Factor Analysis
conducted for the construct validity of the scale, the total variance explained by the sub-dimensions of the scale
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was found to be 42.99%. The eigenvalues were 8, 63 for the 10-item biological sub-dimension, 2, 44 for the 10-
item psychological sub-dimension, and 1, 82 for the 10-item social sub-dimension. “Westside Test Anxiety
Scale” and ‘Revised Test Anxiety Scale’ were used for the criterion validity of the Test Anxiety Scale for
Children and Adolescents and a significant relationship was found between the scales. The Cronbach Alpha
internal consistency coefficient value of the scale is .90. The Cronbach's Alpha internal consistency coefficient
value calculated on the data of this study was found to be .93 for the whole scale.

Procedure

For this study, data were collected after obtaining the necessary permissions from Mersin Provincial Directorate
of National Education. The measurement tool and personal information form were applied by the researchers to
volunteer senior high school students. The response time of the volunteers participating in the study was
approximately 10-15 minutes.

Data Analysis

Descriptive statistics, Pearson Correlation Analysis, One-Way ANOVA and t-test for independent groups were
used in data analysis. Tukey test, one of the post hoc tests, was used to determine the difference between the
groups. Before the data analysis of the study, the normality of the data was checked for the assumptions of One-
Way ANOVA and t-test for independent groups. For normality assumptions, the kurtosis and skewness values
of the variables were examined first. Then, Levene's statistic was checked for homogeneity of variances. IBM
SPSS 23 program was used in the analysis of the data. The significance level was set at .05.

Ethics Approval

Adiyaman University Social and Humanities Ethics Committee granted the ethics committee approval of this
study with the decision dated 12.01.2022 and humbered 189.

Findings
Demographic characteristics and descriptive statistics of the study group are presented in Table 1.

Table 1. Characteristics of the study group

Variables f %
Do you have your own room? Yes 311 85
No 55 15
Difficulty Getting Started Studying | don't have any difficulty 19 5,2
Sometimes | have difficulty 165 45,1
| find it difficult most of the time 110 30,1
I'm always struggling 72 19,7
Difficulty Implementing a Regular I don't have any difficulty 24 6,6
Work Schedule
Sometimes | have difficulty 144 39,3
| find it difficult most of the time 118 32,2
I'm always struggling 80 21,9
The Situation of Taking Private Yes 152 41,5
Lessons No 214 58,5
Daily Study Duration Less than 1 hour 51 13,9
1-2 hours 59 16,1
2-3 hours 97 26,5
3-4 hours 77 21
4-5 hours 52 14,2
Over 5 hours 30 8,2
Daily Sleep Duration Less than 2 hour 6 1,6
2-4 hours 21 57
4-6 hours 122 33,3
6-8 hours 192 52,5
8 hours or more 25 6,8
Daily Sleep Status Difficulty falling asleep 50 13,7
Intermittent 38 10,4
Difficulty waking up 91 24,9

Regular 187 51,1
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Allocating Time for Daily Tasks Yes 241 65,8
No 125 34,2
Nutrition Regular 172 47
Irregular 194 53
How you see your own success Low 79 21,6
Middle 248 67,8
High 39 10,7
Number of Weekly Practice Tests 0 34 9,3
1 163 445
2 133 36,3
3 30 8,2
4 1 0,3
5 1 0,3
6 4 1,1
7 and over 0 0
Average Scores from the Mock Test | am not entering 31 8,5
0-100 3 0,8
100-200 23 6,3
200-300 184 50,3
300-400 105 28,7
400-500 20 55
Seeking Help from the School Yes 78 21,3
Psychological Counselor
No 288 78,7

An examination of Table 1 reveals that 85% of the students participating in the research had their own
room, while 15% do not. 5.2% of the students had no difficulty in starting to study, 45.1% sometimes had
difficulty, 30.1% had difficulty most of the time, and 19.7% always had difficulty. 6.6% of the students had no
difficulty in applying a regular study program, 39.3% sometimes had difficulty, 32.2% most of the time and
21.9% always had difficulty. 41.5% of the students took private lessons, while 58.5% did not. Considering the
daily study time of the students, 13.9% of them study for less than 1 hour, 16.1% for 1-2 hours, 26.5% for 2-3
hours, 21% for 3-4 hours, 14.2% for 4-5 hours, and 8.2% for more than 5 hours. In addition, 1.6% of the
students slept less than 2 hours, 5.7% 2-4 hours, 33.3% 4-6 hours, 52.5% 6-8 hours, and 6.8% 8 hours or more.
While 13.7% of the students had difficulty falling asleep, 10.4% had interrupted sleep, 24.9% had difficulty
waking up, and 51.1% had normal sleep. While 65.8% of the students could spare time for daily tasks, 34.2%
couldn’t spare time for daily tasks. 47% of the students had regular eating habits and 53% had irregular eating
habits. 21.6% of the students saw their own achievement at a low level, 67.8% at a medium level, and 10.7% at
a high level. 9.3% of the students took O practice/mock exams weekly, 44.5% took 1 practice exam weekly,
36.3% took 2 practice exams weekly, 8.2% took 3 practice exams weekly, 0.3% took 4 practice exams weekly,
0.3% took 5 practice exams weekly, and 1.1% took 6 practice exams weekly. While 8.5% of the students did not
take the mock exam, 0.8% scored between 0-100 points, 6.3% between 100-200 points, 50.3% between 200-300
points, 28.7% between 300-400 points, and 5.5% between 400-500 points. 21.3% of the students sought help
from a psychological counselor, while 78.7% did not.

The correlation results between the sub-dimensions of test anxiety and total scores are presented in
Table 2.

Table 2. Pearson correlation analysis values related to test anxiety scores.

Variables SD Kurtosis Skewness 1. 2. 3. 4,
1. Biological 14.57 431 75 1.05

2. Psychological 19.48 4,91 -.63 -.01 T3 -

3. Social 19.42 5.0 -.84 .05 B4**  7T7F* -

4. Test Anxiety Total 53.47 12.80 -.45 .30 87*%  93%*  90** -

N=366 **p<.01

When Table 2 is examined, there is a significant positive relationship between the biological sub-
dimension of test anxiety and the psychological sub-dimension (r=.73, p<.01), social sub-dimension (r=.64,
p<.01), and total test anxiety score (r=.87, p<.01). There is a significant positive relationship between the
psychological sub-dimension of test anxiety and the social sub-dimension (r=.77, p<.01) and the total score of
test anxiety (r=.93, p<.01). There is a significant positive relationship between the social sub-dimension of test
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anxiety and the total score of test anxiety (r=.90, p<.01). The kurtosis and skewness values obtained from the
data of the study are between -1.5 and +1.5, indicating normal distribution (Tabachnick & Fidell, 2013).

The results of the t-test conducted to determine whether the test anxiety scores differed between the
groups according to gender, having a room of one's own, taking private lessons, allocating time for daily tasks,
dietary habits and receiving psychological help are presented in Table 3.

Table 3. Independent samples t-test results of test anxiety scale scores according to various variables

Variables Groups N X SD t df p
Female 169 57,19 12,89
Gender Male 197 5027 11.85 5,31 344,674 .001
Yes 311 52,64 12,17
Your Own Room No 55 5814 1518 -2,54 66,826 .013
. Yes 152 53,48 11,95
Private Lesson No 214 53 46 13.40 0,13 345,631 .989
Making Time for Daily Yes 241 51,16 11,76 i
Tasks No 125 57,92 13,57 4,72 222,100 001
. Regular 172 51,43 11,98
Nutrition Irregular 194 5527 13.25 -2,91 363,848 .004
Seeking Help from the Yes 78 56,88 12,31
School Psychological No 288 52,54 12,79 2,73 125,747 .007
Counselor

The results of Levene's test to test the assumption of homogeneity of variances (p>.05) show that
homogeneity of variances is ensured. As can be understood from Table 3, there is a significant difference
between the groups according to gender in terms of test anxiety scores of senior high school students (tfs4.671 =
5.31; p<.001). The level of test anxiety for female students (X = 57.19, SD = 12.89) is higher than that of male
students (X = 50.27, SD = 11.85). There is a significant difference in test anxiety levels among high school
seniors based on whether they have their own room (tes.s26) = -2.54; p< .05). Students without their own room (
X =58.14, SD = 15.18) experienced more test anxiety than those with their own room (X = 52.64, SD = 12.17).
There is no significant difference in test anxiety levels among high school seniors based on whether they took
private lessons (tpss63 = .13; p> .05). However, there is a significant difference in test anxiety levels based on
students' ability to allocate time for daily tasks (tj21) = -4.72; p< .001). High school seniors who couldn’t
allocate time for daily tasks had higher anxiety levels (X = 57.92, SD = 13.57) compared to those who can (X =
51.16, SD = 11.76). There is a significant difference in test anxiety levels among high school seniors based on
their eating habits (tjsss.s4 = -2.91; p<.01). Students with irregular eating habits had higher test anxiety levels (X
= 55.27, SD = 13.25) than those with regular eating habits (X = 51.43, SD = 11.98). Lastly, high school seniors
showed a significant difference in test anxiety levels based on whether they sought help from a psychological
counselor (tpos.7an = 2.73; p<.01). The students who sought help from a psychological counselor had higher
anxiety levels (X = 56.88, SD = 12.31) compared to those who did not (X = 52.54, SD = 12.79).

The results of the One-Way Analysis of Variance, conducted to assess differences in test anxiety levels
based on the implementation of a regular study program, are presented in Table 4.

Table 4. One-way analysis of variance analysis results in terms of test anxiety levels according to the application
of regular study programme

Regular Source

Program N X SD of Sum of df Mean F p Significance
. . Squares Square

Application Variance

No Between

Difficulty 24 45375 13,292 Grouns 2959,145 3 986,382

(1) P

Sometimes |

Have 144 51944 11,679 Within 56874,024 362 157,111

Difficulties Groups

)

Most of the

Time | Have 118 54,762 11,852 Total 59833,169 365 6,278 0,001 3-1; 4-1, 4-

Difficulties 2

(©)

I'm Always
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Struggling 80 56,737 14,612
(4)

Total 366 53,469 12,803

The examination of Table 4 indicates that there is a significant difference among high school seniors'
test anxiety levels based on their ability to implement a regular study schedule (Fs-362) = 6.278; p< .001). The
Levene test for homogeneity of variances (Levene statistic = 2.32, p=.07) indicates that the assumption of
homogeneity of variances is met. According to the Tukey HSD test, which was used to identify the source of the

differences between the groups, students who always struggled to follow a regular study schedule ( X =56.737,
SD = 14.612) experienced higher levels of test anxiety than those who did not struggle at all ( X = 45.375, SD =

13.292) and those who sometimes struggled ( X = 51.944, SD = 11.679). However, no significant difference
was found between students who mostly struggled and those who always struggled. Additionally, students who

mostly struggled to follow a study schedule ( X = 54.76, SD = 11.85) had higher test anxiety levels than those

who always struggled ( X = 56.74, SD = 14.61). No significant differences in test anxiety levels were found
between students who did not struggle at all and those who sometimes struggled, nor between those who
sometimes struggled and those who mostly struggled.

The results of the One-Way Analysis of Variance conducted to determine whether there is a difference
between the groups in terms of test anxiety levels based on daily sleep duration are presented in Table 5.

Table 5. One-way analysis of variance results of test anxiety scale according to daily sleep status

Daily Sleep — Sourceof Sum  of Mean -
Status N X Sb Variance  Squares df Square F P Significance
Difficulty

Fallingasleep 50 57,82 15232 ge“"’ee” 5208762 3 1766,254

) roups

Interrupted 38 55605 13716 \Vithin 54534407 362 150,648

(2 Groups

Difficulty 11,724 0,001 1-4; 2-4; 3-
Waking Up 91 5773 11,841 Total 50833169 365 4

(3)

zgg“'ar 187 49,796 11,26

Total 366 53460 12,803

As illustrated in Table 5, there a significant difference among high school seniors' test anxiety levels
based on their daily sleep patterns (F.ss2) = 11.724; p<.001). The Levene test for homogeneity of variances
(Levene statistic = 2.31, p= .08) indicates that the assumption of homogeneity of variances is satisfied.
According to the Tukey HSD test, which was used to identify the source of the differences between the groups,

students reporting difficulty falling asleep (Y = 57.82, SD = 15.232), those reporting interrupted sleep ( X =
55.605, SD = 13.716), and those reporting difficulty waking up ( X =57.736, SD = 11.841) had higher anxiety

levels compared to students who reported normal sleep patterns ( X = 49.796, SD = 11.26). No significant
differences in test anxiety levels were found among the other groups.

Table 6 shows the results of the One-Way Analysis of Variance assessing differences in test anxiety
levels among groups based on students' perceived achievement.

Table 6. One-way analysis of variance results of test anxiety scale according to self-perception of achievement

How Do N X SD Source Sum of df  Mean F p Significance
You of Squares Square
View Variance
Your
Success
Low
1) 79 59,493 14,404 Between 5749,814 2 2874,907
Groups
Middle
(2) 248 52,883 11,694 Within 54083,356 363 148,990 19,296 0,001 1-2, 1-3; 2-

Groups 3
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High
(3) 39 45 10,412 Total 59833,169 365
Total 366 53,469 12,803

When Table 6 is examined, it can be observed that there is a significant difference in the exam anxiety
levels of high school seniors based on their perception of their own success among the groups (F(2-363=19.30;
p<.001). The Levene test which was conducted to test the assumption of homogeneity of variances (Levene
statistic= 3.24, p=.06) indicated that the homogeneity of variances was met. According to the Tukey HSD test

used to identify the source of the difference among the groups, students who perceived their success as low ( X
=59.493, SD=14.404) had higher levels of exam anxiety than those who perceived their success as moderate (

X =52.883, SD=11.69), and those who perceived their success as high (Y =45, SD=10.412). Additionally, the
exam anxiety levels of students who perceived their success as moderate ( X =52.883, SD=11.694) were higher
than those who perceived their success as high ( X =45, SD=10.412).

Discussion, Conclusion and Recommendations

This study aimed to examine test anxiety among adolescents in their final year of high school. Analysis of
participants' test anxiety scores across various variables revealed significant differences based on gender, having
a private room, time allocated for daily chores, nutrition, receiving psychological counseling, ability to follow a
regular study schedule, daily sleep habits, and self-perceived academic success. However, no significant
difference was found in relation to the variable of receiving private lessons.

According to the results of the research, female high school seniors have higher levels of test anxiety
compared to their male counterparts. This finding is supported by a study conducted by Softa et al. (2015),
which examined the test anxiety of high school seniors and identified that girls are more anxious than boys.
Additionally, various studies in the literature also support these findings (Acar, 2018; Arslan and Aksekioglu,
2017; Cassady and Johnson, 2002; Demirci and Biitiin Ayhan, 2016; Dursun, 2022; Giiler and Cakir, 2013;
Karakog, 2023; Kisa, 1996, Nufiez-Pefa et al., 2016; Yildiz, 2007; Yildiz, 2019; Zeidner and Safir, 1989).
Trifoni and Shahini (2021) also found higher levels of test anxiety among girls. Despite preparing more for
exams, female students reported feeling more anxious and worried. Pagaria (2020) also found that female
students had higher test anxiety scores. This situation has been attributed to the pressure placed on girls by
educators to perform better academically compared to boys, as well as to gender-related roles. It is suggested
that boys might underreport their anxiety levels to avoid undermining their masculinity or appearing weak.
Hanimoglu (2010) emphasized the importance of women’s professions and economic independence in gaining
or shaping their social identity, stating that achieving desired results in university entrance exams is crucial for
women to secure employment. The belief that women will not be able to achieve full economic and social
independence if they do not succeed in university admissions is also thought to influence their test anxiety levels
(Erzen, 2013). However, some national studies have yielded different findings. In Bastiirk’s (2007) research,
male students had higher test anxiety scores than female students. This difference was attributed to traditional
family structures and societal expectations of males to secure good jobs and build a successful future. In
Erdzkan’s (2004) study, male students had higher scores on the scale measuring irrational worry, which was
linked to high societal expectations and fears of failure. Bozkurt (2012), on the other hand, found no significant
gender differences in test anxiety levels.

According to the research findings, students without their own rooms experience higher levels of test
anxiety compared to those who have their own rooms. A review of the national literature reveals studies that
support this finding. Specifically, students with their own rooms have been found to have lower levels of test
anxiety compared to those without (Acar, 2018; Aydn and Keskin, 2017; Dursun, 2022; Korhan et al., 2021).
However, there are also studies in the national literature that report contrary findings, indicating no significant
relationship between test anxiety and the presence of a personal room (Arslan and Aksekioglu, 2017; Kurtaran
et al., 2021). Tekbas (2009) concluded in their study that whether they have a room of their own does not affect
the anxiety levels of high school students, which does not align with the findings of the current study.
Nonetheless, the same research found that elementary school students without their own rooms had higher levels
of test anxiety. This was attributed to the inability of these students to feel comfortable and establish a regular
study environment. Based on the results of the current study, it is possible that students without their own rooms
experience increased anxiety because they are forced to study in crowded family settings or under constrained
living conditions. This may lead them to believe that they are unable to prepare adequately for exams, resulting
in fears of failure.

The findings of the study indicate that there is no significant difference in the levels of test anxiety
among high school seniors based on whether they receive private tutoring. Additionally, some studies in the
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literature support these findings (Arslan and Aksekioglu, 2017; Baspinar Erten, 2020; Eksi, 1998; Erzen and
Odaci, 2014; Kutlu, 2001; Tekbas, 2009). It is suggested that the increasing accessibility of private tutoring and
the opportunities available to students may result in no significant difference in test anxiety levels. Moreover,
while receiving private tutoring is an external factor in the exam preparation process, it may not impact internal
emotional states, such as anxiety. However, there are also studies in the literature that have found significant
differences in test anxiety related to the students' private tutoring situations (Ekici, 2005; Yolcu, 2015). In their
study, Kurtaran et al. (2021) observed that high school students with high levels of test anxiety were more likely
to receive private tutoring. They concluded that high expectations for exam performance could contribute to the
students' anxiety levels.

Another finding from this study indicates that students who report irregular eating habits have higher
levels of test anxiety compared to those who eat regularly. Negative emotions such as anxiety, depression,
stress, and anger can affect eating habits (Macht, 2008). It is thought that the physical consequences of increased
anxiety levels negatively impact the stomach and digestive systems, leading to disruptions in eating patterns.
Macht et al. (2005) stated in their study that students preparing for exams experience more stress as the exam
date approaches, which leads to a tendency to eat more. Supporting this finding, Gokcen and Seylam Kusumler
(2021) found a positive relationship between test anxiety and emotional eating. In a study conducted by
Bayindir Giimiis et al. (2018), the researchers did not establish a significant relationship between anxiety levels
and eating habits among students preparing for university entrance examinations. However, the findings
revealed an inverse correlation between meal frequency and state anxiety scores; specifically, as meal frequency
increased, state anxiety scores decreased. Based on these results, it is advisable for students to maintain regular
meal patterns and prioritize the consumption of nutritious foods to mitigate anxiety.

According to the findings of this study, high school seniors who seek help from psychological
counselors exhibit higher levels of test anxiety compared to those who do not. This situation may be related to
the higher motivation of students with elevated anxiety levels to seek help from psychological counselors.
Additionally, it could be associated with the observation or identification of students with high test anxiety by
counselors and teachers in the school environment, leading to increased referrals to school psychological
counseling and guidance services. This can be likened to a patient-doctor relationship. Research has shown that
individual psychological counseling processes for students with test anxiety (Akkaya and Demirtag Zorbaz,
2023; Isikay, 2019) and group counseling processes (Kaya and Bedir, 2019) have resulted in reduced test
anxiety levels among students. Considering these results, it would be effective for psychological counselors to
have more frequent interactions with students and to work more actively to help alleviate their test anxiety
(Cakici, 2021).

According to the findings of this study, high school seniors who cannot allocate time for their daily
tasks experience higher levels of test anxiety compared to those who can manage their daily activities. Students
with low test anxiety are expected to plan their time better, be more organized, and complete their daily tasks
more comfortably than those with higher anxiety levels. It is possible that students with high anxiety are so
preoccupied with trying to eliminate their anxiety and with their anxious thoughts—i.e., their internal
processes—that they struggle to find time for daily tasks. Regarding the ability to implement a regular study
program, the study found that students who often struggle to follow a regular study schedule experience higher
levels of test anxiety than those who do not struggle at all. Furthermore, students who always struggle with a
regular study program also report higher levels of test anxiety compared to both those who do not struggle and
those who sometimes struggle. Numan and Hasan (2017), in their study with undergraduate students in Pakistan,
found that students who follow a regular study program have lower test anxiety scores. This result aligns with
our study’s findings. Tsegay et al. (2019) also found a significant relationship between the levels of test anxiety
among medical students and the implementation of a regular study plan, noting that as students adhered more to
a study plan, their anxiety levels decreased. This result is consistent with our findings as well. It may be that
students experiencing high levels of anxiety struggle to implement a regular study program because they cannot
effectively manage their anxiety-related emotions.

According to the findings, high school seniors who report difficulties falling asleep, experiencing
interrupted sleep, and struggling to wake up have higher levels of test anxiety compared to those who report
normal sleep patterns. It is believed that students with high levels of anxiety may experience physiological
hyperarousal, possess a worried cognitive structure, and struggle to cope with anxiety symptoms, leading to
difficulties in falling asleep. Several studies in the literature support the findings of this study. For instance,
Kose et al. (2018) concluded that as test anxiety scores increase, sleep quality decreases. In a study by Moalla et
al. (2016) focusing on medical students, it was noted that students experienced anxiety during exam periods,
which negatively affected their sleep quality. Additionally, Lazaratou et al. (2013) found a negative relationship
between sleep duration and anxiety scores in their study conducted in Greece. These findings underscore the
interconnectedness of sleep quality and test anxiety among students.
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According to the perceptions of the senior high school students about their own achievement, it is seen
that those who perceive their own achievement as low have higher levels of test anxiety than those who perceive
their own achievement as medium and high. Additionally, students who perceive their success as medium also
have higher anxiety levels than those who perceive it as high. Students with low exam anxiety are believed to be
more relaxed during exams, leading to better results, which in turn increases their self-efficacy and optimism.
This situation contributes to their perception of themselves as more successful. On the other hand, students with
high exam anxiety may lack confidence in their potential, resulting in a lower perception of their success. A
study by Stoeber (2004) found that students with high levels of exam anxiety experience more anxiety and lack
self-confidence. Khalaila (2015) indicated that academically self-sufficient students possess better intrinsic
motivation, leading them to feel less anxious during exams and consequently be more successful. Steinmayr et
al. (2016) also stated that high levels of anxiety are associated with lower success scores. These findings
contribute to a better understanding of the relationship between exam anxiety and self-perception.

As a result of the study, it was concluded that gender, having a room of their own, allocating time for
daily chores, dietary patterns, receiving help from a psychological counselor, applying a regular study program,
sleep status and perception of their own success affected the test anxiety levels of senior high school students,
while taking private lessons did not affect test anxiety.

Based on the findings from this research, the following recommendations can be made for researchers
and practitioners in the field:

1. Special study areas can be provided for students preparing for the exam.
2. Diet and regular nutrition programs can be made for students preparing for the exam.

3. Students preparing for the exam can be provided with information on how to use time effectively and
guidance on preparing a timetable.

4. Students can be informed about the importance and regularity of sleep and quality sleep, and sleep
hygiene training can be provided.

5. Rewards and reinforcers can be used to improve the perception of success of students preparing for
the exam.

6. In schools, students with intense test anxiety can be identified and individual counseling or group
counseling services based on Cognitive and Behavioral Therapy can be provided for these students.

7. Student, family and school cooperation can be provided about students' test anxiety.
8. The results obtained from this study can be used by school counselors in school guidance services.

9. Since the study is limited to Mersin province, it can be conducted with a larger sample in different
provinces.
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Bu calismanin amaci, lise son sinif dgrencilerinin simav kaygilarini ¢esitli degiskenler agisindan incelemektir.
Arastirmanin ¢alisma grubunu, 2021-2022 egitim-6gretim yilinda Mersin ilindeki liselerde 6grenim géren 169’u
kiz (%46.2) ve 197°si erkek (%53.8) olmak {izere toplam 366 lise son sinif &grencisi olusturmaktadir.
Arastirmaya katilan 6grenciler 16-21 yaglart arasindadir ve yas ortalamalar1 17.28, Ss= .49’dur. Arastirmanin
verileri, Cocuk ve Ergenler icin Sinav Kaygis1 Olgegi ve Kisisel Bilgi Formu ile toplanmistir. Arastirmanin
verilerinin analizinde betimsel istatistikler, Pearson Korelasyon Analizi, Bagimsiz Gruplar i¢in T-testi ve Tek
Yonlii Varyans Analizi (ANOVA) kullanilmistir. Arastirmada elde edilen bulgulara goére lise son sinif
Ogrencilerinin cinsiyet, kendine ait odalarinin olmasi, giinliik islere vakit ayirma durumlari, beslenme diizenleri,
psikolojik danismandan yardim alma durumlari, diizenli ¢alisma programi uygulamalari, uyku durumlari ve
kendi basarilarini algilama durumlarina gore gruplar arasinda simav kaygist diizeylerinin farklilastigi sonucuna
ulastlirken 6zel ders almaya gore gruplar arasinda sinav kaygisi diizeylerinin farklilasmadigi sonucuna
ulagilmgtir.

Anahtar Kelimeler: Smav kaygisi, Ergenler, Lise Ogrencileri

Giris

Birey, belirsizlikle ve varolugsal bir tehditle kars1 kasiya kaldiginda bu durum bireyin benlik saygisi i¢in bir
tehlike olusturur (Zeidner, 1998). Kisi, kendisini tehlikeli olabilecek bir durumda algiladiginda ise kaygi
duygusu ortaya ¢ikar (Smith ve Lazarus, 1990). Kaygi, kisinin kendisine yonelik algisinin degismesinden veya
yasamdaki konumunda meydana gelen degisikliklerden kaynaklanmaktadir (Salecl, 2004). Barlow’a (2002)
gore kaygt; gelecege yonelik bir duygu olarak ve kontrol edilemezlik algisi ile nitelendirilen, potansiyel olarak
rahatsiz edici olaylar iizerindeki belirsizlik durumu ya da bu olaylara kars1 kisinin kendi duygusal tepkisidir.
Freud (1936) ise kaygiyr “Gergek bir tehdit veya boyle olduguna inanilan bir tehlike korkusu” olarak
tanimlamigtir (s. 13). Kaygi, uzun zamandan beri temel insani duygulardan biri olarak kabul edilmektedir.
Kaygiyla ilgili olarak ortaya ¢ikan; kalp ¢arpintisi, terleme, titreme gibi fizyolojik gostergeler Freud tarafindan
kaygmin temel bilesenleri olarak gosterilir (Spielberger, 1972). Kayginin gelisimi; biyolojik ve genetik
yatkinliktan, gegmis 6grenmelerden ve kisinin diisiincelerinden etkilenir (Cloninger, 1988). Yani kaygi, 6zneldir
ve gelecege yoneliktir (Clark ve Beck, 2010).

Kayginin yogun yasandigi donemlerden biri ise ergenlik donemidir. Yazili tarihin baslangicindan
itibaren ergenlikle ile ilgili sorunlar anne-babalari, egitimcileri, sosyal bilimcileri ve felsefecileri ilgilendirmistir
(Dingel, 2006). Ergenlik, “cinsel olgunlasma zamani” olarak tanimlanmaktadir (Webster’s New Pocket
Dictionary, 2000). Orta ve ge¢ ¢ocukluktaki biiyiimenin etkileyici bir sekilde hizlanmasi ve ikincil cinsiyet
ozelliklerinin ortaya ¢iktig1 fiziksel olgunlagma siirecidir (Susman ve Rogol, 2004). Ayn1 zamanda ergenlik
donemi, kaygi sorunlarinin baslamasi ve yogunlagsmasi agisindan riskli bir dénem olarak goriilmektedir
(Reardon ve dig., 2009). Kayg1 sorunu yasayan ergenler genellikle aile hayatlarinda, sosyal hayatlarinda ve
akademik hayatlarinda sorunlar yagamaktadirlar (Albano ve dig., 2003). Alanyazinda ergenlerin yasadigt;
siirekli kayg1 (Civitci, 2006; Kaya ve Karaca, 2018), sosyal kaygi (Mercan ve Yavuzer, 2017; Tagay ve dig.,
2018), kariyer kaygis1 (Nalbantoglu Yilmaz ve Cetin Giindiiz, 2016; 2018) ve sinav kaygisi (Giiler ve Cakir,
2013; Kapikiran, 2020) {izerine ¢esitli aragtirmalar yapilmigtir. Kayginin yogun olarak yasandigi alanlardan biri
ise smavlardir. Mulvenon’e (2005) gore; smavlar, 6grenciler iizerinde artan bir kaygi yaratmakta ve 6grenci
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basarisin1 olumsuz etkilemektedir. Pagaria’ya gore (2020) sinav kaygisi, bireylerin sinav kosullarinda asiri
stkinti ve kaygi yasadiklar1 psikolojik bir durumdur ve performans kaygisinin bir seklidir. Smav korkusu,
ogrencilerin sinavdaki akademik performansini etkiler. Kaygi, korkulan durumdan kagimmaya da yol acabilen
irrasyonel bir sikintidir. McDonald (2001) bireyin sinav Oncesinde ve smav esnasinda kendini hazir
hissetmiyorsa, bilgisine glivenmiyorsa, basarili olamayacagin diisiiniiyorsa, kendisini endiseli, sikintili, gergin
ve huzursuz hissediyorsa bu kisinin sinav kaygisina sahip oldugunu ifade etmistir. Smav kaygisi, “duyussallik”
ve “kuruntu” adryla iki alt bilesenden olusur (Kose ve dig., 2018; Liebert ve Morris, 1967). Kuruntu kismu,
kisinin sinav anindaki performansina dair diisiincelerinden olusur. Duyussal kisim ise mide bulantisi, kizarma,
terleme, gerginlik, hizli kalp atis1, bag donmesi, agiz kurulugu gibi fizyolojik belirtilerden olusmaktadir (Kose
ve dig., 2018). Kaygi diizeyi yiiksek bireyler ayrica korku, hayal kirikligi, caresizlik ve utang gibi duygular
yasayabilirler. Ayrica kaygi; biligsel agidan ise dikkat daginikligi, odaklanamama, bellek sorunlari, endise dolu
diisiincelerle asir1 mesguliyet gibi sorunlara neden olabilir. Bununla beraber sinav kaygisi, sinava ve sinav anina
iligkin biligsel ve davranigsal kaginma tepkilerine de neden olabilir.

Sinav kaygistyla ilgili yapilan ¢aligmalara bakildiginda, sinav kaygisinin gesitli faktorlere bagli olarak
ortaya ¢iktig1 goriilmektedir. Trifoni ve Shahini (2021) smav kaygisina neden olan faktdrlerden bazilarinin
smavlara yeterince hazirlanamama ve/veya uygun olmayan sinav hazirligi, olumsuz degerlendirilme korkusu,
onceki sinavlarda yasanan kotii deneyimler, zaman kisitlamasi ve baskisi, sinavlarda soru sayilarinin arttirilmast
ile smavlarm ve derslerin igeriginin zorlugu oldugunu belirlemislerdir. Culler ve Holahan (1980) yaptiklari
calismada; sinav kaygisi yiiksek olan dgrencilerin bu kaygisina sebep olarak yetersiz 6grenme yasamalarini,
calisma becerilerinden eksik olmalarini ve sinav materyallerine alisik olmamalarin1 bulmustur. Ayrica; anne-
baba tutumlar1 (Besharet, 2003), kisinin ge¢mis deneyimleri ve inanglart (McDonald, 2001), ders yiiklerinin
fazlalig1 ve zaman yonetimleri (Sansgiry ve Sail, 2006) de sinav kaygisi lizerinde etkilidir. Siav kaygisinin bir
diger sebebi olarak 6grencilerin sinav durumlarinda kendilerinden siiphe ve endise duymalari goriilmektedir.
Burada smav kaygisina sebep olarak dgrencilerin olumsuz diisiinceleri goriilebilir (Sarason, 1984). Stoeber
(2004) calismasinda, sinav kaygisi yiiksek diizeyde olan 6grencilerin daha fazla endiseli olduklarini ve 6z gliven
eksikligi yasadiklarini belirlemistir. Nitekim bu yondeki olumsuz diisiinceler 6grencilerin gegmisteki
basarisizliklarina ve korkularina odaklanmalarina sebep olur. Bu odaklanma, 6grenilmis caresizligi yaratir
(Dweck, 1975). Ogrenilmis caresizligi gosteren bir durum olarak, sinav kaygisi yiiksek olan &grenciler
kendilerine yonelik i¢sel tepkiler vermeye baslarlar. Kendilerine ¢ogu zaman “Yeterince zeki degilim” ve “Asla
bunu yapamam” ciimlelerini kurarlar (Ganz ve Ganz, 1988). Nitekim; Bagana, Raciub ve Lupu (2011) sinav
kaygis1 yiiksek diizeyde olan liseli dgrencilerin benlik saygisi ve iyimserlik diizeylerinin daha diisiik diizeyde
oldugunu belirlemislerdir. Ayrica sinav kaygist yasayan 6grencilerin birgogu, “Uyku uyuyamaz durumdayim”,
“Kazanamazsam biterim”, “Hayattan keyif alamiyorum” gibi ciimleleri de fazlaca kullanmaktadirlar (Baltas,
1995). Kaygmin orta seviyede yasanmasi basartyl olumlu yonde etkilerken yiliksek diizeyde olmasi kisinin
basarisint olumsuz yonde etkilemektedir (Aslan, 2005). Simav kaygisinin nedenleri arasinda diisiik motivasyon
diizeyi, ¢evredekilerin yiiksek beklentileri, hazirlik eksikligi, artan rekabet durumu, duygular1 yonetememek,
diisiik performanstan korkmak ve diisiik 6zgiiven olabilir (Pagaria, 2020). Yapilan bir arastirmaya gore,
iiniversite giris simavina hazirlanan 6grencilerin kaygi diizeyleri ameliyat edilmeyi bekleyen genel cerrahi
hastalarinin kaygi diizeylerinden yiiksek ¢ikmustir (Baltas, 1995). isgér (2016) tarafindan yapilan calismada,
yiiksek diizeyde sinav kaygisi olan liseli ergenlerin psikolojik iyi olus diizeylerinin ve akademik basarilarinin
daha diisiik oldugu goriilmiistiir. Ote yandan smnav kaygisinin varhigmin daha yaygin kaygi bozukluklarinin
varligint destekledigini gosteren aragtirmalar giinden giine artmaktadir (Beidel ve Turner, 1988).

Ogrenci basarisint dlgmek igin kullanilan en yaygin ydntem smavdir. Egitimin kaginilmaz bir
degerlendirme araci olan sinavlar bazi 6grenciler igin kaygi gibi bir soruna sebep olabilmektedir (Ciiceloglu,
2006). Ulkemizde her yil ¢ogunlugu ergenlerden olusan milyonlarca kisi iiniversite egitimi alabilmek igin
{iniversite giris smavlarina girmektedir (Giiler ve Cakir, 2013). Olgme, Se¢me ve Yerlestirme Merkezi (OSYM)
verilerine gore 2022 yilinda 3.008.287 kisi {iniversite sinavina girmistir ve bunlardan 838.892 kisi {iniversite
kontenjanlarma yerlesmislerdir (OSYM, 2022). Bu kosullar sinava girecek ¢ogu adayin sinava hazirlanma
stirecinde sikintilar yasamasina sebep olabilmekte ve ¢esitli sorunlar ortaya ¢ikarabilmektedir (Giiler ve Cakar,
2013). Trifoni ve Shahini (2021) ¢alismalarinda; sinav kaygisinin fiziksel ve psikolojik sorunlara yol agtigini,
motivasyonu, dikkati ve basartyr olumsuz etkiledigini, smav sirasinda hatalar1 artirdigini, daha once
Ogrenilenlerin hatirlanmasinda sorunlar yarattigint ve verimli ¢alismayr engelledigini belirlemislerdir. Bu
bakimdan tniversiteye hazirlik siirecinde ergenlerin yasadigi smav kaygisinin arastirilmasi konusunun dnemi
ortaya ¢ikmaktadir. Ulkemizde sinav kaygist ile ilgili yapilan mevcut ¢alimalara bakildiginda; smav kaygisi ile
cinsiyet, akilci olmayan inanglar ve algilanan anne-baba tutumlar1 (Giiler ve Cakir, 2013), cinsiyet, okuldan ve
sinifindan memnun olma, kardes sayisi, kardes siras1 (Arslan ve Aksekioglu, 2017), ebeveyn akademik basari
baskis1 ve destegi ile akademik dayaniklilik (Kapikiran, 2020), psikolojik dayaniklilik ve karar verme becerileri
(Acar, 2018), cinsiyet, algilanan anne baba tutumu, ders ¢alismak i¢in ayrilan siire, sinava girerken kaygilanma
durumu, 6grenim goriilen lise tiirii (Demirci ve Biitiin Ayhan, 2016), uyku kalitesi (Kose ve dig., 2018),
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akademik basari, yalnizlik ve algilanan sosyal destek (Yildirim, 2000) gibi degiskenlerle arasindaki iliskilerin
incelendigi goriilmistiir. Mevcut ¢aligmada ise sinav kaygisi cinsiyet, kendine ait odanin bulunup bulunmamasi,
ozel ders destegi alip almama, diizenli ders program yapip yapmama, giinliik iglere zaman ayirma, beslenme,
uyku durumu, basariy1 algilama bicimi ve psikolojik danisma yardimi alip almama gibi bireyin sinav kaygist ile
yakindan iligkili olabilecek ve giinliik islevselligini yansitan degiskenler agisindan incelenmistir. Bu ¢aligmanin,
ergenlerin sinav kaygist durumlarinin anlasilmasinda yapilacak caligmalar i¢in 6nemli olacag1 disiiniilmektedir.
Nitekim, Kavake1 ve dig. (2011) caligmalarinda; sinav kaygisi ile depresyon, sosyal anksiyete, slirekli anksiyete
gibi psikiyatrik belirtiler arasinda anlamli iligkiler bulmuslardir. Yildirim’m (2004) c¢alismasinda ise sinav
kaygisiin, depresyonun anlamli bir yordayicist oldugu belirlenmistir. Buna gore sinav kaygisinin bireyin sinav
performansmin diginda ruh sagligt agisindan da tehdit edici bir noktaya gidebilecegi sonucuna varilabilir. Bu
bakimdan sinav kaygisi ile iligkili olan durumlarin anlagilmasinin 6nemi ortaya ¢ikmaktadir. Alanyazinda, sinav
kaygis1 ile ilgili degigskenler agisindan yapilmig benzer bir ¢aligmaya rastlanilmamistir. Bu ¢aligmanin
ergenlerdeki smav kaygist olgusu ile ilgili durumlarin anlasilmasinda alanyazina onemli bir katki yapacagi
diisiiniilmektedir. Smav kaygist ile iligkili degiskenlerin anlagilmasinin, sinavlara hazirlanan 6grencilere
sunulacak koruyucu, Onleyici ve miidahale ¢aligmalarmin planlanmasi noktasinda okul psikolojik
danigmanlarinin ve bu gruplarla calisan diger ruh sagligi profesyonellerinin g¢alismalarina 151k tutacagi
diistintilmektedir.

Bu calismada, sinava girecek grubun cogunlugu ergenlerden olustugu ve Reardon ve dig. (2009),
ergenlik donemini kaygi sorunlarinin baslamasi ve yogunlagmasi agisindan riskli bir donem olarak goriildiigiinii
ifade ettigi icin drneklem olarak lise son sinif grencileri secilmistir. Bu caligmanin amaci, lise son sinifta
okuyan 6grencilerin sinav kaygilarini ¢esitli degiskenler acisindan incelemektir.

Yontem

Bu aragtirmada, betimsel yonteme dayali kesitsel arastirma deseni kullanilmistir. Kesitsel arastirma deseni,
farkli 6zellikleri bulunan kisilerin ayn1 anda belirlenen 6zellikler agisindan incelendigi bir modeldir (Fraenkel ve
Wallen, 2003).

Calisma Grubu

Calisma grubu, Mersin ilinde bulunan basar1 diizeyleri ve sosyoekonomik diizeyleri agisindan evreni daha iyi
temsil edecegi diisiiniilen Mersin Ozel Iz Fen ve Anadolu Lisesi, Mahmut Arslan Anadolu Lisesi ve Icel
Anadolu Liselerinden olusturulmustur. Calisma grubu, 2021-2022 egitim-6gretim yilinda okuyan 169’u kiz
(%46.2) ve 197’si erkek (%53.8) olmak iizere arastirmaya goniillii olarak katilan toplam 366 lise son siif
ogrencisinden olusmaktadir. Caligma grubuna ait demografik bilgilere gore caligmaya katilan ergenler 16-21
yaslar1 arasindadir ve yas ortalamalar1 17.28, Ss= .49’dur. Ogrencilerin %9.3’ii tek gocuktur; %50’sinin 1
kardesi, %19.4’iiniin 2 kardesi, %12.3’iiniin 3 kardesi varken %9 unun 4 ve iizeri kardesi vardir. Ogrencilerin
%83.1’inin anne-babasi birlikteyken %13.4’linlin ayridir. Ayrica %?2.7’sinin anne vefat iken %0.8’inin baba
vefattir. Ogrencilerin anne egitim diizeyine bakildiginda %2.7’sinin dgrenimi yok, %15.6’s1 ilkokul mezunu,
%15’1 ortaokul mezunu, %31,1’1 lise mezunu ve %35.5’1 {iniversite mezunudur. Baba egitim diizeyi ise %0.5’in
o0grenimi yok, %11.2°si ilkokul mezunu, %15.3’0i ortaokul mezunu, %29.2’si lise mezunu ve %43.7’si
iiniversite mezunudur. Ogrencilerin aile gelir durumuna bakildiginda %7.9’u 2500 TL ve alt1, %18.3’iiniin
2500-4000 TL, %18.6’simin 4000-6000 TL, %24.3’iiniin 6000-10000 TL, %30.9’unun 10000 TL ve isti gelire
sahiptirler. Aragtirma grubunu belirlemede uygun 6rnekleme yonteminden yararlanilmigtir. Uygun 6rnekleme
yontemi; zaman, isgiicii ve para gibi konulardan kaynakli sinirliliklardan dolay1 6rneklemin kolay uygulamanin
yapilabilecegi birimlerden se¢ilmesidir (Biyiikoztirk ve dig. 2018). Bu yontemde 6rneklem segilirken kolay
ulagilabilen gevre segilir (Aziz, 2014). Bu sekilde aragtirmaya pratiklik ve hiz kazandirtlir (Yildirim ve Simsek,
2021).

Veri Toplama Araclar

Lise Son Smif Ogrencilerinin Smav Kaygilarinin incelenmesi isimli arastirmada veri toplama araci olarak
Kisisel Bilgi Formu ve Cocuk ve Ergenler icin Sinav Kaygis1 Olgegi (CESKO) kullanilmustir.

Kisisel Bilgi Formu

Ogrencilerin yas, cinsiyet, kardes sayisi, anne-baba birlikteligi, anne-baba 6grenimi, hane geliri, kendilerine ait
odalarmmin olma durumu, ders caligmaya baslamakta zorlanma durumu, diizenli bir c¢alisma programi
uygulamakta zorlanma durumu, 6zel ders alma durumu, giinliik ¢aligma siireleri, glinliik uyku durumlari, giinliik
islere vakit ayirabilme, beslenme diizenleri, kendi basarilarin1 gormeleri, haftalik deneme sayilari, ortalama
deneme simavi puanlari, okul psikolojik danigsmanindan yardim alma degiskenlerini belirlemek amaciyla
arastirmacilar tarafindan olusturulmustur.
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Cocuk ve Ergenler i¢in Sinav Kaygisi Ol¢egi (CESKO)

Cocuk ve Ergenler icin Smav Kaygis1 Olgegi (CESKO), Tan (2020) tarafindan gelistirilmistir. CESKO toplam
30 maddeden olusmaktadir. Olgegin; biyolojik, psikolojik ve sosyal olmak iizere 3 alt boyutu vardir. Olgek, 3’1ii
likert tipi bir dlgektir. CESKO’den alinan en diisiik puan 30 iken en yiiksek puan 90’dir. Alt boyutlardan
alinabilecek en diisiik puan 10, en yiiksek puan 30’dur. Olgegin yap1 gegerligi igin yapilan Agiklayici Faktor
Analizi sonuglarina gore dlgege ait alt boyutlarin agikladigr toplam varyans degeri %42.99 olarak bulunmustur.
Ozdegerler; 10 maddelik biyolojik alt boyutunda 8, 63; 10 maddelik psikolojik alt boyutunda 2, 44; 10 maddelik
sosyal alt boyutunda 1, 82 bulunmustur. CESKO niin &l¢iit gecerligi icin “Westside Sinav Kaygis1 Olgegi” ve
“Revize Edilmis Smav Kaygis1 Olcegi” kullanilmistir ve dlgekler arasinda anlaml diizeyde iliski bulunmustur.
Olgegin Cronbach Alfa i¢ tutarlik katsayis1 degeri .90’dir. Bu ¢alismanin verileri iizerinden hesaplanan
Cronbach Alfa ig tutarlik katsayisi degeri ise tiim 6lgek i¢in .93 olarak bulunmustur.

Islem

Bu arastirma i¢in Mersin {1 MEM’den gerekli izinler alindiktan sonra veri toplanmustir. Arastirmacilar
tarafindan goniillii olan lise son smif dgrencilerine 6lgme aract ve kisisel bilgi formu uygulanmistir. Caligmaya
katilan goniilliilerin cevaplandirma siireleri yaklasik 10-15 dakikadir.

Verilerin Analizi

Arastirmanin veri analizinde betimsel istatistikler, Pearson Korelasyon Analizi, Tek Yonli ANOVA ve
bagimsiz gruplar igin t testi kullanilmistir. Gruplar arasindaki farki belirlemek icin post hoc testlerinden Tukey
testinden yararlanilmigtir. Caligmanin veri analizi 6ncesinde Tek Yonlii ANOVA ve bagimsiz gruplar igin t
testinin varsayimlari i¢in verilerin normalligine bakilmigtir. Normallik varsayimlari i¢in ilk olarak degiskenlerin
basiklik ve g¢arpiklik degerlerine bakilmistir. Daha sonra varyanslarim homojenligi i¢in Levene istatistigine
bakilmistir. Aragtirmanin verilerinin analizinde, IBM SPSS 23 programi kullanilmigtir. Anlamlilik diizeyi .05
olarak kullanilmistir.

Etik Kurul Beyani

Arastirma Adiyaman Universitesi Sosyal ve Beseri Bilimler Bilimsel Arastirma ve Yayin Etigi Kurulu'nun
12.01.2022 tarihli 189 sayili onayi ile gerceklestirilmistir.

Bulgular
Caligma grubuna ait demografik 6zellikler ve tanimlayici istatistikler Tablo 1°de sunulmustur.

Tablo 1. Calisma grubuna ait 6zellikler

Degiskenler f %
Kendinize Ait Odaniz Var 311 85
Yok 55 15
Ders Calismaya Baslama Zorlugu Hig zorlanmiyorum 19 5,2
Bazen zorlaniyorum 165 45,1
Cogu zaman zorlaniyorum 110 30,1
Her zaman zorlaniyorum 72 19,7
Diizenli Bir Calisma Programi Hig zorlanmiyorum 24 6,6
Uygulama Zorlugu
Bazen zorlaniyorum 144 39,3
Cogu zaman zorlantyorum 118 32,2
Her zaman zorlaniyorum 80 21,9
Ozel Ders Alma Durumu Evet 152 415
Hayir 214 58,5
Giinliik Ders Calisma Siiresi 1 saatten az 51 13,9
1-2 saat 59 16,1
2-3 saat 97 26,5
3-4 saat 77 21
4-5 saat 52 14,2
5 saat Uzeri 30 8,2
Giinliik Uyku Siiresi 2 saatten az 6 1,6
2-4 saat 21 5,7
4-6 saat 122 33,3

6-8 saat 192 52,5
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8 saat ve tizeri 25 6,8
Giinliik Uyku Durumu Uykuya dalmakta zorluk 50 13,7
Kesintili 38 10,4
Uyanmakta zorluk 91 24,9
Normal 187 51,1
Giunlik Islere Gerekli Zamani Evet 241 65,8
Ayirma
Hayir 125 34,2
Beslenme Diizeni Diizenli 172 47
Diizensiz 194 53
Kendi Basarinizi Nasil Goriiyorsunuz — Diisiik 79 21,6
Orta 248 67,8
Yiiksek 39 10,7
Haftalik Deneme Sinavi Sayis1 0 34 9,3
1 163 44,5
2 133 36,3
3 30 8,2
4 1 0,3
5 1 0,3
6 4 1,1
7 ve lizeri 0 0
Deneme Sinavindan Alinan Ortalama ~ Girmiyorum 31 8,5
Puanlar
0-100 3 0,8
100-200 23 6,3
200-300 184 50,3
300-400 105 28,7
400-500 20 55
Okul Psikolojik Danismanindan Evet 78 21,3
Yardim Alma
Hayir 288 78,7

Tablo 1 incelendiginde, arastirmaya katilan 6grencilerin %85’inin kendisine ait odasi varken %15’inin

kendisine ait odas1 yoktur. Ogrencilerin %35,2’si ders calismaya baslarken hi¢ zorlanmamakta, %45,1’i bazen
zorlanmakta, %30,1 ¢ogu zaman zorlanmakta, %19,7’si ise her zaman zorlanmaktadir. Ogrencilerin %6,6’s1
diizenli bir ¢alisma programi uygulamakta hi¢ zorlanmamakta, %39,3’li bazen zorlanmakta, %32,2’si ¢ogu
zaman zorlanmakta ve %21,9’u her zaman zorlanmaktadir. Ogrencilerin %41,5’i 6zel ders alirken %58,5 dzel
ders almamaktadir. Ogrencilerin giinliik ders calisma siirelerine bakildiginda, %13,9’u 1 saatten azdir, %16,1 1-
2 saat, %26,5 2-3 saat, %21°1 3-4 saat, %14,2’si 4-5 saat ve %8,2’si 5 saat {izeri ders ¢aligmaktadir. Ayrica,
ogrencilerin %1,6’s1 2 saatten az, %5,7’si 2-4 saat, %33,3°li 4-6 saat, %52,5’1 6-8 saat ve %6,8’1 8 saat ve lizeri
giinliik uyku siireleri vardir. Ogrencilerin %13,7’si uykuya dalmakta zorluk yasarken %10,4’ii kesintili, %24,9°u
uyanmakta zorluk ve %51,1’inin normal uyku durumlar1 vardir. Ogrencilerin %65,8’i giinliik islere vakit
ayrabilirken %34,2’si giinliik islere zaman ayrramamaktir. Ogrencilerin %47’si diizenli %531 diizensiz bir
beslenme alisgkanligma sahiptirler. Ogrencilerin %21,6’1 kendi basarisim1 diisek diizeyde, %67,8’si kendi
basarisim orta diizeyde, %10,7’si kendi basarisini yiiksek diizeyde gormektedir. Ogrencilerin %9,3’ii haftalik 0
deneme, %44,5°1 haftalik 1 deneme, %36,3°1 haftalik 2 deneme, %8,2’si haftalik 3 deneme, %0,3’ii haftalik 4
deneme, %0,3’ii haftalik 5 deneme, %1,1°i haftalik 6 deneme ¢dzmektedir. Ogrencilerin %8,5’i deneme
smavina girmiyorken %0,8’i 0-100 puan arasinda, %6,3’i 100-200 puan arasinda, %50,3’# 200-300 puan
arasinda, %28,7’si 300-400 puan arasinda ve %5,5’1 400-500 arasinda puan almigstir. Ogrencilerin %21,3’i
psikolojik danismandan yardim alirken %78,7’si psikolojk danigmandan yardim almamaktadir.

Smav kaygisinin alt boyutlar1 ile toplam puanlar1 arasindaki korelasyon sonuglart Tablo 2’de
sunulmustur.

Tablo 2. Sinav kaygisi puanlarma iligkin pearson korelasyon analizi degerleri

Degiskenler X Ss Basiklik Carpikhik 1. 2. 3. 4,
1.Biyolojik 1457 431 75 1.05 ---

2.Psikolojik 19.48 491 -.63 -.01 J3F* -

3.Sosyal 19.42 5.0 -.84 .05 B64** 77>

4.Sinav Kaygisi Toplam 53.47 12.80 -.45 .30 87**  93**  90** -
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N=366 **p<.01

Tablo 2 incelendiginde, sinav kaygisinin biyolojik alt boyutu ile psikolojik alt boyutu (r=.73, p<.01),
sosyal alt boyutu (r=.64, p<.01) ve sinav kaygisi toplam puani arasinda (r=.87, p<.01) pozitif yonde anlaml bir
iligki bulunmaktadir. Sinav kaygisinin psikolojik alt boyutu ile sosyal alt boyutu (r=.77, p<.01) ve smav kaygist
toplam puani arasinda (r=.93, p<.01) pozitif yonde anlamli bir iligki bulunmaktadir. Sinav kaygisinin sosyal alt
boyutu ile sinav kaygisi toplam puani arasinda (r=.90, p<.01) pozitif yonde anlamli bir iliski bulunmaktadir.
Calismanin verilerinden elde edilen basiklik ve carpiklik degerlerinin -1.5 ile +1.5 arasinda olmasi normal
dagilama isaret etmektedir (Tabachnick ve Fidell, 2013).

Cinsiyet, kendine ait odanin olmasi, 6zel ders alma, giinliik islere vakit ayirabilme, beslenme bigimleri
ve psikolojik yardim alma durumlarina gére simav kaygist puanlarinin gruplar arasinda farkli olup olmadigin
belirlemek icin yapilan t testi sonuglar1 Tablo 3°te sunulmustur.

Tablo 3. Sinav kaygisi dlcegi puanlarinin cesitli degiskenlere gore bagimsiz gruplar i¢in t-testi sonuclari

Degiskenler Gruplar N X Ss t Sd p
Cinsiyet I;iek ig? gg;? ﬁ:gg 5,31 344,674 001
Kendine Ait Oda v o ggij iég 254 66826 013
Ozel Ders EI‘;‘;tlr ;?Z 2222 ié:ig 0,13 345631  .989
Gt B WG 00 n mu o
Beslenme gﬁzzﬁi‘lz i;i gé‘; iégg 291 363848  .004
Psk. Dan. Yardimi EI\EII(;tII' ;28 gg:gj g:?é 2,73 125,747 .007

Varyanslarin homojenligi varsayimini test etmek i¢in yapilan Levene testi sonuglart (p>.05)
varyanslarin homojenliginin saglandigin1 gostermektedir. Tablo 3 incelendiginde, lise son sinif dgrencilerinin
siav kaygisi puanlari agisindan cinsiyete gore gruplar arasinda anlamli bir fark vardir (tfzs,67=5,31; p<.001).

Kiz &grencilerin sinav kaygisi diizeyleri ( X =57,19, Ss=12,89), erkek dgrencilerin sinav kaygisi diizeylerinden

(X =50,27, Ss=11,85) daha yiiksektir. Lise son smif grencilerinin simav kaygisi diizeylerinde kendilerine ait
odas1 olmasina gore gruplar arasinda anlamli bir farklilik vardir (tfese26=-2,54; p<.05). Kendine ait odasi

olmayan dgrenciler ( X =58,14, Ss=15,18), kendine ait odas1 olan dgrencilere ( X =52,64, Ss=12,17) gore daha
fazla smav kaygis1 yasamaktadir. Lise son smif ogrencilerinin sinav kaygist diizeylerinde 6zel ders alma
durumuna gore gruplar arasinda anlamli bir fark yoktur (tse3=,13; p>.05). Lise son smif dgrencilerinin sinav
kaygis1 diizeyleri giinliik islere vakit ayirabilme durumlarina gére gruplar arasinda anlamli bir farklilik vardir

(tp222.17=-4,72; p<.001). Giinliik islerine zaman ayiramayan lise son simif 6grencilerinin kaygi diizeyleri ( X

=57,92, Ss=13,57), glinliik islerine vakit ayirabilen lise son siif 6grencilerine gore ( X =51.186, Ss=11,76) daha
yiiksektir. Lise son sinif 6grencilerinin smav kaygisi diizeyleri acisindan beslenme sekillerine gore gruplar
arasinda anlamli bir farklilik vardir (tgesss= -2,91; p<.01). Diizensiz beslenen 6grencilerin siav kaygisi

diizeyleri (X =55,27, Ss=13,25), diizenli beslenen &grencilerin smav kaygisi diizeylerinden ( X =51,43,
Ss=11,98) daha yiiksektir. Lise son sinif 6grencilerinin siav kaygisi diizeyleri psikolojik danigmandan yardim
almalarina gore anlamli bir farklilik gostermektedir (t[125,7471 =2,73; p<.01). Psikolojik danismandan yardim alan

ogrencilerin kaygi diizeyleri ( X =56,88, Ss=12,31), psikolojik danigmandan yardim almayan 6grencilere ( X
=52,54, Ss=12,79) gore daha yiiksektir.

Diizenli ¢aliyma programi uygulamaya gore siav kaygisi diizeyleri agisindan gruplar arasinda fark
olup olmadigini belirlemeye yonelik yapilan Tek Yonlii Varyans Analizi Sonuglari Tablo 4’te sunulmustur.

Tablo 4. Sinav kaygisi dl¢eginin diizenli ¢alisma programi uygulamaya gore tek yonlil varyans analizi sonuglari

Dizenli Program - 57 g Varyansin - p sd KO F 0 Anlamhilik
Uygulama Kaynagi

Hig

Zorlanmiyorum 24 45,375 13,292 G. Arasi 2959,145 3 986,382

()]

Bazen
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Zorlaniyorum 144 51,944 11,679 G.lgi 56874,024 362 157,111
@)

Cogu Zaman
Zorlaniyorum 118 54,762 11,852 Toplam 59833,169 365 6,278 0,001 3-1;4-1, 4-2
3)

Her Zaman
Zorlantyorum 80 56,737 14,612
)]

Toplam 366 53,469 12,803

Tablo 4 incelendiginde, lise son sinif d6grencilerinin smav kaygi diizeyleri puanlar1 agisindan diizenli
ders calisma programi uygulayabilme durumlarina gore gruplar arasinda anlamli bir fark vardir (F (3-362)=6,278;
p<.001). Varyanslarin homojenligi varsayimint test etmek i¢in yapilan Levene testi (Levene istatistigi= 2.32,
p=.07) varyanslarin homojenliginin saglandigin1 gostermektedir. Gruplar arasindaki farkin hangi gruptan
kaynakli oldugunu tespit etmek igin kullanilan Tukey HSD testine gore diizenli ders calisma programi

uygulamakta her zaman zorlanan &grencilerin (X =56,737, Ss=14,612) hi¢ zorlanmayan &grencilerden (X

=45,375, Ss=13,292) ve bazen zorlanan égrencilerden ( X =51,944, Ss=11,679) daha yiiksek diizeyde smav
kaygist yasadiklari tespit edilmistir. Diizenli ¢alisma programi uygulamakta ¢ogu zaman zorlanan 6grencilere
gore ise gruplar arasinda anlamli bir fark bulunmamistir. Ayrica ¢aligma programi uygulamakta ¢ogu zaman

zorlanan dgrencilerin ( X =54,762, Ss=11,852) smav kaygisi diizeyleri diizenli ders calisma programi

uygulamakta her zaman zorlanan dgrencilere ( X =56,737, Ss=14,612) gore daha yiiksek bulunmustur. Diizenli
calisma programi uygulamakta hi¢ zorlanmayan ile bazen zorlanan ve bazen zorlanan ile ¢ogu zaman zorlanan
Ogrenciler arasinda siav kaygisi diizeyleri agisindan gruplar arasinda anlamli bir fark bulunmamistir.

Gilinliik uyku uyuma durumuna gore sinav kaygist diizeyleri agisindan gruplar arasinda fark olup
olmadigim belirlemeye yonelik yapilan Tek Yonli Varyans Analizi Sonuglar1 Tablo 5°te sunulmustur.

Tablo 5. Sinav kaygisi dlgeginin giinliik uyku durumuna goére tek yonlii varyans analizi sonuglari

Giinliik Uyku
Durumu

v Varyansin
N X Ss Kaynag: KT sd KO F p Anlamlilik

Uykuya
Dalmakta
Zorluk

()

50 57,82 15232 G. Arast 5298,762 3 1766,254

(KZ‘;S'”““ 38 55605 13716 G.lci 54534407 362 150,648

Uyanmakta 11,724 0,001 1-4; 2-4; 3-
Zorluk 91 57,736 11,841 Toplam 59833,169 365 4
©)

Normal
187 49,796 11,26
(4)

Toplam 366 53,469 12,803

Tablo 5 incelendiginde, lise son simif 6grencilerinin siav kaygi diizeyleri glinliik uyku durumlarina
gore gruplar arasinda anlamli bir fark vardir (Fz362=11,724; p<.001). Varyanslarin homojenligi varsayimini
test etmek icin yapilan Levene testi (Levene istatistigi= 2.31, p=.08), varyanslarin homojenliginin saglandigini
gostermektedir. Gruplar arasindaki farkin hangi gruptan kaynakli oldugunu tespit etmek i¢in kullanilan Tukey

HSD testine gore; uykuya dalmakta zorlandigmni bildiren ogrencilerin ( X =57,82, Ss=15,232), kesintili
uyudugunu bildiren 6grencilerin ( X =55,605, Ss=13,716) ve uyanmakta zorlandigimi bildiren 6grencilerin ( X

=57,736, Ss=11,841) kayg diizeyleri uyku diizenini normal bildiren 6grencilere gore ( X =49,796, Ss=11,26)
daha yiiksek oldugu tespit edilmistir. Diger gruplar arasinda ise sinav kaygisi diizeyi agisindan aralarinda
anlamli bir fark bulunmamastir.

Kendi basarilarini algilama durumuna gore sinav kaygisi diizeyleri agisindan gruplar arasinda fark olup
olmadigimi belirlemeye yonelik yapilan Tek Yonlii Varyans Analizi Sonuglar1 Tablo 6’da sunulmustur.

Tablo 6. Siav kaygisi 6l¢eginin kendi basarilarini algilama durumuna gore tek yonlii varyans analizi
sonuglari

Basarinizi N Y Ss Varyansmm KT Sd KO F p Anlamlilik
Nasil Kaynagi
Goriliyorsunuz
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Diisiik

Q) 79 59,493 14,404 G. Aras 5749,814 2 2874,907

Orta

2 248 52,883 11,694 G.Tci 54083,356 363 148,990 19,296 0,001 1-2, 1-3; 2-
3

Yiiksek

3) 39 45 10,412  Toplam 59833,169 365

Toplam 366 53,469 12,803

Tablo 6 incelendiginde, 6grencilerin sinav kaygist diizeyleri kendi basarilarini algilama durumlari
acisindan gruplar arasinda anlamli bir fark vardir (F2363=19,30; p<.001). Varyanslarin homojenligi
varsayimini test etmek icin yapilan Levene testi (Levene istatistigi= 3.24, p=.06) varyanslarin homojenliginin
saglandigini gostermektedir. Gruplar arasindaki farkin hangi gruptan kaynakli oldugunu tespit etmek icin

kullanilan Tukey HSD testine gore; kendi basarilarini diisiik goérenlerin ( X =59,493, Ss=14,404) sinav kaygisi
diizeyleri kendi bagarilarini orta diizeyde gorenlerden (Y:52,883, Ss=11,69) ve kendi basarilarim1 yiiksek
goren Ogrencilerden (Y =45, Ss=10,412) daha yiiksek oldugu belirlenmistir. Kendi basarilarin1 orta diizeyde
goren dgrencilerin (Y =52,883, Ss=11,694) sinav kaygisi diizeyleri, kendi bagarilarini yliksek goren 6grencilere

( X =45, Ss=10,412) gore daha yiiksek ¢cikmuistir.
Tartisma, Sonuc ve Oneriler

Bu calismada, lise son simifta okuyan ergenlerin sinav kaygilarmin incelenmesi amaglanmigtir. Katilimeilarin
simav kaygisi puanlarina ¢esitli degiskenler agisindan bakildiginda; cinsiyet, kendine ait oda, giinliik islere
zaman ayirma, beslenme, psikolojik danismandan yardim alma, diizenli ¢aligma programi uygulayabilme,
giinliik uyku durumlar1 ve kendi basarilarini algilama degiskenleri agisindan anlamli farklilik varken 6zel ders
alma degiskeninde anlamli bir farklilik yoktur.

Aragtirmanin sonuglarina gore, kiz lise son smif 6grencilerinin simav kaygist diizeyleri erkek lise son
smif 6grencilerinden daha yiiksek ¢ikmistir. Caligmanin bu sonucunu destekleyen bir calismada Softa ve dig.
(2015), lise son sinifta okuyan ogrencilerin smav kaygisimi ve onu etkileyen faktorleri inceledikleri
aragtirmalarinda kizlarin erkeklerden daha kaygili oldugunu belirlemislerdir. Ayrica alanyazinda yer alan bazi
¢aligmalar da bu ¢aligmanin bulgularini desteklemektedir (Acar, 2018; Arslan ve Aksekioglu, 2017; Cassady ve
Johnson, 2002; Demirci ve Biitiin Ayhan, 2016; Dursun, 2022; Giiler ve Cakir, 2013; Karakog, 2023; Kisa,
1996; Nuiiez-Pefia ve dig., 2016; Yildiz, 2007; Yildiz, 2019; Zeidner ve Safir, 1989). Trifoni ve Shahini (2021)
yaptiklart ¢alismalarinda, sinav kaygisint kizlar lehine yiiksek bulmustur. Kiz 6grenciler sinava daha fazla
hazirlansalar da kendilerini daha endiseli ve kaygili hissettiklerini ifade etmektedirler. Pagaria’nin (2020)
calismasinda, kiz 6grencilerin sinav kaygisi puanlari daha yiiksek ¢ikmistir. Bu durumun egitimciler tarafindan
kizlarin erkeklere oranla daha yiiksek bir akademik performans gostermeleri i¢in daha fazla baski altinda
tutulmalart ile cinsiyete iligskin atfedilen rollerle iliskili oldugu savunulmustur. Ayrica erkeklerin cinsiyet
acisindan erkekliklerini baltalayacagi ya da zayif goriinmemek icin kaygi diizeylerini oldugundan diistik
gostermis olabileceklerini belirtilmektedir. Hanimoglu (2010), kadinlarin toplumsal kimliklerini kazanmada
mesleklerinin ve ekonomik bagimsizliklarinin 6nemli oldugunu, kadinin meslek sahibi olmasi igin iiniversiteye
girig siavinda istedigi sonucu almast gerektigini ve bu durumun kaygi diizeylerinin yiiksek olmasinda etkili
oldugunu ifade etmistir. Ayrica, kadinlarin iniversiteyi kazanamadiklarinda ekonomik ve sosyal
bagimsizliklarini tam saglayamayacaklari diisiincesinin de sinav kaygisi diizeylerini etkiledigi diisiiniilmektedir
(Erzen, 2013). Bazi ulusal ¢aligmalarda ise farkli bulgular elde edilmistir. Bastiirk’iin (2007) yaptigi arastirmada
erkeklerin smav kaygist puanlar1 kizlardan daha yiiksek ¢ikmistir. Bu farkin sebebi olarak; geleneksel aile
yapisi, iyi bir gelecek kurma ve erkeklerden beklenilen iyi is sahibi olma diisiincesinden kaynakli olabilecegi
ifade edilmistir. Erozkan’in (2004) caligmasinda ise erkeklerin sinav kaygisinin kuruntulu olma puanlari,
kizlardan daha yiiksek ¢ikmistir ve bunun sebebi olarak toplumun erkeklerden beklentilerinin yiiksekliginden
kaynakl1 kaygi yasadiklarin1 ve basarisiz olacagim diisiincesinin bu kaygiyi tetikleyebilecegi ifade edilmistir.
Bozkurt’un (2012) calismasinda ise cinsiyet agisindan gruplar arasinda anlamli bir fark bulunmamastir.

Aragtirma sonuglarina gore, kendisine ait odas1 olmayan 6grenciler kendisine ait odasi olan 6grencilere
gore daha fazla sinav kaygisi yasamaktadirlar. Ulusal alanyazin incelendiginde, mevcut ¢alismanin bulgularini
destekleyen caligmalar bulunmaktadir. Buna gore kendine ait odas1 bulunan 6grencilerin sinav kaygisi diizeyleri
odas1 olmayan o6grencilere gore daha diigiik bulunmustur (Acar, 2018; Aydin ve Keskin, 2017; Dursun, 2022;
Korhan ve dig., 2021). Ulusal alanyazinda arastirmadan elde edilen sonuca karsit bulgular olarak sinav kaygisi
ile 6grencilerin kendisine ait odasi olma durumlar arasinda anlamh iligki elde edilmeyen c¢aligmalar da yer
almaktadir (Arslan ve Aksekioglu, 2017; Kurtaran ve dig., 2021). Tekbas (2009) yaptig1 caligmada, lise
ogrencilerinin kendilerine ait odalarinin olup olmamasinin kaygi diizeyini etkilemedigi sonucuna ulagmistir. Bu,
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¢alismanin bulgulariyla drtiismemektedir. Fakat ayni arastirma kapsaminda ilkdgretim &grencilerinde kendine
ait odas1 olmayan 6grencilerin sinav kaygisinin daha yiiksek oldugu sonucuna ulasiimistir. Buna sebep olarak da
kendine ait odasi olmayan Ogrencilerin kendilerini rahat hissedemedikleri ve diizenli bir ¢alisma ortami
kuramadiklar1 ifade edilmigtir. Mevcut ¢alismanin sonucuna gore kendisine ait odasi olmayan &grenciler,
kalabalik aile ortaminda ya da kisitli olan ev kosullarinda ¢aligmak zorunda kaldiklarindan ve sinava yeterince
hazirlanamadiklarindan dolayi sinavda basarisiz olacaklarini diisiindiikleri i¢in kaygi diizeyleri artiyor olabilir.

Calismadan elde edilen bulgulara gore, lise son 6grencilerinin smav kaygisi diizeylerinde 6zel ders
alma durumlarina gore anlamli bir farklilik yoktur. Ayrica, alanyazinda yer alan bazi ¢alismalar bu ¢aligmanin
bulgularini desteklemektedir (Arslan ve Aksekioglu, 2017; Baspinar Erten, 2020; Eksi, 1998; Erzen ve Odaci,
2014; Kutlu, 2001; Tekbas, 2009). Giiniimiizde 6zel ders almanin ulasilabilirligi ve 6grenciler i¢in sunulan
imkanlarin artmasindan dolay1 6zel ders alma durumunun smav kaygist {izerinde anlamli bir farklilik
olugturmadigi diislinilmektedir. Ayrica 6zel ders almak smavlara hazirlanma siirecinin digsal bir pargasi
olmakla beraber kaygi gibi bireyde igsel olarak gelisen bir duygusal durum iizerinde etkide bulunmayabilir.
Alanyazinda yer alan arastirmalarda, sinav kaygisi ile dgrencilerin 6zel ders alma durumlar arasinda anlaml
farklilik oldugu sonucuna ulasan arastirmalar da mevcuttur (Ekici, 2005; Yolcu, 2015). Kurtaran ve dig. (2021)
yaptiklar1 ¢aligmada, sinav kaygist diizeyi yiiksek olan lise 6grencilerinin 6zel ders aldiklarini gérmiiglerdir.
Buna iliskin olarak 6grencilerde olusabilecek yiiksek sinav beklentisinin 6grencilerde kaygiya sebep oldugu
¢ikarimint yapmislardir.

Bu ¢alismadan elde edilen baska bir bulguya gore, diizensiz beslendigini ifade eden 6grencilerin sinav
kaygis1 diizeylerinin diizenli beslendigini ifade eden 6grencilerden daha yiiksek oldugu goriilmektedir. Kaygi,
depresyon, stres ve kizginlik gibi olumsuz duygular beslenme aligkanliklarini etkilemektedir (Macht, 2008).
Artan kaygi diizeyinin Ogrencilerde yarattigi fiziksel sonuglarinin mide ve sindirim sistemlerini olumsuz
etkiledigi ve bunun da yeme igme diizeninde bozulmalara yol actig1 diigiiniilmektedir. Macht ve dig. (2005)
yaptiklart bir caligmada, sinava hazirlanan 6grencilerin sinav yaklastikga daha fazla stres yaptiklarmi ve bu
yiizden daha ¢ok yemek yeme egilimlerinin oldugunu ifade etmektedir. Calismanin bulgusunu destekleyen bir
calisma olan Gokcen ve Seylam Kusumler (2021)’in ¢aligmasinda, sinav kaygisi ile duygusal yeme arasinda
olumlu yonde bir iligki oldugu goriilmiistiir. Bagka bir ¢aligmada ise Bayindir Giimiis ve dig. (2018), {iniversite
smavina hazirlanan 6grencilerde kaygi diizeyleri ile beslenme aligkanliklari arasinda iliski bulamamuiglardir.
Ancak 6giin siklig1 arttikga durumluk kaygi puaninin diistiigiinii tespit etmiglerdir. Bu yilizden &grencilerin 6giin
atlamamalar1 ve saglikli yiyeceklerle beslenmeleri 6nerilmektedir.

Calismadan elde edilen bulgulara gore, psikolojik danismandan yardim alan lise son sinif 6grencilerinin
simav kaygisi diizeyleri psikolojik danigmandan yardim almayan &grencilere gore daha yiiksek ¢ikmigtir. Bu
durum kaygi diizeyi yiiksek olan ogrencilerin yardim almak igin psikolojik danismanlara bagvurma
motivasyonlarmin daha yiiksek olmast ile iliskilendirilebilir. Ayrica, okul ortaminda psikolojik danigmanlar ve
O0gretmenler tarafindan sinav kaygisi yiksek diizeyde olan 6grencilerin gézlemlenmesi ya da belirlenmesi ile
birlikte okul psikolojik danigma ve rehberlik servislerine daha fazla yonlendirilmeleri ile iligkili olabilir. Bu
durumu bir nevi hasta-doktor iliskisi gibi diisiinebiliriz. Yapilan arastirmalarda, sinav kaygisina sahip 6grenciler
ile yapilan bireysel psikolojik danigma siiregleri (Akkaya ve Demirtas Zorbaz, 2023; Isikay, 2019) ve grupla
danigma siiregleri sonunda (Kaya ve Bedir, 2019) 6grencilerin simav kaygilarinin azaldigi goriilmiistiir. Bu
sonuglara bakildiginda, psikolojik danigmanlarin, 6grencilerle daha sik goriismeler gergeklestirmesi ve daha
aktif caligmas1 6grencilerin sinav kaygilari {izerinde etkili olacaktir (Cakici, 2021).

Calismadan elde edilen bulgulara gore, giinliik islerine zaman ayiramayan lise son sinif grencilerinin
smav kaygist diizeyleri giinliik islerine vakit ayiran 6grencilerden daha yiiksektir. Sinav kaygist diisiik olan
ogrencilerin zamanlarii daha iyi planlamalar1 ve kaygi diizeyi daha yiiksek olan &grencilere gore daha iyi
organize olmalar1 ve giinliik islerini daha rahat yapmalar1 beklenir. Kayg: diizeyi yiiksek olan 6grencilerin
yasadiklar1 yiiksek kaygiy1 yok etmeye caligmalari ve endise dolu diisiinceleri yani igsel siiregleri ile daha fazla
mesgul olduklarindan giinliik islerine zaman ayiramiyor olabilirler. Lise son siif 6grencilerinin diizenli ders
¢alisma programi uygulayabilme durumlarina goére ise diizenli ¢aligma programi uygulamakta ¢ogu zaman
zorlanan Ogrencilerin hi¢ zorlanmayan Ogrencilerden; diizenli ¢aliyma programi uygulamakta her zaman
zorlanan Ogrencilerin hi¢ zorlanmayan 6grencilerden ve bazen zorlanan 6grencilerden daha yiiksek diizeyde
smav kaygist yasadiklari sonucuna ulagilmigtir. Numan ve Hasan (2017) Pakistan’da lisans 6grencileriyle
yaptiklart ¢aligmalarinda, diizenli galisma programi uygulayan 6grencilerin smav kaygisi puanlariin daha
diistik oldugu sonucuna ulasmistir. Bu sonug arastirma sonucuyla paralellik gostermektedir. Tsegay ve dig.
(2019) tip dgrencilerinin smav kaygi diizeyleri ile diizenli ¢aligma plan1 uygulamak arasinda anlamli bir iligki
bulmustur. Diizenli ¢alisma plan1 uyguladik¢a 6grencilerin kaygi diizeylerinin diistiigii goriilmiistiir. Bu sonug
ile arastirma sonucumuz paralellik gostermektedir. Yiiksek diizeyde kaygi yasayan ogrenciler kaygiya iliskin
duygularin etkili diizenleyemedikleri i¢in diizenli bir ¢aligma programi uygulayamiyor olabilirler.
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Lise son smf dgrencilerinin gilinliik uyku durumlarina gére uykuya dalmakta zorlandigini bildiren
ogrencilerin, kesintili uyudugunu bildiren 6grencilerin ve uyanmakta zorlandigini bildiren 6grencilerin sinav
kaygisi diizeyleri uyku diizenini normal bildiren 6grencilerden daha yiiksek oldugu goriilmektedir. Yiiksek
diizeyde kaygi yasayan Ogrencilerin fizyolojik olarak da asir1 uyarilmalari, endiseli bir bilissel yapiya sahip
olmalar1 ve kaygi belirtileri ile bas edememeleri nedeniyle uykuya dalmakta zorluk yasadiklar: diistiniilmektedir.
Alanyazinda mevcut ¢alismanin bulgularini destekler nitelikte bazi galismalar bulunmaktadir. Kose ve dig.
(2018) yaptiklar1 calismada, simav kaygist puanlart arttikca uyku kalitesinin diistiigii sonucuna ulasmustir.
Moalla ve dig. (2016) tip fakiiltesi 6grencileri lizerinde yaptiklar1 ¢alismada, 6grencilerin sinav donemi kaygi
yasadiklarii ve bu yiizden uyku kalitelerinin olumsuz etkilendigini belirtmektedirler. Ayrica, Lazaratou ve dig.
(2013) Yunanistan’da yaptiklar1 ¢alismada, uyku siiresi ile kaygi puanlar1 arasinda negatif bir iligski oldugu
sonucuna ulagmiglardir.

Lise son sinif 6grencilerinin kendi basarilarini algilama durumlarina gore, kendi basarilarini diisiik
algilayanlarin smav kaygisi diizeyi kendi basarilarin1 orta ve yiiksek algilayanlara gore daha yiiksek oldugu
goriilmektedir. Ayrica kendi basarilarini orta algilayanlarin da smav kaygist diizeyi kendi basarilarini yiiksek
algilayanlardan daha yiiksek ¢ikmigtir. Sinav kaygisi diisiik diizeyde olan 6grencilerin, sinavlarda rahat olduklari
ve daha iyi sonuglar aldiklari i¢in 6z yeterlik ve iyimserlik diizeylerinin daha yiiksek diizeyde oldugu ve bunun
sonucunda kendilerini daha basarili algiladiklar1 diistiniilmektedir. Sinav kaygisi yiiksek 6grenciler ise kendi
potansiyellerine ¢ok fazla glivenmiyor ve siiphe iginde olabilirler. Bu nedenle kendi basarilarmi algilama
durumlar1 daha diisiik diizeyde kaliyor olabilir. Nitekim, Stoeber’in (2004) ¢alismasinda sinav kaygisi yiiksek
diizeyde olan 6grencilerin daha fazla endiseli olduklart ve 6z giiven eksikligi yasadiklart sonucuna varilmistir.
Khalaila (2015) yaptigi caligmada, akademik acidan kendini yeterli hisseden Ogrencilerin daha iyi igsel
motivasyona sahip olduklart i¢in sinavlarda daha az kaygili hissettiklerini ve daha basarili olduklarini ifade
etmigtir. Ayrica, Steinmayr ve dig. (2016) yaptiklar1 ¢aligmada, yiiksek diizeyde kaygmin daha diisiik basari
puaniyla iliskili oldugunu ifade etmektedirler.

Aragtirmanin sonucunda, lise son sinif 6grencilerinin; cinsiyet, kendine ait odalarmin olmasi, giinliik
islere vakit ayirma durumlari, beslenme diizenleri, psikolojik danigmandan yardim alma durumlari, diizenli
calisma programi uygulamalari, uyku durumlart ve kendi basarilarini algilama durumlarinin sinav kaygisi
diizeylerini etkiledigi sonucuna ulasilmisken 06zel ders almanin smav kaygisint etkilemedigi sonucuna
ulagilmgtir.

Aragtirmadan elde edilen sonuclar i1g18inda, arastirmacilara ve alanda c¢alisanlara su Onerilerde
bulunulabilir:

1. Smava hazirlanacak dgrencilere 6zel calisma alanlari saglanabilir.
2. Sinava hazirlanan 6grencilerine yonelik diyet ve diizenli beslenme programlari yapilabilir.

3. Smava hazirlanan 6grencilere zamani etkili kullanma yollariyla ilgili bilgilendirme ve zaman
¢izelgesi hazirlanmasi konusunda rehberlik ¢alismalar1 yapilabilir.

4. Ogrencilere uykunun nemi, diizeni ve kaliteli uykuyla ilgili bilgilendirme galismast ve uyku hijyeni
egitimleri yapilabilir.

5. Sinava hazirlanan &grencilerin bagart algilarini iyilestirmek amaciyla 6diill ve pekistiregler
kullanilabilir.

6. Okullarda yogun sinav kaygist yasayan ogrenciler tespit edilip bu 6grencilere yonelik olarak Biligsel
ve Davranigg1 Terapi temelli bireyle psikolojik danisma veya grupla psikolojik danigsma hizmeti verilebilir.

7. Ogrencilerin smav kaygisi durumlari hakkinda dgrenci, aile ve okul isbirligi saglanabilir.

8. Bu arastirmadan elde edilen sonuglar okul psikolojik danismanlar tarafindan okul rehberlik
hizmetlerinde kullanilabilir.

9. Calisma Mersin iliyle sinirlt oldugu i¢in farkl: illerde daha genis bir 6rneklem ile yapilabilir.
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