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ABSTRACT

The aim of this study is to reveal the relationship between gifted students' attitudes
towards Turkish lesson, listening and speaking anxiety, and the predictive status of
listening and speaking anxiety towards attitudes towards Turkish lesson. For this
purpose, 466 gifted students studying in the 6th and 7th grades of secondary school
in the 2023 -2024 academic year were selected as the sample. In the study based on
the relational screening model of the quantitative research method, "Attitude Scale
towards Turkish Lesson", "Anxiety Scale for Listening" and "Anxiety Scale for
Speaking" were used as data collection tools. Pearson product-moment correlation
coefficient was calculated to reveal the relationship between the variables in the study.
Multiple linear regression analysis was performed to determine the predictive power
of listening anxiety and speaking anxiety on attitude towards Turkish lesson.
According to the results of the analysis, there is a relationship between the
participants' listening anxiety, speaking anxiety and attitudes towards Turkish lesson.
In addition, listening and speaking anxieties predicted their attitudes towards Turkish
lesson. Based on these results, it was concluded that differentiated Turkish teaching
practices for gifted middle school students are important in transforming their
attitudes towards Turkish lesson and listening and speaking anxieties into positive
ones.

Keywords: Gifted students, attitude towards Turkish lesson, listening anxiety,
speaking anxiety

ifted children show different developmental characteristics

than their peers with normal development (Gottfried et al.,

1994). These include having superior characteristics in one
or more of many different areas such as intellectual, creative, artistic,
leadership, or having the potential to reflect these characteristics
(Gagne, 2013; Renzulli, 1978). The National Association for Gifted
Children (NAGC, 2010) states that gifted children generally have an
intense sense of curiosity and a great passion for learning, which
leads them to constantly seek knowledge. Their intense intrinsic
motivation in their field(s) of interest enables them to specialize in
these fields and gain deep knowledge in these subjects (Colangelo, et
al., 2004). Therefore, it is possible to state that it is important to
guide these children in line with their abilities and interests.
Original thinking skills help them develop multiple alternatives in
solving the problems they face and discover new ways of solving
problems, thus contributing to the development of their creativity
(Runco & Acar, 2012). For this reason, it is possible to state that they
are more likely to make extraordinary discoveries and discover
different ways in the subjects they are interested in. With their
leadership qualities, they often assume important roles in guiding
and inspiring their peers in the groups they are in, and in main-
taining the unity of the group in a positive way (Davis & Rimm,
2016). In other words, in addition to their curiosity and passion for
knowledge, their social and emotional characteristics also affect the
way they establish and maintain relationships (Pfeiffer, 2015).



Moreover, gifted children's developed emotional intelligence has an important place in contributing to their deep
empathy with others and managing their social skills (Pfeiffer, 2015). Despite these advanced multifaceted characteristics
of gifted children, their characteristics such as perfectionism and high sensitivity may cause them to experience high
levels of anxiety and problems in social relationships (Kearney & Silverman, 2020). Therefore, it is very important to
provide a comprehensive differentiated education by taking into account both their positive and negative developmental
characteristics (Assouline, et al,, 2015; Colangelo & Davis, 2003). As a result, it is important to understand the
multifaceted nature of gifted children, to provide them with an appropriate educational environment and to encourage
their development in order to support their development and provide them with the education they need. At the same
time, their possible perfectionism and high sensitivity may prevent them from communicating, expressing themselves or
understanding others. Therefore, in order to prevent such problems, educators and individuals responsible for the
education of gifted children should support the development of their language, communication and social skills through
nurturing and supportive approaches.

Gifted children show interest in language at an earlier age than their peers. This interest leads to a more rapid
development of their vocabulary (Bonds & Bonds, 1983), and their tendency to use it/their speaking skills begin at an
earlier age (Renzulli, 1978). During speaking, they reflect their verbal reasoning skills by using more complex words and
language expressions at a much higher level (Freeman & McIntosh, 2022; Baker, 2017; Davis & Rimm, 2016; Freeman,
2001). In addition, their interest in reading enables them to acquire reading at an earlier age (Assouline et al., 2015).
Their ability to understand and retain complex language structures makes them very good listeners (Miller, 2020). For
this reason, it is possible to state that providing them with rich environmental stimuli from an early age can be an
important factor in enabling these potentials to emerge. These advanced skills in language development enable them to
learn other languages faster and better than their peers (Schneider et al., 2021). Therefore, since their language
development is more advanced than their peers, they can establish social relationships with older children or adults and
have deeper and more intellectual discussions (Davis & Rimm, 2016). Being subjected to conventional/ordinary
education in the same classrooms with their peers with normal development can negatively affect these skills. By taking
these characteristics into consideration, gifted children can be provided with differentiated educational environments
and they can be enabled to reach high-level experiences and achievements by using their advanced language skills
unlimitedly (Freeman & Mclntosh, 2022; Assouline et al., 2015). However, one of the issues that should be taken into
consideration besides all these is their sensitivity and perfectionism. Because of this, they are likely to experience various
problems in communication (Hewitt & Flett, 2019). In addition, since their language development is more advanced
than their peers, they may have problems communicating with them and may tend to isolate themselves socially over
time (Zhang, et al,, 2021). They may experience anxiety about communicating due to the pressures they experience in
expressing their thoughts, and this may cause them to withdraw (Wang & Rinn, 2022). In addition, the fact that they
have much more advanced language skills than their peers also means that they are physically equal to their friends but
linguistically more advanced. Although they are socially and emotionally similar to their peers, the fact that they are
mentally/linguistically more advanced makes their social and emotional communication and adaptation more difficult
(Pfeiffer, 2015). This situation may affect their interest in language and thus their social and communication skills.
Research reveals that gifted children should be supported socio-emotionally in order to prevent/resolve the problems
they experience/may experience due to their asynchronous development (Saranli, 2017). Thus, these children can be
supported socio-emotionally as well as academically.

The high-level awareness of gifted children is often seen in their listening skills. In some cases, they may
experience anxiety and stress because they think that they will miss important details of the information they listen to or
that they may not be able to give appropriate answers to the questions that will be asked to them during listening
(Kearney & Silverman, 2020). In addition, setting unrealistically high goals for themselves during listening causes them
to experience listening anxiety (Hewitt & Flett, 2019). Being obsessed with details during listening and over-analyzing
what they listen to may prevent them from focusing on the speaker, which may cause them to experience anxiety during
listening (Zhang et al., 2021). Their preference for environments with mutual interaction may cause discomfort in
passive listening environments, which may lead to increased listening anxiety (Davis & Rimm, 2016). Their sensitivity to
criticism may cause them to fear being judged in their environment. This situation causes their social, communication,
and collaboration skills to be negatively affected (Wang et al., 2022; Bostick, 2021). Similarly, they may experience
anxiety during speaking because they are afraid of being judged. Especially when they speak in public, they may become
anxious because they are afraid of being criticized and negatively evaluated, which may cause them to experience
communication problems (Hewitt & Flett, 2019). This situation actually stems from the fact that they are very sensitive
to criticism. In addition, they expect a high level of performance from their own work and create high expectations for
themselves, which causes them to experience high anxiety in this regard (Zhang, et al., 2021; Kearney & Silverman,
2020). In order to prevent these negative situations that these children's detail-oriented, deep thinking and high self-
expectations may bring with them, it is important to support them in all aspects and meet their needs. Because these
situations can cause severe anxiety in children. Due to these anxieties, their heart rhythms increase, they have difficulty
focusing on the subject, etc. It can also cause them to have problems in public speaking (Bostick, 2021). In other words,
these anxieties can affect them not only psychologically but also physically. In addition, these anxieties may prevent
them from reflecting their academic achievements and socializing (Wang et al., 2022; Kearney & Silverman, 2020). For
this reason, it is important to determine the sensitivities of gifted children in terms of listening and speaking skills, to
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create appropriate educational environments especially for the educational levels they are in, and to support their
development.

The cognitive development of gifted children affects the development of their language skills. These advanced
abilities in language lead to the need for differentiation of their Turkish lessons. However, in Tiirkiye, only Science and
Art Centers (BILSEM) plan education in accordance with the developmental characteristics of gifted children.
According to the personality and developmental characteristics of the students, progressive trainings are offered from
primary school to high school in the form of adaptation, support, making individual talents aware (BYF), developing
special talents (OYG), and projects (Science and Art Centers Directive, 2019; Science and Art Centers Directive, 2023).
In this process, although Turkish lessons are given according to the needs and abilities of students, these trainings
outside the formal education system may be insufficient to meet the needs of students for this course. The
communication problem between BILSEMs and the schools where the children are educated may also cause the
planning for the Turkish lesson of the students to be insufficient, and the fact that the Turkish lesson activities are not
updated regularly may reduce the quality of this lesson (Sahin, 2020). Oguz (2020) examined how gifted students
perceive the Turkish lesson and Turkish teachers through metaphors. In the study, it was determined that students had
both positive and negative emotional states in general and as a result, it was determined that students needed
differentiated Turkish lessons. According to Boyraz's (2024) study, speaking and writing concerns predict the attitudes of
gifted students towards Turkish lessons. Therefore, it can be stated that students' attitudes towards Turkish are very
important for them to express themselves. According to Ozcan, Sallabas, and Akgiil's (2023) study, differentiated and
enriched Turkish lesson practices offered to gifted students directly affect their achievement. This result shows the
importance of presenting content appropriate to the needs of students. Turkish lesson is not just a lesson. It also has an
important place in understanding all other courses and developing social and communication skills. When we look at
the language development characteristics of gifted children, they are actually very interested in language from a very
early age (Ozcan, 2022). However, studies conducted in Tiirkiye to obtain the opinions of gifted children about the
Turkish lesson show that they have negative thoughts about the Turkish lesson (Oguz, 2020). In addition, it is seen that
differentiated Turkish lessons specific to them are quite limited (Ozcan, 2022; Ozcan, Sallabag, & Akgiil, 2022; Islekeller
Bozca, 2017). In order to reveal solutions to these problems, it is important to determine the attitudes of these children
towards Turkish lessons and to reveal the predictive value of their anxiety in listening and speaking skills, which are the
first two skills acquired. Because these results will also serve as important resources for action plans or programs to be
developed. Based on this situation, the aim of this study is to determine the relationship between the attitudes of gifted
6th and 7th grade students towards Turkish lesson, their listening anxiety and their speaking anxiety. At the same time, it
was aimed to determine the predictive status of listening and speaking anxieties towards attitudes towards Turkish
lesson. In this context, the research questions were determined as follows:

1. Is there a relationship between gifted students' attitudes towards Turkish lesson, listening anxiety and speaking
anxiety?

2. Do listening anxiety and speaking anxiety of gifted students predict their attitudes towards Turkish lesson?

Method
Model

This study, which aims to determine whether 6th and 7th grade gifted students' listening and speaking anxieties predict
their attitudes towards Turkish lesson and the relationship between listening and speaking anxieties and their attitudes
towards Turkish lesson, is based on correlational research design. Correlational studies are studies in which the
relationships between two or more variables are examined without intervening in these variables in any way. In
correlational research, it is aimed to reveal whether the variables determined in correlational research change together or
not, and if there is a change together, how it is realized. Correlational studies are divided into two as exploratory and
predictive. In predictive correlational research, on which the current study is based, the relationships between variables
are examined and the other is predicted based on one of the variables (Fraenkel, Wallen, & Hyun, 2012; Bityiikoztirk et
al., 2010). Therefore, in this study, the predictive correlational research design was utilized since it was aimed to
determine the predictive status of the participants' listening and speaking anxieties and their attitudes towards the
Turkish lesson.

Population and Sample

The population of the study consists of 6th and 7th grade students studying at Science and Art Centers (BILSEM) in
Tiirkiye in the 2023-2024 academic year. The sample consists of 6th and 7th grade students attending BILSEMs in
Istanbul, Tekirdag, Van, Mus, Bitlis and Diyarbakir. The number of 6th grade students is 248. 141 of them are girls and
107 of them are boys; the number of students attending the 7th grade is 218. Of these, 124 are female and 94 are male.
The total number of participants in the study is 466. Purposive sampling was used to determine the sample of the study.
Purposive sampling is a non-probability sampling approach. In order to achieve the best result in the research in
accordance with the determined purpose, the research group that meets certain criteria is determined and the study is
conducted with this group (Fraenkel, Wallen, & Hyun, 2012; Biyiikoztiirk et al., 2010). In this study, the criterion
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sampling approach of purposive sampling was followed. In this context, the criteria for sampling are as follows: Being a
BILSEM student, attending the 6th or 7th grade, attending BILSEM regularly. Data were obtained from 466 students who
met these criteria.

In Tarkiye, gifted children are identified by the Ministry of National Education (MoNE) through IQ tests. Children
who are above a certain IQ level in one of the fields of art, music and general intellectual ability receive education in
BILSEMs on certain days and hours outside of formal education hours. Data were collected from the study groups
determined in accordance with ethical permission.

Tools

Within the scope of this study, the Attitude Towards Turkish Lesson Scale developed by Unal and Kose (2014), the
Speaking Anxiety Scale developed by Giindiiz and Demir (2021) to determine the speaking anxiety of speaking students,
and the Speaking Anxiety Scale developed by Melanlioglu (2013) to determine the listening anxiety of students were
used to reveal the predictive role of listening and speaking anxiety in the attitudes of gifted students towards Turkish
lesson. Detailed information about the scales is given in subheadings.

Attitude Scale Towards Turkish Lesson

The scale was developed by Unal and Kése (2014) to determine the attitudes of middle school children towards Turkish
lesson. The 5-point Likert-type scale consists of a total of 27 items and 3 sub-dimensions. Of these items, 19 are positive
and 8 are negative. In the current study, these 8 items were reverse coded when analyzed. The highest score that can be
obtained from the scale is 135 and the lowest score is 27. The overall reliability coefficient of the scale is .92, and the sub-
dimensions are as follows: Interest and Affection towards the Lesson (ELA) .93, Negative Attitudes towards the Lesson
(NEA) .84, and Activities towards the Lesson (ADE) .73.

Speaking Anxiety Scale

The scale was developed by Giindiiz and Demir (2021) to measure the speaking anxiety of middle school students. The
scale is 5-point Likert type. It consists of 21 items and 3 (cognitive, physical, emotional) sub-dimensions. The highest
score that can be obtained from the scale is 105 and the lowest score is 21. EFA, CFA, equivalent forms, and test-retest
applications of the scale were conducted. The reliability coefficient with equivalent forms was .50 and test-retest was .78.
As a result of the evaluations, it was determined that the scale is a valid and reliable measurement tool.

In the literature review conducted within the scope of the current research, no concepts such as "cognitive anxiety,
physical anxiety, emotional anxiety" were found. Therefore, it was concluded that these concepts do not exist in the
literature. In addition, no explanation was given for these concepts given as sub-dimension names in the article of the
developed ACT.

If a scientific term is to be produced, it should be ensured that (1) the literature is first examined/screened, (2) the
adequacy of the measurement tool to measure the features specified in the literature (in the original terminology of the
science) is evaluated, and (3) information is produced with the original concepts of the literature according to the
suitability. Since there was no explanation about conceptualization in the scale development process, a literature review
was conducted again and in line with the expert opinion received, it was decided to qualify these concepts in the
research as follows: "physical indicators of anxiety, cognitive indicators of anxiety, emotional indicators of anxiety

Listening Anxiety Scale

The scale was developed by Melanlioglu (2013). The 5-point Likert-type scale consists of 37 items and 5 sub-
dimensions. The highest score that can be obtained from the scale is 185 and the lowest score is 37. The chronba alpha
reliability coefficient of the scale is .92. The internal consistency coefficients of the sub-dimensions are between .68-.81.
In general, the scale was found to be valid and reliable in measuring listening anxiety of middle school students.

Data Collection

Before starting the study, ethical permission was obtained from Istanbul 29 Mayis University Scientific Research Ethics
Committee. After ethical permission was obtained, interviews were conducted with the schools and data were collected
after obtaining permission from the schools, families and children. A total of 466 6th and 7th grade students voluntarily
participated in the study.

Data Analysis

In order to decide on the analyses to be used in the analysis of the data obtained, the normality of the data was
examined. As a result of the normality analysis (Table 1), it was determined that the data were normally distributed.
Therefore, it was decided to conduct parametric analyses. Correlation coefficient was used to determine the relationship
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between the participants' attitudes towards Turkish lesson, listening anxiety and speaking anxiety, and multiple linear
regression analysis was used to reveal the predictive status of listening anxiety and speaking anxiety towards Turkish
lesson. The aforementioned analyses were carried out with SPSS 20. package program.

Ethical Statement

It was decided at the meeting of the Scientific Research Ethics Committee of the Istanbul 29 Mayis University on
06.05.2024 that there was no inconvenience in conducting this research and it was communicated to the researcher with
the letter numbered 2024.05.

Findings
Table 1
Normality Distribution Test for Attitudes Towards Turkish Lesson, Listening Anxiety and Speaking Anxiety
Kolmogorov
Variables Smirnov n p X Min. Max. Skewness Kurtosis

6th grade

Attitude towards Turkish lesson .05 248 .200 2.68 2.05 3.52 17 .08

Listening anxiety .04 248 .200 3.04 2.38 3.92 34 41

Speaking anxiety .07 248 .008 2.69 2.05 3.52 32 -.06
7th grade

Attitude towards Turkish lesson 05 248 200 267 1.85 3.67 17 -02

Listening anxiety .04 248 .200 2.84 2,51 443 -11 -48

Speaking anxiety .07 248 .008 3.27 1.86 3.62 .18 -19

X : average, Min.: Minimum, Max.: Maximum

Table 1 shows the distribution of the data obtained. When the sample groups are over fifty, Kolmogorov-Smirnov is
used for normality analysis. The number of both groups participating in the study is above the given value. In normal
distributions, the kurtosis-skewness values of the data are in the range of -2.0, +2.0 (George & Mallery, 2019).

Table 2

Correlation Analysis on the Relationship between Attitudes Towards Turkish Lesson, Listening Anxiety and Speaking
Anxiety

DIS DIOT DYE YT DD DI DIF DSO DE DK BI FI DU KK
DIS 1
DIOT 435" 1
DYE 461" 364 1
TYT .760™ .769™ 514 1
DD -186™ -.071 =202 -113 1
DI -.045 103 -129 .073 379 1
DIF .049 .022 =218 185 247 367 1
DSO .203™ .204™ -.055 264 199 344 514 1
DE 042 .041 -012 .063 09 406 248 294 1
DK .003 .067 =211 132 558 742 788 697 545 1
BI .011 -.026 122 -.093 .009 .069 - 168"  -.036 .082 -.033 1
FI 407" 541 524 566 -155F  -.092 -075 105 -029  -.080 154" 1
DU 279 .300™ =283 527 064 187 424 243 074 319  -275% -181™ 1
KK .072 -012 -016 -.001 -.006 .062 13 143" 104 108 753" 071 .005 1

***talics 7th grade **p<,01; *p<

Table 2 shows the relationship between the scale scores. Accordingly, statistically significant and positive
relationships were obtained between interest and love for the lesson and negative attitudes towards the lesson (r=.267),
activities towards the lesson (r=.293), and the general attitude towards Turkish lesson (r= .646) in 6th grade (p<.01).
Statistically significant and positive relationships were obtained between interest and love for the lesson and perception
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towards listening (r=.208) (p<.01). Statistically significant and positive correlations were obtained between the activities
for the lesson and attitude towards Turkish lesson (r= .452) and emotional indicators of anxiety in speaking (r= .271)
(p<.01). A statistically significant and positive relationship was obtained between attitude towards Turkish lesson and
cognitive indicators of anxiety in speaking (r=.199) and emotional indicators of anxiety in speaking (r=.608) (p<.01). A
statistically significant and positive relationship was found between listening anxiety and evaluation of listening (r=
.531), monitoring the listening process (r=.719), individual differences in listening (r=.541), focusing after listening (r=
.359), listening barriers (r=.449) (p<.01).

In 7th grade, statistically significant and positive relationships were found between interest and love for the lesson
and negative attitudes towards the lesson (r= .435), activities towards the lesson (r= .461), and overall attitude towards
Turkish lesson (r=.760) (p<.01). Similarly, statistically significant and positive correlations were obtained between interest
and love for the lesson and focusing after listening (r=.203) (p<.01). Statistically significant and positive relationships
were obtained between interest and love for the lesson and physical indicators of anxiety in speaking (r= .407) and
emotional indicators of anxiety in speaking (r= .279) (p<.01). Statistically significant and positive relationships were
obtained between negative attitudes towards the lesson and focusing after listening (r=.204), physical indicators of anxiety
in speaking (r= .541) and emotional indicators of anxiety in speaking (r=.300) (p<.01). A statistically significant and
positive correlation was found between lesson-oriented activities and attitude towards Turkish lesson (r=.514) (p<.01).

A statistically significant and positive correlation was found between the general attitude towards Turkish lesson
and physical indicators of anxiety in speaking (r= .566) and emotional indicators of anxiety in speaking (r=.527) (p<.01).
A statistically significant and positive relationship was obtained between listening evaluation and monitoring the
listening process (r=.379), individual differences in listening (r=.247), focusing after listening (r=.199), listening barriers
(r=.558) (p<.01). A statistically significant and positive relationship was obtained between monitoring the listening
process and emotional indicators of anxiety in speaking (r= .187) (p<.01). A statistically significant and positive
relationship was obtained between individual differences in listening and emotional indicators of speaking anxiety (r=
424) (p<.01). A statistically significant and positive correlation was obtained between general speaking anxiety and
physical indicators of speaking anxiety (r=.753) (p<.01).

Table 3
Multiple Connection Problem Table for Listening Anxiety and Speaking Anxiety

Variables Tolerance VIF
6th grade
Speaking anxiety 1.00 1.00
Listening anxiety 1.00 1.00
7th grade
Speaking anxiety A1 1.01
Listening anxiety 11 1.01

According to Table 3, the VIF value for each of the scores obtained from the listening anxiety and speaking anxiety scales
for Turkish lesson is less than 10 and the tolerance value is greater than .10 and there is no multicollinearity problem.
This result shows that there is not a very high correlation (>.90) between the scale scores.

Table 4
Predictability of Listening Anxiety in Groups' Attitudes Towards Turkish Lesson

Variables B Standard Error B t p
6th grade
Fixed 1.93 23 8.29 .000
Listening anxiety .18 .05 .08 3.19 .002
Speaking anxiety 07 .06 20 1.26 207
7th grade
Fixed 2.32 .26 8.98 .000
Listening anxiety 12 .06 13 1.96 .005
Speaking anxiety -.01 .06 -.02 -23 .081
6th grade F; 4;=14.66; p<.001 7th grade F, 4,=24.93; p<.001
R=.05;R’=.04 R=.02;R’=.01

As indicated in Table 4, the multiple linear regression model tested for the prediction of listening anxiety and
speaking anxiety scores on attitude towards Turkish lesson in 6th graders is statistically significant (F(5.85)=14.66,
p<.001). Listening anxiety scores explain 4% of the variability in attitude towards Turkish lesson (although the rate is low,
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it shows that it has an effect). Listening anxiety scores (B=.18, t=3.19, p<.01) significantly predicted students' attitudes
towards Turkish lesson. An increase of 1 unit in listening anxiety scores leads to an increase of .18 units in students'
attitudes towards Turkish lesson. f3 is the standard regression coeflicient and indicates the degree of importance of the
variable in the model. The regression equation for attitude towards Turkish lesson scores is as follows: Attitude towards
Turkish lesson=1.93+.18%listening anxiety.

In 7th grade, the multiple linear regression model tested for the prediction of listening anxiety and speaking anxiety
scores on attitude towards Turkish lesson is statistically significant (F(1,92)=24.93, p<.001). A very low rate of 1% of the
variability in attitude towards Turkish lesson is explained by listening anxiety scores. Listening anxiety scores (B=.12,
t=1.96, p<.01) significantly predict students' attitudes towards Turkish lesson. An increase of 1 unit in listening anxiety
scores leads to an increase of .12 units in students' attitudes towards Turkish lesson. The regression equation for attitude
towards Turkish lesson is as follows: Attitude towards Turkish lesson=2.32+.12%listening anxiety.

Table 5
Multiple Connection Problem Table for Listening Anxiety
Variables Tolerance VIF
6th grade
Evaluating listening 95 1.05
Monitoring the listening process 89 1.12
Individual differences in listening 95 1.05
Focusing on post-listening 99 1.01
Listening barriers 96 1.04
7th grade
Evaluating listening 84 1.19
Monitoring the listening process 67 148
Individual differences in listening 60 1.66
Focusing on post-listening 61 1.65
Listening barriers 80 124

In Table 5, the VIF value for each of the scores obtained from the listening anxiety and speaking anxiety scales for
Turkish lesson is less than 10 and the tolerance value is greater than .10 and there is no multicollinearity problem. This
result shows that there is not a very high correlation (r>.90) between the scale scores.

Table 6
Predictability of Listening Anxiety in Groups' Attitudes Towards Turkish Lesson
Variables B Standard Error B t p
6th grade
Fixed 2.11 .18 11.82 .000
Evaluating listening .03 .03 .06 98 .326
Monitoring the listening process .07 .03 13 2.04 043
Individual differences in listening .05 04 .09 1.40 162
Focusing on post-listening .05 .03 .10 1.60 .110
Listening barriers -.01 .03 -.03 -45 .655
7th grade
Fixed 2.37 .20 12.03 .000
Evaluating listening -12 04 -19 2275 .006
Monitoring the listening process .03 .06 04 .57 571
Individual differences in listening .04 04 07 .85 .395
Focusing on post-listening 14 .05 25 3.01 .003
Listening barriers -.01 .04 -.02 -35 724
6th grade F, ,,=14.66 p<.001 7th grade Fi,4=24.93 p< 001
R=.05;R’=.03 R=.10; R'=.08

As seen in Table 6, the multiple linear regression model tested for the prediction of the scores of monitoring the

listening process, which is the sub-dimension of listening anxiety in 6th graders, on the attitude towards Turkish lesson
is statistically significant (F(;4¢,=14.66, p<.001). 3% of the variability in attitude scores towards Turkish lesson is

explained by the scores of the listening process monitoring sub-dimension. The scores of monitoring the listening process
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(B= .07, t=2.04, p<.01) significantly predicted students' attitudes towards Turkish lesson. A 1- unit increase in the scores
of the sub-dimension of monitoring the listening process provides a .03-unit increase in students' attitudes towards
Turkish lesson. The regression equation for attitude towards Turkish lesson scores is as follows: Attitude towards Turkish
lesson=2.11+.07*monitoring the listening process.

In 7th grade, the multiple linear regression model tested for the prediction of the scores of listening evaluation and
focusing after listening, which are the sub-dimensions of listening anxiety, on the attitude towards Turkish lesson i
statistically significant (F,g4=24.93, p<.001). 08% of the variability in attitude scores towards Turkish lesson is explained
by the scores of the sub-dimensions of evaluating listening and focusing on post-listening. The scores of evaluating
listening (B=-.12, t=-2.75, p<.01) and focusing after listening (B=-.14, t=3.01, p<.01) significantly predict students'
attitudes towards Turkish lesson. An increase of 1 unit in the scores of the sub-dimension of evaluating listening and
focusing after listening provides an increase of .08 units in the students' attitude scores towards the Turkish lesson. The
regression equation for attitude towards Turkish lesson scores is as follows: Attitude towards Turkish
lesson=2.37+-.12%evaluating listening+. 14*focusing after listening.

Table 7
Multiple Connection Problem Table for Speaking Anxiety

Variables Tolerance VIF
6th grade
Cognitive indicators of anxiety 94 1.00
Physical indicators of anxiety 99
Emotional indicators of anxiety 94 1.00
7th grade
Cognitive indicators of anxiety 91
Physical indicators of anxiety 96 101
Emotional indicators of anxiety 90 1.01

In Table 7, the VIF value for each of the scores obtained from the sub-dimensions of the speaking anxiety scale is
less than 10 and the tolerance value is greater than .10, indicating that there is no multicollinearity problem (r>.90).

Table 8
Predictability of Speaking Anxiety in Groups' Attitudes Towards Turkish Lesson
Variables B Standard Error B t p
6th grade
Fixed 1.82 12 14.86 .000
Cognitive indicators of anxiety _01 04 _01 24 807
Physical indicators of anxiety 29 02 .60 11.87 .000
Emotional indicators of anxiety 04 03 07 1.32 188
7th grade
Fixed .75 11 6.63 .000
Cognitive indicators of anxiety _01 02 _02 -56 575
Physical indicators of anxiety 32 01 .69 18.88 .000
Emotional indicators of anxiety 39 02 64 17.29 .000
6th grade F,q ,=14.66 p<.001 7th grade F,;,=24.93 p<.001
R=37;R’=.36 R=73 K'=72

In Table 8, the multiple linear regression model tested for the prediction of the scores of cognitive anxiety in speaking,
physical anxiety in speaking and emotional anxiety in speaking, which are the sub-dimensions of speaking anxiety, on
the attitude scores towards Turkish lesson is statistically significant (F(ys 65 =14.66, p<.001). A very high proportion, i.e.
36%, of the variability in attitude scores towards Turkish lesson is explained by the physical anxiety in speaking sub-
dimension score. Physical anxiety in speaking (B=.29, t=11.87, p<.001) scores significantly predicted 6th grade students'
attitudes towards Turkish lesson. Physical anxiety in speaking scores explain .29% of the variability in attitude towards
Turkish lesson. Physical anxiety in speaking (B=.07, t=2,04, p<.001) scores significantly affect 6th grade students'
attitudes towards Turkish lesson. A 1-unit increase in the physical anxiety in speaking score provides a .07-unit increase
in 6th grade students' attitudes towards Turkish lesson. A 1-unit increase in the physical anxiety in speaking sub-
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dimension score leads to a .29-unit increase in 6th grade students' attitudes towards Turkish lesson. f3 is the standard
regression coeflicient and indicates the degree of importance of the variable in the model. In 6th graders, physical anxiety
sub-dimension has the highest effect on attitudes towards Turkish lesson. The regression equation for attitude towards
Turkish lesson scores is as follows: Attitude towards Turkish lesson=1.82+.29*physical anxiety in speaking.

At the 7th grade level, the multiple linear regression model tested for the prediction of the scores of cognitive anxiety in
speaking, physical anxiety in speaking and emotional anxiety in speaking, which are the sub-dimensions of speaking
anxiety, on the attitude towards Turkish lesson is statistically significant (F(193.07=6.72, p<.001). The scores of physical
anxieties in speaking and emotional anxiety in speaking sub-dimensions explain 72% of the variability in the attitude
towards Turkish lesson scores. Physical anxiety in speaking (B=.32, t=18.88, p<.001) and emotional anxiety in speaking
(B=.39, t=17.29, p<.001) scores significantly predict 7th grade students' attitudes towards Turkish lesson. An increase of
1 unit in each of the scores of physical anxiety in speaking and emotional anxiety in speaking leads to increases of .32
and .39 units in students' attitudes towards Turkish lesson, respectively. The regression equation for 7th graders' attitudes
towards Turkish lesson is as follows: Attitude towards Turkish lesson=.75+.29*physical anxiety in speaking+.39*emotional
anxiety in speaking.

Conclusion and Discussion

This study focused on determining the relationship between listening anxiety, speaking anxiety and attitudes towards
Turkish lesson and the predictive status of listening anxiety and speaking anxiety towards attitudes towards Turkish
lesson of 6th and 7th grade students attending BILSEMs. According to the data obtained from the 6th grade students
who participated in the study, there is a significant relationship between the negative attitudes of the students towards
the Turkish lesson and their interest and love for the lesson and their approaches to the activities carried out for the
lesson. As their interest and love for the lesson increased, their perceptions towards listening also increased. It was
determined that there was a significant relationship between the activities for the lesson, attitudes towards the Turkish
lesson and emotional indicators of anxiety in speaking, cognitive indicators of anxiety in speaking and emotional
indicators of anxiety in speaking. Similarly, there was a significant relationship between listening anxiety and evaluation
of listening, monitoring the listening process, individual differences in listening, focusing after listening, and listening
barriers. In addition, there is a statistically significant relationship between interest and love for the lesson and negative
attitudes towards the lesson, activities towards the lesson, attitude towards Turkish lesson in general, between love and
focusing after listening, and between love and physical and emotional indicators of anxiety in speaking. Similarly, there
is a statistically significant relationship between negative attitudes towards the course and focusing after listening,
physical indicators of anxiety in speaking and emotional indicators of anxiety in speaking. There is a significant
relationship between lesson activities and attitude towards Turkish lesson. There is a significant relationship between the
general attitude towards Turkish lesson and physical and emotional indicators of anxiety in speaking, between
monitoring the listening process and emotional indicators of anxiety in speaking, between individual differences in
listening and emotional indicators of anxiety in speaking, and between general anxiety in speaking and physical
indicators of anxiety in speaking. These results show that listening and speaking anxieties affect attitudes towards
Turkish lesson in both participant groups. Considering the developmental levels of the sample group, it is seen that they
are in adolescence. In particular, it is known that individuals' perceptions about their physical characteristics begin with
adolescence (Harris, 1987). It can be stated that the anxiety that students will experience about their physical
characteristics during the speaking may also affect their attitudes towards the Turkish lesson. It is seen that as the
participants’ interest and love for the course increases, their listening and speaking anxieties are also positively affected.
Therefore, it can be stated that as attitudes towards Turkish lesson improve, students become less anxious in listening
and speaking. As a matter of fact, in the study conducted by Boyraz (2024), it was determined that the speaking and
writing anxieties of gifted students had a predictive feature in their academic anxiety. It is possible to state that this
situation supports the current research. Emotion and consciousness, in other words, cognition are two basic elements
that are interconnected (Smith & Kosslyn, 2014). Here, the increase in the age level of the students suggests the
possibility that it may affect them to be more emotionally dominant in the speaking process. In fact, emotions affect us
at many points such as decision-making, behavior management, and reasoning (Winter, 2018; Goleman, 2010). In the
6th grade, the emotional dimension in speaking did not affect the attitude towards the Turkish lesson, but the fact that
there is a relationship between them in the 7th grade may also be related to the level of consciousness. Studies reveal that
as the age level increases, there is an increase in emotion regulation (Atalay & Ozyiirek, 2021). From this point of view,
the increase in students' ability to regulate their emotions during speaking may also positively affect their attitudes
towards the Turkish lesson. It is possible to state that positive perceptions towards listening, which is the first language
skill acquired (Giines, 2014), affect students' perceptions towards language. Vandergift (2004) states that if students are
aware of metacognitive actions such as planning-monitoring and evaluation during listening, they can be more
successful in making sense of the text. It can be stated that the sub-dimensions of the listening anxiety scale actually
focus on students' metacognitive awareness. It can be stated that students' metacognitive awareness in their listening
anxiety (i.e., being aware of their own anxiety and seeking ways to overcome it) positively affects their attitudes towards
Turkish lesson and therefore language. It was determined that individual differences in listening affected speaking
anxiety. This result also shows the importance of taking individual differences into consideration in Turkish language
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teaching. In general, gifted children show different developmental characteristics than their peers. It shows that these
results should be taken into account in language teaching and differentiated language teaching activities should be
carried out (Ozcan, 2023; Islekeller Bozca, 2017). According to the results of the study, it was determined that the
listening anxiety of the participants in both groups predicted their attitudes towards Turkish lesson. In 6th graders, the
sub- dimensions of monitoring the listening process, in 7th graders, the sub-dimensions of evaluating listening and
focusing on post-listening predicted the attitude towards the Turkish lesson. In 6th grade, physical indicators of
speaking, and in 7th grade, physical and emotional indicators of speaking sub-dimensions predicted attitude towards
Turkish lesson. According to Horwitz, Horwitz, and Cope (1986), middle school is a critical period in terms of anxiety.
The anxieties in this period affect their attitudes towards language and thus their success in the learning process
(Mitchell & Florance, 1998). Failures in learning leave them with a sense of inadequacy over time. Bandura (2003) states
that the belief that students with low self-efficacy are unsuccessful causes them to resist learning (as cited in Merrotsy,
2013). This low self-efficacy causes students to experience great anxiety about speaking. Since these excessive anxieties
increase the risk of making mistakes during speaking, it may cause students to avoid speaking and lose their self-esteem
over time (Crookall & Oxford, 1991). Considering the fact that the participants are in early adolescence and that their
anxiety levels are likely to be high during this period, it can be stated that they may face similar risks during listening.
Melanlioglu (2013) states that the negativities experienced in the listening process may cause students to have negative
attitudes towards listening over time. It is possible to state that these negative attitudes can naturally turn into negative
attitudes towards the Turkish lesson directly affect other language skills. As a matter of fact, in the results of this
research, it was determined that there was a relationship between students' listening and speaking concerns and their
attitudes towards Turkish lesson. The fact that the sample group is a special group makes these results more important.
Because gifted children often acquire language much earlier than their peers (Allington, 2002). With schooling, they are
subjected to the same education as their peers with normal development. Therefore, they may experience problems in
accessing the differentiated educational environments they need (Friedman & Lee, 1996; Borland, 2005; Kelemen, 2010).
In addition, the children between the ages of 11-13 selected as the sample are in adolescence. In this period, the way they
communicate with their peers and the educational conditions offered to them can affect their attitudes towards Turkish
lessons and their listening and speaking concerns. Providing an appropriate education to these students is only possible
by knowing their characteristics. Providing differentiated education for language, which forms the basis of the whole
education process and provides communication, is possible by knowing the relationship between these skills of the
students and their influence on each other. The research was limited to listening and speaking concerns, attitudes
towards Turkish lesson and 6th and 7th grades. It is important to conduct more comprehensive research in terms of the
quality of research on this subject. In addition, investigating the effect of affective approaches towards other language
skills on attitudes towards Turkish lesson can provide important data. In addition to quantitative research, supporting
the studies in this field with qualitative data by conducting interviews with stakeholders such as teachers, students and
parents can provide more explanatory results.
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Bu aragtirmanin amaci 6zel yetenekli 6grencilerin Tiirk¢e dersine yonelik tutumlars,
dinleme ve konusma kaygilar1 arasindaki iliskiyi, dinleme ve konusma kaygilarinin
Tiirkge dersine yonelik tutumunu yordama durumunu ortaya koymaktir. Bu amag
dogrultusunda 2023-2024 egitim-6gretim yilinda ortaokul 6. ve 7. sifta egitim
gormekte olan 466 Ozel yetenekli 6grenci orneklem olarak belirlenmistir. Nicel
aragtirma yonteminin iligkisel tarama modeline dayanan galiymada veri “Tiirk¢e

dersine yénelik Tutum Olgegi”, “Dinlemeye Yonelik Kaygi Olgegi” ve “Konusmaya

ey

Yonelik Kaygi Olcegi” veri toplama araglari olarak kullanidmistir. Aragtirmadaki
degiskenler arasindaki iligkiyi ortaya koymak igin pearson momentler ¢arpim
korelasyonu katsayis1 hesaplanmigtir. Dinleme kaygisi ve konusma kaygisinin Tiirkge
dersine yonelik tutumun yordayiciigini belirlemek amaciyla ¢oklu dogrusal
regresyon analizi yapilmistir. Yapilan analiz sonuglarina gore katilimcilarin dinleme
kaygilari, konusma kaygilar1 ve Tiirkge dersine yonelik tutumlar1 arasinda iligki
vardir. Ayrica dinleme ve konusma kaygilar1 Tiirkge dersine yonelik tutumlarini
yordamaktadir. Bu sonuglardan hareketle 6zel yetenekli ortaokul Ogrencilerine
yonelik farklilagtirilmig Tiirkge 6gretim uygulamalarinin yapilmasi onlarin Tiirkge
dersine yonelik tutumlarinda ve dinleme ile konusma kaygilarnin olumluya
doniistiiriilmesinde 6nemli oldugu sonucuna varilmugtir.

Anahtar kelimeler: 6zel yetenekli 6grenciler, Tiirkge dersine yonelik tutum, dinleme
kaygisi, konugma kaygisi

zel yetenekli ¢ocuklar normal gelisim gosteren

akranlarindan daha farkli ozellikler gelisim ozellikleri

gostermektedirler (Gottfried vd., 1994). Bunlar arasinda
entelektiiel, yaratici, sanatsal, liderlik gibi birgok farkli alanin birinde
veya birkacinda dstiin Ozelliklere sahip olmalari veya bunlan
yansitacak potansiyelde olmalari yer almaktadir (Gagne, 2013;
Renzulli, 1978). Ulusal Ustiin Yetenekli Cocuklar Dernegi (NAGC,
2010) o6zel yetenekli cocuklarin genellikle yogun merak duygusuna
ve oOgrenmeye iliskin biyiikk bir tutkuya sahip olduklari, bu
ozelliklerinin de onlar: siirekli bilgi arayisina sevk ettigini belirtir.
Ilgi duyduklari alanda/alanlardaki yogun igsel motivasyonlar:
onlarin bu alanlarda uzmanlagmalarini ve bu konularda derin bilgi
sahibi olmalarini saglar (Colangelo, vd., 2004). Bu nedenle bu
g¢ocuklarin yetenekleri ve ilgi alanlar1 dogrultusunda
yonlendirilmelerinin 6nemli oldugunu ifade etmek mimkiindir.
Ozgiin diisiinme becerileri karsilastiklar1 sorunlar1 ¢ézmede birden
fazla alternatifler gelistirmelerine ve problemleri ¢6zmede yeni
yollar kesfetmelerine ve dolayisiyla yaraticiliklarinin gelismesinde
onemli katkilar saglar (Runco ve Acar, 2012). Bu nedenle ilgi
duyduklar1 konularda siradis1 kesifler yapma, farkli yollar kesfetme
olasiliklarinin daha yiiksek oldugunu belirtmek miimkiindiir. Sahip
olduklar1 liderlik ozellikleriyle ¢ogu zaman iginde bulunduklar:
gruplardaki akranlarini yonlendirmede, onlara ilham olmada,
grubun birlikteliginin olumlu bir sekilde devam etmesinde 6nemli
gorevler tstlenmektedirler (Davis ve Rimm, 2016). Yani bilgiye kars1
olan bu merak ve tutkularinin yani sira sosyal ve duygusal 6zellikleri



de iliski kurma ve iligkiyi stirdlirme bi¢imlerini etkilemektedir (Pfeiffer, 2015). Ayrica 6zel yetenekli ¢ocuklarin gelismis
duygusal zeka oOzellikleri onlarin bagkalariyla derinlemesine empati kurmalarina katki saglamada ve sosyal becerilerini
yonetmede 6nemli bir yere sahiptir (Pfeiffer, 2015). Ozel yetenekli ¢ocuklarin ifade edilen bu gelimis ¢ok yonlii
ozelliklerine ragmen miikemmeliyetgilik ve yiiksek hassasiyet gibi 6zellikleri onlarin yiiksek diizeyde kayg: yasamalarina
ve sosyal iligkilerde sorunlar yasamalarina neden olabilmektedir (Kearney ve Silverman, 2020). Bu nedenle onlarin hem
olumlu hem olumsuz gelisim 6zellikleri dikkate alinarak kapsamli bir farklilastirilmis egitimin saglanmasi olduk¢a
onemli goriilmektedir (Assouline, vd., 2015; Colangelo ve Davis, 2003). Sonug olarak, o6zel yetenekli ¢ocuklarin
gelisimlerini desteklemek ve ihtiya¢ duyduklar1 egitime erigmelerini saglamak i¢in onlarin ¢ok yonlii dogalarini
anlamak, onlara uygun egitim ortami saglamak ve onlarin gelisimlerini tesvik etmek 6nemlidir. Onlarin kendilerini ifade
edebilecekleri ortamlara erigmeleri ayni zamanda olasi mitkemmeliyet¢ilik 6zelliklerinin ve yiiksek hassasiyete sahip
olmalar iletisim kurmalarinda, kendilerini ifade etmelerinde veya karsilarindaki bireyleri anlama isteklerinin 6niine
gecebilir. Bu nedenle bu tiir sorularin yasanmasimi engellemek igin egitimcilerin ve 6zel yetenekli cocuklarin
egitiminden sorumlu bireylerin besleyici ve destekleyici yaklagimlarla onlarin dil, iletisim ve sosyal becerilerinin
gelisimlerini desteklemeleri gerekmektedir.

Ozel yetenekli ¢ocuklar akranlarina gore dile daha erken yaslarda ilgi gostermektedirler. Bu ilgi, kelime
dagarciklarinin daha hizl bir sekilde gelismesini saglarken (Bonds ve Bonds, 1983) bunlar1 kullanmaya kars1 egilimleri/
konugma becerileri de daha erken yaslarda (Renzulli, 1978) baslamaktadir. Konusma sirasinda ¢ok daha ileri diizeyde,
¢ok daha karmagik kelimeler ve dil ifadeleri kullanarak sozel muhakeme becerilerini yansitirlar (Freeman ve McIntosh,
2022; Baker, 2017; Davis ve Rimm, 2016; Freeman, 2001). Ayrica okumaya kars: olan ilgileri okumay1 da daha erken
yaslarda edinmelerini saglar (Assouline vd., 2015). Karmagsik dil yapilarini anlama ve akilda tutmadaki becerileri olduk¢a
iyi dinleyiciler olmalarimi saglar (Miller, 2020). Bu nedenle erken yaslardan itibaren zengin cevresel uyaranlarin
kendilerine sunulmasi bu potansiyellerinin ortaya ¢ikmasini saglamada 6nemli bir etken olabilecegini ifade etmek
miimkindir. Dilde gelisimindeki bu ileri diizey becerileri onlarin diger dilleri de akranlarina gére daha hizli ve iyi bir
sekilde 6grenmelerini saglar (Schneider vd., 2021). Bu nedenle dil gelisimleri akranlarina gére daha ileri diizeyde oldugu
i¢in kendilerinden biiyiik ¢ocuklarla veya yetiskinlerle sosyal iliskiler kurabilirler, daha derin ve entelektiiel tartismalar
yapabilirler (Davis ve Rimm, 2016). Normal gelisim gosteren akranlariyla ayni siniflarda alisilmig/siradan egitime tabi
tutulmalar1 bu becerilerini olumsuz etkileyebilmektedir. Bu ozellikler dikkate alinarak ozel yetenekli ¢ocuklara
farklilagtirilmis egitim ortamlar1 saglanabilir ve sahip olduklari gelismis bu dil becerilerini sinirsizca kullanarak st
diizey deneyimlere, bagarilara ulagmalar1 saglanabilir (Freeman ve Mclntosh, 2022; Assouline vd., 2015). Fakat biitiin
bunlarin yaninda dikkate alinmasi gereken hususlardan biri sahip olduklari hassasiyetleri, miikemmeliyetcilik
ozellikleridir. Bu durumlari nedeniyle iletisimde ¢esitli sorunlar yasama olasiliklar: var (Hewitt ve Flett, 2019). Ayrica dil
gelisimleri akranlarina gore daha ileri diizeyde oldugu i¢in onlarla iletisim kurma sorunu yasayabilir ve zaman i¢inde
kendilerini sosyal olarak izole etme egilimi gosterebilirler (Zhang, vd., 2021). Disiincelerini ifade etmede yasadiklar:
baskilar nedeniyle iletisim kurma kaygisi yasayabilmekte ve bu durum onlarin kendilerini geri ¢ekmelerine neden
olabilmektedir (Wang ve Rinn, 2022). Ayrica yagitlarindan ¢ok daha ileri diizeyde dil becerilerine sahip olmalar1 ayni
zamanda onlarin fiziksel olarak arkadaslariyla es fakat dilsel olarak daha ileri olmalar1 anlamina da gelmektedir. Sosyal
ve duygusal olarak akranlariyla benzer o6zelliklerde olmalarina ragmen zihinsel/dilsel anlamda daha ileri olmalar:
onlarin sosyal, duygusal iletisimlerini, uyumlarini da zorlagtirmaktadir (Pfeiffer, 2015). Bu durum onlarin dile kars1 olan
ilgilerini, dolayisiyla sosyal ve iletisim becerilerini de etkileyebilmektedir. Arastirmalar 6zel yetenekli ¢ocuklarin bu
asenkron gelisimlerinden dolay1 yasadiklari/yasayabilecekleri sorunlarin énlenmesi/¢éziimlenmesi i¢in sosyo-duygusal
acidan desteklenmesi gerektigini ortaya koymaktadir (Saranli, 2017). Béylece bu ¢ocuklar akademik basarinin yani sira
sosyo-duygusal agidan da desteklenmis olurlar.

Ozel yetenekli ¢ocuklarin iist diizey farkindaliklar1 ¢ogu zaman dinleme becerilerinde de goriilmektedir. Bazi
durumlarda dinledikleri bilgilerin 6nemli ayrintilarini kagiracaklarini diistindiiklerinden veya dinleme esnasinda onlara
sorulacak sorulara uygun yanitlar1 veremeyebileceklerinden dolay: kaygilanip stres yasayabilmektedirler (Kearney ve
Silverman, 2020). Ayrica dinleme sirasinda kendilerine gergek¢i olmayan yiiksek hedefler belirlemeleri onlarin dinleme
kaygis1 yasamalarina neden olur (Hewitt ve Flett, 2019). Dinleme esnasinda detaylara takilmalari, agir1 diizeyde
dinlediklerini analiz etmeleri konugmaciya odaklanmalarini engelleyebilir ve bu da dinleme sirasinda kaygi
yagsamalarina neden olabilir (Zhang vd., 2021). Karsilikli etkilesimin oldugu ortamlar: tercih etmeleri pasif dinleme
ortamlarinda rahatsizlifa neden olmasi dinleme kaygilarinin artmasma neden olabilir (Davis ve Rimm, 2016).
Elestirilere kargi hassasiyetleri icinde bulunduklari ortamda yargilanmaktan korkmalarina neden olabilir. Bu durum
onlarin sosyal, iletisim, is birligi gibi bir¢ok farkli becerilerinin olumsuz etkilenmesine neden olur (Wang vd., 2022;
Bostick, 2021). Benzer sekilde konugma sirasinda da yargilanmaktan korktuklar: i¢in kayg: yasayabilmektedirler.
Ozellikle topluluk oniinde konustuklarinda elestirilmekten, olumsuz degerlendirilmekten korktuklari icin
kaygilanabilmekteler ve bu da onlarn iletisim sorunlar1 yasamalarina neden olabilmektedir (Hewitt ve Flett, 2019). Bu
durum aslinda onlarin elestirilere karst ¢ok hassas olmalarindan ileri gelir. Ayrica kendi yaptiklarindan st diizey
performans beklemeleri, kendilerine karsi yiiksek beklentiler olusturmalari onlarin bu konuda yiiksek kaygilar
yasamalarina sebep olur (Zhang, vd., 2021; Kearney ve Silverman, 2020). Bu ¢ocuklarin detayci, derin diisiinme, yiiksek
0z beklentilerinin beraberinden getirebilecegi bu olumsuz durumlarin o6niine gegilebilmesi i¢in tiim yonleriyle
desteklenmeleri ve ihtiyaglarinin karsilanmasi énemlidir. Ciinkii bu durumlar ¢ocuklarda ileri diizeyde kaygilara sebep
olabilmektedir. Bu kaygilardan dolay1 kalp ritimlerinin artirmasi, konuya odaklanmakta giiglitk yasamalar1 vb. nedenler
de onlarin topluluk kargisinda konusmakta sorun yagamalarina neden olabilmektedir (Bostick, 2021). Yani aslinda bu
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kaygilar sadece psikolojik degil fiziksel olarak da onlar1 etkileyebilmektedir. Ayrica bu kaygilar akademik bagarilarini
yansitmalarina, sosyallesmelerine engel olabilmektedir (Wang vd., 2022; Kearney ve Silverman, 2020). Bu nedenle 6zel
yetenekli ¢ocuklarin dinleme ve konusma becerileri konusundaki hassasiyetlerinin belirlenmesi ve ozellikle
bulunduklar: egitim kademelerine kendilerine uygun egitim ortamlarinin olusturulmasi, gelisimlerinin desteklenmesi
énemlidir.

Ozel yetenekli ¢ocuklarin biligsel gelisimleri dil becerilerinin de gelisimini etkilemektedir. Dildeki bu ileri diizey
yetenekleri onlarin Tiirkge derslerinin de farklilastirilmasina iliskin ihtiyaglar1 dogurmaktadir. Fakat Tiirkiyede sadece
Bilim ve Sanat Merkezlerinde (BILSEM) 6zel yetenekli cocuklarin gelisim ozelliklerine uygun egitimler planlanmaktadir.
Ogrencilerin kisilik ve gelisim 6zelliklerine gore ilkokuldan liseye kadar uyum, destek, bireysel yetenekleri fark ettirme
(BYF), ozel yetenekleri gelistirme (OYG), proje seklinde asamali egitimler sunulmaktadir Bilim ve Sanat Merkezleri
Yonergesi, 2019; Bilim ve Sanat Merkezleri Yonergesi, 2023). Bu siiregte 6grencilerin ihtiyaglarina ve yetenek alanlarina
gore Tiirkge dersleri verilse de 6rgiin egitim sistemi disinda olan bu egitimler 6grencilerin bu derse yonelik ihtiyaglarini
kargilamada yetersiz kalabilmektedir. BILSEM’lerle ¢ocuklarin egitim gordiikleri okullar arasindaki iletisim sorunu da
ogrencilerin Tirkce dersine yonelik yapilan planlamalarin yetersiz kalmasina, yapilan Tiirk¢e dersi etkinliklerinin
diizenli bir sekilde giincellenmemesi bu dersin niteligini diigiirebilmektedir (Sahin, 2020). Oguz (2020) &zel yetenekli
ogrencilerin Tiirkce dersini ve Tiirkge Ogretmenlerini nasil algiladiklarini metaforlar araciligiyla incelemistir.
Aragtirmada genel olarak 6grencilerin hem olumlu hem olumsuz duygu durumlarina sahip olduklar: belirlenmis ve
sonug¢ olarak Ogrencilerin farklilastirilmis Tiirkge derslerine ihtiya¢ duyduklari belirlenmistir. Boyrazi (2024)
aragtirmasina goére Ozel yetenekli Ogrencilerin Tiirk¢e dersine yonelik tutumlarimi konusma ve yazma kaygilar
yordamaktadir. Dolayisiyla 6grencilerin Tiirk¢eye olan tutumlar onlarin kendilerini ifade etmelerinde olduk¢a 6nemli
oldugu ifade edilebilir. Ozcan, Sallabag ve Akgiilin (2023) arastirmasina gore ozel yetenekli 6grencilere sunulan
farklilagtirilmis, zenginlestirilmis Tiirk¢e dersi uygulamalar1 onlarin basarilarini dogrudan etkilemektedir. Bu sonug
ogrencilerin ihtiyaglarina uygun igeriklerin sunulmasinin énemini gostermektedir. Tiirk¢e dersi sadece bir ders degildir.
Ayni zamanda diger biitiin derslerin anlagilmasinda, sosyal ve iletisim becerilerinin gelistirilmesinde énemli bir yere
sahiptir. Ozel yetenekli ¢ocuklarin dil gelisim 6zelliklerine bakildiginda aslinda ¢ok erken yaglardan itibaren dile oldukga
ilgilidirler (Ozcan, 2022). Fakat Tiirkiyede 6zel yetenekli ¢ocuklarin Tiirke dersine iliskin goriislerinin alinmasina
yonelik yapilan arastirmalarda Tiirk¢e dersine yonelik olumsuz diisiincelere sahip olduklar1 goriilmektedir (Oguz, 2020).
Ayrica yine yapilan arastirmalar kendilerine oOzgii farklilastirilmis Tiirkge derslerinin olduk¢a sinirli oldugu
goriilmektedir (Ozcan, 2022; Ozcan, Sallabas ve Akgiil, 2022; Islekeller Bozca, 2017). Bu sorunlara yonelik ¢éziimlerin
ortaya konulabilmesi i¢in bu ¢ocuklarin Tiirk¢e dersine yonelik tutumlarinin belirlenmesi, ilk kazanilan iki beceri olan
dinleme ve konusma becerileri kaygilarinin yordayiciiginin ortaya konulmasi 6nemlidir. Ciinkii bu sonuglar ayni
zamanda gergeklestirilecek eylem planlar1 veya gelistirilecek programlar icin olduk¢a 6nemli kaynak gérevi iistlenecektir.
Bu durumdan hareketle bu aragtirmanin amaci 6zel yetenekli 6. ve 7. siif 6grencilerinin Tiirk¢e dersine yo6nelik
tutumlari, dinleme kaygilar1 ve konusma kaygilar1 arasindaki iligkiyi belirlemektir. Ayni zamanda dinleme ve konusma
kaygilarinin Tiirk¢e dersine yonelik tutumlarini yordama durumunun belirlenmesi amaglanmistir. Bu baglamda
aragtirmanin sorulari su sekilde belirlenmistir:

1. Ozel yetenekli 6grencilerin Tiirkge dersine yonelik tutumlari, dinleme kaygilar1 ve konusma kaygilar1 arasinda
iligki var midir?

2. Ozel yetenekli dgrencilerin dinleme kaygilar1 ve konugma kaygilari Tiirkce dersine yonelik tutumlarini
yordamakta midir?

Yontem
Model

6. ve 7. sinifa 6zel yetenekli 6grencilerin dinleme ve konugma kaygilarinin Tiirkce dersine yonelik tutumlarini yordama
durumlarinin ve dinleme ile konusma kaygilariyla Tiirk¢e dersine yonelik tutumlar: arasindaki iligkinin belirlenmesini
amaglayan bu ¢alisma korelasyonel arastirmalar desenine dayanmaktadir. Korelasyonel arastirmalar iki ya da daha faza
degisken arasindaki iligkilerin herhangi bir sekilde bu degiskenlere miidahale edilmeden incelendigi arastirmalardir.
Korelasyonel arastirmalarda belirlenen degiskenlerin birlikte degisip degismedikleri, birlikte degisim varsa bunlarin nasil
gerceklestiginin ortaya konulmasi amac¢lanmaktadir. Korelasyonel arastirmalar kesfedici ve yordayici olmak tizere ikiye
ayrilmaktadir. Mevcut arastirmanin dayandifi yordayici korelasyonel arastirmalarda degiskenler arasindaki iligkiler
incelenerek degiskenlerin birinden yola ¢ikarak digeri yordanmaya calisilir (Fraenkel, Wallen ve Hyun, 2012;
Biyiikoztiirk vd., 2010). Dolayisiyla bu aragtirmada da katilimcilarin dinleme ve konusma kaygilarinin Tiirk¢e dersine
yonelik tutumlarinin yordama durumunun belirlenmesi amaglandig i¢in yordayici korelasyonel arastirma deseninden
yararlanilmistir.

Evren ve Orneklem

Aragtirmanin evrenini 2023-2024 egitim-6gretim yilinda Tiirkiyedeki Bilim ve Sanat Merkezlerinde (BILSEM) egitim
gormekte olan 6. ve 7. sumf 6grencileri olugturmaktadir. Orneklemi ise Istanbul, Tekirdag, Van, Mus, Bitlis ve Diyarbakir
illerinde bulunan BILSEM’lerdeki 6. ve 7. sinifa devam eden Ogrenciler olusturmaktadir. 6. smnifa devam eden
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ogrencilerin sayis1 248dir. Bunlarin 1411 kiz, 107’si erkek; 7. sinifa devam eden 6grencilerin sayis1 218dir. Bunlarin 124t
kiz, 94’0 erkektir. Aragtirmadaki toplam katilimci sayis1 466dir. Arastirmanin drnekleminin belirlenmesi i¢in amagh
orneklemeden yararlanilmigtir. Amach 6rnekleme olasilikli olmayan bir 6rnekleme yaklagimidir. Belirlenen amaca
uygun olarak arastirmada en iyi sonuca ulagmak icin belirli 6lgiitleri karsilayan arastirma grubu belirlenir ve ¢alisma
belirlenen bu grupla yiritilir (Fraenkel, Wallen ve Hyun, 2012; Biytikoztiirk vd., 2010). Bu aragtirmada da amach
orneklemenin olgiit 6rnekleme yaklagimina uygun hareket edilmistir. Bu baglamda 6rneklemin 6lgiitleri su sekildedir:
BILSEM 6grencisi olmak, 6. veya 7. sinifa devam ediyor olmak, BILSEM'e diizenli bir sekilde devam ediyor olmak. Bu
olgiitleri karsilayan 466 6grenciden veriler elde edilmistir.

Tiirkiyede 6zel yetenekli cocuklar Milli Egitim Bakanligi (MEB) tarafindan IQ testleriyle tanilanmaktadir. Resim,
miizik ve genel zihinsel yetenek alanlarinin birinde belirli bir IQ seviyesi tizerinde olan ¢ocuklar 6rgiin egitim saatleri
diginda kalan belirli giin ve saatlerde BILSEM’lerde egitim gormektedirler. Bu galigma grubuna karar verildikten sonra
Istanbul 29 Mayis Universitesi Bilimsel Aragtirma ve Yayin Etigi Kurulu'ndan (toplanti tarihi: 06.05.2024 toplant1 sayist:
2024/05) etik izin alinmigtir. Etik izin dogrultusunda belirlenen ¢alisma gruplarindan veriler toplanmugtir.

Veri Toplama Araglar1

Bu arastirma kapsaminda ozel yetenekli 6grencilerin Tiirkge dersine yonelik tutumlarinda dinleme ve konusma
kaygilarinin yordayici roliinii ortaya koymak amactyla Unal ve Kose (2014) tarafindan geligtirilen Tiirkge Dersine
Yonelik Tutum Olgegi, Giindiiz ve Demir (2021) tarafindan konusma 6grencilerin konusma kaygilarini belirlemek
amaciyla gelistirilen Konugsma Kaygist Olgegi ve Melanlioglu (2013) tarafindan 6grencilerin dinleme kaygilarini
belirlemek amaciyla gelistirilen Konugma Kaygist Olgegi kullanilmustir. Olgeklere iliskin detayl bilgiler alt bashiklar
halinde verilmistir.

Tiirkce Dersine Yonelik Tutum Olgegi (TDTO)

Olgek ortaokul diizeyindeki ¢ocuklarin Tiirk¢e dersine ydnelik tutumlarini belirlemek amaciyla Unal ve Kose (2014)
tarafindan gelistirilmistir. 5’li likert tipi olan 6l¢ek toplam 27 madde ve 3 alt boyuttan olugsmaktadir. Bu maddelerin 19’u
olumlu, 8’ olumsuzdur. Mevcut arastirma kapsaminda bu 8 madde analiz edilirken ters kodlanmistir. Olgekten
alinabilecek en yiiksek puan 135 en diisiik puan ise 274dir. Olgegin genelinde giivenirlik katsayis1 .92, alt boyutlarda ise
sirayla Derse Yonelik ilgi ve Sevgi (DYIS) .93, Derse iligkin Olumsuz Tutumlar (DIOT) .84, Derse Yonelik Etkinlikler
(DYE) .73 seklindedir.

Konusma Kaygisi Olgegi (KKO)

Olgek Giindiiz ve Demir (2021) tarafindan ortaokul diizeyindeki 6grencilerin konusma kaygilarini 6lgmek amacryla
geligtirilmigtir. Olgek 51i likert tipidir. 21 madde ve 3 (bilissel, fiziksel, duygusal) alt boyuttan olusmaktadir. Olgekten
alinabilecek en yiiksek puan 105 en digiik puan ise 21dir. Olgegin AFA, DFA, es deger formlar, test tekrar test
uygulamalar: yapilmistir. Es deger formlarla giivenirlik katsayisi .50, test tekrar test .78 olarak belirlenmistir.
Degerlendirmeler sonucunda 6lgegin gegerli ve giivenilir bir 6l¢me araci oldugu belirlenmistir.

Mevcut arastirma kapsaminda yapilan literatiir taramasinda “biligsel kaygi, fiziksel kaygi, duygusal kaygr” seklinde
kavramlara rastlanmamistir. Dolayisiyla alan yazinda bu kavramlarin bulunmadigi sonucuna ulasimistir. Ayrica
geligtirilen KKO’niin makalesinde alt boyut isimleri olarak verilen bu kavramlara iliskin herhangi bir agiklama da
yapilmamuigtir.

Bilimsel bir terim {retilecekse (1) oncelikle alan yazinin incelenmesi/taranmasi, (2) 6l¢me aracinin alan yazinda
(bilimin kendi orijinal terminolojisinde) belirtilen o6zellikleri 6l¢me yeterliginin degerlendirilmesi, (3) uygunluk
durumuna gore alan yazinin orijinal kavramlarryla bilgi iiretilmesi saglanmalidir. Ifade edilen 6lgek gelistirme siirecinde
kavramsallagtirmayla ilgili bir agiklama olmadig1 icin yeniden literatiir taramasi yapilmis ve alinan uzman goriisii
dogrultusunda bu kavramlarin arastirmada su sekilde nitelendirilmesine karar verilmistir: “kayginin fiziksel gostergeleri,
kayginin biligsel gostergeleri, kayginin duygusal gostergeleri

Dinleme Kaygis1 Olcegi (DKO)

Olgek Melanlioglu (2013) tarafindan geligtirilmistir. 5’1 likert tipi olan 6lgek 37 madde ve 5 alt boyuttan olugmaktadir.
Olgekten alinabilecek en yiiksek puan 185, en diisitk puan 37dir. Ol¢egin Cronbah alfa giivenirlik katsayis1.92dir. Alt
boyutlarin ig tutarlilik katsayilariysa .68-.81 arasindadir. Genel olarak 6l¢egin ortaokul diizeyindeki 6grencilerin dinleme
kaygilarini 6lgmede gegerli ve giivenilir oldugu belirlenmistir.

Verilerin Toplanmasi

Aragtirmaya baglamadan 6nce etik izin alinmigtir. Etik izin alindiktan sonra belirlenen okullarla gériismeler yapilmus,
okullardan, ailelerden ve ¢ocuklardan izin alinarak veriler toplanmistir. Aragtirmaya goniillii olarak toplam 466 altinci ve
yedinci siif 6grencisi katilmigtir.
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Verilerin Analizi

Elde edilen verilerin analizinde kullanilacak analizlere karar vermek i¢in verilerin normalligine bakilmigstir. Normallik
analizi sonucunda (Tablo 1) verilerin normal dagildig belirlenmistir. Bu nedenle parametrik analizlerin yapilmasina
karar verilmistir. Katilimcilarin Tiirkce dersine yonelik tutumlari, dinleme kaygilar1 ve konusma kaygilar1 arasindaki
iliskiyi belirlemek i¢in korelasyon katsayisi, dinleme kaygisi ve konusma kaygisinin Tiirkge dersini yordama durumunu
ortaya koymak igin de ¢oklu dogrusal regresyon analizi yapilmasina karar verilmistir. Belirtilen analizler SPSS 20. paket
programiyla gerceklestirilmistir.

Etik Beyan

Bu aragtirmanin yiiriitiilmesinde herhangi bir sakinca olmadig1 Istanbul 29 Mayis Universitesi Bilimsel Aragtirma Etigi
Kurulu'nun 06.05.2024 tarihli toplantisinda karara baglanmis ve 2024.05 sayili yaziyla arastirmaciya iletilmistir.

Bulgular
Tablo 1
Tiirkge Dersine Yonelik Tutumlar, Dinleme Kaygist ve Konusma Kaygisina Iliskin Normallik Dagilim Testi
Kolmogorov
Degiskenler Smirnov n p X Min. Max. Carpiklik Basiklik

6. Siuf

Tiirkge dersi tutumu 05 248 200 268 2.05 3.52 17 08

Dinleme kaygist 04 248 200 3.04 2.38 3.92 34 41

Konusma kaygist 07 248 .008 2.69 2.05 352 32 -06
7. Siuf

Tiirkge dersi tutumu 05 248 200 267 185 3.67 17 -02

Dinleme kaygist 04 248 200 2.84 251 443 -11 -48

.07 248 .008 3.27 1.86 3.62 .18 -.19

Konusma kaygisi

X : ortalama, Min.: Minimum, Maks.: Maksimum

Tablo 1de elde edilen verilerin dagilimi verilmistir. Orneklem gruplari ellinin {izerinde oldugu durumlarda
normallik analizleri i¢in Kolmogorov-Smirnov yapilmaktadir. Caligmaya katilan her iki grubun sayisi verilen degerin
tizerindedir. Normal dagilimlarda verilerin basiklik-carpiklik degerleri-2.0, +2.0 araligindadir (George ve Mallery,

2019).

Tablo 2

Tiirkge Dersine Yonelik Tutumlar, Dinleme Kaygisit ve Konusma Kaygisi Arasindaki Iliskiye Yonelik Korelasyon Analizi
DIS DIOT DYE TYT DD DI DIF DSO DE DK BI FI DU KK

DIS 1

DIOT 435 1

DYE 461 364 1

TYT .760™ 769 S14 1

DD -186™ -071 -.202* -113 1

DI -.045 103 -129 .073 379 1

DIF .049 022 =218 185 247 367 1

DSO 203 204 -.055 2647 199 344 5147 1

DE .042 .041 -.012 .063 09 406 248" 294 1

DK .003 .067 =21 32 558 742 788 697 545 1

BI .011 -.026 22 -.093 .009 .069 - 168" -.036 .082 -.033 1

FI 407 541 524 566" - 155 -.092 =075 105 -.029 -.080 154° 1

DU 279 .300™ =283 527 064 187 4247 243 074 3197 275 - 18I 1

KK .072 -012 -016 -.001 -.006 .062 13 143" 104 108 753" 071 .005 1

***italikler 7. sinif **p<,01; *p<,05

Tablo 2de 6lgek puanlari arasindaki iligki verilmistir. Buna gore 6. siniflarda derse yonelik ilgi ve sevgiyle derse
iliskin olumsuz tutumlar (r=.267), derse yonelik etkinlikler (r=.293), Tiirkge dersine yonelik tutumun geneli (r=.646)
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arasinda istatiksel olarak anlamli ve pozitif yonde iliskiler elde edilmistir (p<.01). Derse yonelik ilgi ve sevgi ile
dinlemeye yonelik alg1 (r=.208) arasinda istatiksel olarak anlaml ve pozitif yonde iliskiler elde edilmistir (p<.01). Derse
yonelik etkinliklerle Tiirk¢e dersine yonelik tutum (r=.452) ve konusmada kayginin duygusal gostergeleri (r=.271)
arasinda istatiksel olarak anlamli ve pozitif yonde iliski elde edilmistir (p<.01). Tiirk¢e dersine yonelik tutumla
konugmada kayginin biligsel gostergeleri (r=.199) ve konugmada kayginin duygusal gostergeleri (r=.608) arasinda
istatiksel olarak anlamli ve pozitif yonde iliski elde edilmistir (p<.01). Dinleme kaygisiyla dinlemeyi degerlendirme
(r=.531), dinleme siirecini izleme (r=.719), dinlemede bireysel farkliliklar (r=.541) dinleme sonrasina odaklanma
(r=.359) dinleme engelleri (r=.449) arasinda istatiksel olarak anlamli ve pozitif yonde iliski elde edilmistir (p<.01).

7. siniflarda derse yonelik ilgi ve sevgi ile derse iligkin olumsuz tutumlar (r=.435), derse yonelik etkinlikler
(r=.461), Tlirkce dersine yonelik tutumun geneli (r=.760) arasinda istatiksel olarak anlamli ve pozitif yonde iliskiler elde
edilmistir (p<.01). Benzer sekilde derse yonelik ilgi ve sevgi ile dinleme sonrasina odaklanma (r=.203) arasinda istatiksel
olarak anlamli ve pozitif yonde iliskiler elde edilmistir (p<.01). Derse yonelik ilgi ve sevgi ile konusmada kayginin
fiziksel gostergeleri (r=.407) ve konusmada kayginin duygusal gostergeleri (r=.279) arasinda istatiksel olarak anlamli ve
pozitif yonde iliskiler elde edilmistir (p<.01). Derse iliskin olumsuz tutumlar ile dinleme sonrasina odaklanma (r=.204),
konusmada kayginin fiziksel gostergeleri (r=.541) ve konugmada kayginin duygusal gostergeleri (r=.300) arasinda
istatiksel olarak anlamli ve pozitif yonde iliskiler elde edilmistir (p<.01). Derse yonelik etkinliklerle Tiirk¢e dersine
yonelik tutum (r=.514) arasinda istatiksel olarak anlaml ve pozitif yonde iliski elde edilmistir (p<.01).

Tiirkce dersine yonelik tutumun geneliyle konusmada kayginin fiziksel gostergeleri (r=.566) ve konusmada
kayginin duygusal gostergeleri (r=.527) arasinda istatiksel olarak anlaml ve pozitif yonde iliski elde edilmistir (p<.01).
Dinlemeyi degerlendirmeyle dinleme siirecini izleme (r=.379) dinlemede bireysel farkliliklar (r=.247) dinleme sonrasina
odaklanma (r=.199), dinleme engelleri (r=.558) arasinda istatiksel olarak anlamli ve pozitif yonde iliski elde edilmistir
(p<.01). Dinleme siirecini izlemeyle konusmada kaygimnin duygusal gostergeleri (r=.187) arasinda istatiksel olarak
anlaml ve pozitif yonde iliski elde edilmistir (p<.01). Dinlemede bireysel farkliliklarla konusmada kayginin duygusal
gostergeleri (r=.424) arasinda istatiksel olarak anlamli ve pozitif yonde iliski elde edilmistir (p<.01). Konusma kaygisinin
geneliyle konusmada kayginin fiziksel gostergeleri (r=.753) arasinda istatiksel olarak anlaml ve pozitif yonde iliski elde
edilmigtir (p<.01).

Tablo 3
Dinleme Kaygist ve Konusma Kaygisina Iliskin Coklu Baglant: Problemi Tablosu

Degiskenler Tolerans VIF

6. simif
Konugma kaygisi 1.00 1.00
Dinleme kaygist 1.00 1.00

7. simf
Konugma kaygist 11 1.01
Dinleme kaygisi 11 1.01

Tablo 3% gore Tiirkge dersine yonelik, dinleme kaygisi ve konusma kaygist 6lceklerinden elde edilen puanlarin her
biri i¢cin VIF degeri 10dan kiigiik ve tolerans degeriyse .10dan biityiikk olup ¢oklu baglant1 problemi yoktur. Bu sonug
olgek puanlari arasinda ¢ok yiiksek diizeyde (r>.90) iliski olmadigini gostermektedir.

Tablo 4
Gruplarin Tiirkge Dersine Yonelik Tutumlarinda Dinleme Kaygis: ve Konusma Kaygisinin Yordayicilign

Degiskenler B Standart Hata B t p
6. siuf
Sabit 1.93 23 8.29 .000
Dinleme kaygisi .18 .05 .08 3.19 .002
Konugma kaygust 07 06 20 126 207
7. siuf
Sabit 2.32 .26 8.98 .000
Dinleme kaygisi 12 .06 13 1.96 .005
Konusma kaygisi -.01 .06 -.02 -23 .081
6. smif F; 4;=14.66; p<.001 7. smif F; 5, =24.93; p<.001
R=.05;R'=.04 R=.02;R'=.01

Tablo 4te belirtildigi gibi 6. siiflarda dinleme kaygisiyla konusma kaygisi puanlarinin Tiirk¢e dersine yonelik
tutum puanlarini yordamasina iliskin test edilen ¢oklu dogrusal regresyon modeli istatistiksel olarak anlamlidir
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(F(5.85=14.66, p<.001). Tirrk¢e dersine yonelik tutum puanindaki degiskenligin %4’ dinleme kaygis1 puanlariyla
a¢iklanir (oran diisiik olsa da etkisi oldugunu gésterir). Dinleme kaygis1 (B=.18, t=3.19, p<.01) puanlar1 6grencilerin
Tiirkge dersine yonelik tutum puanlarint anlamli bir $ekilde yordamaktadir. Dinleme kaygisi puanlarindaki 1 birimlik
artis 6grencilerin Tiirkce dersine yonelik tutum puanlarinda .18 birimlik artis saglar. B ise standart regresyon katsayisi
olup degiskenin modeldeki etkisine iligkin 6nem derecesini gosterir. Tiirk¢e dersine yonelik tutum puanlari i¢in kurulan
regresyon denklemi soyledir: Tiirkce dersine yonelik tutum=1.93+.18%*dinleme kaygisi.

7. siuflarda dinleme kaygisiyla konusma kaygis: puanlarinin Tiirkce dersine yonelik tutum puanlarini yordamasina
iliskin test edilen ¢oklu dogrusal regresyon modeli istatistiksel olarak anlamlidir (F(1.92=24.93, p<.001). Tiirk¢e dersine
yonelik tutum puanindaki degiskenligin olduk¢a diisiik bir oran olan %1’i dinleme kaygisi puanlariyla agiklanir.
Dinleme kaygist (B=.12, t=1.96, p<.01) puanlar1 6grencilerin Tiirk¢e dersine yonelik tutumlarini anlaml bir ekilde
yordamaktadir. Dinleme kaygis1 puanlarindaki 1 birimlik artis 6grencilerin Tiirk¢e dersine yonelik tutum puanlarinda
.12 birimlik artis saglar. Tiirk¢e dersine yonelik tutum puanlar: icin kurulan regresyon denklemi soyledir: Tiirkge dersine
yonelik tutum=2.32+.12*dinleme kaygis:.

Tablo 5
Dinleme Kaygisina Iliskin Coklu Baglant: Problemi Tablosu
Degiskenler Tolerans VIF
6. Sinif
Dinlemeyi degerlendirme 95 1.05
Dinleme siirecini izleme 89 1.12
Dinlemede bireysel farkliliklar 95 1.05
Dinleme sonrasina odaklanma 99 1.01
Dinleme engelleri 96 1.04
7. siuf
Dinlemeyi degerlendirme 34 1.19
Dinleme siirecini izleme 67 148
Dinlemede bireysel farkliliklar 60 1.66
Dinleme sonrasina odaklanma 61 1.65
Dinleme engelleri .80 124

Tablo 5’te Tiirk¢e dersine yonelik, dinleme kaygist ve konusma kaygisi 6lgeklerinden elde edilen puanlarin her biri
i¢cin VIF degeri 10dan kii¢iik ve tolerans degeriyse .10dan biiyiik olup ¢oklu baglant: problemi yoktur. Bu sonug¢ 6lgek
puanlari arasinda ¢ok yiiksek diizeyde (r>.90) iliski olmadigini gostermektedir.

Tablo 6
Gruplarin Tiirkge Dersine Yonelik Tutumlarinda Dinleme Kaygisinin Yordayicilig:
Degiskenler B Standart Hata B t p
6. stmf
Sabit 211 18 11.82 .000
Dinlemeyi degerlendirme .03 .03 .06 98 .326
Dinleme siirecini izleme .07 .03 .13 2.04 .043
Dinlemede bireysel farkliliklar .05 .04 .09 1.40 162
Dinleme sonrasina odaklanma .05 .03 .10 1.60 .110
Dinleme engelleri -01 .03 -.03 -45 .655
7. simf
Sabit 2.37 .20 12.03 .000
Dinlemeyi degerlendirme -12 .04 -19 -2.75 .006
Dinleme siirecini izleme .03 .06 .04 .57 571
Dinlemede bireysel farkliliklar .04 .04 .07 .85 395
Dinleme sonrasina odaklanma .14 .05 25 3.01 .003
Dinleme engelleri -01 .04 -.02 -35 724
6. siuf }27(2A64):14.66p<.001 7. stmf 12(4‘38):2493 p<.001
R=.05;R'=.03 R=.10; R =.08

Tablo 6da goriildagii gibi 6. siniflarda dinleme kaygisinin alt boyutu olan dinleme siirecini izleme puanlarinin
Tiirkge dersine yonelik tutum puanlarini yordamasina iliskin test edilen ¢oklu dogrusal regresyon modeli istatiksel
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olarak anlamlidir (F(1464=14.66, p<.001). Tiirk¢e dersine yonelik tutum puanlarindaki degiskenligin %3’ii dinleme
slirecini izleme alt boyutunun puanlariyla agiklanir. Dinleme siirecini izleme (B=.07, t=2.04, p<.01) puanlar1 6grencilerin
Tiirkge dersine yonelik tutumlarini anlamli sekilde yordamaktadir. Dinleme siirecini izleme alt boyutu puanlarindaki 1
birimlik artig 6grencilerin Tiirk¢e dersine yonelik tutum puanlarinda .03 birimlik artis saglar. Tiirk¢e dersine yonelik
tutum puanlart i¢in kurulan regresyon denklemi soyledir: Tiirkce dersine yonelik tutum=2.11+.07*dinleme siirecini
izleme.

7. smiflarda dinleme kaygisinin alt boyutu olan dinlemeyi degerlendirme ve dinleme sonrasina odaklanma
puanlarinin Tiirkce dersine yonelik tutum puanlarini yordamasina iligkin test edilen ¢oklu dogrusal regresyon modeli
istatiksel olarak anlamlidir (F(4.88=24.93, p<.001). Tiirk¢e dersine yonelik tutum puanlarindaki degiskenligin %08’
dinlemeyi degerlendirme ve dinleme sonrasina odaklanma alt boyutlarimin puanlariyla agiklanir. Dinlemeyi
degerlendirme (B=-.12, t=-2.75, p<.01), dinleme sonrasina odaklanma (B=-.14, t=3.01, p<.01) puanlar1 6grencilerin
Tiirkge dersine yonelik tutumlarimi anlaml sekilde yordamaktadir. Dinlemeyi degerlendirme ve dinleme sonrasina
odaklanma alt boyutu puanlarindaki 1 birimlik artis 6grencilerin Tiirk¢e dersine yonelik tutum puanlarinda .08 birimlik
artig saglar. Tlirkge dersine yonelik tutum puanlari i¢in kurulan regresyon denklemi sdyledir: Tiirkge dersine yonelik
tutum=2.37+-.12*dinlemeyi degerlendirme+.14*dinleme sonrasina odaklanma.

Tablo 7
Konusma Kaygisina Iliskin Coklu Baglant: Problemi Tablosu

Degiskenler Tolerans VIF
6. siif
Kayginin biligsel gostergeleri 94 1.00
Kayginin fiziksel gostergeleri 99
Kayginin duygusal gostergeleri 94 1.00
7. suuf
Kayginin biligsel gostergeleri 91
Kayginin fiziksel gostergeleri 96 1.01
Kayginin duygusal gostergeleri 90 1.01

Tablo 7'de konusma kaygis1 6l¢eginin alt boyutlarindan elde edilen puanlarin her biri i¢cin VIF degeri 10dan kiigiik,
tolerans degeriyse .10dan biiyiik olmasi ¢oklu baglant1 problemi olmadigini gostermektedir (r>.90).

Tablo 8
Gruplarin Tiirkge Dersine Yonelik Tutumlarimda Konusma Kaygisinin Yordayicilig
Degiskenler B Standart Hata B t p
6. stuf
Sabit 1.82 12 14.86 .000
Kayginin biligsel gostergeleri -01 04 -01 -24 .807
Kayginin fiziksel gostergeleri 29 02 60 11.87 .000
Kayginin duygusal gostergeleri 04 03 07 1.32 .188
7. smuf
Sabit .75 11 6.63 .000
Kayginin biligsel gostergeleri -01 02 -.02 -.56 .575
Kayginin fiziksel gostergeleri 32 01 69 18.88 .000
Kayginin duygusal gostergeleri 39 02 64 17.29 .000
6. SlnlfFS48_66)=l4.66 P<.001 7. suuf F(593_07,=24.93 p<.001
R=.37;R =36 R=.73; R'=.72

Tablo 8’de konusma kaygisinin alt boyutlar1 olan konusmada bilissel kaygi, konusmada fiziksel kaygi ve
konusmada duygusal kaygi puanlarinin Tiirk¢e dersine yonelik tutum puanlarini yordamasina iliskin test edilen ¢oklu
dogrusal regresyon modeli istatistiksel olarak anlamlidir (Fses=14.66, p<.001). Tiirkge dersine yonelik tutum
puanlarindaki degiskenligin oldukga yiiksek bir orani yani %36°s1 konusmada fiziksel kaygi alt boyut puani ile
aciklanir. Konusmada fiziksel kaygi (B=.29, =11.87, p<.001) puanlar1 6. simif 6grencilerinin Tiirk¢e dersine yonelik
tutumlarini anlamli sekilde yordamaktadir. Tiirkce dersine yonelik tutum puanlarindaki degiskenligin %.29’u
konusmada fiziksel kaygi puanlari ile agiklanir. Konugmada fiziksel kaygt (B=.07, =2,04, p<.001) puanlar1 6. sinif
ogrencilerinin Tiirkge dersine yonelik tutumlarini anlamli bir sekilde etkilemektedir. Konusmada fiziksel kaygi
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puaninda olan 1 birimlik artig 6. sinif 6grencilerinin Tiirkge dersine yonelik tutumlarinda .07 birimlik artis saglar.
Konusmada fiziksel kaygi alt boyutu puanindaki 1 birimlik artis 6. smif &grencilerinin Tiirk¢e dersine yonelik
tutumlarinda .29 birimlik artis saglar. 3 ise standart regresyon katsayis1 olup degiskenin modeldeki etkisine iliskin 6nem
derecesini gosterir. 6. siniflarda Tiirkge dersine yonelik tutumu en ¢ok etkileyen konusmada fiziksel kaygi alt
boyutudur. Tiirk¢e dersine yonelik tutum puanlarn icin kurulan regresyon denklemi soyledir: Tiirkce dersine yénelik
tutum=1.82+.29*konusmada fiziksel kaygi.

7. smif diizeyinde konusma kaygisinin alt boyutlari olan konugsmada biligsel kaygi, konusmada fiziksel kaygt ve
konusmada duygusal kaygi puanlarinin Tiirkge dersine yonelik tutum puanlarini yordamasina iliskin test edilen ¢oklu
dogrusal regresyon modeli istatistiksel olarak anlamlidir (F(193.07=6.72, p<.001). Tiirkce dersine yonelik tutum
puanlarindaki degiskenligin %72’si konugmada fiziksel kaygi ve konusmada duygusal kayg alt boyutlarinin puanlariyla
aciklanir. Konusmada fiziksel kaygi (B=.32, =18.88, p<.001), konusmada duygusal kaygi (B=.39, =17.29, p<.001)
puanlart 7. smif 6grencilerinin Tiirk¢e dersine yonelik tutumlarint anlmli bir sekilde yordamaktadir. Konugmada fiziksel
kaygi ve konusmada duygusal kaygi puanlarinin her birinde olan 1 birimlik artig 6grencilerin Tiirk¢e dersine yonelik
tutum puanlarinda sirastyla .32 ve .39 birimlik artislar saglar. 7. siniflarin Tiirkge dersine yonelik tutum puanlari i¢in
kurulan regresyon denklemi soyledir: Tiirkce dersine yonelik tutum= .75+.29*konusmada fiziksel
kaygi+.39*konusmada duygusal kaygi.

Sonug ve Tartigma

Bu aragtirma BILSEM lerde egitim gormekte olan 6. ve 7. sinifa devam dgrencilerin dinleme kaygilari, konusma kaygilari
ve Tiirk¢e dersine yonelik tutumlar: arasindaki iliskiyi, dinleme kaygilarinin ve konusma kaygilariin Tiirk¢e dersine
yonelik tutumlarini yordama durumunu belirlemeye odaklanmustir. Arastirmaya katilan 6. sinif 6grencilerinden elde
edilen verilere gore 6grencilerin Tiirk¢e dersine yonelik olumsuz tutumlariyla derse yonelik ilgi ve sevgi, derse yonelik
yapilan etkinliklere iliskin yaklagimlar1 arasinda anlaml iligki vardir. Derse yonelik ilgi ve sevgileri arttik¢a dinlemeye
yonelik algilarinda da artis gozlenmistir. Derse yonelik etkinliklerle Tiirk¢e dersine yonelik tutumla konusmada kayginin
duygusal gostergeleri, konusmada kayginin biligsel gostergeleri ve konusmada kayginin duygusal gostergeleri arasinda
anlamli iligki oldugu belirlenmistir. Benzer sekilde dinleme kaygisiyla dinlemeyi degerlendirme, dinleme siirecini izleme,
dinlemede bireysel farkliliklar, dinleme sonrasina odaklanma, dinleme engelleri arasinda anlaml iligki belirlenmistir.
Ayrica 7. siniflarda derse yonelik ilgi ve sevgi ile derse iliskin olumsuz tutumlar, derse yonelik etkinlikler, Tiirk¢e dersine
yonelik tutumun geneli arasinda ve sevgi ile dinleme sonrasina odaklanma arasinda ve sevgi ile konugsmada kayginin
fiziksel ve duygusal gostergeleri arasinda istatiksel olarak anlaml: iliski vardir. Benzer sekilde derse iliskin olumsuz
tutumlar ile dinleme sonrasina odaklanma, konusmada kayginin fiziksel ve konusmada kayginin duygusal gostergeleri
arasinda anlaml iliski vardir. Derse yonelik etkinliklerle Tiirk¢e dersine yonelik tutum arasinda anlamli iligki vardr.
Tiirkge dersine yonelik tutumun geneliyle konusmada kayginin fiziksel ve konusmada kaygimnin duygusal gostergeleri
arasinda, dinleme siirecini izlemeyle konusmada kayginin duygusal gostergeleri arasinda, dinlemede bireysel
farkliliklarla konusmada kayginin duygusal gostergeleri arasinda, konusma kaygisinin geneliyle konusmada kayginin
fiziksel gostergeleri arasinda anlaml iligki elde edilmistir. Bu sonuglar her iki katihimci grubunda da dinleme ve
konusma kaygilarinin Tiirkge dersine yonelik tutumlarini etkiledigini gostermektedir. Belirlenen 6rneklem grubunun
gelisim diizeyleri de dikkate alindiginda ergenlik déneminde olduklari goriilmektedir. Ozellikle bireylerin fiziksel
ozelliklerine iligkin algilar1 ergenlik dénemiyle birlikte basladigi (Harris, 1987) bilinmektedir. Ogrencilerin konusma
sirasinda fiziksel ozellikleriyle ilgili yagayacaklar: kaygr onlarin Tiirk¢e dersine yonelik tutumlarini da etkileyebilecegi
ifade edilebilir. Katilimcilarin derse yonelik ilgi ve sevgileri arttik¢a dinleme ve konusma kaygilarinin da olumlu
etkilendigi gériilmektedir. Dolayistyla Tiirkge dersine yonelik tutumlar gelistikge 6grencilerin dinlemede ve konusmada
daha az kaygilandiklar: ifade edilebilir. Nitekim Boyraz (2024) tarafindan yapilan ¢alismada 6zel yetenekli 6grencilerin
konusma ve yazma kaygilarinin akademik kaygilarinda yordayici 6zellige sahip oldugu belirlenmistir. Bu durum mevcut
aragtirmay1 destekler nitelikte oldugunu belirtmek miimkiindiir. Duygu ile bilin¢ diger bir ifadeyle bilis birbiriyle
baglantis1 olan iki temel unsurdur (Smith ve Kosslyn, 2014). Burada 6grencilerin yas diizeylerindeki artis onlarin
duygusal anlamda da konusma siirecine daha hakim olmalarin etkileyebilme olasiligini diisiindiirmektedir. Aslinda
duygular karar verme, davranislar1 yonetme, akil yiiriitme (Winter, 2018; Goleman, 2010) gibi bir¢ok noktada bizi
etkilemektedir. 6. siniflarda konugsmada duygusal boyut Tiirk¢e dersine y6nelik tutumu etkilemedigi halde 7. siniflarda
bunlar arasinda iliskinin olmasi biling diizeyiyle de iliskilendirilebilir. Aragtirmalar yas diizeyi arttikga duygu
diizenlemede de artis oldugunu ortaya koymaktadir (Atalay ve Ozyiirek, 2021). Bu durumdan hareketle &grencilerin
konugma sirasinda duygularini diizenleme becerilerindeki artis onlarin Tiirk¢e dersine yonelik tutumlarini da olumlu
etkileyebilecegini diisiindiirmektedir. Ik kazanilan dil becerisi olan dinlemeye (Giines, 2014) yénelik olumlu algilarin
ogrencilerin dile yonelik algilarini etkiledigini belirtmek miimkiindiir. Vandergift (2004) dinleme sirasinda 6grencilerin
planlama-izleme, degerlendirme gibi tstbiligsel eylemlerin bilincinde olmalar1 hilinde metni anlamlandirmada daha
basarili olabileceklerini ifade etmektedir. Dinleme kaygisi 6l¢eginin alt boyutlarinda aslinda 6grencilerin stbiligsel
farkindaliklarina odaklanildig: ifade edilebilir. Ogrencilerin dinleme kaygilarindaki iistbilissel farkindaliklar1 (yani kendi
kaygi durumlarinin bilincinde olup bunun tstesinden gelmenin yollarini aramalar1) onlarin Tiirkce dersine, dolayisiyla
dile yonelik tutumlarina da olumlu sekilde etki ettigi ifade edilebilir. Dinlemede bireysel farkliliklarin konusma kaygisini
etkiledigi belirlenmistir. Bu sonu¢ ayni zamanda Tiirkce Ogretiminde bireysel farkliliklarin dikkate alinmasi
gerekliliginin onemini de gostermektedir. Ozel yetenekli ¢ocuklar genel olarak akranlarindan daha farkli gelisim
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ozellikleri gostermektedirler. Bu sonuglarin dil 6gretiminde dikkate alinarak farklilastirilmis dil 6gretim etkinliklerinin
yapilmast gerektigini gostermektedir (Ozcan, 2023; Islekeller Bozca, 2017). Arastirma sonuglarina gére her iki gruptaki
katilmcilarin dinleme kaygilar1 onlarin Tiirkce dersine yonelik tutumlarini yordadigi belirlenmistir. 6. smniflarda
dinleme siirecini izleme, 7. siniflarda dinlemeyi degerlendirme ve dinleme sonrasina odaklanma alt boyutlar1 Tiirkge
dersine yonelik tutumu yordamaktadir. 6. siniflarda konusmanin fiziksel gostergeleri, 7. siniflarda konusmanin fiziksel
ve duygusal gostergeleri alt boyutlar1 Tiirkce dersine yonelik tutumu yordamaktadir. Horwitz, Horwitz ve Cope’ye (1986)
gore ortaokul dénemi kaygi agisindan kritik bir donemdir. Bu donemdeki kaygilar onlarin dile yonelik tutumlarini ve
dolayisiyla 6grenme siirecindeki bagarilarini etkilemektedir (Mitchell ve Florance, 1998). Ogrenmedeki bagarisizliklar
zamanla onlar1 yetersizlik duygusuyla kars: karsiya birakir. Bandura (2003) disiik 6z yeterligi olan 6grencilerin bagarisiz
olduklarina olan inanglar1 6grenmeye direng gostermelerine neden oldugunu belirtir (akt. Merrotsy, 2013). Bu diisiik 6z
yeterlik Ogrencilerin konugma konusunda da biiyikk kaygilar yagamalarina sebep olmaktadir. Bu asir1 kaygilar
Ogrencilerin konusma sirasinda hata yapma risklerini artirdigindan zamanla konusmaktan uzak durmalarina, benlik
saygilarini kaybetmelerine neden olabilmektedir (Crookall ve Oxford, 1991). Katilimcilarin ergenligin baslarinda
olmalari, bu donemlerde kaygi diizeylerinin de yiiksek olma olasiliklar1 dikkate alindiginda dinleme sirasinda da benzer
risklerle karsi karsiya olabilecekleri ifade edilebilir. Melanlioglu (2013) dinleme siirecinde yasanan olumsuzluklarin
zamanla 6grencilerin dinlemeye karst olumsuz tutuma sahip olmalarina neden olabilecegini belirtmektedir. Bu olumsuz
tutumlar dogal olarak Tiirk¢e dersine yonelik olumsuz tutuma doniigebilecegini belirtmek miimkiindir. Ciinki egitim
sirasinda dille iletisim kurulmaktadir. Herhangi bir dil becerisine yonelik gelisecek bir tutum diger dil becerilerini de
dogrudan etkileyebilir. Nitekim bu arasgtirma sonuglarinda da 6grencilerin dinleme ve konusma kaygilariyla Tiirkge
dersine yonelik tutumlar1 arasinda iliski oldugu belirlenmistir. Orneklem grubunun 6zel bir grup olmasi bu sonuglari
daha 6nemli bir héle getirmektedir. Clinkii 6zel yetenekli ¢ocuklar ¢ogu zaman dili akranlarindan ¢ok daha erken
edinirler (Allington, 2002). Okullagmayla birlikte normal gelisim gosteren akranlariyla benzer egitime tabi tutulurlar. Bu
nedenle ihtiyaglar1 olan farklilagtirilmis egitim ortamlarina erismede sorunlar yasayabilmektedirler (Friedman ve Lee,
1996; Borland, 2005; Kelemen, 2010). Ayrica Orneklem olarak segilen 11-13 yas araligindaki ¢ocuklar ergenlik
donemindedirler. Bu dénemde akranlariyla aralarindaki iletisim bigimleri, onlara sunulan egitim kosullar1 Tiirk¢e
dersine yonelik tutumlarini, dinleme ve konusma kaygilarini etkileyebilmektedir. Bu 6grencilere uygun bir egitimin
sunulabilmesi onlarin bu 6zelliklerinin bilinmesiyle miimkiindiir. Biitiin egitim siirecinin temelini olusturan, iletigimi
saglayan dile yonelik farkhilagtirilmis egitimlerin sunulmasi 6grencilerin bu becerileri arasindaki iliski, bunlarin
birbirlerini etkileme durumlarinin bilinmesiyle miimkiindiir. Arastirma dinleme ve konusma kaygilari, Tiirk¢e dersine
yonelik tutum ve 6. ve 7. smiflarla sinirlandirilmigtir. Daha genis kapsamli arastirmalarin yapilmasi bu konudaki
aragtirmalarin niteligi acisindan 6nemlidir. Ayrica diger dil becerilerine yonelik duyussal yaklasimlarin Tiirk¢e dersine
yonelik tutuma etkisinin arastirilmasi dnemli verilerin ortaya konulmasini saglayabilir. Nicel aragtirmalarin yani sira
Ogretmen, 6grenci, veli gibi paydaslarla goriismeler yapilarak bu alandaki ¢alismalarin nitel verilerle desteklenmesi daha
aciklayici sonuglarin elde edilmesini saglayabilir.
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