Adolescent Stress During the Preparation Period of a High-stakes Test:
The High School Entrance Exam in Tiirkiye

Thesis Submitted to the
Institute for Graduate Studies in the Social Sciences

in partial fulfillment of the requirements for the degree of

Master of Arts
n

Educational Sciences

by

Didem Ozerman

Bogazici University

2007



THESIS ABSTRACT

“Adolescent Stress During the Preparation Period of a High-stakes Test:
The High School Entrance Exam in Tiirkiye”
by
Didem Ozerman

Tests with serious consequences are known to cause test anxiety, and thus are widely
investigated. The high school entrance exam is taken by around 600.000 Turkish eighth
graders once every year and only one fifth of the applicants can be placed in the schools they
compete for. For this reason the high school entrance exam generates a stressful environment.
In most studies, test anxiety is operationalized as a person confronts an evaluative situation
like an exam. Nevertheless, important tests have long preparation periods that may be as
stressful as the tests themselves. The preparation process for the high school entrance test in
Tiirkiye takes at least nine months, a period full of uncertainty for the students.

This study investigates the anxiety felt during the process of preparation for the high school
entrance exam by focusing on students’ anxiety levels, coping strategies and related variables
during their preparation through a transactional perspective. Three research questions were
launched. First, gender differences were examined. Second, the change during the preparation
process was investigated. Third, a theoretical transactional model was tested.

The sample of the research is composed of 351 eight graders. The students attending a test
preparation institute were assessed during their training for the high school entrance exam.
Data were collected on personal variables, measures of appraisal, anxiety, coping, and
outcome, which are the components of a test anxiety model (Zeidner, 1998). For personal
variables “trait anxiety” and “perceived efficiency of the study skills” were taken. Appraisal
was operationalized as “perceived importance given to the exam” and “achievement
expectancy”. The anxiety specific to the preparation period was coined as “preparation
anxiety”. Coping was conceptualised and measured as “coping with pre-exam anxiety and
uncertainty”. The outcome was the score on the actual high school entrance test.

The results indicated that preparation anxiety was a different construct from test anxiety.
Gender differences were observed in trait anxiety, achievement expectancy, preparation
anxiety, and on two strategies of coping. Males and females showed a similar performance on
the test although they seemed to experience the preparation process differently. For the
second research question, it was found that the preparation anxiety diminished as the exam
date drew near. Finally, the empirical findings fit the theoretical model of test anxiety,
including the personal, appraisal, anxiety, coping and outcome variables. Eight of the nine
variables entered in the model with the proposed order were accepted, only avoidance coping
was left out and achievement expectancy had a direct relationship with performance which
did not exist in the theoretical model. The coping strategies, as in the theoretical model were
shown to be a mediator between anxiety and outcome.

Key words: Test anxiety, preparation, high school entrance exam.



TEZ OZETI

Didem Ozerman, “ Se¢me ve Yerlestirme Sinavlarina Hazirhk Siirecinde Ergenlerin Yasadig:
Kaygi: Orta Ogretim Kurumlari Smavi Ornegi.”

Sonuglar1 6nemli sinavlar, sinav kaygisina sebep olmaktadir ve bu ylizden de siklikla
arastirma konusu olmaktadirlar. Yaklasik 600.000 sekizinci smif 6grencisinin girdigi Orta
Ogretim Kurumlar1 Smavi (OKS, eski adi LGS idi) da, basvuranlarin sadece beste birinin
istedigi okullara yerlestirilebilmeleri yiliziinden kayg1 dolu bir ortam yaratmaktadir. Cok
sayida arastirmada smav kaygisi, sinava girig esnasinda duyulan kaygi ile bir tutulmustur.
Oysa se¢cme ve yerlestirme smavlar1 gibi 6nemli sinavlara hazirlik doneminde duyulan kaygi
smav sirasinda hissedilen kaygi kadar 6nem tagimaktadir. OKS’ye hazirlik siireci
belirsizliklerle dolu ve en az dokuz aylik uzun bir donemi kapsamaktadir.

Bu ¢alisma, OKS smavina hazirlik stirecindeki 6grencilerin sinava hazirlik kaygisi ve
hazirlik kaygistyla basetme becerilerini kuramsal bir etkilesim modeli ¢ergcevesinde ele almak
amactyla yiiriitiilmiistiir. Bu ¢alismada {i¢ arastirma sorusu one siiriilmiistiir. ik soruda
degiskenlerden elde edilen verilerde cinsiyet farki olup olmadig1 sorulmustur. Ikinci soruda,
OKS’ye hazirlik siirecinde hangi degiskenlerde degisiklik oldugu ve bu degisikligin yonii
sorgulanmustir. Ugiincii soruda bir kavramsal smav kaygist modelinin OKS’ye hazirlanan
ogrenciler i¢in gecerli olup olmadig: test edilmistir.

Arastirmanin 6rneklemi 351 ilkdgretim son smif 6grencisinden olugsmaktadir. Veriler
OKS’ye dersaneye giderek hazirlanan 6grencilerden toplanmistir. Degiskenler, kavramsal
modelin pargalarini olusturan kisisel 6zellikler, degerlendirme, basetme ve elde edilen basar1
seklinde bes grupta smiflandirilabilir. Kisisel 6zelliklerle ilgili siirekli kayg1 ve ¢alisma
becerisi degiskenleri ele alinmistir. Degerlendirme, smava verilen 6nem ve sinavdaki basari
beklentisi degiskenleriyle dl¢iilmiistiir. Sinava hazirlik donemine ait kaygi ‘hazirlik kaygist®
seklinde yeni bir kavram olarak 6ne siiriilmiistiir. Bagetme, siav dncesi kaygiyla ve
belirsizlikle basetme seklinde kavramsallastirilmis ve ol¢tilmiistiir. Elde edilen basari ise
ogrencilerin 2005 yilinda yapilan OKS’de elde ettikleri puanlardir.

Aragtirma sonucunda smava hazirlik kaygisinin, sinav kaygisindan daha farkli bir
kavram oldugu ortaya ¢ikmugtir. Stirekli kaygi, basar1 beklentisi, smnava hazirlik kaygisi ve iki
sinav kaygisiyla bagsetme becerisi degiskenlerinde cinsiyet farki gézlenmistir. Sava hazirlik
stirecini farkl yasasalar da sinavda kiz 6grencilerin erkek 6grencilerle benzer sonuglar elde
ettikleri gozlemlenmistir. OKS’ye hazirlanan sekizinci sinif 6grencilerinin sinava hazirhik
stirecinde sinav tarihi yaklastikca kaygilarmin azaldigi gériilmiistiir. Verilerin kisisel,
degerlendirme, kaygi, basetme ve elde edilen basar1 degiskenlerinin olusturdugu kuramsal
sinav kaygisi modeliyle uyum i¢inde oldugu bilgisine ulagilmistir. Model i¢in 6nerilen dokuz
degiskenin sekizi model i¢ine dnerilen diizende kabul edilmis, sadece basetme becerilerinden
kaginma becerisi model kapsaminda yer almamuistir. Ayrica 6grencilerin basar1 beklentilerinin
sinav basarisi ile dogrudan ilintili oldugu gézlemlenmistir. Smav kaygisiyla bagetme
becerilerinin, kaygi ile basar1 arasinda adeta bir tampon olmas1 kuramsal modeli destekler
nitelikte bulunmustur.

Anahtar kelimeler: Sinav kaygisi, hazirlik, Orta Ogretim Kurumlar1 Smavi
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CHAPTER 1

INTRODUCTION

Academic settings are places where adolescents are involved in person-context
interactions in terms of identity development. In academic settings adolescents’ self-
definitions are partly determined by their academic performance. Testing is a
concrete evaluative context where adolescents’ perception of their success or failure
is determined.

With the requirements of the modern world, testing has become an inevitable
practice. It is a frequently used method to set standards of achievement for students
who want to be compared with other candidates in order to be placed in an
educational or vocational institution. When the educational opportunities are scarce
testing is even more vital.

The serious consequences of some tests have led to the term “high stakes”.
Chapman and Snyder (2000) defined high stakes tests as almost invariably norm-
referenced tests used to compare and rank individuals, schools or national systems.
Their primary use is to ration future opportunity as the basis for determining
admission to the next layer of education or to employment opportunities. Cizek and
Burg (20006) illustrated that if a test is used to determine if a high school student can
graduate, the consequences of passing or failing it are obviously serious, and the test
would be called high stakes.

Tests have come to be more important thresholds in adolescent life in the last
quarter of the twentieth century. High stakes tests have been used in the United
States since 1983, after the publication of the report called A Nation at Risk for the

purpose of the improvement of schools. The report argued that schools in the United



States were performing poorly in comparison to other countries and that the country
was in jeopardy of losing its global standing. As a result of the report, educational
standards were developed and serious consequences were attached to tests in order to
hold schools, administrators, teachers, and students accountable for meeting the
newly imposed standards. According to the results of assessments, high performing
schools would be rewarded, while under-performing schools would be penalized. In
parallel with this, students would be motivated to learn, school personnel would be
forced to do their jobs (Amrein & Berliner, 2002).

The reason for the rise of high stakes tests in Turkey was different. In Turkey
high stakes tests have been used due to scarce educational opportunities. As the
number of universities and colleges could not meet the needs of high school
graduates who applied for further study, the university entrance exams had been put
into the educational system three decades ago in order to select students according to
their accumulation of academic knowledge. In Turkey, besides the university
entrance exam, until 1998 there was an entrance exam for fifth graders who wanted
to be placed in competitive secondary schools, high schools or private schools, which
mostly give the opportunity to learn a foreign language. In 1998 when 8 years of
schooling became mandatory, this time, eight graders became obliged to compete
with their peers for educational opportunities via their first high stakes examination
to enter the next layer of the educational system. The exam could only be taken once
during their educational journey. While in 2000 more than 400.000 students took the
high school entrance exam, since 2003 the participants’ number has increased to

more than 600.000 each year (http://www.meb.gov.tr/index800.htm).

Adolescents experience stress during testing situations that have high stakes,

especially when they have to compete with their peers. The effects of that stress
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appear in behavioral or motivational ways. Casbarro (2005) underlines that high
stakes testing produces high anxiety, which, in turn, lowers performance. According
to Dounay (2000), parents assert that some high stakes tests place undue pressure on
young children. Stories of increasing numbers of children suffering from sleep
disorders and other stress-related maladies have appeared in the press in the past few
years. In Donegan and Trepanier-Street’s (1998 in Cizeg & Burg, 2006) study,
teachers reported symptoms of stress attributable to testing such as crying, acting out,
illness and resistance to attending school. Rubenzer (1988 in Cheek et al, 2002)
stated that the “flight or fight” response experienced as a part of test anxiety can lead
to major changes in attitude and effort that include withdrawal, outbursts, overactive
behaviors, fatigue, avoidance of school, and other depressive symptoms. In
Yildirim’s (2004) study on 485 eight to eleventh grade students, test anxiety was
shown to significantly predict the depression of students among other variables.
Accumulated literature on test anxiety indicates that the consequences of test anxiety
are not to be neglected.

Research in test anxiety has a history of more than fifty years. Test anxiety
has been studied since the 1950s. Research rapidly accelerated in the 1950s
throughout the 1980s, reached its plateau in the late 1980s and experienced
somewhat of a slump in the mid-1990s (Zeidner, 1998).

A number of distinctive theoretical models and perspectives have been
advanced over the years in order to account for the nature, antecedents, correlates
and consequences of test anxiety. Among the test anxiety models, transactional
perspectives have gained considerable currency. Lazarus and Folkman’s (1984)
transactional model of stress is one of the most influential contemporary models

conceptualizing stress as a dynamic process or “transaction” between a person and
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the environment. According to this conceptualization, psychological stress is “a
relationship between the person and the environment that is appraised by the person
as taxing or exceeding his or her resources and endangering his or her well-being”
(p-21). Transactional models of stress explaining test anxiety tend to have at least
three basic elements: a) antecedents to stress that are personal and environmental
variables, such as trait anxiety and the test atmosphere respectively, b) mediators of
stress, such as coping mechanisms and, ¢) outcomes of stress such as test
performance (Deary et al, 1996 in Zeidner 1998).

Because of constant transactions, as Endler and Parker (1990 in Soric, 1999)
have pointed out, anxiety cannot be studied in a vacuum but must be assessed within
the framework of a process. Zeidner (1998) stated that “since the exam process
unfolds in a lawful and predictable manner it is relatively easy to control for the
temporal aspect of the stressful transaction and thereby zoom in more accurately on
coping behaviors during distinct phases of a stressful encounter”. Process-oriented
designs made it possible to examine those phases comparatively. Cassady (2004)
noted that adopting process-oriented conceptualizations of test anxiety has enabled
researchers to broaden their attention. Moreover, this line of inquiry is designed to
provide more accurate explanations for the thoughts and patterns of behavior
observed during the three phases of the learning-testing cycle: test preparation (or
forethought), test performance, and test reflection.

Coping with anxiety began to attract the attention of test anxiety researchers
in the late 1980s. In the early studies the focus was basically on problems or the
negative side of the facts. Nevertheless, solutions did not become obvious by
studying only the problematic. Curlette et al, (2002) stated that the focus of stress

research has recently shifted from an exclusive focus on environmental stressors to a



broader focus that also includes coping resources. Distinct phases of coping with test
anxiety have also been the subject of many studies (Folkman and Lazarus, 1985;
Bolger, 1990; Carver and Scheier, 1994; Soric, 1999; Aysan et al, 2001).

Literature indicates that adolescent coping may be different from adult coping
and needs to be investigated separately. Compas et al., (2001) alleged that most
conceptualizations of coping in the late 1980s were based on models of coping in
adults and lacked a strong developmental component. Similarly, most measures of
coping had been developed for adults and applied to children and adolescents with
little or no modification. According to Frydenberg (1997), until recently much of the
theory and research concerning stress and coping centered on adult adaptation. In
recent years the theorizing and research as it relates to coping has contributed to an
understanding of adolescence.

The research on coping with tests has also broadened its focus from a narrow
perspective on the examination situation to a broader view that includes the phases
before and after the examination itself, such as the learning phase, the preparation
phase and the post-result phase. Nevertheless, the question of how different
dimensions of anxiety and coping unfold within a unique stage remained unanswered
for a long time (Raffety ef al., 1997). Measurement instruments needed for
examining different phases were lacking in the literature. Lately, attempts to identify
the coping strategies used by adolescents preparing for important exams have led to
the development of appropriate instruments (Stober, 2004) and set the stage for
examining the process of test preparation.

In Turkey, the university entrance exam and high school entrance exam that
are held nationwide only once in a year on one day exemplify high stakes testing

evoking stress for students. Most of the psychological and educational literature on



test anxiety in Turkey is based on research done on the university entrance exam
(Onen, 2003; Ozdemir, 2002; Liile, 2002; Borii, 2000; Eksi, 1998; Cankaya, 1997;
Karakelle, 1995). According to the literature review, few studies exist on the high
school entrance exams of eight graders where adolescents make every effort to get
into good high schools that will help them to prepare for the university exam.

The high school entrance exam determines the future of eight graders by
assessing their accumulation of academic knowledge in 120 minutes with a 100
multiple-choice questions. Between 2000-2004 only a mean of 22,4 % of the eight
graders could succeed at the high school entrance examination

(http://www.meb.gov.tr/index800.htm). As nearly 80% of the applicants could not be

placed, the high school entrance examination is indeed a competitive testing
situation. Many eight graders prepare for the high school entrance exams for at least
nine months, sometimes by attending private preparation institutions during the
weekends and weekdays after school.

One of the major issues that school counselors encounter in Turkey is the
anxiety felt by eight graders during their preparation for the high school entrance
examination. The consequences of test anxiety may vary from sleep disorders,
withdrawal, outbursts, overactive behaviors, fatigue, and avoidance of school to
other depressive symptoms. Hence, counselors’ help may be needed. In order to
develop effective intervention programs, how different dimensions of test anxiety
and coping unfold during this long preparation period need to be known.

This study was carried out for the purpose of investigating the anxiety and
coping of adolescents during their preparation for an important test. In this study how
eight graders’ anxiety levels and ways of coping changed during the test preparation

period were examined, along with how preparation anxiety and coping within a
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period were related to subjective and behavioral variables as well as to their
performance on the test. A model was proposed and tested on the data. The proposed
structure was basically based on the transactional model (Zeidner, 1998).

The students attending a test preparation institute in Istanbul were assessed at
two points in time during their training for the high school entrance exam, in March
and May 2005. Data were collected on measures of anxiety, coping and appraisal
such as: test preparation anxiety, coping with pre-exam anxiety and uncertainty,
perceived importance of the exam, achievement expectancy, and study skills. The
high school entrance exam took place on June 5, 2005 with the participation of
767.678 eighth graders in all cities of Turkey. Data were also collected on the
students’ performance on this entrance exam. It was expected that this study would
lead the way for the dynamics during the preparation period for a test to be
explained. It was hoped that the results would be helpful for the school counselors to
develop intervention programs, especially for the preparation period of high stakes

€xams.



CHAPTER 2
REVIEW OF LITERATURE

Adolescent Stress in Testing Situations

Definition of stress

Lazarus and Folkman (1984) summarized that most often stress has been defined as
either stimulus or response. It is stated that stimulus definitions focus on events in the
environment such as natural disasters, noxious conditions or illness, and, their focus
is outside the organism. Lazarus and Folkman criticized this approach as it assumes
that certain situations are normatively stressful and do not allow for individual
differences in the evaluation of events. On the other hand they added that a
response’s focus is inside the subjects. They have been prevalent in biology and
medicine. They refer to a state of stress. In response definitions, the organism or the
person is spoken of as reacting with stress, being under stress, and so on. According
to Lazarus and Folkman (1984), stimulus and response definitions have limited
utility, because a stimulus gets defined as stressful only in terms of a stress response.
For these two definitions of stress it is stated that the conditions under which some
stimuli become stressors need to be specified.

Lazarus and Folkman (1984) proposed an alternative approach emphasizing
the relationship between the person and the environment, which takes into account
the characteristics of the person on the one hand and the nature of the environmental
event on the other. According to this relational view, stress appears as a consequence
of cognitive appraisal. Hence, psychological stress is a relationship between the

person and the environment that is appraised by the person as taxing or exceeding his



or her resources and endangering his or her well being. The judgment that a
particular person-environment relationship is stressful hinges on cognitive appraisal.

Adolescent stress

Adolescent stress has been conceptualized by many researchers. According to
Compas, Orosan and Grant (1993), stressors felt by adolescents can be organized
into three broad categories: generic stress; severe acute stress; and severe chronic
stress. Generic stress includes normative daily stresses and hassles, as well as more
major events such as the transition to a new school. Severe acute stress may be
caused by serious injuries, disasters, loss of a loved one through death or parental
divorce. Severe chronic stress includes exposure to poverty, neighborhood or familial
violence, racism, sexism and parental psychopathology. Frydenberg (1997) on the
other hand, categorized adolescent concerns as predictors of psychological symptoms
under three main headings: family, peer and academic stressors. Incidence in
adolescent problems was generally related to such factors as alienation from the
family, parental abuse, and limited employment opportunities. There has been an
increase in eating disorders, such as anorexia nervosa, among adolescent females in
families that are characterized by tension, confusion, rigidity and lack of conflict
resolution. Additional evidence of youth stress is shown in the incidence of
depression.

Adolescents make important life choices about courses of study and
associated careers (Frydenberg, 1997). For adolescent students, test taking can
become a major source of stress in their lives, especially when test scores serve as
gatekeepers to future opportunities and career pathways (Smyth, 1995 in Aysan,
Thompson and Hamarat, 2001). Entrance exam failure is crucial in the lives of

Turkish students since the failure rate on competitive entrance exams ranged around



75% in the late 1980s (Oner and Albayrak Kaymak, 1987) and in the 1990s this ratio
increased to 95% (Yildirim and Ergene, 2003) among university candidates.

If the consequences of passing or failing an exam are obviously serious, the
test is called high-stakes (Cizeg and Bourg, 2006). Casbarro (2005) stated that high-
stakes testing produces high anxiety. High prevalence of depression is mainly
blamed on the so-called “examination hell” or “examination war” that adolescents go
through while preparing for the competitive university entrance examination (Lee,
2000).

Test Anxiety
Test anxiety had been considered a proper subset of the broader domain of stress and
anxiety research. A conceptual and historical overview of the domain of test anxiety
is provided by Zeidner (1998). According to the author, the study of test anxiety was
launched in the early 1950s by Seymour Sarason and George Mandler. S. Sarason
and his coworkers pioneered the development of the first operational self-report
measure of test anxiety for both adult and child populations. They were the first to
conceptualize test anxiety as a multidimensional construct, including a cognitive and
affective component (Zeidner, 1998).

During the 1960s the test anxiety construct was dramatically advanced by
three different conceptual distinctions. First, Spielberger applied useful distinction of
State versus trait personality traits to the realm of anxiety. Accordingly, he
distinguished between anxiety as a relatively stable disposition or personality trait
and anxiety as a more transitory state reaction to specific ego-threatening situations.
Based on this distinction, test anxiety was eventually conceptualized as a situation-

specific form of trait anxiety (Spielberger et al in Zeidner, 1998).
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Second, Alpert and Haber (1960 in Zeidner, 1998) differentiated between
facilitating and debilitating anxiety. Facilitating anxiety, characterized by the
statement “anxiety helps me do better during exams and tests” is claimed to lead to
task-related behaviors and to enhance academic performance. On the other hand,
debilitating anxiety, characterized by “anxiety interferes with my performance during
exams and tests” is claimed to lead to task-irrelevant behaviors and to impede
performance (Zeidner, 1998).

The third conceptual contribution, advanced by Liebert and Morris (1967 in
Zeidner, 1998), was the critical differentiation between worry and emotionality.
According to this conceptualization, test anxiety was viewed to be a bidimensional
phenomenon including a cognitive (worry) and an affective (emotionality)
component. Worry was viewed primarily as cognitive concern about the
consequences of failure, whereas emotionality was defined as consisting of
perceptions of autonomic reactions evoked by evaluative stress (Zeidner, 1998).
Later, two more dimensions, namely lack of confidence and interference were added,
when the factor structure of the German form of a test anxiety instrument indicated
four dimensions (Hodapp, 1995).

In the 1970s a “cognitive-interference” perspective formulated by D. J. Wine
to account for the impact of test anxiety upon performance rejected traditional
motivational or arousal explanations. It emphasized the role played by cognitive
variables on test performance. According to this perspective, test anxious persons
divide their attention during exams between task-relevant activities, on the one hand,
and task irrelevant cognitive activities (like self-criticism, and somatic concern, etc.)
on the other. Research conducted by Irwin Sarason and his coworkers provided

support for the cognitive-interference perspective. Nevertheless, towards the end of

11



the 1970s, the basic concepts and assumptions of the cognitive-interference
perspective came under serious attack, with evidence of “study skills” interpretation.
This rival model contended that high-test-anxious students do poorly on academic
tasks for two reasons: 1) because of poorer study habits and test-taking skills, and 2)
because of increased arousal and interference by poor encoding, organization, and
mastery of the test material (Zeidner, 1998).

In the 1980s the proliferation of test anxiety research continued. Empirical
research tested the basic hypotheses of some theoretical models of test anxiety (self-
control, attributional self-expectancy). Furthermore, consistent with the cognitive
revolution in psychology, hypotheses derived from information processing models
were tested. Research tried to uncover the mechanisms through which anxiety
impacts upon performance, with the following information processing phases:
attention, short- and long term memory, levels of processing, retrieval, and decision
making. The first comprehensive text on test anxiety, named Test Anxiety: Theory,
research, and application and edited by Irwin G. Sarason, was published in 1980. In
addition, the first large scale meta-analyses of various facets of test anxiety,
including its correlates, performance consequences and treatment effects were
published (Hembree, 1988 and Seipp, 1991 in Zeidner, 1998). Moreover, in 1980,
the Society for Test Anxiety Research (STAR), which aimed to stimulate research on
test anxiety and to provide a network for facilitating the communication of advances
in test anxiety theory, research, assessment, and interventions was founded (Zeidner,
1998).

Between 1990 —1994, although the development of new test anxiety scales
and cross-cultural adaptation and validation of existing scales have been witnessed,

interest in the topic of test anxiety has shown signs of a slowdown in growth in terms
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of research productivity (Zeidner, 1998). After the 1990s, with the accumulation of
data, cross-cultural comparisons continued to be produced (Seipp and Schwarzer,
1996).

Definition of Test Anxiety

Zeidner (1998) reviewed that as a scientific construct, test anxiety has taken on a
variety of different meanings. In the early days of test anxiety research, the construct
was initially defined in motivational terms, as drive level by Spence and Spence in
1966, goal interruption by Mandler and Sarason in 1952, or as need to avoid failure
by Atkinson and Feather, 1966. In 1960, Sarason and his colleagues conceptualized
test anxiety as a personality disposition that develops when parents hold exaggerated
expectations and are overcritical of their children’s achievement efforts. Later, with
the cognitive revolution of the late 1960s and early 1970s, test anxiety came to be
viewed as a cognitive-attentional phenomenon. This view describes the highly
anxious person as one who attends to evaluative cues, generates concern about one’s
ability to do well, and feels physiological arousal. More recent conceptualizations
have viewed test anxiety as a self-control process or as a form of a self-handicapping
process employed to preserve one’s merit in the face of potential failure (Zeidner,
1998).

The most widely accepted definition was proposed by Spielberger who
construed test anxiety as a situation-specific personality trait. Here, test anxiety refers
to “the individual’s disposition to react with extensive worry, intrusive thoughts,
mental disorganization, tension, and physiological arousal when exposed to

evaluative situations” (Spielberger and Vagg, 1995, in Zeidner, 1998).
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Assessment of Test Anxiety

Since 1952 many instruments have been developed for assessing test anxiety.
Andersen and Sauser (1995) provided a list of 45 self-report measures of test anxiety
and related constructs. One of the most commonly used scales is the Test Anxiety
Inventory (TAI) by Spielberger (1980 cited in Schwarzer and Zeidner, 1996).
Between 1980 and 1992 thirteen adaptation studies were conducted in order to use
TAI in different countries. Table 1 gives information about the culture, year of

publication, nature of the sample and sample size.

Table 1: Adaptation of the TAI in Different Countries

Culture Year Sample N
Netherlands 1983  Medical students, school children 723
Germany 1991  High school students 300

Italy 1985  High school and university students 1473
Hungary 1986  Elementary, high school and university students 471
Czechoslovakia 1989  7th and 8th grade students 154
Turkey 1987  Junior, senior high school and university students 164

Jordan 1989  High school, commercial college students 3572

Egypt 1985  High school students 277

Puerto Rico 1983  College students 833

India 1983 10™ grade students 151

China 1989  Pre-college and college students 535

Korea 1988  High school students 609

Japan 1992 College and university students 977

USA 1980  Pre-college, college university students 4016

Instruments for assessing the level of test anxiety in elementary school children and
high school adolescents are new with respect to the instruments developed for adults
or college populations. From the overview given by Cizeg and Burg (2006) recent

test anxiety instruments for adolescents and children can be seen.
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Table 2: Test Anxiety Instruments for Adolescents and Children

Citation and Source/ Contact Information Title Target Student Group

Wren, D.G. & Benson, J. 2001 Children’s Test Anxiety Scale ~ Elementary school
(CTAS)

Friedman, L.A., & FRIEDBEN Test Anxiety Scale Middle/junior high

Bendas-Jacob, O. 1997 school

Test anxiety in high-stakes situations

Estimates on the prevalence of test anxiety among a school-aged population range
from 10 to 30% (Rubin, 1999). King et al. (2000) stated that estimates of the
prevalence of test anxiety among school-aged children and adolescents vary
according to age, gender and cultural differences. The studies reviewed by King et al.
(2000) showed that test anxiety occurs in the range between 1.5% and 30% of
students. Anderson and Sauser (1995) categorized the individual characteristics
which influence test anxiety under five classes: a) cognitive styles (including
attention processes), b) generalized personality traits (such as susceptibility to
personal threat or failure), ¢) real and perceived ability-achievement levels, d)
perceived importance of the testing event and feelings of “preparedness” and e)
backgrounds characteristics (such as gender and family press). The authors added
that manifestations of test anxiety are probably influenced by complicated
interactions of such factors.

Cross-cultural studies reveal that culture plays an important role in the
frequency of test anxiety. Hocevar and El-Zahhar (1985 cited in Seipp and
Schwarzer, 1996) compared TAI scores in the United States and Egypt in male and
female high school students. Results indicated that Egyptian students scored higher

than their American counterparts on both worry and emotionality. In a later study El-
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Zahhar and Hocevar (1991) extended the comparison to Brazil and found that
Egyptians had a higher worry score than Brazilians and Americans who shared an
equal level while both Egyptians and Brazilians reported a higher level of
emotionality than Americans. In all the nations females scored higher than males.
Alkozei (1990 cited in Seipp and Schwarzer, 1996) compared test anxiety in German
and foreign university students. The 92 foreigners came from countries as diverse as,
for example, Afghanistan, Egypt, India, Tunisia, Indonesia, Japan, and Vietnam and
ten European countries. They were classified as Middle East, Far East and Europe.
All foreign students scored significantly higher on total TAI and worry than the
Germans, with Middle Eastern students scoring higher than their colleagues from the
Far East who had higher scores than students from Europe. No differences between
the groups were found for emotionality. Schwarzer (1988 cited in cited in Seipp and
Schwarzer, 1996) compared 100 Turkish remigrants and 100 native Turks as to their
anxiety level. In both groups the females’ test anxiety scores were higher than the
males’. No difference was reported between remigrants and native Turks. Oner and
Albayrak Kaymak (1987) stated that anxiety is more pervasive in Turkish society
than in others. The evidence comes from a study where American, Indian, Spanish
and Turkish students were compared. In this study Turkish students had the highest
trait anxiety and state anxiety (Le Compte, Oner, 1976 cited in Oner and Albayrak
Kaymak, 1987).

According to Zeidner (1998), high-stakes testing environments have been
hypothesized as being associated with high mean levels of test anxiety at the national
level. It is reviewed that although in some Islamic cultures (e.g., Egypt, Jordan, Saudi
Arabia) this hypothesis is supported, low levels of anxiety among students in Japan

were seen. Negative consequences of high-stakes testing on students are reported in
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several studies. In a study carried out with Turkish high school adolescents, Aysan,
Thompson & Hamarat (2001) found that students with high test anxiety tended to
have poor perceptions of their health where those perceptions are classified under
four clusters: emotional reaction (experiencing negative emotions, such as anger,
alienation, or loss of control), low energy level, problems of sleeping and physical
symptoms (e.g. headache, back pain, weight loss). According to Curlette et al, (1992
in Aysan, et al., 2001) physiologically, the stress of test taking can make students
more vulnerable to negative side effects associated with the stress response,
including hypertension, coronary artery disease, respiratory distress, and lowered
immune functioning. Brown, Galassi & Akos (2004) examined school counselors’
perceptions of the impact of high-stakes testing. In their descriptive research the
authors ran two studies where they collected counselors’ perception about the
negative outcomes of a testing program on students. 80% of the counselors (n=113)
in study one and 50% of the counselors (n=69) in study two believed that high-stakes
testing had increased the anxiety, pressure, or the level of fear that students
experienced. Lee (2000) investigated the relation between clinical depression among
Korean adolescents who were preparing for the university entrance examination and
students’ daily ordeal of studying and schoolwork. He found that the amount of time
spent doing homework was related to depression only for the youth who experienced
negative effects while doing homework. Cizeg and Burg (2006) summarized the
general effects of testing and test anxiety on students. These effects are provided in

Table 3.
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Table 3: General Effects of Testing and Test Anxiety on Students.

Effect Relationship(s)

Stress Test anxiety can induce symptoms of stress,
such as crying, acting out, verbalizations

Attitude toward tests and testing Test anxiety can diminish effort or increase
student apathy towards testing

Attitude towards self Test anxiety can reinforce, induce poor self
esteem or poor/inaccurate self-evaluation (I
can’t do anything,” “I am so stupid...”)

Inappropriate test behavior Test anxiety can prompt cheating (e.g., sharing
or copying of answers, obtaining/ using illegal
copies of “secure” materials,etc.)

Academic motivation Test Anxiety can decrease student motivation to
learn in general

Motivation (future) Test anxiety can be associated with dropping
out of school, grade retention, graduation,
placement in special programs/ classes

Test anxiety Effects of test anxiety can “cycle back” to result
in successive poor test performance, leading to
increased levels of test anxiety

Cizeg and Burg (2006). Adressing test anxiety in a high-stakes environment, p.31.

Test anxiety and performance

The relationship between anxiety and performance has been subject to studies since
the beginning of the twentieth century. In 1908 the Yerkes-Dodson law stipulated an
inverted U-shaped relationship between arousal and performance in learning
situations. The optimal level of motivation for effective performance lies in the
middle range, rather than the high or low end of the arousal or stress continuum
(Zeidner, 1998).

Reviewing studies in the 1950s and 1960s, Anastasi (1976 cited in Anderson
and Sauser 1995) defended this nonlinear relationship between anxiety and test
performance. According to Zeidner (1998), the evidence in favor of this law is

contradictory, and few studies in the domain of test anxiety research have confirmed
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this relationship, thus this law is currently rejected as a useful description of the
anxiety-performance relationship. Furthermore, the usual statistical techniques in
examining test anxiety- performance relationship may be inadequate if curvilinear
relations are expected (Zeidner, 1998).

Hembree (1988) conducted a meta-analytical study where he reviewed 562
studies published from 1952 through 1986. Those studies dealt with the correlates,
causes, effects and treatment of test anxiety. The main findings indicated that test
anxiety caused poor performance and it related inversely to students’ self-esteem and
directly to their fears of negative evaluation, defensiveness, and other forms of
anxiety. Causes giving rise to differential test anxiety levels included ability, gender,
and school grade level. A variety of treatments were effective in reducing test
anxiety. Contrary to prior perceptions, improved test performance and grade point
average consistently accompanied test anxiety reduction. Seipp (1991 cited in
Zeidner, 1998) conducted another meta-analysis of the literature based on 156 effect
sizes appearing in 126 studies published between 1975 and 1988. Comparable to
what was reported by Hembree, Seipp found that the relationship with performance
was stronger for the dimension of worry (r=-.29) than for the emotionality
component (r=-.15).

About the negative relationship between the level of anxiety and
performance, Zeidner (1998) stated that there is a common myth that all test-anxious
individuals perform poorly. Unfortunately this myth guided much of the research and
needs to be debunked. According to the meta—analytical studies on the anxiety
performance relationship reviewed by Zeidner (1998), a correlation at about -.20
across different social evaluative anxiety exists suggesting that the anxiety effect size

is weaker than commonly thought. Instead of using linear causal models in exploring
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the link between test anxiety and cognitive performance, Zeidner (1998) suggested
that future research would profit from employing process models in order to capture
better the dynamic and cyclical nature of the anxiety-performance relationship.
Yildirim and Ergene (2003) examined the prediction capacity of submissive
acts, test anxiety, family support, peer support, and teacher support on the academic
achievement of 663 Turkish eleventh grade high school students. Major findings of
the study were that, family support, submissive acts, teacher support, and test anxiety
predicted the academic achievement of the students significantly. The regression
analyses revealed that these variables explained 13% of the variance in academic
achievement. Test anxiety was the fourth variable explaining academic achievement

together with family support, submissive acts and teacher support.

The Transactional Model of Test Anxiety

A number of theoretical models have been advanced to explain the nature,
antecedents, correlates, and consequences of test anxiety since the 1950s. These
models and theoretical perspectives were grouped under four clusters: drive models,
deficit models, contemporary cognitive-motivational models and transactional
models. It was stated that no single theoretical perspective on test anxiety can readily
account for the complex and multifaceted nature of test anxiety, including
phenomenology, developmental antecedents, correlates and consequences, and
therapeutic interventions. The need for more comprehensive and integrative models
of test anxiety that cover a larger number of facets was put forward. It was asserted
that some of the best candidates for the key components of models would be trait test

anxiety, stressful evaluative situations, state test anxiety, poor study or test taking
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skills, arousal and emotionality, worry, cognitive interference, chronic self doubts
and feelings of incompetence, outcome expectancies, failure and success attributions,
poor cue utilization and retrieval, cognitive disengagement, withdrawal of attention,
avoidance behaviors, and self-regulatory and coping strategies (Zeidner, 1998).

Zeidner (1998) alleged that although no single unified model could readily
account for all the data of current research, he attempted to relate test anxiety
research to the broader theoretical domain of stress, anxiety, and coping research
mainly from a process-oriented, cognitive-motivational transactional perspective.
The reason behind the preference of transactional analysis in test anxiety research
was that transactional analysis examining the dynamic interaction between person
and evaluative context seemed to be the most useful approach to mapping out the test
anxiety domain.

According to the transactional model of test anxiety proposed by Zeidner (1998),

the theoretical framework of the phenomenon was conceptualized as:

A dynamic process involving the reciprocal interaction of a number of distinct
elements at play in the stressful encounter between a person and an evaluative
situation. The key elements in this process include the evaluative context,
individual differences in vulnerability like trait anxiety, threat perceptions,
appraisals and reappraisals, state anxiety, coping patterns and adaptive outcomes.
The relations among the various components in the transactional model are viewed
to be dynamic and continuous processes.

Appendix A visualizes the theoretical model.

Objective, subjective and personal variables

In this model test anxiety is a psychological experience including objective, personal
and subjective components. The objective component comprises the characteristics

of the evaluative situation and can be classified as the situational determinants of
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anxiety in evaluative situations and test-related variables. Test related variables
include the complexity of the cognitive task, item arrangement, test format, and
providing choice among items. Situational determinants include test environment and
atmosphere, time pressure, and modes of test administration. Based on the current
body of literature, it is difficult to determine to what extent contextual factors
differentially affect anxiety levels in examinees high and low in test anxiety
(Zeidner, 1998). In high stakes testing situations such as university or high school
entrance exams, as objective components are constant for all the examinees the effect
of contextual factors are minimized.

Personal variables include motivational factors, intelligence and scholastic
ability, affective personality factors, and emotion states. Motivational factors
comprise variables such as self-efficacy, optimism, achievement motivation and
procrastination. Affective personality factors comprise trait anxiety, depression and
self-concept. Study skills is a behavioral personal factor by itself in the transactional
model and can be categorized under scholastic ability. According to empirical
research reviewed by Zeidner (1998), high-test-anxious students, compared to their
low-test-anxious counterparts, tend to evidence higher levels of negative affect like
trait anxiety, depression and lower levels of positive affect like self-concept and self-
esteem. For motivational factors, according to findings high-test-anxious subjects
tend to be characterized by a high fear of failure in test situations and low hope of
success. Zeidner (1998) added that these subjects tend to have low belief in their
self-efficacy, low expectations of success, and tend to be lower in scholastic aptitude.

In test anxiety research, gender is a personal variable indicating individual
differences in reaction to evaluative encounters. In the meta-analytical study of

Hembree (1988) where 562 studies dealing with test anxiety were examined, gender
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was a variable among the causes giving rise to test anxiety. Aysan et al. (2001)
examined the level of anxiety felt by high school seniors preparing for the university
entrance exam or term assessments. They found that girls worried and displayed
more anxiety over problems than boys did. Females show consistently higher levels
of test anxiety than males. The overall test anxiety differences between the sexes are
largely due to differences in the emotionality component of test anxiety (Seipp and
Schwarzer, 1996; Zeidner, 1998).

The subjective determinants of test anxiety comprise cognitive processes,
structures, and belief systems in shaping a person’s reactions to stressful evaluative
situations (Zeidner, 1998). How one responds to stressful test situations is in large
part influenced by cognitive schemata in long-term memory, primary and secondary
appraisals of the specific stressor or evaluative context, and expectancy beliefs and
attributions. In cognitive processes and structures Lazarus and Folkman’s (1984)
contribution of cognitive appraisal in their transactional model enriched the field.
According to Lazarus and Folkman (1984) cognitive appraisal refers to evaluative
cognitive processes that intervene between the encounter and the reaction. They
premise that appraisal-related processes shape the reaction of people to any
encounter. Three kinds of cognitive appraisal were identified: primary, secondary,
and reappraisal. Through primary appraisal an individual qualifies the encounter as
“irrelevant, benign-positive, or stressful”. If an encounter is qualified as stressful by
the person, three forms of further classification await: “harm/loss, threat, and
challenge”. According to Lazarus and Folkman (1984) harm/loss refers to damage
the person has already sustained, threat refers to anticipated harms or losses, and
challenge refers to events that hold the possibility for mastery and gain. In secondary

appraisal the person evaluates his/her own resources and decides to apply a strategy
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(or more) and evaluates whether the chosen strategy fits the required internal/external
demands. The second appraisal is also equated to coping. (Carver, Scheier and
Weintraub, 1989). Reappraisal is a modified appraisal based on new cues and
feedback from the environment or the person (Lazarus and Folkman, 1984). Based
on empirical research reviewed, Zeidner (1998) stated that high- and low-test
anxious individuals appear to differ considerably in their appraisals of evaluative
situations, with high-test-anxious individuals experiencing test situations more as a
threat than as a challenge.

Belief systems are other subjective components of transactional test anxiety
models. Importance of a test and failure or success expectancies are included in
belief systems. Zeidner (1998) reviewed the previous research findings and stated
that the grater the subjective importance or value attached to a test, and the higher the
estimated expectancy of failure on an exam, the greater the potential for anxiety in

the test situation.

Coping with Test Anxiety

The conceptualization of coping evolved through time. Endler and Parker (1990)
reviewed that in early research coping was conceptualized as a defense mechanism,
which was primarily an unconscious process. In more recent research, however,
coping has been conceptualized as a response to external stressful or negative events.
These responses are conscious strategies or styles on the part of the individual.

In test anxiety research coping became an important component of
transactional models with Lazarus and Folkman’s (1984) model. In the previous
section of this study cognitive appraisal was reviewed as an important component of

the transactional model. Primary appraisal was introduced as a perception of threat to

24



oneself. Secondary appraisal was the process of bringing to mind a potential response
to the threat. Carver, Scheier and Weintraub (1989) stated that coping is the process
of executing that response. Folkman and Lazarus (1985) defined coping as cognitive
and behavioral efforts to manage (master, reduce, or tolerate) a troubled person-
environment relationship.

Conceptualizations of coping in the late 1980s were based on models of
coping in adults and lacked a strong developmental component (Compas et al, 2001;
Frydenberg, 1997; Seiffge-Krenke, 1995). Compas et al. (2001) defined adolescence
and childhood coping as “volitional efforts to regulate emotion, cognition, behavior,
physiology, and the environment in response to stressful events or circumstances.
These regulatory processes both draw on and are constrained by the biological,
cognitive, social and emotional development of the individual”. Most measures of
coping had been developed for adults and applied to children and adolescents with
little or no modification (Compas et al. 2001).

There are debated constructs in coping literature. Coping style and coping
strategy are used interchangeably in some of the research. Researchers such as
Seiffge-Krenke (1995) and Frydenberg (1997) consider coping style as a higher order
coping dimension that gathers distinct strategies. This use of strategy and style led
other researchers to distinguish two terms and to redefine these terms. Hunter and
Boyle (2004) and Carver and Scheier (1994) underlined the difference between
strategy and style because they conceptualized that coping strategies are situational
whereas coping styles are dispositional.

In their transactional model Lazarus and Folkman (1984) theorized that
coping reactions could change from moment to moment across the stages of a

stressful transaction. Hence a coping strategy was not considered to be a trait
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phenomenon: it was stated that the situation specific appraisals influenced the
selection of a coping strategy. In this study, the latter conceptualization of coping
will be used, as students’ coping with test anxiety is not perceived as a trait
phenomenon. Consequently, coping strategy will be used for the remaining part of
the paper as a situation specific act following the theoretical perspective based on but
not limited to Lazarus’ and Folkman’s (1984) work.

Types of coping

Different types of coping strategies exist. Frydenberg (1991) stated that the range of
coping behavior, which arises in response to stress, varies from adaptive to
maladaptive, from functional to behaviors, which do not assist with coping. Some of
these maladaptive behaviors are exemplified by adolescent withdrawal, destructive
behavior and in extreme cases, suicide. The dynamic nature of coping is reflected by
four points: 1-Coping is an attempt at solving a problem and may not necessarily
result in a resolution. 2- Coping can be behavioral or cognitive in nature. 3-Coping is
a process that changes over time. 4-Appraisal precedes coping endeavors
(Frydenberg, 1997).

The existence of alternative coping taxonomies has been a subject of debate
in coping literature (Hunter and Boyle, 2004). Different studies that were conducted
using Lazarus and Folkman’s Ways of Coping Questionnaire or Ways of Coping
Checklist found between four and eight factors (Endler and Parker, 1990; Hunter and
Boyle, 2004). These are problem-focused coping, wishful thinking, distancing,
avoidance, emphasizing the positive, self-blame, tension reduction, self-isolation,
and seeking social support. Research using other measures of coping in both adults

and children has found between three and six factors (Hunter and Boyle, 2004).
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These are task oriented coping, emotion oriented coping, avoidance oriented coping,
acceptance, suppression of competing activities, and the turn to religion.

Bolger (1990) stated that although detailed taxonomies exist, two major types
of coping efforts, namely problem-focused and emotion-focused coping, are
distinguished by most of the researchers. Carver and Scheier (1994) classified coping
strategies under three broad categories. Problem-focused coping are efforts to
remove the threatening event or to diminish its impact. Emotion-focused coping are
efforts to reduce the negative feelings that arise in response to the threat. Although
these two categories are distinguished in principle, they typically co-occur (Folkman
and Lazarus, 1985; Carver and Scheier, 1994). Most students report using both
coping modes either in relation to different stressors or to the same stressor when the
stressful episode is unfolding. In other words the two coping modes are not mutually
exclusive (Boekaerts, 2002). The third coping response to a stressful event is a
dysfunctional one, namely avoidance. Self-blame, wishful thinking, escapism, self-
distraction and mental disengagement are its different types. These “avoidance”
types of coping function against people rather than to their advantage (Carver and
Scheier, 1994).

Amirkhan (1990) aimed at uncovering general strategies that underlie the
myriad of specific coping responses to stress. Analyses with three separate, large and
heterogeneous samples revealed three fundamental strategies: problem solving,
seeking social support and avoidance. The Multidimensional Coping Inventory,
which is another instrument developed by Endler and Parker (1990), yielded three
factors, namely task-oriented coping similar to the problem focused dimension of

Lazarus and Folkman’s Ways of Coping Questionnaire, emotion-oriented coping
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similar to the emotion focused dimension of Lazarus and Folkman’s Ways of Coping
Questionnaire and avoidance-oriented coping.

Hobfoll et al. (1994) underlined that stress and coping occur within social
settings and the characteristics of these settings are as important as the characteristics
of the individual. These ideas evolved in an alternative theory of coping called “the
multi axial model” where it was defended that previous coping research did not take
into account the social orientation of people. The topic was approached by applying a
multi-axes model of coping that emphasized both social behavior and individual
activity. The axes represent dimensions of general coping strategies and not of
particular behaviors. In the initial model there were two axes, namely active-passive
and prosocial-antisocial. Later in 1998, a third dimension, namely the direct-indirect
dimension was added. This third axis was put forward to reflect the multi-cultural
differences in coping strategies.

Coping Instruments

Most of the coping instruments used in the studies were prepared with a general
perspective so that they could be used with diverse stressors. Aysan (1994) adapted
Amirkhan’s (1990) Coping Strategy Indicator to Turkish with the participation of
298 university students. The items of this inventory were prepared so that they could
deal generally with more than one stressor for different purposes in different studies.
Another coping instrument adapted to Turkish and which does not deal with a
specific stressor is the Coping Styles Inventory. The Coping Styles Inventory derived
from the Turkish version of the Ways of Coping Questionnaire (1980, Folkman and
Lazarus in Hunter and Boyle, 2004) was adapted in Turkish by Sahin and Durak
(1995). The instrument was used in different studies for different purposes, such as

coping with the effects of earthquakes (Kublay, 2001) and depression (Sen, 2005).
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In coping research, using an instrument that does not deal with a specific issue, but is
prepared generally so that it can be used in many areas has several problems. First, as
the stressor differs from person to person unless reminded in the instructions,
subjects may respond according to the stressor in their mind. Carver and Scheier
(1994) stated that it is difficult to control the characteristics of the event with which
subjects are coping. Another shortcoming of using a general coping instrument is that
dimensions vary and some of the items are added or dropped by researchers
according to their hypotheses under investigation, or according to the population
(Endler and Parker, 1990).

In order to overcome this shortcoming of specification, adaptation of coping
instruments to specific situations or subjects are needed. For instance the Coping
Strategies Inventory for Statistics (CSIS) is a subject-based coping instrument
developed by Jarrel and Burry (1989 cited in Onwuegbuzie and Collins, 2002). The
attempts to identify the coping strategies used by adolescents preparing for important
exams and to seek for their relationship with pre-exam stress led also to the
development of appropriate instruments (Stober, 2004). In order to examine the very
period of preparation for high-stakes exam situations, Coping with Pre-Exam
Anxiety and Uncertainty originally yielding three factors, namely task orientation
and preparation, seeking social support and avoidance, was prepared by Stober
(2004).

Coping and Performance

Although some people become distressed or perform poorly under stress, others
remain resilient. Bolger (1990) reviewed that these outcomes result from people’s
coping efforts to alter the stressful situation or to regulate their emotional reactions,

thus coping is a process explanation for differences in stress outcomes. Zeidner
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(1998) stated that the whole process by which anxiety serves to debilitate
performance is complex, with a variety of factors that mediate the effects of anxiety
on performance. Mediating effects are causal mechanisms through which situational
stress or trait anxiety bears an impact upon test performance.

Gender Differences in Coping

Gender differences are also a topic of interest in the coping literature. Frydenberg
(1997) stated that the first findings came from adult coping and according to them
males approach and deal with problems more directly than females do. However,
according to the study conducted by Frydenberg (1991) in which 643 eleven and
twelve year old students participated, female students used as much problem-focused
coping as did the male students. The findings suggested that females and males deal
with problems in much the same way. Again in the same study it was also
demonstrated that females sought and utilized social support as a mode of coping
more often than males. In this study Frydenberg used the Ways of Coping Checklist
of Folkman and Lazarus. Two years later, with another coping instrument developed
especially for adolescents, Frydenberg (1993) found that females used more social
support, direct action and more emotional expression (Frydenberg, 1993).

According to the stress appraisal coping model of Lazarus and Folkman
(1984) how the individual appraises the stressful event affects the coping strategies
used. Similarly, appraisal of the test situation affects students’ coping with the test
situation. In a study, Ptacek, Smith and Dodge (1994) found that although men and
women were similar in their cognitive appraisal of the situation, they nonetheless
reported differences in preparatory coping. Women reported seeking social support
and using emotion-focused coping to a greater extent than men, whereas men

reported using relatively more problem-focused coping than women.
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The relationship between stress, coping and grades was investigated by
Gonzales, Tein, Sandler and Friedman (2001 cited in Onen, 2003). They found
different interaction effects for girls and boys. Results indicated that active coping
buffered the effect of high stress on academic achievement; and this effect was
higher for girls who reported high levels of stress. On the other hand, for boys, the

relationship between coping and grades decreased as the level of stress increased.

The Idea of Temporal Phases in Test Anxiety Research

Idea of Stages

According to Folkman and Lazarus (1985) the essence of stress, coping and
adaptation is change. Therefore, it is important to focus on change in order to learn
how people come to manage stressful events and conditions. To be concerned with
change is to be concerned with process as opposed to structure. Zeidner (1998)
alleged that coping with a stressful exam situation is a process. It is a transaction
between a person and an event that plays out across time and changing
circumstances. The transactional model proposed by Lazarus and Folkman (1984)
opened the way for the process-oriented research in test anxiety. Consequently, the
idea of temporal phases of test anxiety became salient in terms of a new
methodological tool. Carver and Scheier (1994) evaluated Folkman and Lazarus’s
(1985) study as the prototype of transactional process research. The temporal course
of test anxiety and coping were traced through four distinct stages, namely the
anticipatory stage, involving appraisals of the test situation and preparation for the
exam,; the confrontation stage, involving the actual test-taking experience; the
waiting stage, following test taking, but prior to the announcement of grades; and the

outcome stage, in which the uncertainty is resolved when grades are announced
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(Zeidner, 1998). After Folkman and Lazarus, many studies used distinct phases of
coping with test anxiety (Bolger, 1990; Carver and Scheier, 1994; Soric, 1999;
Aysan et al. 2001).

The process-centered theory of stress and coping was first applied in research
by studying emotions and coping during three stages of a college examination
(Folkman and Lazarus, 1985). Emotion and coping were assessed at three stages of a
midterm examination: the anticipation stage before the exam, the waiting stage after
the exam before the grades were announced, and after the grades were posted. One of
the findings was that people experience contradictory emotions and states of mind
during every stage of an encounter. Subjects in the study experienced both threat
emotions and challenge emotions. Folkman and Lazarus (1985) concluded that the
complexity of emotions and their cognitive appraisals reflect ambiguity regarding the
multifaceted nature of the exam and its meanings, especially during the anticipation
stage. Another finding regarding coping was that subjects used combinations of most
of the available forms of problem-focused coping and emotion-focused coping at
every stage of the exam.

Carver and Scheier (1994) detected a limitation in the study of Folkman and
Lazarus (1985). How coping and emotions were interrelated across the phases was
not examined. That is, although it was possible (for example) that problem focused
coping at one phase led to lower levels of negative emotion at the next phase, this
possibility was not assessed. Hence Carver and Scheier (1994) replicated Lazarus
and Folkman’s study and extended it by adding the prospective effects of coping in a
transaction. According to Carver and Scheier’s (1994) findings, coping did not
predict lower levels of future distress; indeed some coping seemed to induce feelings

of threat. Feelings of harm before the exam induced several kinds of coping after the
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exam, mostly dysfunctional. Confidence about one’s grade was a better predictor of
emotions throughout than was coping.

Another study using the idea of stages during an examination was the one
conducted by Bolger (1990). According to Bolger personality dispositions might
explain why some people are vulnerable to stress but others are not. In the study
Bolger treated neuroticism and trait anxiety as equivalent concepts. Using a stressful
medical school entrance examination, Bolger (1990) tested whether coping processes
mediated the effects of neuroticism that is a personality trait, on psychological
distress and performance under stress. Then it was examined whether the influence
of neuroticism on coping accounted for changes in anxiety and examination
performance. Findings indicated that neuroticism influenced coping efforts and
increased daily anxiety under stress. Two types of coping, wishful thinking and self-
blame, explained over half the relationship between neuroticism and increases in
preexamination anxiety. Bolger added that in line with previous research, neither
neuroticism nor specific coping efforts influenced examination performance.

In Soric’s study (1999) the cognitive appraisal and state anxiety of 137 high
school students were examined immediately before a school examination,
immediately after the examination and immediately after the announcement of
grades. Situational coping responses were assessed immediately after the
examination. Social evaluation trait anxiety was measured two weeks before the
examination in an unstressful situation. The results showed that individuals with a
highly developed social evaluation trait anxiety who perceived the test situation as
threatening and who had low expectations of being able to control their achievement
in such a situation experienced higher levels of pre-test state anxiety (girls more so

than boys). The use of specific strategies of coping was also determined by both the
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personality and the perception of the examination situation. Success in the
examination was best predicted by the social evaluation trait anxiety, by problem
focused coping and by coping through imagination-rumination (negative relation).

Aysan, Thompson and Hamarat (2001) conducted a study with a group of
Turkish high school juniors and high school seniors. Subjects completed measures of
test anxiety, coping skills, and perceived health status both before and after a major
exam period. Students with high test anxiety used less effective coping mechanisms
and tended to have poorer perceptions of their health. Prior to the exams it was found
that students with high test anxiety tended to rely on the more ineffective coping
strategies, namely self blame, wishful thinking and avoidance. Moreover, juniors
displayed higher test anxiety and used less effective coping mechanisms than seniors.
After the exam period, improvements were seen for both age groups on perceived
health, but the scores of the younger students remained significantly higher than the
scores of seniors on one of the key measures of test anxiety.

Preparation stage

While the relationship between the stages of an exam was examined in many studies,
the need for a detailed investigation of a unique stage has emerged. The preparation
stage of an anticipated exam is a stressful period worthy of being investigated in
order to help students who feel anxious and uncertain while preparing. Raffety
(1997) stated that most process-oriented anxiety and coping research has assessed
change across the periods before, during and after a stressful event by sampling a
single point in each period. These studies have mapped the general direction of
change from period to period. Nevertheless, the need for examining the preparation
phase in more detail has emerged. In order to take more than one sample and to

answer the question of how different dimensions of anxiety and coping unfold within
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a stage, Raffety et al. (1997) used diary writing during 10 periods that began 7 days

before an upcoming exam.
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CHAPTER 3

PURPOSE OF THE STUDY AND RESEARCH QUESTIONS

The high school entrance exam is an anticipated stressor for Turkish eighth graders.
It has been used for the placement of eighth grade graduates in competitive high
schools since 1998. Each year more than 600.000 students take the exam in all parts
of the country. Students compete with each other by answering 100 multiple choice
questions. Preparation for the high school entrance exam takes at least 9 months.
Some of the students start preparing for the exam from the seventh grade on. Beside
their formal schools a lot of the students attend private courses in institutions out of
their formal school in order to learn test taking strategies as well as the subject matter
of the courses they study at school. As preparation for exams is a difficult stage for
students it is thought that the students who attend those private institutions form a
highly stressed group. While they have to revise a bulk of knowledge in a limited
time period they also have to learn test-taking techniques in competitive classes with
lots of other young people. Moreover, they have to work for their school’s
requirements, which may sometimes be different from the subjects revised while
preparing for the exam.

In such stressful environments school counselors are also under a lot of
pressure. They are expected to be knowledgeable about the characteristics of that
competitive environment to help the test-anxious students. They need to gain insight
about the preparation period in order to tailor intervention programs against the test
anxiety felt during the test preparation. Information gathered especially from the
eighth-year students preparing for the high school entrance exam can empower the

counselors who would be informed more about the anxiety felt during the
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preparation period. The information would be helpful to assist for the students
endangered with test anxiety.

The transactional test anxiety model (Zeidner, 1998) was thought to be an
appropriate theoretical base for this study. The variables evolving around test anxiety
felt during the preparation were considered. The relationship between these variables
within the model was investigated. The question of whether there can be a change
during the preparation period as well as gender differences in all variables were also
particular points of interest.

The transactional models of anxiety include personal determinants such as
scholastic ability, and situational determinants also called objective variables such as
mode of administration that affect primary and secondary appraisals, namely beliefs
and coping respectively (Hunter and Boyle, 2004; Spielberger and Vaag, 1995). The
model that was adapted for this study had two distinct parts, as personal variables
and evaluative situation, like the other transactional test anxiety models. For the high
school entrance examinations applied in Turkey the situational determinants for all
examinees were assumed to be constant as the time constraint and modes of test
administration are the same for all participants. For the personal variables, study
skills, trait anxiety and gender were selected as the preparation phase for the high
school entrance exam was examined.

In most of the transactional models of test anxiety, the primary appraisal is
explained by threat, challenge, harm or indifference. How one responds to stressful
test situations is also influenced by expectancy beliefs and attributions (Zeidner,
1998). In this study, achievement expectancy and the importance of the exam were
selected for appraisal variables based on the previous studies of Onen (2003) and

Ptacek et al. (1994) who used one or both variables as appraisal variables.
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Preparation anxiety was another variable in this study. In the previous studies
preparation anxiety was assessed in a way that was similar to the anxiety dealing
with the confrontation phase of an exam. Hence there was the need to specifically
define a variable in order to examine the anxiety felt specifically during the
preparation phase of an important exam.

One example of the potential importance of coping in an educational setting
has to do with the high stakes exam situation of school-aged students (McCarthy et al
2002). Hence coping was another variable selected for this study. Stober (2004)
defined a construct for adolescent coping against the uncertainty and anxiety felt
during the preparation phase of an anticipated exam. This was thought to be an
appropriate variable for investigating coping during the preparation for the high
school entrance exam of Turkish eighth graders.

Performance was the last variable. It was assessed by the scores on the high
school entrance exam, which took place on 5 June 2005.

The variables that were examined during the preparation for the high school
entrance exam and that were selected based on the transactional model (Zeidner,
1998) were: preparation anxiety, personal variables such as study skills and trait
anxiety, appraisal variables such as achievement expectancy and the importance of
the exam, coping and performance. The preparation period for the high school
entrance exam was examined for students preparing for a competitive entrance exam.
The research questions for this study can be stated as follows:
1-What were the students’ levels of:

a) trait anxiety,
b) study skills,

c) achievement expectancy,
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d) importance given to the exam,

e) preparation anxiety,

f) coping strategies, and,

g) performance? And were there any gender differences?
2- Did the levels of preparation anxiety, coping strategies, study skills and
achievement expectancy change during the preparation period?

3- How did the empirical findings fit the theoretical model of test anxiety?
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CHAPTER 4

METHOD

In this study there were three research questions:

1- What were the students’ levels of trait anxiety, study skills, achievement
expectancy, importance given to the exam, preparation anxiety, coping
strategies, and, performance? And were there any gender differences?

2- Did the levels of the preparation anxiety, coping strategies, study skills and
achievement expectancy change during the preparation period?

3- How did the empirical findings fit the theoretical model of test anxiety?

Subjects

The subjects of the study were 351 Turkish eighth-graders preparing for the high
school entrance exam. The mean age was 14.06 with a standart deviation of 0.35.
For the gender distribution, 59% of the students were female and 41% were male.
The students’ families were assumed to be of middle and high SES. This was
inferred from the fact that they could afford the preparatory institution fee. The
parents’ educational levels were also considered. 70% of the fathers and more than
65% of the mothers were at least high school graduates. Details of the parents’

education are given in Table 4.
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Table 4: Parents’ Education Level

Mothers | Fathers
(%) (%)
Did not finish primary school 2,1 1,5
Elementary school 16,1 9,2
Middle school 15,5 15,5
High school 37,9 31,5
University 28,4 42.4

Students participated in the study two months before the high school entrance exam
for which they were preparing. Data were collected from students who attended a
private institution for exam preparation. The institution prepared students for the
high school entrance exam in four different settlements in Istanbul, namely Bakirkoy,
Beylikdiizii, Kadikdy and Besiktas. These private institutions start to prepare
students for entrance exams two years before the exam in content knowledge and test
taking skills. 44% of the participants in this study had started to attend the

preparatory institution since the previous year.

Instruments

Data were collected on demographic information, personal variables, appraisal,
preparation anxiety, coping and performance. For this study personal variables were
considered to be trait anxiety and study skills. Appraisal was represented by two
variables, namely importance given to the exam and achievement expectancy. As
situational variables were constant for all the candidates of the high school entrance
exam there was no assessment on this set of variables. Preparation anxiety, coping

with pre-exam anxiety and uncertainty and performance were operationalized.
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Demographic Form

The form included questions about gender, age, parents’ education. A copy of the
demographic data form is presented in Appendix B.

Trait Anxiety Scale

Trait anxiety was assessed by using the Trait Anxiety Scale of STAI (State Trait
Anxiety Inventory) which was designed in 1970 by Spielberger et al. STAI contains
two subscales: State Anxiety and Trait Anxiety. The validity and reliability studies
of this scale for the Turkish population had been carried out by Oner and Le Compte
(1983). The Trait Anxiety Scale consisted of 20 statements in which the subjects
described how they generally felt. Participants rated these items on a 4-point Likert
scale ranging from almost never (1) to almost always (4). Total scores ranged from
20 to 80 with high scores indicating high levels of test anxiety. In scoring, as 1, 6, 7,
10, 13, 16 and 19 were reverse items, they were rated by a negative sign. The total
score for trait anxiety was obtained by adding up 35, which is a constant that should
be added to the sum of negative and positive items.

Trait anxiety norms for the Turkish high school students within the age range
of 15-16 years is 39.81 for girls and 39.77 for boys. A copy of Trait Anxiety Scale is
presented in Appendix C.

Study Skills Rating Scale

Study skills indicate the behavioral variable among the personal variables worth
investigating during the preparation for the high school entrance exam. It was
assessed by the Study Skills Rating Scale developed by Cassady (2004). The Study
Skills Rating Scale assessed the perception of how ineffective one’s study habits
were. Through a set of 8 self-report items, students’ skills were investigated during

the preparation for exams. Responses to the items in this instrument followed a four-
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point Likert-type scale from “not like me” to “very much like me”. The possible
range of scores on this scale was between 8 and 32. High scores indicated ineffective
study skills. The original scale demonstrated the qualities of internal consistency.
Cronbach alpha was 0.86.

The instrument was adapted into Turkish for this study. The translation of the
items from English to Turkish was accomplished by a graduate student at Bogazici
University and back translation to English was done by an academician.

A pilot study was run with 97 eighth-graders in order to check the reliability
of the instrument. The instrument was found to be internally consistent with a
Cronbach Alpha coefficient of 0.74. For the validity of the instrument expert opinion
was obtained.

The English version is given in Table 5. The translated scale that was used in
the pilot study can be found in Appendix D.

Table 5: Study Skills Rating Scale

1- I often find that I do not study enough for tests.

2- My mind wanders a lot when I am studying.

3- When I get a bad grade on a test, it is usually because I didn’t study enough.
4- T usually put off studying until the day before the test.

5- T often feel like I am wasting time when studying.

6- I often find that I cannot remember what I have read after reading a few pages.
7- 1 find it hard to concentrate when I am studying for a test.

8- I generally do not know how to prepare for tests.

Importance Scale

Importance was one of the subjective parts of the transactional test anxiety model
used for the appraisal of the eighth graders during their preparation for the high
school entrance exam. An eleven-item instrument that was developed by Ozdemir
(2002) in Turkish to assess the perceived importance of the university entrance
examination for self and for significant others was used. The importance for “the

self” dimension included items such as “I will be very happy if I pass the exam”. The

43




importance for “the other” dimension included items such as “everybody expects me
to pass the exam”. The participants rated these items on a 7-point Likert scale
(1=absolutely wrong, 2=very wrong 3= wrong 4=not sure 5=correct 6=very correct
7=absolutely correct). In Ozdemir’s study (2002), internal consistency for both
factors was found to be acceptable. The Cronbach Alpha coefficients of importance
for the self and importance for the other were 0.75 and 0.68 respectively.

A pilot study was run in order to assess the psychometric properties of the
scale for Turkish eighth graders. 100 subjects different from the participants of the
main study participated in the pilot study. The internal consistency of the instrument
was checked for eighth graders. Cronbach alpha coefficient was found to be 0.88.

A factor analysis was also run in the pilot study with eighth graders to
observe the factor structure. Contrary to the findings of the original study by
Ozdemir (2002) where two factors for self and others appeared, in these data all the
items were gathered in one factor. The scale that was prepared in Turkish can be
found in Appendix E.

Achievement Expectancy Scale

Achievement expectancy was the second subjective part of the transactional test
anxiety model used for the appraisal of the eighth-graders during their preparation
for the high school entrance exam. The perceptions of the students’ achievement
expectations on the high school entrance exam were assessed by a single item taken
from an achievement expectation scale (Ozdemir, 2002) where the participants rate
their probability of passing the exam on a 5-point Likert scale (1= %0, 2=%25,
3=%150, 4=%75, 5=%100). The original scale included questions about the
perceptions of students’ and closed others’ (specifically, mother, father, and course

teacher) achievement expectations about the university entrance exam. In this study
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only self perception was used. The scale was prepared in Turkish and can be found in
Appendix F.

Preparation Anxiety Scale

An instrument to assess the anxiety experienced during the preparation period could
not be found. Consequently the widely used test anxiety scale, Test Anxiety
Inventory (TAI), developed by Spielberger (1980) and adapted to Turkish (Oner and
Albayrak Kaymak, 1987; Oner, 1990) was readapted by changing the wording of the
items. In the Test Anxiety Inventory the items reflect the particular moment of an
exam. In the Preparation Anxiety Scale all 20 items of the Turkish Test Anxiety
Inventory were changed so that they would reflect the anxiety felt during the
preparation process for the high school entrance exam instead of a particular exam
period. The number of items was again 20 and the first item was a reverse item like
in the Test Anxiety Inventory. Scores varied between 20 and 80. Higher scores
indicated higher preparation anxiety. For the entire scale in Turkish see Appendix G.
An example of an item is given in Table 6.

Table 6: An Example of an Item of the Preparation Anxiety Scale

Test Anxiety Inventory Preparation Anxiety Scale
Item 17. During tests I find myself 17) During the preparation for the high school
thinking about the consequences of failing. entrance exam I find myself thinking about the

consequences of failing.

A pilot study was run to assess the psychometric properties of the new form of the
instrument. 82 eighth graders other than the participants of the main study
participated in the pilot study. A reliability check was executed for the internal
consistency of the adapted instrument. The Cronbach Alpha coefficient was found as
0.93. The item total correlations were satisfactory. In Table 7 the corrected item-total

correlation for each item is given.
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Table 7: Corrected Item-Total Correlations for the Items of the Preparation

Anxiety Scale

Items of Preparation Item-total correlations
Anxiety Scale coefficients
Item 1 45
Item 2 .59
Item 3 .73
Item 4 .56
Item 5 Sl
Item 6 .66
Item 7 .56
Item 8 .70
Item 9 .55
Item 10 54
Item 11 .56
Item 12 .58
Item 13 77
Item 14 .73
Item 15 .34
Item 16 .73
Item 17 .73
Item 18 57
Item 19 .70
Item 20 Sl

For the construct validity of the instrument the correlation between the Trait Anxiety
Scale and the Preparation Anxiety Scale was investigated. The Pearson correlation
coefficient was calculated to be 0.66 (p<.001) from the data obtained from 333
students of the main study who took both scales. This was accepted as evidence for

the construct validity of the preparation anxiety scale.
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Coping with Pre-Exam Anxiety and Uncertainty (COPEAU)

The students’ coping strategies during the preparation for the high school entrance
exam were assessed by COPEAU (Stober, 2002 in Stéber, 2004). The original scale
was prepared in German. The instrument was based on items from the COPE
inventory developed by Carver, Scheier and Weinraub (1989 in Stober, 2004) in
English and from the coping scales of DAI (Rost and Schermer, 1997 in Stdber,
2004) in German. The English version of the instrument was provided by Stéber
(2004).

The measure comprised 21 items subsumed to three 7-item scales that
captured coping by means of a) task-orientation and preparation, b) seeking social
support, and c) avoidance. Participants responded to items on a six-point scale
ranging from “definitely not true” (1) to “definitely true” (6). The scale’s
psychometric properties had been assessed by the participation of German
adolescents. Original subscales’ Cronbach Alpha coefficients ranged between 0.75
and 0.87. The English version of the items for each subscale is given in Table 8.

For the adaptation into Turkish, first, items of the instrument were translated
and back translated by two instructors of Bogazici University. The Turkish version
of the subscales is given in Appendix H. Then the items of three subscales were
mixed and ranked according to the following list formed by using random number
table: 12-13-4-5-2-17-11-14-6-18-1-15-16-7-21-9-20-19-3-10-8. For the Turkish
version of the items and instruction see Appendix I. Scoring is done by adding points

separately in each subscale.
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Table 8: English Version of the Items of COPEAU’s subscales.

Task- Orientation and Preparation

1-I think about how I can best prepare for the exam.

2-1 concentrate on how I’'m going to deal with the exam and, if necessary let other things slide.
3-I cut back on my leisure time to prepare for the exam.

4-1 take extra time to prepare for the exam.

5-I do what needs to be done, one step at a time.

6-1 put other activities to one side and concentrate on the exam coming up.

7-1 concentrate all my efforts on the exam.

Seeking Social Support

8-I ask people who have had similar experiences what they did/would do in this situation.
9-1 discuss my feelings with someone.

10-I try to get advice from someone about what to do.

11-I attempt to get the emotional support of friends or relatives.

12-1 try to get sympathy and understanding for my situation from others.

13- talk to someone about how I feel.

14-1 talk to others to find out more about the exam.

Avoidance

15-1 convince myself that it’s not all bad.

16-1 put thoughts of the exam out of my mind.

17-1 try not to think about the exam.

18- turn to other activities for diversion.

19-1 persuade myself that I don’t care about the exam.

20-1 go to the movies or watch TV so I don’t think about the exam so much.
21-I make a conscious effort to think about something else.

A pilot study was run in order to assess the psychometric properties of the translated
scale for Turkish eighth-graders. 106 subjects different from the participants of the
main study participated in the pilot study.

In the pilot study, first internal consistency was calculated separately for each
subscale. Cronbach alpha coefficients were 0.87 for task orientation and preparation
subscale, 0.84 for the seeking social support subscale and 0.61 for the avoidance
subscale.

Second, evidence for construct validity was investigated through factor
analysis. It was observed that except for three items, factors were the same with the
original form. Question 8 and Question 20, which originally belonged to the “seeking
social support” subscale, were loaded higher in factor 1. Question 10, which

originally belonged to the “avoidance” subscale, was loaded higher in factor 2. The
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loadings for the conceptual factors were adequate. The three factors explained 51%

of the variance. Factor loadings are given in Table 9.

Table 9: Factor loadings of COPEAU

Factor 1 Factor 2 Factor 3

Question 14 .83

Question 11 75

Question 9 75

Question 5 .69

Question 4 .68

Question 3 .61

Question 8 .58 45

Question 20 .58 46

Question 19 .55

Question 2 75

Question 16 73

Question 7 .65

Question 1 .61

Question 21 .53

Question 10 46 25
Question 13 .70
Question 18 .63
Question 17 .56
Question 15 .54
Question 6 .52
Question 12 45

The factor analysis was also run with the main data (n=351). It was observed that the
three factors were exactly the same as in the German sample. 47 % of the variance

was explained by the 3 factors. Factor loadings of the main data can be seen in Table

10.
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Table 10: Factor Loadings of the Main Data

Factor 1 Factor 2 Factor 3
Question 14 .80
Question 4 72
Question 9 71
Question 5 .67
Question 3 .67
Question 11 .66
Question 19 47
Question 16 73
Question 7 .69
Question 2 .69
Question 20 .62
Question 8 .60
Question 21 57
Question 1 .53
Question 13 74
Question 15 .69
Question 18 .67
Question 17 .59
Question 6 .54
Question 10 47
Question 12 37

Third, concurrent validity was examined by comparing the subscales of another
coping scale, namely Coping Strategy Indicator, (Amirkhan, 1990). Coping Strategy
Indicator was adapted to Turkish by Aysan (1994). 33 items of Coping Strategy
Indicator (CSI) can be found in Appendix J. There were also three subscales with 11
items corresponding exactly to the Problem Solving, Seeking Social Support and
Avoidance subscales. COPEAU’s translated subscales were correlated with CSI. All
three subscales were significantly correlated in the two instruments. The avoidance
subscale’s correlation was lower than the other two subscales. The correlations are

given in Table 11.
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Table 11: Correlation coefficients between the subscales of the Turkish
forms of COPEAU and CSI

CSI CSI CSI
Problem Solving Seeking Social Support | Avoidance
COPEAU 60 p<.001
Task Orientation
COPEAU 58 p<.000
Seeking Social Support
COPEAU Avoidance 21 p<05
Performance

The high school entrance exam scores were used to assess the students’ performance.
In 2005 more than 600.000 eighth graders took the exam nationwide in Turkey. The
high school entrance examination assessed their accumulation of academic
knowledge in 120 minutes by a hundred multiple-choice questions in four subject
areas, namely mathematics, Turkish, science and social studies. The scores were
obtained in August 2005 from the private institution which the students attended for

test preparation.

Procedure

First, the instruments were prepared. The Preparation Anxiety Scale was developed
using the items of the Turkish form of the Test Anxiety Inventory. The coping scale
(COPEAU) and the Study Skills Rating Scale were translated into Turkish. The
Importance and Achievement Expectancy Scales, which had been developed for
older Turkish students, needed to be assessed for reliability with eighth graders.
After the translation, all of the prepared instruments were administered to eighth
graders in pilot studies for the examination of the psychometric characteristics.
Second, the process of preparation for the high school entrance exam was examined

using these scales and inventories.
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The process of preparation for the high school entrance exam was examined
by collecting data in two waves. In March 2005 the Trait Anxiety Scale of the STAI,
Study Skills Scale, Achievement Expectancy Scale, Importance Scale, the
Preparation Anxiety Scale, Coping Scale, and the demographic form were given to
351 subjects. As preparation anxiety, coping strategies, study skills and achievement
expectancy were assumed to be open to change through time, at the end of May, four
of the scales, namely Preparation Anxiety Scale, Coping Scale, Study Skills Scale
and Achievement Expectancy Scale were administered again. 189 of the 351 students
participated in the second measurement. The high school entrance exam took place
on 5 June 2005 with the participation of 767.678 eighth graders in all the cities of
Turkey. In August 2005 examination scores of the students were obtained.

The first and second research questions, which investigated gender
differences and change during the preparation period respectively, were investigated
through t test. For the third research question, concerning the relationship between
the variables within a model, structural equation modeling was used to test the

hypothesized transactional test anxiety model on the data.
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CHAPTER 5

RESULTS

In this part, before the results are presented, an overview of the data is provided.
First, the distribution of the scores obtained on all variables is portrayed. Then, the
relationships between these variables are summarized using a table of correlation
coefficients. After the descriptive statistics, histograms and correlation coefficients,
the results for the three research questions are presented. The first research question
was on gender differences in students’ levels of trait anxiety, study skills,
achievement expectancy, importance given to the exam, preparation anxiety, coping
strategies, and, performance. The second research question tapped whether the levels
of preparation anxiety, coping strategies, study skills and achievement expectancies
changed throughout the period as the students prepared for the high school exam.
The last research question investigated how the empirical findings fit a theoretical
model of test anxiety.

As an overview of the variables of this study, the levels of trait anxiety, study
skills, achievement expectancy, the importance given to the high school entrance
exam, preparation anxiety, coping strategies, and, the performance of the Turkish
eighth-graders preparing for the high school entrance examination were determined.
The variables of the study were listed in line with the theoretical model (Zeidner,
1998) to be tested in the third research question. The first group of variables named
the “personal variables” consisted of the trait anxiety and study skills. The next
group of “appraisal” variables was achievement expectancy and the importance
given to the exam, followed by preparation anxiety and the three coping strategies.

The students’ actual performance on the high school entrance exam was the last
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variable since the model was actually designed to explain the structure of the
variables to show how each were related to this final performance.

The means and standard deviations for all the variables were computed. In
order to crystallize the observation of the distributions, histograms were used.

Descriptive statistics are presented in Table 12. The histograms follow the table.

Table 12 : Descriptive Statistics

Possible M Standard
Range n can deviation
PERSONAL VARIABLES
Trait Anxiety Score 20-80 351 42 .82 8.73
Study Skills Score 8-32 350 17.64 5.06
APPRAISAL VARIABLES
Achievement Expectancy 1-5 350 3.65 0.86
Importance of Exam Score 11-77 347 64.16 9.85
PREPARATION ANXIETY
SCORES 20-80 333 43.05 13.30
COPING
Coping strategyl:
Task orientation 7-42 347 29.62 7.23
Coping strategy?2:
Seeking Social Support 7-42 344 29.62 7.61
Coping strategy3: 742 337 | 2137 | 632
Avoidance ) )
PERFORMANCE
Exam score 100-500 | 189 380 42.28
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1- Trait Anxiety

Figure 1: Histogram of Trait Anxiety
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The first personal variable was trait anxiety. This variable was the unique variable
among the others with Turkish norms that had been previously determined. Oner and
Le Compte (1983) had provided norms of trait anxiety for 646 Turkish high school
students. From that study it is known that the 222 female students’ mean was 39.81
with 10.82 standard deviation and the 424 male students’ mean was 39.77 with 9.67
standard deviation. In the present study the trait anxiety of all eighth graders was
42.82 with a standard deviation of 8.73. This was slightly higher than the norms.

2- Study Skills

Figure 2: Histogram of Study Skills

60

50 —

40—

30 A

<oseocoo0-=m

20 —

109 Mean =17.64
Std. Dev. =5.06
rﬂ N =350
T

T T T
5.0 10.0 15.0 20.0 25.0 30.0 35.0

Study Skills Total Score

55



Study skills was the second personal variable. The study skills scores indicated how
effective the students perceived their study skills to be. The students could get scores
between 8 and 32. High scores indicated how poor the students thought their study
skills were. In March, the mean score was 17.64 with a standard deviation of 5.06 for
350 eighth graders.

3- Achievement Expectancy

Figure 3: Histogram of Achievement Expectancy

200

150 — /\

100

<OSoOocCcoo ™"

50 —

Mean =3.65

Std. Dev. =0.86
N =350
0

T

Achievment Expectancy

Achievement expectancy was one of the appraisal variables of the preparation period
for the high school entrance exam. In March, 350 eighth graders’ achievement
expectancy mean was 3.65 with a standard deviation of 0.86 where scores in the
scale ranged between 1 and 5. Each one of the five possible values indicated the
percentage of the students expecting success. Hence, a mean value of 3.65 means

that most students think that their probability of success in the exam is around 67%.
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4-Importance of the Exam
Figure 4: Histogram of Importance of the Exam
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The importance given to the high school entrance exam was the second appraisal
variable of the preparation period. The scores ranged between 11 and 77 where high
scores indicated that students gave more importance to the exam. The mean score
was 64.16 with a standard deviation of 9.85. The curve was negatively skewed,

indicating that the majority of the scores were clustered around the high scores.
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5-Preparation Anxiety

Figure 5: Histogram of Preparation Anxiety
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Preparation anxiety scores for the eighth-graders could range between 20 and 80.
High scores indicated higher preparation anxiety for the high school entrance exam.
For 333 students the mean for preparation anxiety level was 43.05 with a standard
deviation of 13.30.

6- First Coping Strategy: Task orientation and preparation

Figure 6: Histogram of First Coping Strategy: Task orientation and preparation
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7- Second Coping Strategy: Seeking Social Support

Figure 7: Histogram of Second Coping Strategy: Seeking Social Support
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8- Third Coping Strategy: Avoidance

Figure 8: Histogram of Third Coping Strategy: Avoidance
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Students could get scores between 6 and 42 for the three coping strategies. For the

task orientation and preparation and seeking social support strategies, the mean
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scores were 29.62 with 7.23 and 7.61 of standard deviations respectively. The third
coping strategy was avoidance. For 337 eighth graders the distribution of the scores

for this strategy indicated a mean score of 21.37 with a standard deviation of 6.32.

9- Performance: The Score on the High School Entrance Exam

Figure 9: Histogram of the Performance
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The last variable was the performance on the high school entrance exam
which took place in 2005. The high school entrance exam scores ranged between 100

and 500. (http://egitek.meb.gov.tr/Sinavlar/Klavuz/2005/20050KSekilavuz.doc).

In this study the scores of the high school entrance exam obtained by 189 subjects
were used. The mean score was 379.99 with a standard deviation of 42.28. The

scores were distributed normally.

After getting information about the variables through descriptive statistics

and histograms, the correlation coefficients between variables were calculated in
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order to see the relations between the variables. Table 13 shows the correlations

coefficients between variables.

Table 13: Correlation Coefficients Between Variables of the Study

Coping | Coping .
Tr. Prep. Coping Ach.
Per. Anx. Anx. 1-Task | 2-Soc. 3-Av. Exp. St. sk. Imp.
or. Sup.

Perform 1 -.18* -.26%* -17* -.16* .07 A40** -.03 -.10
Trait 1 5% -01 20% S14% | - A2Rx | AgEx | Dgxx
Anxiety
Prep. 1 A4 | 30%x | 19wk | 40er | 4ler | 36k
Anxiety
Coping
1-Task 1 A5%* -.05 .10 S31Ek | D3k
orient.
Coping
2-Social 1 .05 -.08 -.05 22%
Sup.
Coping -
3Av. 1 .07 .05 5
Achiev. sk
Expect. 1 -28 -.01
Study sk
skills ! 15
Import. 1

#p<.05 **p<.01 (2-tailed).

In this section two clusters of correlations are presented. First, the relationship
between preparation anxiety and the other variables are presented. Second, the
relationship between performance and the other variables will be tapped on.
Preparation anxiety was the only variable which was related significantly to
all the other variables that were investigated during the preparation period. For the
relationship between preparation anxiety and the first personal variable, trait anxiety,
the correlation coefficient was found to be r= .65 (p<.01). The second personal
variable, study skills, was also highly correlated to preparation anxiety (r= .41, p<

.01). All three coping strategies, namely task orientation, social support seeking and
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avoidance were significantly related to preparation anxiety (r= .14, r=.30 and r=. -19
respectively for p<.01). Finally, the relationship between preparation anxiety and
appraisal was calculated. The correlation coefficient between the achievement
expectancy score and preparation anxiety score was r=-.40 (p<.01). For the
relationship between importance and preparation anxiety the correlation coefficient
was found to be r=.36 (p<.01).

After the relationship between preparation anxiety and other variables was
revealed by using correlation coefficients, how performance was related to the
variables taking place during the preparation phase of the high school entrance exam
was investigated.

For the relationship between performance and trait anxiety, the first personal
variable, the correlation coefficient between the trait part of the STAI score and the
high school entrance exam scores was found to be r=-.18 (p<.05). This result
showed that as the trait anxiety increased performance decreased. The variable of
study skills, which was the other personal variable, was not found to be related to
performance. The relationship between preparation anxiety and performance was
also significant. The correlation coefficient between the preparation anxiety scale’s
total score and performance was -.26 (p<0.01). This result indicated that as the
preparation anxiety that assessed the process increased, instead of the very moment
of taking the exam, performance decreased.

The relationship between performance and the three coping strategies was
another point to investigate. The correlation coefficient between performance and the
two coping strategies was found to be significant, namely task orientation and social

support (r=-.17 and 1= -.16 respectively for p<.05). The third coping strategy,

62



avoidance, was not related to performance. According to these results task
orientation and social support strategies were inversely related to performance.

Finally, the relationship between performance and appraisal were
investigated. Achievement expectancy and importance were the variables for
appraisal. Whereas performance was significantly related to achievement expectancy
(r=. 40, p<. 01), no significant relationship was observed between importance and
performance.

After the descriptive statistics, histograms and correlation coefficients, the
results of the research questions are presented.

First research question: What were the students’ levels of trait anxiety, study
skills, achievement expectancy, importance given to the exam, preparation anxiety,
coping strategies, and performance? And were there any gender differences?

In order to examine the gender differences the scores obtained from males
and females were compared on study skills, trait anxiety, achievement expectancy,
importance, preparation anxiety, the three coping strategies and the score on the high

school entrance exam.
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Table 14: Gender Differences Between the Variables of the Study

Standard
Gender N Mean Deviation t p
Female
Study skills 206 175 331 -0.75 n.s.
Male 144 17.9 4.69
Female
Trait Anxicty 206 44.2 9.28
Male 145 40.9 788 3.05 0.01
Female
Achievement 206 3.54 0.84 -2.98 0.01
Expectancy Male 144 381 0.86
Female
Importance of 203 64.9 9.95 1,57 n.s.
Exam Male 144 632 9.67
Female
Preparation 198 45.1 1345 3.50 0.01
Anxiety Male 135 40.1 12.51
Coping Strategy | Female
1: Task 205 30.6 7.17 3.16 0.01
orlentatlpn and Male 142 282 710
preparation
Coping Strategy | LS™a1¢ | 205 31.4 7.16 sas | ool
2: Seeking social Mal ’ ’
support ale 139 27.1 7.51
Female
Coping Strategy 200 211 6.01 -0.85 n.s.
3: Avoidance Male 137 217 6.76
Female
Score of high 121 381 40.29 0.41 n.s.
school entrance Male
exam 68 378.3 45.87

n.s.: not significant

Significant differences between males and females were observed in their levels of
trait anxiety, achievement expectancy, preparation anxiety and two coping strategies,
namely task orientation and seeking social support. The mean for the trait anxiety
scores was 44.2 with a standard deviation of 9.28 for females and 40.9 with a
standard deviation of 7.88 for males (t= 3.05, p<.01). Girls showed more trait

anxiety than boys. The achievement expectancy scores of the males were
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significantly higher than the achievement expectancy scores of the females, the
means were 3.81 and 3.54 respectively, with a standard deviation of 0.86 for the
males and 0.84 for the females (t=-2.98, p<.01). The boys’ expectations of success
on the exam were higher. The mean for the preparation anxiety scores was 45.1 with
a standard deviation of 13.45 for the females and 40.1 with a standard deviation of
12.51 for the males (t=3.50, p<.01). Females experienced more preparation anxiety
than males. Female students obtained significantly higher scores than male students
on the two coping strategies. The mean of the task orientation and preparation coping
scores was 30.6 with a standard deviation of 7.17 for the females and 28.2 with a
standard deviation of 7.10 for the males (t= 3.16, p<.01). The mean of the seeking
social support coping scores was 31.4 with a standard deviation of 7.16 for the
females and 27.1 with a standard deviation of 7.51 for the males (t= 5.45, p<.01).
In sum, male students showed lower levels of both trait and preparation
anxiety. Their expectations about their success in the high school entrance exam was
also greater than the females’. In line with these findings, females used task
orientation and preparation coping more than males. They also sought more social
support as well. No significant differences were found between the genders in study
skills, importance given to the exam, the third coping strategy of avoidance, and
performance.
The second research question: Did the levels of the preparation anxiety,
coping strategies, study skills and achievement expectancy change during the

preparation period?

In order to examine the change during the preparation period, the scores
collected at two points in time were compared. The mean scores obtained in March

and May can be observed in Table 15.
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Table 15: Mean Scores Obtained in March and May 2005

March 2005 May 2005 t P
(2 months before the exam) | (15 days before the exam)
N Mean Stapdgrd N Mean Stapdgrd
deviation deviation
Achievement
Expectancy 194 3.61 .85 194 3.63 .84 -036 | ns.

Preparation anxiety | 181 | 44.47 13.37 181 41.94 12.18 3.55 .01

Coping strategy 1:
Task orientation 191 | 29.43 7.25 191 28.17 7.36 2.67 .01
and preparation

Coping strategy 2:
Seeking social 191 | 29.79 7.87 191 29.84 8.21 -0.10 | n.s.
support

Coping strategy 3:

. 186 | 20.74 5.97 186 21.99 6.75 -2.39 .02
Avoidance

Study Skills 201 17.69 5.13 201 17.31 5.01 1.36 n.s.

n.s.: not significant

Significant differences between the scores obtained in March and May were
observed in preparation anxiety and two of the three coping dimensions, namely
task-orientation and preparation and, avoidance. For preparation anxiety scores in
March the mean was 44.47 with a standard deviation of 13.37. In May a mean of
41.94 with a standard deviation of 12.18 (t=3.55, p<.001) indicated decreased
preparation anxiety scores. For the first coping strategy scores, task orientation and
preparation, in March the mean was 29.43 with a standard deviation of 7.25. In May
a mean of 28.17 with a standard deviation of 7.36 (t=2.67, p<.01) indicated a
decrease in the task orientation and preparation coping scores. For the third coping
strategy, avoidance, in March the mean was 20.74 with a standard deviation of 5.97.
In May a mean of 21.99 with a standard deviation of 5.01 (t=-2.39, p<.02) indicated
an increase in avoidance coping scores. The changes can also be traced from the

following figures.
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Figure 10 : Change in Preparation Anxiety
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Figure 11 : Change in Task Orientation Coping
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Figure 12 : Change in Avoidance Coping
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No significant differences were observed in the seeking social support coping
strategy scores, and in the other variables such as study skills and achievement

expectancy over the two months time period.
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Figure 13 : Change in Social Support Coping
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As the changes that took place between the two points of data collection were
examined, it was observed that preparation anxiety levels decreased in this group of
students who were involved in an intense preparation program. The perceived study
skills and achievement expectancies remained constant during this phase. Changes
were observed in two coping strategies. While the task orientation coping strategy
scores decreased, the avoidance coping scores increased.

Third research question: How did the empirical findings fit the theoretical
model of test anxiety?

In order to investigate the third research question, a hypothesized test anxiety
model (Zeidner, 1998) was tested through structural equation modeling. The analysis
was run by using the statistical software AMOS 6.0.

The primary task of model-fitting processes is to determine the goodness-of-
fit between the hypothesized model and the sample data (Byrne, 2001). Goodness-of-
fit tests indicate the degree to which the patterns of parameters specified in a model
are consistent with the patterns of variance and covariance from a set of observed
data. After drawing the hypothesized general model into the input sheet of AMOS,
the program calculates the goodness of fit statistics, the statistical significance and
the estimated beta values of the relationships within the model. The goodness-of-fit
statistics include chi-square difference statistics. First, the discrepancy between
sample data covariance matrix and hypothesized model covariance matrix is
calculated. To continue the analysis, they should be found to be insignificant.
Literally, this means that discrepancy between the data and the postulated model is
nonexistent (Byrne, 2001). In addition to chi-square, the goodness of fit indices such
as NFI, IFI, TLI and CFI, are checked for statistical significance. NFI, IFI, TLI and

CFI values close to 1 indicate a very good fit. RMSEA is another goodness of fit
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index and a value of the RMSEA of about .05 or less would indicate a close fit of the
model (Arbuckle & Wothke, 1999).

In this study, the hypothesized model was depicted in Figure 16. The
descriptive properties of the data were as follows: N=203 and for gender distribution,
64.5 % of the sample was female and 35.5 % was male. The chi-square value was
significant for the hypothesized model, indicating that the model fit analysis was not

significant for this hypothesized model.
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Figure 16: Hypothesized model in SEM
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The next step is the modification of the model. The modification index gives the
expected relations, which are not in the hypothesized model. According to these
suggestions, the model is modified, and at the end, a modified model that is both as a
whole, and in terms of parameters, is the significant model.

In the present study, according to the suggested modifications provided by

the software the following modified model was obtained as shown in Figure 17.
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Figurel7: Modified model in SEM
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The model fit analysis of the modified model was significant since the chi square test

showed no difference (X*=20.332, df=14, p=. 120). The values given for

relationships in the figure on arrows are standardized B (beta) values for each

relationship. Standardized beta values are also given in Table 16.

For the statistical significance of the modified model in addition to the chi-

square, the goodness of fit indices NFI, IFI, TLI and CFI were computed. Goodness

of fit indices showed a well fit between the sample data and the model as the results

were found to be close to 1. The exact values can be seen in Table 17. The value for

RMSEA is close to 0.5 and is given in Table 18.

Table 16: Regression Weights
Regression Weights: (Group number 1 - Default model)

Unstandardized Standadized
estimate (B) S.E. CR R
Appraisal <--- Personal v. -.143 .033 -4.405  Ex -.856
Preparation Anx. <--- Appraisal -24.639  4.331 -5.688  wE* -.800
Achlevement <--- Appraisal 1.000 488
expectation
Coping <--- Prep. Anx. 197 .040 4.896  *** 437
Study Skills <--- Personal v. 1.000 490
Trait anx. <--- Personal v. 2.654 491 5399  H*x 786
Importance <--- Appraisal -10.337  2.658 -3.889  wwx -.449
Social support <--- Coping 1.000 738
Task orientation <--- Coping .658 177 3.722 Hkx .538
Performance <--- Coping -1.320 .620 -2.128 '032 - 186
Performance <--- Expect. 17.062  3.148 5421  H** 356
Table 17: Model fit indices
NFI IFT | TLI
1 FI
Mode Deltal | Delta2 | rho2 ¢
Default model 941 981 | .960 | .980

Table 18: RMSEA Value

Model

RMSEA

Default model

.047
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Data from the constructs, namely personal and appraisal variables, anxiety, coping
and performance, which were entered in the hypothesized model, were found to be
related to each other as proposed by Zeidner (1998). Like in the theoretical model,
the personal variables of trait anxiety and students’ perceptions of their study skills
preceded the appraisal variables. The appraisal variables, namely the importance
given to the exam and achievement expectancy in the tested model preceded
preparation anxiety. Coping was the next construct, which mediated preparation
anxiety’s effect on performance.

Trait anxiety and study skills were utilized in the description of personal
variables. Higher scores for both reflected that the students had the perception of
ineffective study skills and high trait anxiety. In the accepted model of determining
personal variables, while trait anxiety had a value of .79 as standardized beta, study

skills’ value of standardized beta was .49.

In various studies, appraisal variables were measured by threat, harm,
challenge, indifference, beliefs or the perceived importance of a stimulus. In this
study, the perceived importance of the high school entrance exam and students’
achievement expectancies led to the description of the appraisal variable.
Standardized beta for the importance of the exam was measured as -.45.

Achievement expectancy’s standardized beta was .49.

In Zeidner’s (1998) model, test anxiety was at the center of the model
reflecting the effects of appraisal variables on performance. In this study, as the focus
was to examine the preparation period for the high school entrance exam, the original
construct of test anxiety was replaced with preparation anxiety. The SEM analysis
was run to test whether the model for test anxiety was valid as well for preparation

anxiety. After the analysis it was found that the preparation anxiety fitted the model
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similar to the test anxiety felt during the confrontation stage in the original model.
This showed that preparation anxiety could be a new construct different from test
anxiety that would be worth investigating in exam situations.

The three coping strategies were included in the examination of the
preparation process. While SEM analysis kept task orientation type of coping and
social support seeking type of coping, avoidant coping was rejected. Hence, in the
final model coping was represented by two strategies. The first strategy, the task
orientation and preparation strategy, had a value of .54 as standardized beta. The
second strategy, seeking social support, had .74. These results were interpreted to
mean that coping was used when anxiety was felt during preparation. Both coping
strategies were found to be used simultaneously by the students who were preparing

for the high school entrance exam.

According to the theoretical model, the outcome could be assessed in various
ways. Performance was one of the ways of operationalizing of the outcome. In some
studies, scores obtained on tests developed for practice purposes were used (Onen,
2003). In the present study for the performance the actual high school entrance exam
scores were obtained. Performance reflected the real achievement of the students and
it was the variable that produced preparation anxiety. In the tested model
performance was the last step among the variables. Variables were placed to explain

their relationship to performance.

The model equally accepted all the paths that were designed between the
variables. The unique relation that did not exist in the original theoretical model was
the direct relation between achievement expectancy and performance. In SEM
analysis, the present model required this direct relationship between achievement

expectancy and performance. This showed that achievement expectancy was not only
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a moderating variable but it had a direct relationship with performance. The
relationship between achievement expectancy and performance was strong. This was
interpreted as the students’ realistic evaluations of their performance. The students
who prepared for the high school entrance exam knew their potentials and the

outcome of their endeavours.

Between the personal variables and the appraisal variables there was a strong
negative relationship indicated by a beta value of -.86. As the perception of
ineffective study skills and trait anxiety scores became higher, appraisal of the
situation was affected negatively. Appraisal variables reflected the effects of personal
variables on preparation anxiety. Again, a strong negative relationship indicated by a
beta value of -.80 was found between the preparation anxiety and appraisal variables.
It could be concluded that higher trait anxiety and perception of ineffective study
skills were responsible for the negative appraisal of the preparation period with lower
achievement expectancy and were related to higher preparation anxiety. Between
preparation anxiety and performance two coping strategies mediated the negative
effects of preparation anxiety as shown by a beta value of .44. This diminished load
of anxiety is negatively related to performance. This last relation was reflected with a
standardized beta of -.19. It could be concluded that preparation anxiety had a
negative effect on performance. The coping efforts were helpful to a degree. As
achievement expectancy had a direct relationship with performance, it had to be

worked on separately to increase performance.
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CHAPTER 6

DISCUSSION

From the descriptive statistics a general profile of eighth graders who were preparing
for the high school entrance exam was obtained. In this section the views on
students’ profiles on personal variables, appraisal variables, preparation anxiety,
coping and performance are presented.

The personal variables consisted of the students’ trait anxiety levels and their
self-evaluations of their study skills. The trait anxiety scores were gathered to obtain
dispositional information about the tendencies for being anxious. The difference
between dispositional trait anxiety and situational preparation anxiety, which will be
dealt with in one of the following paragraphs, was thought to be worth emphasizing.
As the Turkish norms for the trait anxiety existed (Oner and Le Compte, 1983), it
was possible to compare the eight-graders’ trait anxiety scores with the norms. Since
the mean scores were comparable with those of the norm group it was concluded that
the trait anxiety levels of the subjects of this study resembled those of the norm
group. There was no indication that the trait anxiety levels were at a point to hinder
the subjects’ academic lives. This result was something to be expected, as the
students who participated in this study had successfully finished seven grades and
become candidates for being placed in reputable high schools.

On the scale where the study skills were measured, higher scores indicated
negative characteristics, pointing to the students’ perception of ineffective study
skills. The range of possible scores was between 8 and 32. The mean score was 17.64
with a standard deviation of 5.06. This result, indicating a mean score close to the

median, was interpreted to mean that the students felt that they had more or less
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learned how to study. From the histogram it was observed that nearly half of the
subjects felt that they used appropriate study skills while the other half evaluated
their study skills as poor.

For the appraisal variables, students’ achievement expectancies and the
importance that they gave to the exam were assessed. According to the results
obtained, eighth-graders had realistic expectations about their achievement levels.
Achievement expectancy scores could range between 1 and 5, higher points
indicating higher achievement expectancy. A mean of 3.65 with the normal
distribution mirrored the students’ real performance on the entrance exam as seen by
the students. Hence, the subjects of the study were aware of their potential and they
were neither too ambitious nor did they underestimate themselves.

The second appraisal variable was the importance given to the high school
entrance exam. The distribution of these scores showed that the exam was very
important for these students as should be expected. The highest possible score was
77 and the mean score of the subjects was 64.16. It should be kept in mind that the
sample consisted of eighth-graders who were preparing for the entrance exam at a
private institution. Their attending a preparatory institution during weekends and/or
during week after their school was itself an indicator that this group of students gave
a lot of importance to the high school entrance exam.

Preparation anxiety was the next and perhaps the most relevant variable in the
present study. It was especially coined to examine the anxiety felt during the
preparation period for the high school entrance exam. In most of the studies on test
anxiety the students’ anxiety levels were assessed as the anxiety felt during the
confrontation phase of an exam (Hembree, 1988; Aysan et al., 2001; Onen, 2003). A

specific construct to investigate the anxiety felt during the preparation phase of an
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important exam was needed. Preparation anxiety was defined as the anxiety students
felt during the preparation process of an important exam. It was claimed that this
type of anxiety was different from the anxiety felt at the confrontation stage of an
exam. Hence, it should be assessed differently. An instrument for assessing students’
anxiety levels as they prepared for an important exam had to be developed.
Consequently, the wording of the Turkish form of the test anxiety inventory (TAI)
items were changed so that the items would reflect the anxiety felt during the
preparation process. Scores obtained from this new instrument varied between 20
and 80, similar to the TAI The higher scores indicated higher anxiety at the
preparation period. The results obtained by this instrument showed that the eighth-
graders in this study who were preparing for the high school entrance exam felt
anxious during the preparation period, since the mean score in this study was found
to be 43.05 and the standard deviation was 13.30. The median was found to be 50,
the mean score obtained from the eighth-graders preparation anxiety levels was
interpreted as showing that the students felt anxious up to a point. This means that
the anxiety level was also interpreted as was not excessive.

Coping was a variable following appraisal and anxiety in models of the
transactional theories of coping (Hunter and Boyle, 2004; Lazarus and Folkman,
1984). In this study, which examined the preparation period for a high stakes test,
coping likewise was a mediator between preparation anxiety and the outcome. Two
points were taken into consideration regarding coping as a variable. First, coping
was defined following Lazarus and Folkman’s (1984) conceptualizations. It was
taken to be a situational rather than a dispositional variable. Hence, coping strategies
rather than coping styles were investigated. Second, coping was specifically defined

as coping with the exam anxiety as a subject based variable. Therefore a specific
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instrument to measure coping with preparation anxiety was sought instead of a
general coping instrument. Stober’s (2004) coping instrument COPEAU, Coping
with Pre-Exam Anxiety and Uncertainty was found to have those two characteristics.
The instrument was found to be appropriate for the operationalization of the coping
variable in this study. The Turkish adaptation of the instrument was found to be
psychometrically similar to the original form, hence it was used in the main study.

The three coping strategies defined in the study were task orientation and
preparation, seeking social support and avoidance. According to the findings, eighth-
graders who prepared for the high school entrance exam used all three coping
strategies during the preparation process and the distribution of the three coping
strategies were more or less normal. The mean values indicated that the least used
coping strategy was avoidance. This finding brought into mind the idea that the
avoidance type of coping strategies function against people rather than to their
advantage (Carver and Scheier, 1994).

Although the main focus of this study was to examine the students’
preparation period for important exams in order to guide the school counsellors who
need to help test-anxious students, a second aim in the periphery was to find a
relation between the variables which played a role during the preparation process and
in performance. Performance was an important variable that the counselors would
have to face. People who require help would usually worry about the results of the
exam and also want information about the relationship between anxiety and
performance. Hence, another variable that was examined in the study was
performance on the high school entrance exam. The scores used in the study were the
scores of the actual high school placement test. Like the other variables, the

distribution of performance was also nearly normal. Another interesting finding was
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that the distribution of the performance on the test was parallel to the students’
achievement expectancies. This showed that the group of students who participated
in the study were aware of their potentials and they had realistic opinions about
themselves.

To summarize, the group of eighth-graders were quite healthy in terms of trait
anxiety. They cared about the entrance exam, perceiving it as very important. They
experienced realistic achievement expectancies. They had differing perceptions of
their study skills. They had some preparation anxiety. They used all three strategies,
namely task orientation and preparation, seeking social support and avoidance, to
cope with that preparation anxiety. Accordingly, this profile showed that this group
of students was comparable to any group that was in an intense preparation process
for a high stakes test and could possibly be a group that a counselor would have to
work with. As this profile gave information about the subjects, with nearly normal
distributions, the findings from the descriptive statistics were also interpreted as
showing that the sample was free from bias.

The most important finding was the prevalence of preparation anxiety, which
was the focus of this study. Preparation anxiety took part as an existing component of
the preparation process, differing from the anxiety felt at the confrontation phase.

Before the variables were entered into the transactional model (Zeidner,
1998), correlation coefficients between the variables and preparation anxiety and
performance measures were examined. In the correlation coefficients section, two
clusters of correlations presented in the results were interpreted. The first cluster
comprised the interpretation of the relationship between preparation anxiety and all
the other variables. The second cluster included the relationship between

performance and other variables.
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First, the results indicated that high correlation existed between preparation
anxiety and the other variables. Preparation anxiety was the only variable that was
related significantly to all the other variables that were investigated during the
preparation period, indicating that the variables that were hypothesized to play a role
in the students’ anxiety were appropriate. The correlation coefficients between
preparation anxiety and other variables ranged between -.19 and .65 and the
significance level for all variables was p<. 01. These relations pointed to the
prevalence of preparation anxiety. Consequently, the existence of a new construct
became apparent. Clearly preparation anxiety was a distinct form of anxiety that

should be worked with.

The relationship between preparation anxiety and the coping strategies also
presented valuable information. If counselors could detect the type of coping
strategies that the students used, this might be an opportunity for them to raise

students’ consciousness and to intervene if necessary.

In the correlation section the second cluster of analyses was conducted,
taking performance in the test into consideration. As cited in the discussion of the
first research question, achivement expectancy and students’performance were the
two variables which had similar distributions. In this section a high correlation (r=
40, p<.01) was found between performance and achievement expectancy. This
result was interpreted as the students’ awareness of their capacities. Eighth-graders
preparing for the high school entrance exam were found to be realistic in their

achievement expectations.

In the next part the results of the three research questions will be discussed.

First, the gender differences between the variables were examined. Second, how the
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variables changed during the preparation period was considered. Third, how
empirical findings fit a theoretical model of test anxiety was tapped on.

First research question: Were there any gender differences in the students’
levels of trait anxiety, study skills, achievement expectancy, importance given to the
exam, preparation anxiety, coping strategies, and, performance?

In order to detect the gender difference female and male students were
compared on nine variables, which were trait anxiety, perceived effectiveness of
study skills, achievement expectancy, perceived importance of the exam, preparation
anxiety, performance and the coping strategies. It was found that five variables out of
nine showed gender differences. The female students’ means on trait anxiety,
preparation anxiety, task orientation coping and seeking social support coping were
higher than the means of the male students. Only the achievement expectancy means

of male students were higher than the female students’ means.

Gender difference in appraisal was detected in the students’ achievement
expectancies but not in the perceived importance given to the exam. The perceived
importance given to the exam showed no gender differences. This might be expected
from this sample since all the students were attending an institute to prepare for the
exam and almost all of them found the exam to be very important. The results only
showed that they internalized their goals since the scores were high for both groups.
The highest possible score on the “perceived importance” scale was 77 points. The
female students’ mean score was 64,9 with a standard deviation of 9,95 and the male
students’ mean score was 63,2 with a standard deviation of 9,67. The gender
difference in appraisal was apparent in the achievement expectancy scores. Male
students expected to be more successful on the entrance exams than the female

students.
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The gender differences in the appraisal variables were comparable with the
literature. In their study Ptacek, Smith and Dodge (1994) had found that although
men and women were similar in their cognitive appraisal of the situation, they
nonetheless reported differences in preparatory coping. In the present study there
were two appraisal variables, the importance given to the exam and achievement
expectancy. Although the result for the importance given to the exam was parallel
with the literature, in the present study the males’ achievement expectancies were

higher than the females’ expectancies.

Females’ scoring higher on both dispositional and situational anxiety was
consistent with the literature. While preparation anxiety was the situational variable,
trait anxiety was the dispositional variable. Although preparation anxiety was
conceptualized and operationalized differently than test anxiety which is felt during
the exam, as literature exists only on test anxiety this study’s preparation anxiety
results were compared with test anxiety results. According to the cross-cultural
comparison of gender group differences in test anxiety for school age students,
female students showed higher test anxiety scores than their male counterparts in
thirteen countries: China, Czechoslovakia, Germany, Holland, Hungary, India, Iran,
Italy, Jordan, Korea, Tiirkiye and the United States (Zeidner, 1998) in line with this
study. For trait anxiety, Turkish norms were provided by Oner and Le Compte
(1983) who reported no gender difference in normal conditions, but in stressful
conditions females had higher levels of anxiety than males. In Tagdelen’s study
(1995) subjects were similar to the present study. 112 males were compared to 122
female adolescents of 14 years old. Data were gathered from schools in Istanbul.

Tasdelen (1995) found that the mean score for females (43,68 with 9,48 standard
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deviation) was significantly higher than the one for males (41,90 with 7,10 standard

deviation).

For the gender differences in coping, as the existence of coping is meaningful
when there is anxiety, females’ higher scores on two types of anxiety and two types
of coping makes sense. For the seeking social support coping, the findings of this
study were parallel with Frydenberg’s (1991, 1993) results. Females’ seeking social
support coping was higher than males’ seeking social support both in the literature
and in the present study. Nevertheless, for the task orientation coping there were
differences between the literature and the findings of this study. In the present study,
like seeking social support, females also had higher scores in the task orientation and
preparation type of coping than male students. In the two separate studies where two
different coping instruments were used, Frydenberg (1991, 1993) reported that girls

used as much problem focused coping as did boys.

To summarize, there were no gender differences in study skills in personal
variables, perceived importance in appraisal variables and performance. Female
students’ means on trait anxiety, preparation anxiety, task orientation coping and
seeking social support coping were higher than the means of the male students.
Males scored significantly higher than females only in achievement expectancy.
Although there were gender differences in some variables, male and female students’
performances on the high school entrance exam were similar. This might be
interpreted to mean that female students with high anxiety and low achievement
expectancy equate their vulnerability during the process by using task orientation and
social support seeking types of coping. Hence, although males and females finally

arrive at the same outcome they experience the preparation process differently. This

86



may give the counselors clues as to how to help male and female students during

their preparation for high stakes tests.

Second research question: Did the levels of preparation anxiety, coping
strategies, study skills and achievement expectancy change during the preparation
period?

The main purpose of this research question was to consider whether any
change had occurred during the preparation period. The study had to focus on the
preparation process of the high school exam at two points in time, March, two
months before the exam, and May, two weeks before the exam. Since the data were
collected from the students of a private institution preparing the students for the high
school entrance exam, March was their seventh month of preparation and May was
their ninth month. 44% of the students had started to attend the institution the
previous year. It was found that three of the six variables showed a significant
change during this time. The levels of preparation anxiety and task orientation coping
diminished, and avoidance coping increased while no change occurred in the
students’ study skills, achievement expectancies, and, their use of seeking social
support coping strategies.

The decrease in preparation anxiety can be explained with the intensity of the
preparation for the exam. It may be a factor for the descend of preparation anxiety
since the students get constant feedback with various trial exams. The feedbacks
might have decreased the preparation anxiety by providing information against
uncertainty.

It might be expected that the change in coping would follow the change in
preparation anxiety. The results showed that there was a decrease in the task

orientation coping parallel to preparation anxiety. It can be claimed that the task
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orientation coping became less necessary as preparation anxiety diminished. Among
the coping strategies used, avoidant coping can be considered as a form of
maladaptive coping. Hence, students might have had the luxury of using this type of
coping as the anxiety diminished.

No change in the seeking social support type of coping can be interpreted as
follows. Parallel to achievement expectancy, there might have been no need for an
increase in seeking social support. It should also be emphasized that the seeking
social support type of coping did not decrease. It can be concluded that as goals were
formed earlier than the seventh month of the preparation, seeking social support type
of coping was established earlier and it continued to be used in the seventh and ninth
months. Sharing the trial exam results and the common errors that were repeated by
candidates, and how the others managed to get higher scores on the trial exams
continued to be subjects of the eighth-graders’ casual conversations as they were in

the earlier months of preparation.

Although a personal variable, the perceived study skills was not a
dispositional variable. Hence, it could be expected to change. As the study skill
levels did not show any change from March to May it can be interpreted that the
students had already learned how to study by then. The mean was 17 on the scale that
ranges between 8 and 32, higher scores showing the perception of less efficient study
skills. As there was nine points between 17 and the minimum point of the scale
indicating perceived efficient study skills, with additional training of study skills that
can be tailored by counselors anxiety may be further diminished.

As an appraisal variable, no change in the achievement expectancy can be
interpreted to mean that the candidates’ expectancies about themselves, were formed

before the seventh month of their preparation, probably after they got one of their
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first trial exam scores, established appropriate study skills and obtained feedback
from later trial exams.
Third research question: How did the empirical findings fit the theoretical

model of test anxiety?

The main focus of this question was to identify the variables that were
relevant to the preparation period and to detect the relations among them so that
counselors would be guided in helping adolescents with preparation anxiety. A
second aim was to detect the relationship between these variables and students’
performance in the actual exam. This relationship can provide valuable feedback for
counselors. In order to examine these relations a theoretical model (Zeidner, 1998)
was hypothesized and tested through structural equation modeling (SEM). It can be

useful to review the theoretical model that can be found in Appendix A.

High stakes testing situations have an advantage for examining the process of
test preparation. As variables of the evaluative situations such as time constraint,
mode of administration and atmosphere were the same for all the candidates in a high
stakes testing, in the present study this cluster of variables was kept constant and was
not added in the SEM analysis. Other than this part, data from the constructs, namely
personal and appraisal variables, anxiety, coping and performance, which were
entered in the hypothesized model, were found to be related to each other as
proposed by Zeidner (1998). Like in the theoretical model, personal variables were
stated before appraisal variables. Appraisal variables in the tested model came before
preparation anxiety. Coping was the following construct, which mediated preparation

anxiety’s effect on performance.

Trait anxiety and study skills led to the description of personal variables.

Higher scores for both variables reflected that the students had the perception of
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ineffective study skills and high trait anxiety. In the accepted model, to determine
personal variables while trait anxiety had a value of .79 as standardized beta, study

skills’ value of standardized beta was .49.

The high correlation (r=. 65, p<. 01) between preparation anxiety and trait
anxiety was considered to be a signal for counselors to take the students’
dispositional characteristics into consideration before any intervention. A student
with a high trait anxiety score would probably be more anxious about uncertainty
during preparation. Taking this into consideration, priority to intervene can be given
to those who work with high trait anxiety. The second caveat for counselors came
from the other high correlation coefficient between study skills and preparation
anxiety (r=. 41, p<. 01). Higher scores in the instrument that measured the perception
of the study skills demonstrated that candidates had self-evaluations of inefficient
skills during test preparation. It was proposed that effective study skills could be
taught to the students. As perception of inefficient study skills was related to
preparation anxiety, counselors could lower the preparation anxiety by teaching
appropriate study skills. Another solution could be asking teachers to transmit those

skills in their lessons.

In various studies, appraisal variables were measured by threat, harm,
challenge, indifference, beliefs or perceived importance of a stimulus. In this study
the perceived importance of the high school entrance exam and achievement
expectancy led to the description of the appraisal variables. The standardized beta for
the importance of the exam was measured as -.45 in the model. Achievement

expectancy’s standardized beta was .49.

In Zeidner’s (1998) model, test anxiety was at the center of the model,

reflecting appraisal’s effects on coping before reaching performance. In this study, as
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the focus was to examine the preparation period for the high school entrance exam,
the original construct of test anxiety was replaced with preparation anxiety. The SEM
analysis was run to test whether the model was valid for preparation anxiety as well.
After the analysis, it was found that preparation anxiety fit well into the model,
similar to the test anxiety felt during the confrontation stage in the original model.
This was interpreted as showing that preparation anxiety was a new construct and

different from test anxiety.

Three coping strategies were included in the examination of the preparation
process. While SEM analysis kept task orientation type of coping and social support
seeking type of coping, avoidant coping was rejected and had to be taken out of the
model. Hence, in the accepted model coping was represented by two strategies. The
first strategy, task orientation and preparation strategy had a value of .54 of
standardized beta. The second strategy, seeking social support, had .74 . These
results showed that coping was used when anxiety was felt during exam preparation.
Both coping strategies were found to be used simultaneously by the students who

were preparing for the high school entrance exam.

If students use avoidant coping, since there is a negative relationship between
avoidant coping and preparation anxiety (r= -.19, p<.01), to diminish preparation
anxiety counselors can direct the students to task orientation which is known to be a
more effective coping strategy. Furthermore, the relationship between social support
coping and preparation anxiety being significantly high (r=. 30, p<. 01) indicates that
anxious students prefer social support as a coping strategy. One role of the
counselors might be to organize casual gatherings or more structured type of
interventions like group counseling where students can exchange experiences and

feelings to help them overcome test anxiety.
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According to the theoretical model, the outcome could be assessed in various
ways. Performance on the test was one way of operationalizing the outcome. In
different studies trial exam scores were used (Onen, 2003). In the present study for
performance the high school entrance exam scores were obtained. Performance
reflected the real achievement of the students and it was the variable that produced
preparation anxiety. In the tested model performance was the last step among the
variables. The variables were placed in the model to explain their relationship to

performance on the anticipated exam.

The model equally accepted all the paths between the variables that were
designed. The only relation which did not exist in the original theoretical model was
the direct relation between achievement expectancy and performance. In the present
SEM analysis the model required a direct relationship from achievement expectancy
to performance. This showed that achievement expectancy was not only a
moderating variable but that it had a direct relationship with performance. The
relationship between achievement expectancy and performance was strong. This was
interpreted as students’ realistic expectations about their performance on the high
school entrance exam. The students who prepared for the high school entrance exam

knew their potentials and predicted the outcome of their endeavor.

Between personal variables and appraisal variables there was a strong
negative relationship indicated by a beta value of -.86. As the perception of study
skills and trait anxiety scores became higher appraisal of the situation was affected
negatively. Appraisal variables reflected the effects of personal variables on
preparation anxiety. Again, a strong negative relationship of -.80 beta value was
found between preparation anxiety and appraisal variables. It could be concluded that

higher trait anxiety and perception of ineffective study skills were responsible for the
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negative appraisal of the preparation period with lower achievement expectancy and

higher preparation anxiety.

Between preparation anxiety and performance two coping strategies mediated
the negative effects of preparation anxiety with a beta value of 0.44. This diminished
anxiety was negatively related to performance. This last relation was reflected with a
standardized beta of -.19. It could be concluded that preparation anxiety had a
negative effect on performance. The coping efforts were helpful to a degree. As
achievement expectancy had a direct relationship with performance, it had to be

worked on separately to increase performance.

Before passing on to what counselors can do with this situation, it should be
remembered that between performance and preparation anxiety correlation
coefficients was calculated as -.26. In the SEM model a beta value of -.19 between
coping and performance was found. This second finding was interpreted as coping

strategies acting as mediators.

These findings could be helpful for counselors’ to work with students who
prepare for high stakes exams. Counselors’ work can be two-fold. First, preparation
anxiety can be reduced during the process. Second, performance can be increased. In
order to decrease preparation anxiety, counselors can take various steps. Trait anxiety
and the preparation anxiety of exam candidates can be assessed at the beginning of
the preparation process. Students with high anxiety scores should be the ones to be

followed since they could be susceptible to performing under their potential.

From the findings of the second research question we have inferred that the
preparation anxiety levels of students who felt well prepared decreased. From the

findings of the third research question we have seen that when the perception of
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ineffective study skills decreases the negative appraisal of the situation disappears.
As appraisal was related directly to preparation anxiety which was also related to
performance mediated by coping, counselors should pay attention to how the
variables are related to each other. In order to decrease preparation anxiety it might
be enough to intervene only in study skills. As a summary, counselors could help the

students by intervening in study skills.

In order to increase students’ test performance, counselors could work to
increase achievement expectancy. This means that counselors can assess the level of
achievement expectancy from the beginning of the preparation process and the
students with low achievement expectancy could be provided with additional help for
study skills, methods for acquiring and keeping knowledge, time management and

test taking strategies.
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CHAPTER 7

CONCLUSION

The aim of this study was to examine the preparation period of the high school
entrance exam where each year more than half million eighth-graders compete. It
was expected that the findings would ultimately help counselors who work with
exam candidates. More specifically, it was hoped that the findings would provide
information about the anxiety felt by the eighth-graders in preparation for the high
school entrance exam which would guide the counselors in their intervention for

anxiety reduction.

Besides providing information about anxiety, this study also provided novelty
in two areas. The first novelty was theoretical. Following Zeidner’s (1998) specific
transactional model and Raffety et al.’s (1997) suggestions it was focused on the
preparation phase instead of exam taking phase. In this study the preparation period
for an important exam was investigated. Consequently the construct of test anxiety
and its measurement of test anxiety required a revision. In order to examine the
preparation process the construct of preparation anxiety was put forth. For the
operationalization of the new construct, the test anxiety felt during the confrontation
period was substituted with preparation anxiety which underlines the preparation
process. For the measurement of this new conceptualization the wording of the Test
Anxiety Inventory was changed to reflect the anxiety felt during the preparation

process. At the end a new measurement instrument was obtained.

Second, during the literature review a new coping instrument was discovered.
Coping with uncertainty and anxiety scale (COPEAU) was a subject based

instrument developed for the students. Moreover, it measured coping strategies and
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not coping styles. In this study COPEAU was adapted to Turkish because
COPEAU’s properties were well suited for purpose of examining the preparation
process . It was found that the measurement instruments’ three factors were the same
in the Turkish sample. As a result, in this study two new instruments were introduced
to Turkish researchers.

A summary of the findings can be presented in three folds, following the
research questions. The first finding was on gender differences. The girls’
experiences differed from the boys’ experiences in the preparation period. Female
students felt more anxiety during the preparation period of the high school entrance
exam. The success levels on the other hand, showed no difference. At the end the
two groups’ success levels were equal. The second finding focused on the process.
Preparation anxiety decreased during the preparation period, from two months before
the exam to fifteen days before the exam. This shows that if students felt that they
were well prepared they did not feel as much preparation anxiety. The third finding
indicated that Zeidner’s (1998) theoretical model of test anxiety could also be valid
for preparation anxiety. According to the findings obtained from structural equation
modeling analysis, personal variables were related to appraisal variables, which led
to preparation anxiety. This constituted the skeleton of the model. The model also

showed that coping mediated preparation anxiety’s effects on performance.

These findings can guide counselors to take some preventive steps.
According to the knowledge provided by this study counselors can give tests of trait
anxiety and preparation anxiety to students who are at the beginning of the process of
preparation in order to detect which students to follow during the next period of
preparation. This scanning will provide the list of students who would be most likely

to suffer from anxiety during the test preparation period. Next, counselors could
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provide methods for acquiring and retaining knowledge and test taking strategies
together with study skills. Another intervention of the counselors can be detecting the
coping strategies of the students and if the students are using more avoidant type of
coping the counselor can help them to change this type of coping with task oriented

or seeking social seeking types of coping.

Limitation of this study

As the data were gathered two months before the exam and 15 days before the exam
the whole preparation process which starts at least 9 months before could not be
reflected in the findings. Preparation anxiety showed a decrease from March to May
what happened in at the very beginning, for example from October to January is not
known. So the decrease in preparation anxiety should not be generalized for the

months earlier than March.

Suggestions for Further Research

A design which reflects the trend in the changes which take place during the
preparation period can be used. The first data should be gathered at least 8 months
before the exam. In the present study it is known that 44% of the students started
preparing for the high school entrance exam from the seventh grade. That’s why data
can possibly be collected from seventh-graders. Otherwise three shots should be the

minimum number of the collection data, the first should be at least 8 months before
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the exam, the second 4 months before the exam and the third 15 days before the
exam.

Another suggestion would be that the best results can be obtained from a
study which has a longitudinal design. In Turkey eighth-graders after three or four
years of high school start preparing for the university entrance exam. Whether
students’ behaviors, appraisals, anxieties and coping strategies change in the long run
is a valuable research question to be answered.

The data were gathered through inventories in order to reach a bigger sample.
A qualitative study where students write diaries for more personal information on
how they experience the preparation period could contribute to the research

literature on test anxiety.
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Transactional model of test anxiety. Based on Zeidner (1997 in Zeidner, 1998)
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DEMOGRAFIK FORM:

3. Cinsiyeti: Kiz ( ) Erkek ()
4. OKUIUL ..o e

5. Annenizin egitimini bitirdigi okul diizevyi (Orn: Ilkokul 4; Orta3: Lise2 : Universite
mezunu):

6. Babanizin egitimini bitirdigi okul diizeyi (Orn: Ilkokul 4; Orta3: Lise2 : Universite
mezunu):

7. LGS (Lise Giris Sinavi)’ye girecek misiniz? Evet () Hayir ()

Cevabiniz evet ise:

8. LGS’ ’ve hazirlanmak icin ne yapiyorsunuz?

a) Sadece dersaneye gidiyorum. Evet ()
Hayir ()
b) Hem dersaneye gidiyor hem 6zel ders aliyorum . Evet ()
Hayir ()

c) Diger:

9. Kac senedir dersaneye gidivorsunuz?

Bu sene basladim. ( )
Iki (ya da daha fazla) senedir dersaneye gidiyorum. ( )

10. Daha énce LGS ya da OSS’ye girmis ablaniz / agabeyiniz var mi? Evet ( )
Hayir ()

11. Girdiyse kazandi m1? Evet ( ) Hayir ()
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Appendix C: Trait Anxiety Scale
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SUREKLI KAYGI ENVANTERI

Asagida kisilerin kendilerine ait duygular1 anlatmakta kullandiklar1 bir takim

ifadeler verilmistir. Her ifadeyi okuyun, sonra da genel olarak nasil hissettiginizi,

ifadelerin sag tarafindaki parantezlerden uygun olanmi isaretlemek suretiyle belirtin.

Dogru ya da yanlis cevap yoktur. Herhangi bir ifadenin iizerinde fazla zaman sarf

etmeksizin genel olarak nasil hissettiginizi gdsteren cevabr isaretleyin. Isminiz farkls

giinlerde size verdigimiz testlerin karigmamasi i¢in sorulmustur. Cevaplarmiz gizli

tutulacaktir.

Cogu
zaman

Hemen
her zaman

1. Genellikle keyfim yerindedir.

3

4

2. Genellikle ¢abuk yorulurum.

3. Genellikle kolay aglarim.

4. Baskalar1 kadar mutlu olmak isterim.

5. Cabuk karar veremedigim i¢in firsatlari
kagiririm.

W W W] W

4
4
4
4

6. Kendimi dinlenmis hissederim.

w

7. Genellikle sakin, kendime hakim ve soguk
kanliyim.

8. Giigliiklerin yenemeyecegim kadar
biriktigini hissederim.

9. Onemsiz seyler hakkinda endiselenirim.

10. Genellikle mutluyum.

11. Herseyi ciddiye alir ve etkilenirim.

12. Genellikle kendime giivenim yoktur.

13. Genellikle kendimi emniyette hissederim.

14. Sikintili ve gii¢ durumlarla karsilagmaktan
kaginirim.

N N D N NN

W W] W W| Wl W

L N N L

15. Genellikle kendimi hiiziinlii hissederim.

16. Genellikle hayatimdan memnunum.

17. Olur olmaz diisiinceler beni rahatsiz eder.

18. Hayal kirikliklarim dylesine ciddiye alirim
ki hi¢ unutamam.

N N N

W W] W W

NN TS

19. Akl basinda ve kararli bir insanim.

\S]

W

N

20. Son zamanlarda kafama takilan konular
beni rahatsiz eder.
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Appendix D: Study Skills Rating Scale
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DERS CALISMA BECERILERi OLCEGI

(Isminiz farkl giinlerde size verdigimiz testlerin karismamasi i¢in sorulmustur.
Cevaplarmiz gizli tutulacaktir.)

Liitfen asagidaki ifadeleri okuyun ve size ne kadar uydugunu uygun rakami yuvarlak
icine alarak gosterin.

Bana hi¢ uymuyor=1  Bana biraz uyuyor=2  Bana oldukc¢a uyuyor=3
Bana tamamen uyuyor=4.

1- Siksik sinavlara yeterince ¢aligmamis oldugumu goriirim. 1~ 2 3 4

2- Calisirken aklim baska yerlere gider. I 2 3 4

3- Bir smavdan kotii not aldigimda bu, genellikle yeterince
calismadigim i¢indir. I 2 3 4

4- Genellikle smnava ¢aligmay1 son giine birakirim. 1 2 3 4

5- Ders ¢alisirken siklikla zaman kaybediyormusum gibi
gelir. 1 2 3 4

6- Cogunlukla birka¢ sayfa okuduktan sonra okuduklarimi
hatirlayamadigim fark ederim. 1 2 3 4

7- Smava ¢alisirken dikkatimi toplamakta zorluk ¢ekerim. I 2 3 4

8- Genellikle sinavlara nasil ¢alisacagimi bilmem. I 2 3 4
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Appendix E: Importance Scale
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LGS (Lise Giris sinavina girecek misiniz?) Evet ( ) Hayir ()

SINAV ONEMIi OLCEGI

Asagida LGS 2005 (Lise Giris Smavi) ile iliskili olarak verilen ifadelerin, duygu ve

diistincelerinizi dikkate alarak sizin i¢in ne derece dogru oldugunu belirtiniz.

Kesinlikle | Cok Yanhs Kararsizim Dogru | Cok Kesinlikle

yanhs yanlig dogru | dogru
1. Bu sinavi kazanmak benim 1 2 3 4 5 6 7
icin ¢ok dnemlidir.
2. Smavi kazanamazsam ¢ok 1 2 3 4 5 6 7
Uzilirim.
3. Sinavi kazanamama 1 2 3 4 5 6 7
ihtimalimi diisiinemiyorum.
4. Sinavi kazanmak 1 2 3 4 5 6 7
gelecegimi kurtaracak.
5. Saygin bir meslek sahibi 1 2 3 4 5 6 7
olmam bu smavi kazanmama
bagli.
6. Sinavi kazanmazsam 1 2 3 4 5 6 7
ailemden utanirim.
7. Sinavi kazanirsam beni 1 2 3 4 5 6 7
sevenleri de mutlu edecegim.
8. Etrafimdaki herkes sinavi 1 2 3 4 5 6 7
kazanmamu bekliyor.
9. Smav1 kazanirsam ¢ok 1 2 3 4 5 6 7
mutlu olacagim.
10. Smav1 kazanirsam 1 2 3 4 5 6 7
kendimi daha iyi
hissedecegim.
11. Smavi kazanamazsam 1 2 3 4 5 6 7
kendimden utanirim.
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Appendix F: Achievement Expectancy Scale
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BASARI BEKLENTISI OLCEGI: LGS (Lise Giris Smavi)’ye girecek oldugunuzu
diisiinerek asagidaki sizin ve size yakin kisilerin sinavi kazanma ihtimalinize iliskin
goriislerini(zi) degerlendirin. Liitfen asagidaki yiizdelerden birini isaretleyin.

%0 %25 | %50 | %75 | % 100
Size gore, sizin sinavi kazanma ihtimaliniz nedir?

%0 | %25 | %50 | %75 | % 100
Annenize gore, sizin smavi kazanma ihtimaliniz
nedir?

%0 | %25 | %50 | %75 | % 100
Babamniza gére, sizin sinavi kazanma ihtimaliniz
nedir?

%0 | %25 | %50 | %75 | % 100
Dersane 6gretmenlerinize gore, sizin sinavi
kazanma ihtimaliniz nedir?
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Appendix G: Preparation Anxiety Scale
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Ad1Soyadi: ..ooceviiiiie Tarih: ..o

(Isminiz farkli giinlerde size verdigimiz testlerin karismamasi igin sorulmustur. Cevaplarmiz gizli
tutulacaktir.)

SINAVA HAZIRLIK ENVANTERI

Yonerge: Asagida LGS’ye hazirlanan 6grencilerin kendilerini tanimlamak i¢in
kullandiklar1 bir dizi ifade siralanmistir. Bunlarin herbirini okuyun ve nasil
hissettiginizi anlatan ifadenin sagindaki bosluklardan uygun olanin i¢ini karalaym.
Burada dogru ya da yanhs yanit yoktur. Ifadelerin higbiri iizerinde fazla zaman
harcamayin, ancak LGS sinavina hazirlanirken son bir ay icinde nasil
hissettiginizi gdsteren yanit1 isaretleyin.

Higbir
zaman Bazen  Sik sik Her zaman

1.LGS sinavina hazirlanirken kendimi
giivenli ve rahat hissediyorum .................... (1) 2) 3) 4)

2.LGS’de alacagim puani diisiinmek
sinava hazirlanirken beni olumsuz etkiliyor (1) (2) 3) 4)

3.Dersanedeki deneme smavlarinda donup
kaltyorume..........ccooeiienieiiieiiiee e (D) (2) 3) 4)

4.LGS’ye hazirlanirken bir okulu kazanip
kazanmayacagimi diistinmekten kendimi
alamiyorum........ccceeeeeieeieeniiee e (D) (2) 3) 4)

5.Deneme simavlari sirasinda ne kadar
cok ugrasirsam kafam o kadar ¢cok

KariS1yor.....ccooeveeiiiieieee e (1) (2) 3) 4)

6. LGS sinavina hazirlanirken kendimi
huzursuz ve rahatsiz hissediyorum......... (D) (2) 3) 4)

7. Dersanedeki deneme smavlari sirasinda
kendimi ¢ok sinirli hissediyorum............. (D) (2) 3) 4)

8.Basarisiz olma diislinceleri yiiziinden
dikkatimi ¢alismaya veremiyorum......... (D) (2) 3) 4)

9.LGS i¢in iyi hazirlandigim1 bilsem bile
kendimi oldukg¢a sinirli hissediyorum...... (1) (2) 3) (4)

10. LGS sinavia hazirlanirken sinirlerim
Oylesine geriliyor ki midem bulaniyor..... (D) (2) 3) 4)
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Higbir
zaman Bazen  Sik sik Her zaman

11. Deneme smavlarmin sonucunu
almadan hemen Once ¢ok huzursuz
OIUYOTUML ..ot (D) (2) 3) 4)

12. Deneme sinavlarinda kendimi adeta
basarisizliga itiyorum...........ccceeveeenenne. (D) (2) 3) 4)

13. LGS’ye hazirlanma siiresince kendimi
cok gergin hissediyorum..............cccevuvennnnne (1) (2) 3) (4)

14. LGS’ye hazirlanirken panige
kapiliyorum.........cccocceevieniiiiiie (D) 2) 3) 4)

15. LGS’ye hazirlanmanin beni bu kadar
rahatsiz etmemesini isterdim....................... (1) 2) 3) 4)

16. Deneme sinavlarma girmeden once ¢ok
endiseleniyorum (kuruyorum).................... (1) 2) 3) 4)

17. LGS’ye hazirlanirken basarisiz
olmanin sonuglarini diisiinmekten
kendimi alamiyorum............ccoceueeviinniiennnnn. (D) (2) 3) 4)

18. Deneme sinavlarinda kalbimin ¢ok
hizli attigin1 hissediyorum.............cccccueenee. (1) (2) 3) 4)

19. Deneme sinavi sona erdikten sonra
endiselenmemeye (kurmamaya) ¢alistyorum,
fakat yapamiyorum...........cccceeeeveenienies eeeeene (1) (2) 3) (4)

20. LGS’ye hazirlanirken dyle sinirli

oluyorum ki aslinda aslinda bildigim seyleri
bile UNUtUYOTUM.....ccuvieiieiiieiiiiieie e (D) (2) 3) 4)
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Appendix H: Turkish Version of the Subscales of Coping Scale
(COPEAU)
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SINAVA HAZIRLIK ESNASINDA HiSSEDILEN KAYGIYLA BASA CIKMA
OLCEGININ ALT BOYUTLARI:

1) Goreve yonelme ve hazirlik (Task orientation and preparation):

1. Smava nasil en iyi sekilde hazirlanabilecegimi diisiiniiriim.

2. Smavin nasil iistesinden gelecegimin iizerine yogunlasir, gerekirse diger isleri
bir kenara birakirim.

Bos zamanlarimin bir kismini sinava hazirlanmak i¢in kullanirim.

Sinava hazirlanmak i¢in fazladan zaman ayiririm.

Yapilmasi gerekenleri adim adim yaparim.

Diger etkinlikleri bir kenara birakarak smava odaklanirim.

Tiim ¢abalarimi smava yogunlastiririm.

Nownkw

2) Sosyal destek arayis1 (Seeking social support):

8. Benimkine benzer deneyim yasamis kisilere boyle bir durumda ne yaptiklarini

ya da ne
yapacaklarini sorarim.

9. Duygularimi biriyle konusur paylagirim.

10. Ne yapilmas1 gerektigi konusunda birinin tavsiyesini almaya caligirim.

11. Arkadag veya akrabalarimdan duygusal destek almaya ¢aligirim.

12. Durumumla ilgili olarak bagkalarindan ilgi ve anlayis gérmeye calisirim.

13. Nasil hissettigim konusunda biriyle konusurum.

14. Sinav hakkinda daha fazla bilgi edinmek i¢in bagkalartyla konusurum.

3) Kacinma (Avoidance):

15. Herseyin o kadar kotii olmadigma kendimi ikna ederim.

16. Sinavla ilgili diisiinceleri aklimdan ¢ikaririm.

17. Sinavi1 diisiinmemeye caligirim.

18. Kafam dagilsin diye baska etkinliklere yonelirim.

19. Sinavi umursamadigima kendimi ikna ederim.

20. Smav1 fazla diisiinmemek i¢in sinemaya giderim veya televizyon seyrederim.
21. Ozellikle sinavdan baska seyler diisiinmeye ¢aligirim.
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Appendix I : Coping Scale: Coping with Pre-Exam Anxiety and
Uncertainty (COPEAU)
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SINAVA HAZIRLIK KAYGISIYLA BASA CIKMA ENVANTERI

ISIM SOYAdIL: c.evvvveeceeeeeeecee e, Smif 1 i Tarih: ....ccoveveirenne,

(Isminiz farkli giinlerde size verdigimiz testlerin karismamasi igin sorulmustur. Cevaplarmiz gizli
tutulacaktir.)

Herkes 6nemli sinavlar (6rnegin testler, yazili sinavlar gibi) 6ncesinde gerginlik, kaygi ve
belirsizlik yasar. Asagidaki agiklamalar gerginlik, kayg1 ve belirsizlikle basa ¢ikma
girisimlerinizi ele almaktadir.

Liitfen son bir ay: diisiinerek, her maddeyi okuduktan sonra 1’den (Kesinlikle dogru degil),
6’ya (Kesinlikle dogru) kadar olan puanlardan sizin i¢in uygun olanim YUVARLAK
ICINE ALIN.

Onemli sinavlarin éncesinde...

1. Durumumla ilgili olarak bagkalarindan ilgi ve anlayis gormeye galigirim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

2. Nasil hissettigim konusunda biriyle konusurum.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

3. Nasil hissettigim konusunda biriyle konusurum.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

4. Yapilmas1 gerekenleri adim adim yaparim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

5. Smavin nasil iistesinden gelecegimin {izerine yogunlasir, gerekirse diger isleri bir kenara

birakirim.

Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

6. Smav1 diislinmemeye caligirim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

7.Arkadas veya akrabalarimdan duygusal destek almaya ¢alisirim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

8.Smav hakkinda daha fazla bilgi edinmek igin baskalariyla konusurum.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

9. Diger etkinlikleri bir kenara birakarak sinava odaklanirim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6
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10. Kafam dagilsin diye baska etkinliklere yonelirim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

11. Sinava nasil en iyi sekilde hazirlanabilecegimi diigtiniiriim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

12. Herseyin o kadar kotii olmadigina kendimi inandiririm.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

13. Sinavla ilgili diislinceleri aklimdan ¢ikaririm.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

14. Tiim ¢abalarimi sinava yogunlastiririm.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

15. Ozellikle smavdan baska seyler diisiinmeye caligirim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

16. Duygularimi biriyle konusur paylasirim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

17. Sinav1 fazla diigiinmemek i¢in sinemaya giderim veya televizyon seyrederim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

18. Smavi umursamadigima kendimi inandiririm.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

19. Bos zamanlarimin bir kismini sinava hazirlanmak i¢in kullanirim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

20. Ne yapilmasi gerektigi konusunda birinin tavsiyesini almaya ¢aligirim.
Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6

21. Benimkine benzer deneyim yasamis kisilere boyle bir durumda ne yaptiklarmi ya da ne

yapacaklarini sorarim.

Kesinlikle dogru degil Kesinlikle dogru
1 2 3 4 5 6
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Appendix J : Turkish Version of the Coping Strategy Indicator (CSI)
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Isim Soyadi: ..oooovvveviiiiiinnn Smfi..................... Tarih: .oeveeeeeene
(Isminiz farkl giinlerde size verdigimiz testlerin karigmamasi i¢in sorulmustur. Cevaplariniz gizli
tutulacaktir.)

BASACIKMA STRATEJISI OLCEGI

Aciklama : Bu caligmada bireylerin yasamlarinda sorunlarla nasil basa ¢iktig1 belirlenmeye
calisilmaktadir. Asagida cesitli basa ¢ikma yollar1 verilmistir. Sizden bunlari ne derece
kullandigimiz1 belirtmeniz istenmektedir. Tiim yanitlariniz gizli tutulacaktir.

Liitfen sizde kaygi yaratan bir sinavin éncesini diisiinerek asagidaki sorular1 yanitlayin.

Ne dereceye kadar ...

1. ...duygularinizi bir arkadasiniza agtiniz?

o Cok O Biraz o Hig
2. ...probleminizin en iyi sekilde ¢6ziimlenmesi igin ¢evrenizdeki seyleri yeniden
diizenlediniz?

o Cok 0 Biraz o Hig
3. ...ne yapacaginiza karar vermeden once biitiin olas1 ¢éziimleri aklinizda tartigtiniz?
o Cok 0 Biraz o Hig
4. ...aklimiz1 problemden uzaklastirmaya ¢aligtiniz?
o Cok 0 Biraz o Hig
5. ...bir kisinin size gosterdigi sempati ve anlayis1 kabul ettiniz?
o Cok 0 Biraz o Hig

6. ...baskalarimn yasadiginiz seylerin gergekten ne kadar kotii oldugunu gérmemesi igin
elinizden geleni yaptiniz?

o Cok 0 Biraz o Hig
7. ...konu ile ilgili olarak baskalartyla konustunuz, ¢iinkii bu konuda konusmak kendinizi
daha iyi hissetmenize yardimci oldu?

o Cok 0 Biraz o Hig
8. ...durumla basedebilmek i¢in kendinize bazi amaglar edindiniz?
o Cok 0 Biraz o Hig
9. ...segeneklerinizi ¢ok dikkatli bir bigimde tarttiniz?
o Cok o Biraz o Hig
10. ... daha iyi zamanlarla ilgili hayaller kurdunuz?
o Cok o Biraz o Hig
11. ...problemi ¢6zmek i¢in ise yarayan ¢oziimil bulana dek degisik yollar1 denediniz?
o Cok o Biraz o Hig
12. ...korku ve kaygilarinizi bir arkadasmiza veya akrabamza agtiniz?
o Cok o Biraz o Hig
13. ...zamanimzi her zamankinden ¢ok yalniz olarak ge¢irdiniz?
o Cok o Biraz o Hig

14. ...sadece konusmak bile bazi ¢oziimlere ulagsmaniza yardim ettigi i¢in (yasadiginiz)
durumla ilgili olarak konustunuz?

o Cok o Biraz o Hig
15. ...durumu diizeltmek i¢in ne yapilmas1 gerektigini diisiindiiniiz?
o Cok O Biraz o Hig
16. ...tiim dikkatinizi problemin ¢6ziimiine yonelttiniz?
o Cok O Biraz o Hig
17. ...aklimzda bir eylem plan sekillendirdiniz?
o Cok O Biraz o Hig
18. ... her zamankinden daha fazla televizyon seyrettiniz?
o Cok O Biraz o Hig
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19. ... kendinizi daha iyi hissetmeniz i¢in birisine (arkadas ya da profesyonel bir kisi)
gittiniz?

o Cok 0 Biraz o Hig

20. ... olayda ger¢eklesmesini istediginiz sey i¢in kesin kararlilik gésterdiniz ve savastiniz?
o Cok O Biraz o Hig

21. ... genel olarak insanlarla birlikte olmaktan kagindiniz?
o Cok o Biraz o Hig

22. ..kendinizi bir ugras (hobi) veya bir spor etkinligine gémerek problemden kagindimniz?
o Cok 0 Biraz o Hig

23. ... problemle ilgili olarak daha iyi hissetmenize yardimci olmasi igin bir arkadagmniza
gittiniz?

o Cok 0 Biraz o Hig
24. ...durumu nasil degistirebileceginizle iligkili olarak bir arkadasmizin tavsiyesine
basvurdunuz?

o Cok 0 Biraz o Hig
25. ...ayn1 problemi yagamis olan arkadaglarinizin anlayis ve sempatisini kabul ettiniz?
o Cok o Biraz o Hig
26. ... her zamankinden daha fazla uyudunuz?
o Cok o Biraz o Hig
27. ... “hersey daha farkli olabilirdi” diye hayal kurdunuz?
o Cok o Biraz o Hig
28. ...romanlardaki veya filmlerdeki karakterlerle 6zdesim kurdunuz?
o Cok o Biraz o Hig
29. ...problemi ¢ozmeye calistiniz?
o Cok 0 Biraz o Hig
30. ...insanlarin sizi kendi baginiza birakmasini istediniz?
o Cok O Biraz o Hig
31. ... arkadasmiz veya akrabamzin size yardime1 olmasini kabul ettiniz?
o Cok o Biraz o Hig
32. ... sizi en iyi taniyan kigilerden size giivence vermelerini istediniz?
o Cok 0 Biraz o Hig
33. ...ani hareketlerde bulunmaktansa dikkatlice bir hareket tarz1 planlamaya ¢alistiniz?
o Cok 0 Biraz o Hig

YARDIMLARINIZ ICIN TESEKKURLER
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