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Abstract

Test anxiety is a challenge that hinders stress management and coping mechanisms for
students learning English as a foreign language (EFL) and requires effective solutions. This
thesis investigates the integration of mindfulness practices and creative teaching methods
as potential solutions to reduce EFL students’ test anxiety, provide insight to teachers, and
evaluate the effectiveness of interventions. In line with these aims, a mixed-method
research design was adopted by using a quasi-experimental pre-test—post-test control
group design and thematic analysis through reflective journals during the intervention
process. The study was carried out in a middle school in the Meram district of Konya
province, Turkey, in the 2024—2025 academic year. In the sample selection, 142 6th-grade
EFL students from similar educational environments were selected through purposive
sampling; 71 in two experimental groups, and 71 in two control groups. While the
intervention, including mindfulness and creative teaching activities, was applied to the
former, ordinary teaching methods and activities were presented to the latter. Before and
after the intervention, the Cognitive Test Anxiety Scale (CTAS) and the Mindful Attention
Awareness Scale-A (MAAS-A) were administered to measure the test anxiety and
mindfulness levels of the 142 participants. The quantitative data were analyzed using one-
way multivariate analysis of covariance (MANCOVA). For the qualitative data, 71 students
in the experimental groups were asked to keep reflective journals after each intervention
session. The results obtained with the mixed method are multifaceted and reflect the
psychological and educational effects of these methods. In the conducted analyses, it was
observed that there was a statistically significant increase in mindfulness and a statistically
significant decrease in test anxiety levels of the experimental groups, while there was no

significant change in the control groups.

Keywords: teaching english as a foreign language, test anxiety, mindfulness, creative

teaching methods, adolescents



Oz
Sinav kaygisi, ingilizce’yi yabanci dil olarak é3renen dgrenciler (EFL) igin stres yonetimini
ve basa ¢clkma mekanizmalarini engelleyen ve etkili ¢gézlimler gerektiren bir zorluktur. Bu
tez, EFL &grencilerinin sinav kaygisini azaltmak, 6gretmenlere i¢cgdri saglamak ve
midahalelerin etkililigini degerlendirmek igin bilingli farkindalik uygulamalari ile yaratici
ogretim yoéntemlerinin entegrasyonunu potansiyel ¢dzimler olarak arastirmaktadir. Bu
amaglar dogrultusunda, midahale slrecinde yari deneysel dn test-son test kontrol gruplu
desen ve yansitici gunlikler araciligiyla tematik analiz kullanilarak karma yéntemli bir
arastirma deseni benimsenmigtir. Calisma, 2024—-2025 egitim-6gretim yilinda Turkiye'nin
Konya ili Meram ilgesindeki bir ortaokulda yuritilmuistir. Orneklem segiminde, benzer
egitim ortamlarindan 142 6. sinif EFL 6grencisi, amagh érnekleme yoluyla segilmistir;
bunlarin 71'i iki deney grubunda, 71'i ise iki kontrol grubundadir. Deney gruplarina bilingli
farkindalik ve vyaratici 6gretim etkinliklerini iceren mudahale uygulanirken, kontrol
gruplarina olagan 6gretim yontemleri ve etkinlikleri sunulmustur. Midahale éncesinde ve
sonrasinda 142 katilimcinin sinav kaygisini ve bilingli farkindalik dizeylerini 6lgmek
amaciyla Bilissel Sinav Kaygisi Olgegi (CTAS) ve Bilingli Farkindalik Olgegi-A (MAAS-A)
uygulanmistir. Nicel veriler, tek yoénli c¢ok degiskenli kovaryans analizi (MANCOVA)
kullanilarak analiz edilmistir. Nitel veriler icin deney gruplarindaki 71 6gdrenciden her
mudahale oturumundan sonra yansitici gunlik tutmalari istenmistir. Karma yéntemle elde
edilen sonuglar ¢ok yonlu olup bu yontemlerin psikolojik ve egitsel etkilerini yansitmaktadir.
Yapilan analizlerde, kontrol gruplarinda anlamli bir dedisim gozlenmezken, deney
gruplarinin farkindalik dizeylerinde istatistiksel olarak anlamh bir artis, sinav kaygisi

dizeylerinde ise istatistiksel olarak anlamli bir digus oldugu gorulmagtar.

Anahtar soézcikler: yabanci dil olarak ingilizce 6gretimi, sinav kaygisi, bilingli farkindalik,

yaratici 6gretim yontemleri, ergenler
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Chapter 1
Introduction

Tests are a universally accepted way for selecting talent in many nations (Ning et
al., 2024). Thus, it can build a test-conscious culture that can deeply affect people’s lives.
This culture could intensify test anxiety for middle-school students who study English as a
foreign language (EFL), with anxiety becoming the prominent barrier that obstructs not only
cognitive functioning but also motivation (Yang & Li, 2025). As Hughes (2005) stated, since
test anxiety triggers a wide range of negative results like academic failure, low self-esteem,
social isolation, performance anxiety, and dropout, test anxiety could pose a critical
challenge both in the educational context and psychological setting. According to the
Organization for Economic Cooperation and Development (OECD) (2017), nearly half of
the students in OECD nations report test anxiety related to exam difficulty, even though they
are well-prepared for the exam, which is linked to a lower academic success rate and life
satisfaction. Test anxiety acts as a major obstacle to achievement, bringing a level of
psychological distress into existence that can affect the students’ test scores, performance,
and long-term educational attainment in a negative way (Priebe & Kurtz-Costes, 2022). This
matter involves both emotional and cognitive impediments, often resulting in negative
consequences such as low self-esteem and poor academic performance (Hughes, 2005,
as cited in Yilmazer et al., 2024). It is a multifaceted phenomenon as it not only involves
physical reactions like sweating and rapid heart rate, but also cognitive symptoms such as
intrusive negative self-talk and poor concentration (Stoyanova, 2023). While scholars
debate the exact definition of test anxiety, it is widely identified as an excessive overreaction
to academic evaluation settings. This response is rooted in the fear of failing and the results
that may follow (Balogun et al., 2017; Putwain & Symes, 2018, as cited in Torrano et al.,
2020). Linked to both low test scores and severe stress, research on this type of anxiety
emphasizes its deep influence on the students’ academic success and psychological well-
being Gellisch et al., 2024). As some scholars have stated, test anxiety is a notorious issue

that influences students across diverse age groups (Krispenz et al., 2019). Research



highlights the prevalence of test anxiety, with Putwain and Daly (2014) identifying it in 16.4%
of secondary students in England. In higher education settings, up to 20% of college
students suffer from test anxiety, while nearly a quarter of undergraduates have high levels
of test-related stress (Ergene, 2003; Thomas et al., 2018, as cited in Krispenz et al., 2019).
According to Gerwig et al. (2015), Naveh-Benjamin et al. (1997), and Zeidner (1998) (as
cited in Minihan et al., 2021), at the university level, an estimated 20-40% of college
students experience such severe test anxiety that it can hinder their academic performance.
This form of test anxiety involves both cognitive elements, like worrying about the
consequences of failing, and physical symptoms, like tension and autonomic nervous
system activation (Putwain et al., 2021). The students experiencing severe test anxiety
could demonstrate other symptoms, such as cognitive doubts regarding information
retrieval, besides physiological responses like sweating and a racing heart, often leading to
a need to escape the classroom (Cassady & Johnson, 2002). According to Liebert and
Morris (1967) (as cited in Concannon et al., 2020), these factors could provoke task-
irrelevant cognitions that obstruct attentional focus while taking a test, which in turn lower
cognitive and intellectual results. Extreme levels of test anxiety may cause the students to
avoid the situations that necessitate evaluation because they fear feeling humiliated and

might develop social phobia (Gamer et al., 2008).

In order to manage the multifaceted nature of test anxiety, educational institutions
ought to embrace behavioral interventions into their system. Therefore, the negative impact
of test anxiety can be reduced, whilst the students’ well-being and academic performance
could be improved (Williamson et al., 2024). As cognitive, behavioral, and physiological
signs of test anxiety are linked to each other, the treatments should be comprehensive and
multifaceted. Incorporating mindfulness techniques has the potential to reduce the negative

impacts of test anxiety on the students (Nwadi et al., 2025; Dundas & Nygard, 2024).

Since mindfulness-based interventions (MBIs) have the potential to enhance

students’ ability to regulate attention, emotions, and performance in EFL, they can offer a



significant number of strategies for mitigating test anxiety (Skelly & Chichon, 2021; Sun et
al., 2025). Recent studies highlight that mindfulness-based activities, such as mindfulness-
based stress reduction (MBSR) and brief meditation intervention (BMI), are able to lower
test anxiety in adolescent EFL learners, including high school students in diverse cultural
settings (Dundas & Nygard, 2024; Fayerberger, 2023; Ning et al., 2024). Accordingly, a
meta-analysis demonstrates that mindfulness-based interventions (MBIs) can considerably
reduce test anxiety in diverse groups, which makes it appropriate for the middle school EFL

students (Yiimazer et al., 2024).

However, the limited availability of customized intervention programs for middle
school EFL learners underscores a significant research gap, which this study aims to fill by

examining the influence of brief mindfulness practices in regular classroom settings.

Statement of the Problem

Although there is a prominent emphasis on high-stakes tests in Tirkiye’'s education
system to strengthen and evaluate the information acquired in the school environment, it
brings a pervasive barrier with it, which is test anxiety. The students who are exposed to
these exams can develop test anxiety from an early age, which might intensify the states of
worry, fear, cognitive interference, and failure. In the Meram district of Konya, as in some
contexts in Turkiye, the EFL learners are observed to experience high stress levels during
the assessments. This issue is pivotal as there is a risk for the learners who experience
high levels of test anxiety to hinder not only their grades but also their psychological well-
being and coping mechanisms (Alazemi et al., 2023). Whereas the conventional teaching
methods mainly revolve around curriculum delivery, sometimes they overlook the
psychological factors, in this case, test anxiety, that keep the students from showing their
capacity during the assessments. Recent research has pointed out a strong correlation
between mindfulness, resilience, and reduced anxiety levels in language learning (Shen,

2022). Nevertheless, there is a lack of empirical evidence in terms of the combined



application of mindfulness practice, including meditation, guided imagery, body scans,
mindful listening, and so on, as well as creative teaching methods, such as storytelling,
dramatization, and kinesthetic activities, within the specific demographic of sixth-grade
students in Turkish public middle schools. In other words, there is a gap in research
investigating the short-term effects of an integrated mindfulness and creative teaching
treatment on the Turkish students’ cognitive test anxiety and mindful awareness. Unless
specific treatments are implemented, the test anxiety cycle could continue to diminish the
learners’ engagement with English and risk their coping mechanisms and academic
success. Thus, it can be said that there is a need to explore the potential pedagogical ways
to handle this issue effectively. Therefore, this study addresses the problem of high level of
test anxiety among 142 sixth-grade EFL students by implementing an integrated 12-week
mindfulness and creative teaching methods intervention to determine whether the treatment
is influential for reducing the learners’ test anxiety while enhancing their mindfulness.
Addressing this issue can be essential for advancing the students’ coping mechanisms,
anxiety management skills, emotional well-being, and academic performance as well as for
providing practical insights for English teachers seeking alternative and integrated

approaches to handle test anxiety.

Aim and Significance of the Study

Test anxiety has always been a challenge for EFL students, hindering not only their
coping mechanisms but also stress management. To eliminate test anxiety, effective
solutions are highly required. Thus, this research seeks to explore the integration of
mindfulness practices and creative teaching methods as potential solutions to diminish the
test anxiety of the 142 EFL learners in a middle school in Konya, Meram district. Also, this
study aims to explore the effective implementation of mindfulness practices and creative
teaching methods on middle school students’ test anxiety in EFL classes to understand the
relationship between these pedagogical approaches and students’ anxiety levels,

performance, and overall well-being. Overall, the study focuses on reducing text anxiety,



improving the mindfulness of the students, promoting positive attitudes towards testing, and
managing stress. Therefore, the participants can make use of mindfulness and creative
teaching practices and demonstrate their efficiency which can be important for inspiring
other teachers in the field and signaling an alternative way to combat test anxiety by

integrating mindfulness.

This research aims to investigate the impact of mindfulness practices and creative
teaching methods as potential solutions for alleviating test anxiety of 142 EFL students
attending a middle school in the Meram district of Konya. Furthermore, this study seeks to
explore the effective implementation of mindfulness practices and creative teaching
methods within middle school foreign language classrooms to understand the relationship
between these pedagogical approaches and students' anxiety and mindfulness levels.
Overall, the study focuses on reducing test anxiety, enhancing students' mindfulness,
fostering positive attitudes toward examinations, and managing stress. Consequently,
participants may benefit from mindfulness and creative teaching practices, demonstrating
their efficacy. This is significant for inspiring other educators in the field and signaling an

alternative pathway for combating test anxiety through the integration of mindfulness.

In recent studies, test anxiety has emerged as a significant challenge for EFL
students, hindering not only their academic performance but also their well-being. A study
conducted by Alazemi (2023) examining the EFL students in Iran found that test anxiety
negatively affected exam scores and general academic achievements. Furthermore,
research by Alazemi (2023) and his team highlighted the impact of test anxiety on EFL
students' performance, emphasizing the need for anxiety management and reduction
strategies to improve educational outcomes. Additionally, a study involving Chinese EFL
students found that mindfulness and resilience together could significantly predict anxiety
levels. The research demonstrated that the implementation of mindfulness practices could
reduce anxiety in language learners and promote better academic performance and well-

being (Shen, 2022). As evidenced by these studies, there is a need for effective solutions



to mitigate the negative effects of test anxiety. Therefore, this thesis aims to explore the
integration of mindfulness practices and creative teaching methods as potential solutions to
reduce the test anxiety of students learning English as a foreign language in a public middle
school. Furthermore, while evaluating the effectiveness and role of interventions related to
these methods in reducing students' test anxiety in the short term, it aims to provide insights
for teachers on applying these methods to increase students' mindfulness while alleviating
their test anxiety. Students' attitudes towards the interventions can be observed through the
reflective journals they kept. For this purpose, the quasi-experimental nonequivalent pre-
test — post-test control group design is selected, and the study is conducted in Konya during
the 2024-2025 academic year. The sample consists of 142 6th-grade middle school
students aged 12 to 14, with similar proficiency levels. They are placed into two control and
two experimental groups, each consisting of either 35 or 36 students. Mindfulness-based
intervention activities, such as breathing exercises, physical exercises, yoga, meditation,
body scan, visualization/guided imagery, mindful writing and listening, writing positive
affirmations, fight, flight, and freeze technique, 5-4-3-2-1 grounding technique, and creative
teaching methods-based intervention activities, such as drawing, storytelling, tales, games,
drama, and music-based learning, are presented to the experimental groups by the
researcher. Meanwhile, the control groups continue with their usual teaching methods and
activities. To measure test anxiety levels and mindfulness before and after the intervention,
the Cognitive Test Anxiety Scale (CTAS) is administered (Cassady & Johnson, 2002). In
addition, the Mindful Attention Awareness Scale-A (MAAS-A) is applied (Brown & Ryan,
2003). The intervention and data collection process has lasted for eight weeks, with each
session lasting one lesson period (forty-five minutes). Including the introduction of the
research, obtaining consent forms, and administering the scales at the beginning and end
of the process, the entire procedure has taken a total of 12 weeks. Quantitative data
obtained from the scales are analyzed using Statistical Package for the Social Sciences
(SPSS) One-Way Multivariate Analysis of Covariance (MANCOVA), while qualitative data

from reflective journals collected from each participant at the end of each session are



analyzed using thematic analysis. At the end of the study, it has been observed that while
participants' mindfulness and test stress management skills have increased, their test

anxiety levels have decreased.

It has been observed in various studies that the tests utilized by educational
institutions to assess the educational process, student knowledge, and performance
contribute to an increase in students' test anxiety. For instance, Shi et al. (2014) reported
that test anxiety causes impairment in students' emotional working memory capacity. This
finding is negatively correlated with test performance (Ackerman & Heggestad, 1997).
Another study conducted by Cassady (2010) revealed that 20% to 40% of the students in
the sample experienced test anxiety. Based on these studies, it can be concluded that test
anxiety may negatively affect students. Mindfulness is an effective method for reducing test
anxiety; indeed, as stated by Williams and Penman (2011), mindfulness is an effective
coping skill against the chaos of modern life. As summarized in Taskin's (2018) research,
there is strong evidence regarding the positive effects of mindfulness in adults on
psychological well-being (Lykins & Baer, 2009); rumination and self-compassion (Shapiro
et al., 2007); concentration and mental clarity (Young, 1997); sustained attention
(Chambers et al., 2008); and emotion regulation (Chambers & Allen, 2008). In studies
conducted in Tlrkiye, it is observed by Tuncer (2017) and Demir (2017) that mindfulness
practices reduce students' test anxiety. In light of this research, the current study employed
mindfulness and creative teaching methods to reduce the test anxiety of EFL students, who
constituted the study's population. The sample, selected to represent the population without
randomization, consisted of 142 EFL students with similar educational levels and a
balanced gender distribution at a middle school in the Meram district of Konya. Regarding
the projected results of the study, it is expected that participants' test anxiety would be
reduced through the intervention and that progress would be demonstrated by analyzing
the responses given to the CTAS and MAAS-A administered before and after the

intervention. Finally, it is anticipated as a potential outcome that the integration of



mindfulness and creative teaching practices would indicate whether they are beneficial in
reducing test anxiety and inspiring other teachers to create supportive and engaging

learning environments that help students manage test anxiety and improve language skills.

Main Research Question

To what extent does an intervention integrating mindfulness practices and creative
teaching methods impact the test anxiety levels of the middle school students who learn

English as a foreign language?
Sub Research Questions

Is there a statistically significant difference in test anxiety and mindfulness levels
between students exposed to the intervention in the experimental group and those who did

not receive any intervention in the control group?

What is the effect of the intervention on students’ test anxiety in EFL assessments

compared to traditional instruction?

Do the impacts of the intervention on test anxiety vary significantly based on

students’ gender or proficiency level?

How do the middle school students perceive the mindfulness and creative activities’

usage regarding their test anxiety?

Which specific elements of the intervention do students report as most influential in

managing their test anxiety?

Based on the students in the experimental groups’ journal entries, which specific

components of the intervention are reported as most effective in alleviating test anxiety?

Assumptions

In the scope of this study, it is assumed that mindfulness and creative teaching

practices are related to test anxiety. Also, it is assumed that the mindfulness and creative



teaching methods-based intervention encompasses strategies, such as coping
mechanisms, emotional regulation, student agency, and preference. Additionally, it is
supposed that creative teaching methods and mindfulness practices can be integrated into
EFL classes. Over and above that, like the participants utilize these methods in combating
test anxiety, other participants with different ages, genders, cultural features, languages,
and learning backgrounds can be influenced by the interventions. The final assumption is

that the study’s long-term and short-term contributions and effects are observable.

Limitations

Initially, the research design may limit the scope of the study due to some potential
limitations such as sample attrition, dropping out of the study, the Hawthorne effect, and
researcher bias. Besides, the quasi-experimental design, although suitable for a real-world
educational setting, meant that random assignment to experimental and control groups was
not feasible. Also, although One-Way MANCOVA was employed to control for pre-existing
differences statistically, unmeasured confounding variables could still potentially influence
the outcomes. Moreover, methods used in the intervention, such as mindfulness and
creative teaching methods, might be challenging as each requires consistency and detailed
preparation. Furthermore, since it is a short-term research, it might not capture the
intervention’s long-term influence on test anxiety. Additionally, external factors like the
participants’ relationships with family and friends, as well as other school activities, can
affect and limit the study results. What’s more, various cultures and language barriers of the
EFL students may influence their participation in and benefit from the study. Over and above
that, the sample was drawn from sixth-grade students in a public school in Turkey, which
limits the generalizability of these findings to other age groups, cultural contexts, or
socioeconomic backgrounds. On top of that, while the qualitative data provided rich, in-
depth insights, the purposive sample of 24 students, though meticulously selected to
represent different anxiety levels, does not allow for direct generalization of individual

experiences to the entire experimental group. The reliance on self-report measures for both
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quantitative scales and qualitative journals may introduce social desirability bias, where
participants report what they believe is expected of them rather than their true experiences.
Lastly, uture research could benefit from incorporating objective physiological data to
corroborate self-reported changes. Thus, these limitations were considered to lessen their

impact while contributing to the validity and reliability of the research’s findings and results.

Definitions

EFL Learners: The students who learn English as a Foreign Language. Educational
and cultural background, learning characteristics, and bias can obstruct the learning

process.

Mindfulness: Mindfulness can be described as the practice of maintaining a
purposeful, non-judgmental focus on the continuous flow of experience in the present

moment (Kabat-Zinn, 2003).

Creative Teaching Methods: Techniques that can involve art-based, drama-based,
play-based, tale-based, and music-based activities to teach the learners a phenomenon

effectively.

Test Anxiety: A blend of emotional, physical, and behavioral reactions triggered by
the fear of academic failure (Zeidner, 1998). When a person faces an evaluation, that
person’s autonomic nervous system becomes overactive, which can be observed as it
manifests through some physical symptoms such as sweating and rapid heart rate. These
symptoms can strengthen the feeling of incompetence, leading to a negative psychological

relationship with testing (Nicaise,1995).

Art-based Activities: Based on art therapy, art-based activities include visual and
creative exercises such as role-playing, drawing, descriptive writing, and storytelling to
improve the learners’ perceptive and productive skills while encouraging them to relax, be

creative, and express themselves freely.
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Drama-based Activities: Being shaped according to the principles of
dramatization, these activities are beneficial in preventing test anxiety as they include role-
play, storytelling, improvisation, and simulation that require adapting to the changes in the

scenario, managing stress, and improving coping mechanisms through repetition.

Play-based Activities: Based on play therapy, these activities include a wide
variety from sensory play to therapeutic games and they promote learning, manage anxiety,

encourage peer interaction, and build test familiarity through play.

Tale-based Activities: Based on tale therapy, it reinforces using stories to enhance
empathy, create a self of identity or awareness, analyze the situation, and understand the
main idea. Since it relies on storytelling, it makes the participants develop coping
mechanisms, strengthen their application in real-life exam situations, and eventually

manage anxiety.

Music-based Activities: Being related to mindful listening, these activities include
singing, song composing, and rhythmic activities to provide relaxation due to their calming

effect.

Emotional Regulation: It stands for the ability to control, monitor, and change

emotions and reactions. If regulated properly, it can reduce test anxiety.
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Chapter 2
Theoretical Basis of Research and Literature Review

Test Anxiety

Test anxiety can be defined as a phobic anxiety type in academic contexts; thus, it
can trigger emotional reactions and physiological transformations in students who view the
testing concept as a threat (Acosta, 2024). Although test anxiety is not categorized as a
standalone diagnosis in the DSM-5 or ICD-10, it is clinically recognized as a situational
phobia or a specific form of social anxiety centered on the fear of evaluation (Falkai &
Wittchen, 2015, as cited in Maier et al., 2020). In spite of the fact that test anxiety lacks a
formal status, its influence, like distress and daily impairment, aligns with established
anxiety disorders, such as social phobia or generalized anxiety disorder. This can be
evident in how test anxiety is triggered by the assessment of performance and the presence
of harmful coping strategies (Putwain et al., 2021). Moreover, it centers on an intense level
of anxiety that could trigger not only emotional distress but also physical responses (Guo et
al., 2023). This condition triggers a complex range of mental and physical responses,
including feelings of inferiority, distorted self-perception, and intense autonomic nervous
system activation. These physiological reactions, such as nausea, sweating, and increased
blood pressure, reflect extreme levels of stress and tension (Lohaus et al., 2007, as cited in
Maier et al., 2020). Furthermore, it might impede a person’s individual cognition and
personality. Besides, test anxiety is hard to define and classify as its close relationship with
other anxiety disorders entangle the conceptualization, while its overlap with other
conditions signals that it might be a specific expression of a broader anxiety spectrum
(Putwain et al., 2021). To give an example, it is demonstrated that test anxiety is related to
panic disorder as well as generalized anxiety disorder, as these conditions stem from a
common sensitivity to stress and exhibit similar physiological symptoms (Putwain et al.,
2021). Notably, on the one hand, test anxiety’s physical symptoms resemble those of panic
disorder, whilst the mental “worry” aspect is more like generalized anxiety disorder. On the

other hand, they remain distinct conditions that are related in spite of the similarities they
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have (Putwain et al., 2021). For example, a significant number of studies using latent profile
and network analysis confirm that test anxiety is different from generalized anxiety or panic
disorders. They remain separate issues, whereas they can share similar symptoms and
occur together (Putwain et al., 2021). This connection is of the utmost importance because
test anxiety is not just a byproduct of panic or generalized anxiety disorder; it is a distinct
condition. Even if a student with a high level of test anxiety might be diagnosed with other
anxiety disorders as well as test anxiety (Putwain et al., 2021). In fact, those people who
suffer from intense test anxiety often meet the requirements for social phobia, overanxious
disorder, or specific phobias, particularly when they are the subjects of an assessment in
academic or workplace settings (Putwain et al., 2021). It is pivotal to consider this difference,
as even though test anxiety is not classified as a formal disorder, it can trigger or occur
alongside other anxiety disorders, which might make it harder to diagnose and treat
(Putwain et al., 2021). Such interactions indicate that test anxiety ought to be perceived as
a specific manifestation of a wider psychopathology dimension rather than an independent
clinical entity (Putwain et al., 2021). What is more, test anxiety can be so severe that it
necessitates formal accommodations; as a result, a surrogate diagnosis is generally utilized
to secure support until the condition is officially recognized; however, it is not considered a
standalone disorder in the DSM-5 (Putwain et al., 2021). This piece of information could
emphasize a conflict in psychiatric nosology as test anxiety bears the risk of damaging a
student’s mental health and grades; the need for help remains immediate, even though the
condition lacks its own official and distinct category in diagnostic manuals (Putwain et al.,
2021). The issue is intensified by high anxiety rates in youth, many of whom report their
mental health being poor or substandard (Journault et al., 2022). Since even mild,
subclinical anxiety has the potential to negatively affect the students’ life quality, considering
academic settings, this issue can be troublesome (Journault et al., 2022). Additionally, long-
term data obtained from longitudinal studies and meta-analyses suggest that high levels of
test anxiety are linked to lower exam scores, irrespective of a student’s past record of

academic success (Putwain et al., 2021). Ultimately, the combination of cognitive
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impairment and physical distress can severely hinder a student's concentration and
motivation, making it difficult to succeed academically or manage daily life (Fehm & Fydrich,

2011, as cited in Maier et al., 2020).

Mindfulness

Mindfulness is defined as an intentional and objective awareness of one’s current
sensory, cognitive, and emotional states (Pan & Liu, 2022). Mindfulness could be described
as a concept of maintaining a purposeful, non-judgmental focus on the continuous flow of
experience in the present moment (Kabat-Zinn, 2003). Originating in Eastern traditions, it
has been put forward by Kabat-Zinn and developed within Western psychological
frameworks by figures like Ellen Langer, bridging Eastern philosophy and Western
psychology. The mindfulness concept embraces two major perspectives: the Eastern
approach and the Western socio-cognitive approach. The Eastern approach is centered on
meditative, non-judgmental awareness and neutral, present-based attention (Moghadam et
al., 2020). The Western socio-cognitive approach focuses on viewing mindfulness as the
proactive identification of new nuances within one’s environment, in other words, active
generation of new categories within social, external, and material contexts. In order to
integrate mindfulness into foreign language education, a wide range of practical applications
is suggested; these practices range from yoga-based physical exercises, breathing
exercises, meditation, to the formation of mindful learning experiences via journaling and
expressing gratitude (Gonen, 2022). By utilizing primary mindfulness techniques, such as
breathing and meditation, the students can reduce stress and adopt a mindful attitude
(Goénen, 2022). These techniques are effective to foster a non-reactive and non-judgmental
awareness of one’s mental states, like thoughts and feelings, as well as physical states like
bodily sensations. Incorporating the mindfulness concept into EFL classrooms can be
beneficial for converting negative emotional states into positive learning conditions. When
it is applied to language education, mindfulness can enable the students to approach

linguistic input with enhanced sensitivity, leading to more involvement in communicative
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activities and complex communication (Gonen, 2022; Piscayanti et al., 2024). Applying
mindfulness principles in the classroom could motivate the students to embrace the
language learning process with a tolerance for errors. Also, they could consider the process
with a “beginner's mind” and remain interested in the target language without being afraid
of future performance, results, and strict expectations (Al-Rashidi & Aberash, 2024; Génen,
2022). Due to the fact that mindfulness has its focal point on present-moment acceptance,
addressing Foreign Language Anxiety (FLA), an affective barrier that degrades motivation
and cognitive performance, some scholars suggest mindfulness-based treatments as
promising tactics for improving emotional regulation and motivation (Yang & Li, 2025). As
mindfulness can be utilized for mitigating FLA, it can also be practical to ease test anxiety.
In the field of EFL instruction, the ability to regulate emotions is crucial, as teachers need to
balance a wide array of emotional states, from positive to negative ones, whilst being in
charge of the multifaceted spiritual, cultural, and instructional requests of their job (Wang,
2022). As a consequence, a positive teaching experience with deeper student engagement
can be created (Gonen, 2022). Ultimately, mindfulness is conceptualized as a developable
trait through practice, promoting empowerment and self-worth, while allowing the students
to manage their emotions and ideas through unbiased awareness and the ability to redirect

focus (Wang, 2022).
Negative Effects of Test Anxiety on English as a Foreign Language Learners

This section reviews the negative effects of test anxiety on EFL students. First and
foremost, the anxiety phenomenon in English language learning has been studied across
various countries, participants, and academic levels (Desta, 2019). Anxiety related to
foreign language constitutes a multifaceted framework of self-perceptions, beliefs, and
attitudes related to language learning, and it deeply affects the learners’ test scores and
classroom discourse (Song, 2024; Han et al., 2022). This specific anxiety form is described
by a sense of concern tied to the process of learning a language (Mahmoud, 2024). This

uniqgue manifestation of anxiety encompasses self-perceptions, beliefs, feelings, and
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behaviors inherently tied to classroom language learning, often amplified by instructors'
evaluative roles (Laachir et al., 2022). A consensus in the literature identifies anxiety as a
barrier that hinders foreign language acquisition and performance (Wakuma, 2025; Yu &
Zhou, 2022). Defined by pressure and fear, this form of anxiety is established in the
literature as a major obstacle to language acquisition (Shen, 2022). This phenomenon
highlights the necessity of distinguishing between facilitative and debilitative anxiety, as the
latter consistently correlates negatively with academic achievement and foreign language
acquisition (Ali & Anwar, 2021; Pourfeiz, 2016). However, the consensus largely supports
the debilitative nature of anxiety, particularly when it escalates to higher levels, hindering
cognitive processing and reducing effective language output (Farid, 2021). Test anxiety, in
particular, manifests as a combination of phenomenological, physiological, and behavioral
responses triggered by the apprehension of failure in evaluative situations, such as
language examinations (Gao, 2022). Being defined as a common problem, test anxiety
manifests through emotional, physical, and mental distress during formal assessments and
evaluations (Altamimi & Altamimi, 2025). Basically, this type of anxiety is characterized by
a lack of focus, intrusive negative thoughts, and physical stress, which generally results in
failing to perform and increased anxiety (Nwadi et al., 2025). This type of performance
anxiety is characterized by intrusive thoughts, physiological arousal, and avoidance
behaviors, which collectively impair cognitive processing and memory retrieval during
assessments (Ozdemir & Seckin, 2025). However, test anxiety remains a common
challenge for language learners to this day, obstructing academic success and the well-
being of the students by interfering with cognitive focus and emotional regulation during
tests (Chancey et al., 2023). These anxieties can severely undermine a student's ability to
demonstrate their true linguistic competence, often leading to lower test scores irrespective
of their actual knowledge (Zheng & Cheng, 2018). In other words, extensive research points
out that anxiety related to a foreign language is a significant factor in student achievement
during evaluations (Boltayevich et al., 2025). To give another example, studies show a

negative correlation between the students’ anxiety levels and English language proficiency
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test results (Wakuma, 2025). Also, this anxiety could obscure a student’s real linguistic
proficiency and ability, resulting in assessment outcomes that fail to reflect the student’s
underlying competence and knowledge (Ali & Anwar, 2021; Gawi, 2020). As Zhao (2024)
explained, this issue is heightened in EFL environments, where cultural and linguistic
limitations can intensify the sense of pressure and insecurity during high-stakes tests. Such
classroom-specific anxiety can be intensified by both intrinsic learner characteristics,
including perceived proficiency levels, and extrinsic factors, such as teaching
methodologies and classroom dynamics (Jin et al., 2021). Additionally, the deficits in
student self-belief and supportive linguistic environment, learning environment might serve
to compound this anxiety (Zhou et al., 2026). In specific contexts, such as the Chinese
university system, these variables act together to reinforce a state of high apprehension
(Zhou et al, 2026). This multifaceted anxiety often comprises communication
apprehension, fear of negative evaluation, and the specific anxiety related to testing
scenarios, each capable of hindering linguistic skill development across all modalities
(Ozdemir & Seckin, 2025). Moreover, researchers have identified that a limited vocabulary,
grammatical inaccuracies, and insufficient practice in writing contribute significantly to
heightened anxiety among foreign language learners (Rasool et al., 2023). Indeed, learners
frequently experience heightened anxiety concerning their productive skills, such as
speaking and writing, compared to their receptive skills, like listening and reading, often
attributing this to perceived deficiencies in vocabulary rather than grammar (Medina &
Casado, 2024; Ozdemir & Seckin, 2025). Furthermore, this anxiety reaches past simple
worries about performance, actively hindering reading proficiency and understanding
complex language while taking a test (Tsai, 2012). Another study remarks that learners with
high levels of anxiety frequently utilize fruitless study methods, signaling a deficit in the
organizational and study skills required to achieve ultimate performance on tests (Bakhtyari
& Hafizoah, 2022). These students could frequently worry about the technicalities of the
testing process, such as marking answer sheets correctly. When combined with

environmental pressures like strict time constraints and perceived difficulty, these factors
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might worsen their stress. Furthermore, the fear of achieving poor marks or failing,
alongside the struggle to differentiate between similar answer choices, significantly can
contribute to their overall anxiety levels. These impacts generally stem from some stressors,
such as the fear of making mistakes, social anxiety during interaction, and fear of being
judged, which intensify the pressure of anxiety in language classrooms, especially during
assessments (Quispe-Sanca et al., 2024; Mahmoud, 2024). Additionally, factors like fear of
social judgment and negative evaluation are critical components of test anxiety in EFL
learners, often leading to significant distress (Quispe-Sanca et al., 2024). Furthermore,
students often compare themselves to peers, which can induce anxiety, particularly when
coupled with a fear of negative evaluation or prior negative experiences (Laachir et al.,
2022). As a matter of fact, manifesting as social unease, fear of criticism, and test-related
stress, these anxieties represent critical issues to learner success (Mahmoud, 2024). In EFL
contexts, they are linked to lower achievement levels and cognitive processing during
language tasks (Mahmoud, 2024). This intricate relationship generally leads to academic,
cognitive, and social drawbacks, which restrain the efficiency of language learning and
performance (Song, 2024). Also, it can make it impossible for the students to engage with
the target language despite having the cognitive capacity for language acquisition. Such
anxiety can serve as a source of demotivation, significantly reducing the students’
enthusiasm to participate in pedagogical language exercises and activities (Mahmoud,
2024). Also, it can cause the learners to demonstrate some avoidance behaviors, where
the students withdraw from language practice to prevent any potential embarrassment or
inconvenience (Mahmoud, 2024). This can be defined as an avoidance behavior. The origin
of these behaviors could be embarrassment or distress, retaining important communication
skills while triggering challenges faced during the learning process (Journal of Education
and Learning, 2021; Mahmoud, 2024). As a result, these avoidance behaviors could
reinforce a self-perpetuating cycle, where poor performance trigger high level of anxiety
during future assessments (Wakuma, 2025). This obstacle does more than distort test

results; it discourages the teachers and students, drawing attention to the urgent necessity
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for influential intervention methods (Bensoussan, 2012). Since testing often triggers
performance anxiety in students of all ages, resulting in remarkable academic and
psychological difficulties, prioritizing a solution is essential (Yiimazer et al., 2024). The
buildup of these anxiety responses could severely damage long-term foreign language
proficiency, requiring the finding of techniques that alleviate these harmful effects (Jin et al.,
2021). Due to the fact that anxiety related to a foreign language can negatively impact the
students’ performance and willingness to participate, innovative strategies are crucial to
build an influential and supportive classroom environment for EFL students (Laachir et al.,
2022). To minimize the influence of anxiety, especially test anxiety, its nature and underlying
physiological and psychological mechanisms should be investigated, particularly while
designing the interventions (Ozdemir & Seckin, 2025). This nuanced understanding is vital
for developing targeted interventions that address the specific manifestations of anxiety
within language acquisition, rather than applying generalized anxiety reduction techniques
(Zheng & Cheng, 2018). Therefore, interventions must be designed to specifically target
these different facets of anxiety, moving beyond generic anxiety reduction techniques to
address the unique challenges of foreign language acquisition (Medina & Casado, 2024;
Haroud et al., 2025). Additionally, this complex issue covers more than communication
apprehension and fear of negative judgment; it also includes specific anxieties about
unfamiliar foreign language assessments and concerns about grading (Song, 2024; Haroud
et al., 2025). The intricate relationship between anxiety and language performance is further
complicated by cultural influences and individual differences in anxiety categories, such as
trait, situational, and state anxiety, which profoundly impact complex learning processes,
including test-taking and critical thinking (Zheng & Cheng, 2018). This perspective
acknowledges that language anxiety is not merely a transient emotional state but rather a
complex interplay of cognitive appraisals, emotional responses, and behavioral
manifestations deeply rooted in individual predispositions and the specific learning
environment (Labicane, 2021; Wu et al., 2022). Indeed, studies consistently demonstrate

that such anxiety can diminish both linguistic skills and learner enjoyment, ultimately leading
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to reduced fluency, accuracy, and complexity in oral and written language production
(Ozdemir & Seckin, 2025). Consequently, high levels of debilitating anxiety are often
associated with poorer outcomes in both receptive and productive language skills (Ozdemir
& Seckin, 2025), demonstrating a clear need for strategies to mitigate its adverse effects.
Therefore, further investigation into the intricate relationship between these
psychophysiological factors and the efficacy of mindfulness and creativity interventions in
reducing test anxiety and improving performance in digitally-mediated language
assessments is warranted (Lee et al., 2022). Specifically, this research aims to elucidate
how mindfulness practices might ameliorate the detrimental effects of sleep disturbance
and social inhibition on test anxiety, while creative approaches could potentially mitigate
cognitive load in computer-based writing tasks (Lee et al., 2022). This paper seeks to bridge
this gap by examining the interplay of these psychophysiological factors with mindfulness
and creativity interventions, particularly within the context of computer-based second
language writing assessments. The present study will further explore the impact of specific
personality traits, particularly social inhibition, on test anxiety in digital assessment
environments and whether mindfulness-based interventions can effectively moderate these
effects (Lee et al., 2022). Given the limitations of previous research, which often relied on
self-report measures and single-item assessments for cognitive load, this study will
endeavor to employ multi-item measures where feasible to enhance the reliability and
validity of the findings (Lee et al., 2022). Hence, investigating pedagogical methods to
mitigate test anxiety in EFL learners, particularly through mindfulness and creative teaching
methods, is vital for creating a supportive classroom environment and enhancing
educational outcomes (Wang, 2022; Stoyanova, 2023). Synthesizing the aforementioned
evidence in studies, it is evident that test anxiety poses significant risks to EFL learners.
These stressors not only cause lower test scores, performance, and engagement but also
exacerbate test anxiety and avoidance behaviors. Consequently, the implementation of

targeted intervention strategies is pivotal to mitigating these detrimental outcomes.
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Mindfulness and Anxiety Relationship in the English as a Foreign Language Context

The following section explains the intersection of mindfulness and test anxiety,
highlighting their combined potential to reduce stress-related issues that the students face
within the EFL context. Extensive studies identify anxiety as an emotional barrier that
prevents language acquisition, frequently presented as a form of fear, pressure, and
situational stress in foreign language contexts (Shen, 2022). Apart from test anxiety,
recognized as Foreign Language Learning Anxiety (FLLA) and Foreign Language Anxiety
(FLA), this construct might obstruct students’ achievement and involvement, regardless of
whether they have the necessary cognitive skills to succeed (Shen, 2022). This type of
anxiety could often trigger cognitive and emotional distress, which correlates with a
reduction in academic success, well-being, self-esteem, and the learners’ self-concept
(Hughes, 2005, as cited in Yiimazer et al., 2024). Furthermore, this anxiety mostly appears
as a distinct form of tension and discomfort in second language learning situations, which
influence intellectual and academic skills of the students (Wakuma, 2025). Additionally,
unlike general anxiety, anxiety experienced in foreign language classes affects the
language learning process as it creates a barrier to a student’s development because of its
unparalleled necessities (Ozdemir & Seckin, 2025). This particular form of anxiety, different
from general classroom anxiety, constitutes a distinct and complicated psychological
phenomenon built into the experience of learning a foreign language (Ozdemir & Seckin,
2025). FLA is conceptualized as a specialized framework of attitudes, self-perceptions,
emotions, and beliefs, and this construct is specifically triggered by the demands of the L2
environment (Rasool et al., 2023). This phenomenon stems from an intricate interaction
between a student’s self-image, beliefs, manners, and behaviors connected to classroom
language learning, originating from a fear of evaluation, communication anxiety, and
concern related to unfamiliar examinations about a foreign language (Song, 2024). This
specific type of anxiety is frequent in the L2 environment, where the learners frequently

experience a lack of readiness and distress when they try to speak without sufficient
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rehearsal (Laachir et al., 2022). Especially, no matter how old the students are, what their
first languages are, and how skilled they are, FLA could damage the L2 learning process
(Wu et al., 2022; Jin et al., 2021). This universal and inevitable form of anxiety exceeds the
classroom environment and evolves into a broader linguistic tension (Wu et al., 2022). In
other words, such anxiety could act as a cognitive barrier and hinder the acquisition,
internalization, long-term storage, retention, and output of the target language (Wu et al.,
2022). If this type of anxiety is not dealt with, it could become cumulative and cause severe
and adverse influence on a student’s foreign language performance in the long run (Jin et
al., 2021). This specific distress might present as tension, apprehension, stress, and fear
during foreign language interactions, constantly driven by the fear of making mistakes and
being criticized (Mahmoud, 2024; Labicane, 2021). In the EFL classrooms, this issue could
manifest through increased physiological tension, mental blocks, avoidance behaviors, and
disrupted cognitive functioning during linguistic activities, which sabotage learning
outcomes (Ozdemir & Seckin, 2025). This anxiety could cause them to perform avoidance
behaviors like attempting to stay unnoticed or avoiding eye contact (Wu et al., 2022; Jin et
al., 2021). These behavioral displays in a foreign language classroom setting underline how
much anxiety can interfere with a student’'s communicative competence and participation
(Jin et al., 2021). Some research specifies that high levels of anxiety in foreign language
learning contexts could act as an obstacle to the language acquisition processes while
inhibiting the improvement of necessary linguistic skills (Ozdemir & Seckin, 2025). As
Ozdemir and Seckin (2025) previously stated, this anxiety has some detrimental effects, as
it could obstruct the cultivation of communicative competence and linguistic proficiency
since students might retreat from environments and contexts demanding L2 usage. Also, it
can be observed that there is a negative correlation between high levels of anxiety and poor
performance in terms of productive and receptive language skills (Ozdemir & Segkin, 2025).
For instance, the students with moderate academic anxiety might enhance their
performances by becoming more motivated, whereas the students with high anxiety levels

could experience major declines in learning outcomes (Ozdemir & Seckin, 2025). This
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negative impact is especially visible in output tasks such as speaking and writing, where
high levels of anxiety could weaken a student’s performance regarding accuracy, fluency,
and complexity of output (Ozdemir & Segkin, 2025). Besides, FLA might be categorized into
skills-based and systems-based dimensions (Medina & Casado, 2024). During these, the
students frequently report intense anxiety regarding productive skills, such as speaking and
writing (Medina & Casado, 2024). Such anxiety frequently results in communication
apprehension, manifesting as a marked disinclination to engage in verbal exchanges or
common worries, considering an inability to decode the speech of others (Medina &
Casado, 2024). This issue extends to core linguistic elements like grammar, vocabulary,
and pronunciation, all of which tend to worsen under the pressure of anxiety (Mahmoud,
2024). Consecutive studies display that FLA acts as a barrier, dragging down academic
success in multiple foreign languages and particular linguistic skills (Haroud et al., 2025).
This adverse relationship between anxiety and achievement remains a constant across
different linguistic settings (Haroud et al., 2025). As a matter of fact, empirical evidence
demonstrates that there is a moderate to high inverse relationship between FLCA and
students’ academic performance, especially considering speaking proficiency (Gao, 2022).
This widespread anxiety could result in diminished academic achievement and willingness
to take part in classroom activities; thereby, it might construct an obstacle to successful L2
acquisition (Ali & Anwar, 2021). Finally, extensive research conducted by Ali and Anwar
(2021) indicates that there is a negative correlation between success and language anxiety
among foreign language learners, who demonstrate poor performance because of anxiety.
The roots of FLA, encompassing communication apprehension, fear of judgment, and test
anxiety, create a barrier that damages the learners’ language performance by obstructing
cognitive processing, academic success, self-confidence, and social interaction (Mahmoud,
2024). These stressors could impede the learners’ engagement with L2 and communicative
intent, resulting in deteriorating proficiency as well as unwillingness to take part in
communicative tasks (Mahmoud, 2024; Song, 2024). The results of this complex interaction

are a major decline in social connections and academic success, as well as cognitive
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processing and confidence, thereby keeping the learners away from practicing the target
language because of uneasiness and embarrassment (Mahmoud, 2024). Among a wide
range of stressors, cognitive test anxiety stands out as a primary barrier to success and an
indicator of poor academic performance, as it has a more adverse impact on a student’s
success than any other anxiety type (Zheng & Cheng, 2018). This heightened vulnerability
to testing, especially during exams, hinders a learner's capacity to show linguistic
competence (Han et al., 2022; Zheng & Cheng, 2018; Mahmoud, 2024). Test anxiety,
despite being related to other forms of anxiety, is a stressor triggered by formal
assessments, which affects the student’s ability to show acquired knowledge and skills (Wu
et al., 2022; Chen, 2025). This specific type of anxiety is characterized by cognitive
interference, worry, and emotionality, which leads to preventing the learners from reaching
their full potential during the tests (Rochmawati et al., 2023). Meanwhile, test anxiety
involves a blend of phenomenological, behavioral, and physiological responses caused by
concerns about failing during tests (Gao, 2022). This test anxiety could be categorized into
two forms, which are communication apprehension and fear of negative evaluation (Haroud
et al., 2025). The former is about the discomfort of speaking a foreign language while other
people are watching, whilst the latter is about being judged poorly by teachers or classmates
(Haroud et al., 2025). The aforementioned test-related anxiety type is built on evaluation
concerns, communicative apprehension, and a fear of the unknown foreign language test,
which creates a multifaceted and unique composition that influences how the learners view
their own skills (Song, 2024). These various dimensions of language learning anxiety,
ranging from communication apprehension, fear of negative assessments, and test anxiety,
are linked to the improvement of linguistic skills, while they could stop speaking, listening,
reading, and writing skills (Ozdemir & Seckin, 2025). A remarkable number of scholars have
refined the study of FLA by creating assessment tools and scales that quantify specific
variables and roots of the measure of language learning anxiety, such as performance
expectations, social comparisons, and psychophysiological reactions, as well as avoidance

behaviors on this matter (Ozdemir & Segkin, 2025). Also, it is important to note that there is
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a distinction between general classroom anxiety and skill-specific anxieties, as the former
includes the students’ overall classroom anxiety, whereas the latter involves their anxieties
regarding specific tasks, such as writing anxiety (Cheng et al., 1999). Although both of them
are interconnected, they are still distinct issues; thus, they affect the second language
acquisition process in their own way (Cheng et al., 1999). This perspective facilitates the
improvement of the interventions focusing on reducing particular anxieties that hinder
language acquisition, reinforcing the necessity of managing various forms of apprehension
within the curriculum (Cheng et al., 1999). As a result, it is essential for educators to
understand the various dimensions of anxiety, including trait, situational, and state anxiety,
to design and implement effective pedagogical strategies (Zheng & Cheng, 2018; Sa’eed,
2024). As noted by Yu and Zhou (2022), to solve anxiety’s detrimental effects on language
acquisition and output, a stress-free communicative classroom is necessary, facilitating
higher levels of L2 proficiency. The many layers of FLA, including contextual, psychological,
interpersonal, and cognitive areas, accentuate the requisite of building up a stress-free
classroom environment, in which the learners feel supported and safe (Laachir et al., 2022).
Hereby, promoting taking risks and enduring mistakes through constructive feedback and
consistent practice (Laachir et al., 2022). Given this, the educators are placing greater
emphasis on emotion regulation and mindfulness techniques as targeted methods to ease
anxiety in EFL classrooms (Wang, 2022). By fostering staying present and accepting
feelings without judgment, mindfulness has gained recognition as a promising concept to
help students manage their emotions and lower stress across diverse learning
environments (Zhu, 2022). As mindfulness can be utilized for mitigating FLA and FLLA, it
can be practical to ease test anxiety. Thus, it can be said that it is a versatile concept, which
can be practical in dealing with anxiety types such as FLA, FLLA, and test anxiety. Various
implementations of mindfulness, especially as a tool for managing apprehension,
demonstrate its potential for boosting students’ mental health, well-being, and helping them
stay focused (Shen, 2022; Xue, 2023). Furthermore, research points out that mindfulness-

based interventions could enhance self-regulation as well as self-efficacy, which are two
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phenomena vital for managing the challenges of acquiring a second language (Fan & Cui,
2024). Such interventions are especially relevant considering the psychological difficulties
faced by EFL students in learning, where a fear of making mistakes and past negative
encounters could trigger a drop in motivation and participation (Mahmoud, 2024). If this type
of anxiety is not dealt with, it could become cumulative and cause severe and adverse
influence on a student’s foreign language performance in the long run (Jin et al., 2021).
Historically, a significant number of pedagogical approaches have used curriculum-based
treatment to reduce Foreign Language Classroom Anxiety (FLCA); however, they generally
require intricate procedures, restricting their broad applicability (Jin et al., 2021).
Alternatively, mindfulness-based treatments provide a more flexible and easy-to-use
alternative since they necessitate less broad structural curriculum modifications and
specialized equipment (He et al., 2023). This feature makes such interventions ideal for a
wide range of educational contexts and resource availability, proposing an adaptable and
reachable strategy for lessening anxiety’s detrimental influence (Quispe-Sanca et al., 2024).
In addition, the psychological studies highlight that the intensity of anxiety might differ
among the learners and affects various stages of language acquisition differently (Quispe-
Sanca et al., 2024). To give an example, the learners with lower anxiety levels are often
related to more influential learning outcomes, particularly considering the main linguistic
components like grammar, vocabulary, pronunciation, and intonation (Quispe-Sanca et al.,
2024). As well as that, mitigating anxiety in foreign language classrooms demands specific
tools and interventions that prioritize building emotional strength and practical coping
mechanisms rather than conventional pedagogical methods (Xu & Ying, 2025). As there is
a remarkable connection between learning and anxiety, particularly when taking tests,
incorporating mindfulness-based techniques can allow the EFL students to advance
emotional regulation and a resilient mindset, improving performance during tests (Fan &
Cui, 2024; Khalid et al., 2023). As Huang stated (2022), incorporating mindfulness into
school systems mirrors the change in research, emphasizing positive psychology. This

movement seeks a balance between mitigating emotional distress and fostering positive
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student attributes, such as optimism, efficacy, and well-being (Huang, 2022). By adopting
positive psychology, it can be observed that mindfulness bears the potential to enable more
adaptable learning experiences, advancing academic results and mental health of the EFL
students (Jin et al., 2021). Thus, integrating mindfulness techniques can empower the EFL
learners to develop emotional regulation and a resilient mindset, enhancing performance

during tests (Fan & Cui, 2024; Khalid et al., 2023).

Pedagogical Implications: Teaching Methods and Mindfulness Practices to Reduce

the EFL Learners’ Test Anxiety

This section reviews the studies that combine teaching methodologies with
mindfulness-based practices to mitigate test anxiety in EFL contexts. Initially, numerous
studies, such as Dahbi (2015), examine how mindfulness and creative practices alleviate
test anxiety among EFL students, a group particularly susceptible to high levels of
performance anxiety. The urgency of addressing this issue stems from the fact that, in the
context of EFL education, such emotional distress responses, especially worry, serve as a
barrier to student motivation and cognitive functioning (Shen, 2022; Yang & Li, 2025). This
anxiety goes beyond emotional state and surface-level stress; it disrupts the mechanics of
acquiring a foreign language. Whether it manifests during lessons or exams and in different
forms, such as foreign language classroom anxiety and test anxiety, its presence can be a
reliable predictor of diminished student performance (Cantos et al., 2024; Song, 2024).
Evidence suggests that learners with high levels of test and trait mindfulness tend to obtain
better scores in EFL presentations, a trend that contrasts with the lower performance seen
in more anxious or less mindful learners (Skelly & Chichoén, 2021). Thus, comprehending
the complex layers of anxiety in EFL settings is essential for designing precise pedagogical
support and interventions (Cantos et al., 2024). These studies highlight the need to
investigate educational strategies and mindfulness-based interventions as potential means
of reducing anxiety (Shanmugam & Jeevarathinam, 2023). Another study reviews how

specific teaching strategies and mindfulness practices can lower test anxiety for EFL
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students, creating a better classroom environment for developing linguistic proficiency
(Shen, 2022; Tasan et al., 2021). Various studies have identified anxiety triggers and
pedagogical interventions whilst investigating how instructors could help the learners
manage their anxiety, highlighting mindfulness as a primary relaxation strategy (Shen,
2022; Tasan et al, 2021). Within educational environments, mindfulness-based
interventions, ranging from meditation to coping strategies, have proven effective at
lowering anxiety levels while increasing health and well-being (Bajri & Elmahdi, 2024).
Nonetheless, while the strong correlation between anxiety and EFL achievement is well-
established, there is still a lack of research investigating how mindfulness and resilience-
building frameworks could be used to alleviate anxiety in EFL contexts (Shen, 2022). The
previously mentioned gap is outstanding, as mindfulness has been shown to bridge the gap
between self-efficacy beliefs and emotional regulation (Shen, 2022). This suggests that
mindfulness may reduce the tendency for deconstructive rumination linked to anxiety (Shen,
2022). In other words, these findings point out the necessity of exploring mindfulness as a
means of building resilience. By acting as a safeguard against anxiety related to foreign
language, mindfulness could boost the learners’ academic outcomes and mental health
(Shen, 2022). Resilience, the capacity for positive adaptation in the face of stress, shares
a strong connection with mindfulness; when combined, they play a vital role in lowering
stress and advancing emotional health (Shen, 2022). These intertwined phenomena are
pivotal for academic achievement, specifically in EFL education, where the ability to
regulate emotions plays a decisive role in determining learning outcomes (Alazemi et al.,
2023; Skelly & Chichon, 2021). Moreover, incorporating mindfulness-based interventions
into an academic setting is an emerging field of study. Within the specific domain of EFL
education, there is a demand for more empirical research and practical classroom
implementations (Al-Rashidi & Aberash, 2024). Data from numerous studies indicate that
the combination of mindfulness and resilience might enhance academic success indirectly
by serving as a shield against the foreign language anxiety’s negative impacts (Liu et al.,

2025). Mindfulness assists individuals in building an internal source that fosters a deeper
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sense of life satisfaction and purpose, thereby establishing a psychological defense to
navigate challenges with resilience in the future (Shen, 2022). Incorporating mindfulness
and resilience into educational models can reduce feelings of anxiety and academic
isolation (Shen, 2022; Xu & Ying, 2025). Consequently, this approach fosters a more
efficient and supportive school system that places student wellness and achievement at its
core (Shen, 2022; Xu & Ying, 2025). Substantial study confirms the positive role of
mindfulness in managing academic emotions, specifically test anxiety (Fan & Cui, 2024).
By improving attentional control and resilience against classroom disengagement,
mindfulness advances student dedication to academic work (Fan & Cui, 2024). This level
of commitment and improved well-being results from mindfulness-based programs, which
encourage emotional regulation and self-awareness (Shen, 2022). Additionally, these
methods nurture a proactive approach to academic difficulties, allowing the learners to
confront challenges with optimism and a constructive mindset, effectively turning possible
stressors into chances for development (Shen, 2022). Students with a high level of
mindfulness generally report lower anxiety levels and employ more constructive coping
mechanisms, which is consistent with Self-Determination Theory (Shen, 2022). The Self-
Determination Theory explains this by asserting that greater self-awareness allows the
learners to be dedicated to their aims while regulating their emotions better (Shen, 2022).
Such a shift encourages the learners to participate in demanding assignments more while
maintaining motivation, even in the midst of obstacles (Alazemi et al., 2023; Liu et al., 2022).
These findings indicate that mindfulness-based intervention could provide EFL students
with the skills to manage the stress of language learning and transform the origins of anxiety
into opportunities for self-development and involvement (Al-Rashidi & Aberash, 2024;
Hedeshi & Ghanizadeh, 2024). Furthermore, mindfulness techniques facilitate personal
development by helping the learners to recognize and accept negative emotions rather than
suppressing them (Al-Rashidi et al., 2024). Thus, this shift in perspective deepens the
students’ comprehension of the learning process and strengthens their academic readiness

(Al-Rashidi et al., 2024). At the core of mindfulness is a non-judgmental acceptance that
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transitions students from an evaluative “doing mode” to a present-centered “being mode,”
which is influential in regulating emotional responses, as it replaces problem-solving with
mindful awareness (Moghadam et al., 2020). This remarkable transition could alleviate the
mental strain linked to test anxiety (Fan & Cui, 2024; Yuan & Hu, 2025). By cultivating a
sense of psychological safety and a more stable emotional state, this shift enables the
learners to dedicate more cognitive resources to the tasks (Fan & Cui, 2024; Yuan & Hu,
2025). Such acceptance facilitates the construction of autobiographical meaning, allowing
the learners to reinterpret negative events with an optimistic attitude while fully experiencing
positive ones (Cao & Liu, 2024). This skill is significant for alleviating test anxiety and
improving general psychological well-being (Cao & Liu, 2024). Consequently, this
pedagogical perspective nurtures a profound comprehension of one’s own identity and
learning process whilst facilitating a more comprehensive and resilient commitment to

handling academic difficulties (Al-Rashidi & Aberash, 2024).
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Chapter 3
Methodology

This study’s data collection plan consists of three primary phases: scale
administration, intervention, and reflective journals. In this study, a mixed-methods
approach is applied, as noted by Guires UK (2019), who states that combining qualitative
and quantitative methods yields more detailed research results. In this study, a quasi-
experimental research design is adopted, specifically utilizing a nonequivalent pre-test —
post-test control group design, which reflects the quantitative aspect, while reflective
journals of the students in the experimental group during the intervention reflect the

qualitative aspect.

The reason for selecting the quasi-experimental nonequivalent pre-test — post-test
control group design for quantitative data analysis is that it is one of the most accurate
quantitative methods; it controls for extraneous variables while demonstrating that the
observed effect on the dependent variable (test anxiety) stems from the manipulation of the
independent variables (mindfulness and creative teaching methods). Furthermore, as
indicated by Ebrahimi and Khoshsima’s (2016) study on the test anxiety of EFL students,
this design can be used to demonstrate the effects of mindfulness and creative teaching
methods on EFL students' test anxiety, as it offers scientific evidence in determining cause-

and-effect relationships within a group.

Thematic analysis can be useful for analyzing qualitative data, such as students'
reflective journals in the experimental groups. Researchers like Roseveare (2023) have
effectively used thematic analysis in similar contexts to understand patterns and reflect
participants' experiences. The combination of the quasi-experimental nonequivalent pre-
test — post-test control group design, including the CTAS and MAAS-A in the quantitative
section and thematic analysis of the reflective journals kept by the students in the
experimental group for eight weeks during the intervention in the qualitative section
characterize this study as mixed-methods research, offering the opportunity to collect both

qualitative and quantitative data.
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The reason for selecting a middle school for the sample is its greater emphasis on
high school entrance exams and activities that can trigger the students’ test anxiety. The
sample consists of 142 middle school students in the 6th grade, aged between 12 and 14,
with similar proficiency levels. They are selected because they are approaching the High
School Transition Exam (LGS) and are therefore likely to possess characteristics reflecting
test anxiety. It should also be noted that since these students will be taking a nationwide
exam for placement in a higher education institution for the first time, this exam experience
may be significant and lead to anxiety. Half of the 142 participants are placed in two control

groups and the other half in two experimental groups.

In the first phase, after obtaining permission from the Ministry of National Education,
school administrators, participants, and their parents, the Cognitive Test Anxiety Scale
(CTAS), which takes approximately fifteen minutes to complete, is administered to
participants in control and experimental groups. Additionally, the MAAS-A is administered
to measure students' test anxiety and mindfulness states before and after the intervention.
The CTAS is a 27-item scale with a 4-point Likert-type (1 being "not at all typical of me" and
4 being "very typical of me") designed to measure participants' test anxiety levels (Cassady
& Johnson, 2002). The MAAS-A is a 14-item scale with a 6-point Likert-type (1 being "almost
always" and 6 being "almost never") designed to measure participants' attention,
mindfulness, and awareness levels in daily life (Brown & Ryan, 2003). Ozyesil’s team (2011)
translated the Mindful Attention Awareness Scales (MAAS and MAAS-A) into Turkish and
applied them to measure students' test anxiety and mindfulness levels. In order to support
the students’ comprehension, the original versions of the tests in English and provided the
Turkish translation right next to each item. The translation of the items is made by a sworn
translator and approved by a notary public in Meram, Konya. Moreover, to prove that the
items are linguistically equivalent to the original English versions, three experts’ reviews are
considered, and backtranslation is conducted. Furthermore, to ensure validity and reliability

in the target language, experts’ opinions are taken into account.
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Data obtained from the scales is analyzed using SPSS, as suggested by Sen and
Yildirim (2022) in their study, as it offers the opportunity to analyze data in greater detail.
Usage permissions for all scales have been obtained, and the relevant documents are

presented in the appendix.

In the second phase, comprising an intervention that has taken eight weeks in total,
mindfulness and creative teaching activities such as breathing and physical exercises,
meditation, guided imagery, mindful writing and listening, creative drawing, storytelling,
tales, games, drama, and music-based learning are presented to the experimental groups
by the researcher. During this time, the control groups continue with their regular instruction.
Upon completion of the second phase, participants from two control groups and two
experimental groups, forty students in each, once again have completed the CTAS and
MAAS-A to observe the effect of the intervention on the experimental groups’ test anxiety
and mindfulness levels. Furthermore, the control groups also have completed these two
scales to compare the experimental groups’ test anxiety and mindfulness levels with the
control groups and to measure the intervention's impact on these two variables. The data
obtained from the scales are analyzed using the SPSS One-Way MANCOVA to examine
the combined impact of the interventions. This analysis evaluated the interaction effect of
mindfulness training and creative teaching techniques on the combined dependent vector
of test anxiety and mindfulness levels, using baseline (pre-test) measurements as

covariates to control for initial individual differences.

In the final phase, the reflective journal, it is planned to obtain feedback from each
participant in the experimental groups for eight weeks after each session regarding the
intervention activities, test anxiety, and mindfulness levels. In this phase, throughout the
reflective journals kept by the students, qualitative data is obtained for the research. As
Roseveare (2023) suggests in studies, these data is analyzed using thematic analysis, a
useful method in qualitative data analysis for identifying concepts, ideologies, and meanings

to be transcribed and to facilitate the deciphering of data.
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The data to be collected in the scale phase, the first part of the research, is gathered
under the researcher's supervision and after obtaining Ethics Committee approval and
Ministry of National Education (MEB) permission. The researcher has assisted in explaining
scale items that participants do not understand, without engaging in manipulation. In the
intervention (second part) and reflective journal (third part) stages of the research,
participants are carefully examined and given a chance to explain themselves both in
English and Turkish to increase the reliability of the data collection and analysis processes.
The information and data obtained from this data collection process are used by the
researcher for scientific purposes only; they cannot be shared with third parties, and the

data is kept confidential.

The intervention plan is designed according to the test items in both scales. For
example, the Pre-Test / Introduction phase is essential for establishing a baseline before
the intervention starts. Using the CTAS scale, this phase measures the initial severity of
test anxiety by identifying students who “lose sleep,” “feel overwhelming pressure to get
good grades,” or believe they generally “perform poorly” (items 1, 25, and 26). Regarding
the MAAS-A scale, the introduction captures the students' existing mental habits, such as
finding it “hard to stay in the present,” feeling like they are “running on automatic,” or “being
distracted by the past or future” (items 3, 7, and 12). This assessment highlights the specific

autopilot and anxious behaviors that the intervention aims to replace with mindfulness.

Session 1, comprised of breathing exercises, body scans, and yoga, is designed to
directly address specific behavioral deficits highlighted by the CTAS and MAAS-A scales.
In relation to the CTAS, the session targets the high-arousal symptoms described in items
4, 7, and 24, where students report “freezing up” on exams, being too nervous to “think
straight,” or “struggling to calm down” upon receiving a test; the session’s breathing and
body scan components facilitate physiological down-regulation to specifically counteract
this initial freezing and nervous arousal. Simultaneously, the session addresses lack of

awareness as measured by MAAS-A items 5, 8, and 13, which reflect a tendency to ignore
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physical tension, “rush through activities,” or “act without paying attention.” To solve this,
body scans are used to heighten interoceptive awareness (item 5), while yoga and
coordinated breathing help slow down rushing (item 8) and replace automatic behaviors

with deliberate, focused attention (item 13).

Session 2 focuses on mindful listening and guided imagery. This session is
structured to address specific cognitive distractions and deficits in awareness identified by
the CTAS and MAAS-A scales. In the context of test anxiety (CTAS), the session targets
the comparative worry and self-deprecation described in items 2 and 19, such as
“‘wondering if other students are performing better’ or feeling one is “doing poorly,” by
utilizing mindful listening to train single-pointed focus. Furthermore, the visualization of a
“safe space” fosters the cognitive flexibility necessary to reframe unexpected test questions
as engaging challenges rather than “panic-inducing threats” (item 21). At the same time,
the session addresses MAAS-A indicators of mindless behavior, such as listening with “one
ear” (item 11) or “acting carelessly” (item 2), by using listening exercises to directly counter
split attention. Finally, the guided imagery component is employed to cultivate early
emotional recognition, helping students identify emotions as they occur rather than

remaining unconscious of them until later (item 1).

Session 3 combines a storytelling activity named “Tame My Anxiety Monster” with
the 5-4-3-2-1 Grounding technique to help students manage pressure and stay present.
Addressing the specific problems found in the CTAS scale, this session helps students who
feel their “minds go blank” or who “forget facts they actually know” when stressed (items 11
and 14). The grounding exercise gives them a solid anchor to hold onto, preventing panic
and memory loss. The storytelling part addresses pre-test “confidence” (item 17) by
teaching students that confidence is a skill they can build, not just a personality trait.
Regarding the MAAS-A scale, the session helps students who struggle to “focus on the

present” or get too “obsessed with the final goal” (items 3 and 9). The 5-4-3-2-1 technique
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forces them to pay attention to their immediate senses, which stops them from rushing or

acting without thinking (item 14).

Session 4 utilizes the “Thought Changing Glasses” story and affirmation
transformation to help students change their internal dialogue. Addressing the CTAS scale,
this session targets students who worry about the “consequences of failing,” “doubt their
own intelligence,” or feel that their “test scores don't reflect what they actually know” (items
6, 12, and 22). By turning negative self-talk into positive affirmations, the session directly
combats these catastrophic thoughts and the belief that they are poor test-takers.
Regarding the MAAS-A scale, the session helps students who feel they are “running on
automatic” or are constantly “distracted by the past or future” (items 7, 10, and 12). Writing
and practicing positive affirmations interrupts these automatic negative loops and retrains

the mind to focus on constructive thoughts in the present moment.

Session 5 uses a “Fight, Flight, or Freeze” role-play activity to help students
understand how their bodies react to stress. Addressing the CTAS scale, this session
targets students who tend to “freeze up,” get so nervous they “can't think clearly,” or feel
“‘defeated before a difficult test” even begins (items 4, 7, and 20). By acting out these
reactions, students learn to label and separate themselves from their physical stress, which
reduces the feeling of being paralyzed or giving up too early. Regarding the MAAS-A scale,
the session helps students who “don't notice physical tension” or who “rush through life on
automatic” (items 5, 7, and 8). The role-play teaches them to pay attention to body tension

and replace automatic, rushed reactions with a conscious choice to use a coping strategy.

Session 6 revisits imagination and mindful listening exercises to strengthen the skills
students have learned. Addressing the CTAS scale, this session targets students who worry
about taking tests, feel regret after finishing (“I could have done better”), or “challenged
when they see unexpected questions” (items 8, 15, and 21). By practicing these techniques
again, students build a habit of calmness, reduce post-test regret, and reinforce the ability

to see surprises as challenges rather than threats. Regarding the MAAS-A scale, the
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session helps students who rush physically “without paying attention,” “forget names or
details instantly,” or “focus too much on the end goal” (items 4, 6, and 9). These exercises
help slow down impulsive rushing, improve the ability to listen to and remember instructions,

and keep focus on the present moment rather than just the result.

Session 7 combines visualization of a favorite method with a drawing activity to help
students recognize and strengthen their own learning strategies. Addressing the CTAS
scale, this session focuses on boosting confidence in “understanding instructions” and
“learning assigned chapters” (items 3 and 10). By visualizing and drawing the specific
techniques that work best for them, students build self-belief (“self-efficacy”) and realize
they are capable of mastering the material. Regarding the MAAS-A scale, the session helps
students who struggle with “forgetting details like names”, listening with only “one ear,” or
“doing things without paying attention” (items 6, 11, and 13). The act of drawing their favorite
method, forces them to focus deeply on one task, directly countering the tendency to be

forgetful or distracted.

Session 8 uses a recap and mindful test preparation strategy to bring together all
the skills students have learned. Addressing the CTAS scale, this session targets students
who want to “feel confident and relaxed,” those who suddenly feel like “they are failing during
a test,” or those whose “nervousness causes careless errors” (items 18, 19, and 27). By
reviewing and integrating all the previous tools, the session helps stabilize confidence and
calm the high stress that leads to simple mistakes. Regarding the MAAS-A scale, the
session helps students who “struggle to stay focused on the present,” feel like they are on
“automatic,” or get “distracted by thoughts of the past or future” (items 3, 7, and 12). By
teaching students to take small mindfulness breaks at the beginning, middle, and end of
their study sessions it trains them to stay focused on the task at hand and stops their minds

from wandering.

The Post-Test / Follow-Up phase is designed to measure exactly how much the

intervention helped. By having students retake the full CTAS (items 1-27) and MAAS-A



38

(tems 1-14) surveys, the study captures concrete numbers showing the actual change in
anxiety and mindfulness levels. Additionally, the final reflective journals are analyzed to see
if students naturally write about the specific issues or skills targeted by the program. This
approach combines quantitative data from the CTAS and MAAS-A scores with qualitative
data from the reflective journals to provide strong, multi-layered proof (triangulation) that the

intervention has been effective.

Type of Research

This thesis employs a mixed-method research design and utilizes triangulation. The
study is grounded in the quasi-experimental nonequivalent pre-test — post-test control group
design framework, as it measures the test anxiety and mindfulness levels of the participants
with the CTAS and MAAS-A, which provide quantitative data. Comparing the pre-test and
post-test results can serve as the predominant metric for assessing whether the intervention
has been successful in reducing test anxiety and increasing mindfulness levels of the
participants. Also, thematic analysis is conducted to analyze the reflective journals that the
participants kept after each intervention session to reflect on the internal experiences and
changes in their mindfulness and test anxiety levels, which present qualitative data. In light
of both quantitative and qualitative data, the study adopts a dual-methodological approach,
offering a holistic view of the participants’ experiences, thoughts, and feelings on the
intervention and its efficacy. Thus, the triangulation of the findings can be enhanced. The
qualitative side yields insights into the participants’ acquisition of the mindfulness-based
coping strategies for test anxiety, whereas the quantitative side produces objective data in

terms of the magnitude of alteration in test anxiety and mindfulness levels.

To ensure the trustworthiness, validity, and reliability of the study, a mixed-methods
approach is adopted. Quantitative validity and reliability were secured by utilizing
established scales, the CTAS and MAAS-A. Also, these scales were professionally

translated, approved by a notary, and confirmed for equivalence through back-translation



39

and reviewed by three experts in the field. Moreover, statistical reliability was supported by
using One-Way MANCOVA to control for baseline differences, pre-test scores as
covariates, and reduce Type | error. Furthermore, qualitative trustworthiness was ensured
through triangulation, correlating statistical reductions in test anxiety scores with student
narratives in reflective journals to cross-verify results. To strengthen the thematic analysis’s
credibility and accuracy, peer debriefing was adopted, where a second researcher analyzed
the coding process as well as themes and sub-themes. Lastly, giving the participants a
choice to use L1 and L2 in reflective journals minimized the affective filter and cognitive

load, resulting in thicker descriptions and higher data validity.

Research Population and Sample

This study was conducted in the 2024-2025 academic year in a public middle school
in Meram, Konya, Turkiye. The middle school was a large-scale institution, with the
classrooms equipped with smart boards. Moreover, it can be stated that it was a high-stakes
environment. This setting was selected because it represents a typical EFL classroom
environment where students could experience test anxiety. The research sample consists
of 142 6"-grade middle school students aged 12 to 14. Approximately 71 students are
assigned to the experimental groups, with 35 or 36 students in each, to receive the
intervention, while the others are selected for the control groups. The treatment group
consisted of 71 students, 41 of whom were male (57.7%) and 30 were female (42.3%). In
the control group, there were 71 students. 41 of them were male (57.7%), and 30 of them
were female (42.3%). The participants are chosen to make the sample as representative of
the population as possible. Also, the students who learn English as a foreign language in
the experimental and control groups are selected based on their language proficiency. They
have had the same English teacher and an equal number of classes per week; thus,
criterion sampling, a subcategory of purposive sampling are used. N = 142; 71 per condition,

based on a G power analysis.
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Table 1

Participant Gender Distribution by Group

Group Male Female Total
Treatment Group 1 20 16 36
Treatment Group 2 21 14 35
Control Group 1 21 15 36
Control Group 2 20 15 35

Data Collection

The intervention process has been initiated by introducing the study and requesting
permission from the sample middle schools’ administrators, English teachers, parents, and
students. After the introduction and consent forms, the data collection process began with
the pre-test, where 142 participants were assigned to equal control and experimental
groups, 35 or 36 participants in each group, to establish baseline data using the data
collection instruments such as CTAS and MAAS-A. Later, the intervention sessions have
started, each intervention is designed to be equivalent to the scale items. After each
session, the 71 participants in the two experimental groups are asked to keep reflective
journals. At the end of the eight-week intervention, the CTAS and MAAS-A are applied to
the 142 participants in the experimental and control groups for one last time. The detailed

explanation of the data collection process is presented below:

Week 1 - Introduction to the Study

The rationale for the introductory phase is to create a valid baseline for the research.
At this stage, the study is introduced to the principal, English teachers, parents, and

students.
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Week 2 - Consent Forms

After the meetings held with the administrators, English teachers, parents, and
participants, consent forms that include the necessary information about the study are
handed out and collected. The complete version of the consent forms is provided in

Appendices N, O, and P.
Week 3 - Pre-test

The two scales, CTAS and MAAS-A, are administered as a pre-test to both the
control and the experimental groups, including 142 students. By administering the CTAS
and MAAS-A before the eight-week intervention sessions begin, the research identifies the
participants’ test anxiety levels and evaluates whether they are familiar with the mindfulness
concept and practices. Also, the scales address the initial severity of the participants’
pressures for having a high score on the tests, autopilot behaviors, distraction, and attention
levels. These may establish a comparative point of reference, ensuring that any post-
intervention changes can be attributed to the specific mindfulness techniques learned rather
than external factors. The full version of the CTAS and MAAS-A is presented in Appendices

D and E.

Week 4 - Intervention Session 1

The main objectives of the first intervention session are to inform the students about
test anxiety and mindfulness, identify if they have test anxiety, reduce stress, and enhance
self-awareness and concentration. Thus, the activities revolve around the goal of being
relaxed, staying focused, and being in the moment. Besides, this session is designed to
address the physiological symptoms of test anxiety, such as freezing up or feeling too
nervous to think straight. As test anxiety is a phenomenon that happens in both cognitive
and physical ways, it can be observed and handled to some extent. Also, by starting the
process with some ice-breakers, those who show the signs of high test anxiety,

mindfulness, and English proficiency are observed while a rapport with the participants is
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tried to be established. Foundational activities, such as defining test anxiety and
mindfulness, breathing exercises, body scans, guided meditation, and yoga are conducted.
By teaching breathing exercises and body scans, the intervention provides an immediate
tool for physiological down-regulation, helping students lower their heart rates.
Simultaneously, yoga promotes interoceptive awareness, training students to notice and
release physical tension rather than ignoring it until it becomes overwhelming. The activities
selected for this session, specifically mindful breathing, body scan, yoga, and meditation,
were approved by and selected under the supervision of a clinical psychologist specializing
in test anxiety and mindfulness. At the end of the session, the reflective journal form is
introduced to the students, and they are asked to complete it either in L1 or L2 to facilitate

data collection. See Appendix F for further details.

Week 5 - Intervention Session 2

In the second intervention session, the focus is on mindful listening, guided imagery
of a safe space, and test anxiety, as well as drawing what each participant’s safe space and
test anxiety are. The main objective is to enhance mindful listening, determine what their
biggest test anxiety is, and ease test anxiety by visualizing a safe space. The imagery,
mindful listening, and drawing activities selected for this session were approved by and
chosen under the supervision of a clinical psychologist and an art therapist specializing in
test anxiety and mindfulness. The rationale for the safe space guided imagery is to replace
catastrophic visualizations that might cause failure in imagining with a mental template of
calmness and success. This can build cognitive flexibility, enabling the participants to view
unexpected test questions as interesting challenges rather than threats. A selection of the
students' drawings is also analyzed by an art therapist to determine if the visual
representations correlate with the anxiety levels reported in the pre-test scales. To finalize
the second session, the reflective journal instrument is administered to the participants. To

ensure the richness of the data and minimize linguistic barriers, students were permitted to
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respond in either their native language (L1) or the target language (L2). See Appendix G

for the full illustration.

Week 6 - Intervention Session 3

The third intervention session, including mindful storytelling and the 5-4-3-2-1
grounding technique, is designed to analyze narrative themes to develop coping strategies
for real-life exam situations, emphasizing emotion regulation. In order to do so, mindful
storytelling using the “How to Tame My Anxiety Monster” story is preferred. The anxiety
monster presented in the story can allow the students to externalize their test anxiety as
they can frame their test anxiety as a character separate from their identity, allowing them
to participate without fear. Additionally, by teaching the participants the 5-4-3-2-1 grounding
technique, they practice how to manage their test anxiety by forcing attention onto
immediate sensory details like sight, touch, smell, taste, and sound. It can be beneficial for
the students who experience mind blanking when they are stressed. The story and the 5-4-
3-2-1 grounding technique used in this session were approved by and selected under the
supervision of a narrative therapist and a clinical psychologist specializing in test anxiety.
Upon conclusion of the session, the participants are tasked with completing a reflective
journal. To facilitate data collection, the choice of language (L1 or L2) was left to their

decision. Details are provided in Appendix H.

Week 7 - Intervention Session 4

This session also featured a storytelling intervention named “The Tale of the
Thought-Changing Glasses”, followed by an activity related to the story's main theme, which
is transforming negative affirmations about test anxiety into positive affirmations. This story
is used to transform negative thoughts into positive affirmations, including a craft activity,
where students make sunglasses and write their negative ideas related to the tests, and
positive affirmations to solve them and ease their anxiety related to them. The participants

with test anxiety often claimed to suffer from negative ideas about themselves, such as
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believing they are not bright or feeling failed before they even start solving questions. The
logic behind for the “Thought-Changing Glasses” metaphor and the writing of positive
affirmations is to get over these negative feelings. By writing and practicing positive
statements, students could retrain their brains to shift focus from past failures or future
worries to constructive, present-moment confidence. Again, the story and the cognitive
restructuring activity were approved by and selected under the supervision of a narrative
therapist and a clinical psychologist specializing in test anxiety. As per protocol, the students
complete another reflective journal in Turkish or English following the activity. In sum, these
activities might help students to calm down by restructuring and enhancing their self-talk,

as well as regulating their emotions. The full material is available in Appendix I.
Week 8 - Intervention Session 5

In this session, the participants are aimed to comprehend how people respond to
stress. For this reason, the "fight, flight, and freeze" responses are taught via a story. After
teaching this concept, various prompts are given to the students to engage in drama and
role-play activities with their peers regarding these reactions. Role-playing these responses
could allow the students to determine their physiological reactions. When they show the
symptoms of stress, by a racing heart, sweaty palms, feeling dizzy, or a blank mind, they
could label them as physiological signals of stress. This awareness replaces automatic
reactivity with a moment of conscious choice, allowing them to select a coping strategy
rather than panicking. The reflective journal form is introduced as a post-session activity
again, with participants instructed to complete it in their preferred language (L1 or L2) to
facilitate expression and valid data collection. Additional information can be found in

Appendix J.
Week 9 - Intervention Session 6

The sixth intervention session revisits mindful listening and guided imagery
techniques to reinforce relaxation and the practice of success as behavioral change

necessitates repetition and rehearsal to be formed as a habit. This practice is designed to
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ease post-test regret and rushing. Additionally, it can ensure that the techniques learned in
previous sessions are deeply ingrained and readily available during moments when
participants feel anxious. The participants are asked to visualize and draw their test anxiety
using imagery techniques, followed by a mindful listening activity to enhance mindfulness.
The purpose of repeating this activity was to demonstrate any differences in the students'
drawings between the beginning and the end of the process. The imagery, mindful listening,
and drawing activities for this session were approved by and selected under the supervision
of a clinical psychologist and an art therapist. Upon conclusion of the session, the reflective
journal instrument was administered to the participants. To ensure the richness of the data
and minimize linguistic barriers, students were permitted to respond in either their native
language (L1) or the target language (L2). The complete version is included in Appendix

K.
Week 10 - Intervention Session 7

The objective of this session is to solidify personal strategies and create positive
associations with testing, centering on visualization and anxiety management. This session
is initiated with a summary of all the test anxiety reduction and mindfulness techniques
learned to date. Later, they are asked to select one of the techniques practiced to address
the test anxiety they mentioned in the previous session. After the selection, they are
assigned to discuss how they would apply the mindfulness technique they chose to ease
their test anxiety with their peers in English. They are given a chance to illustrate the
technique and write a short paragraph regarding its usage. Thus, this session activated
listening and speaking skills via discussion, writing skills via paragraph writing, and mindful
drawing skills. The reason for having students visualize, talk about, and draw their specific
favorite mindfulness method is to build metacognition and self-efficacy. When students
actively choose and creatively depict the strategy that works best for them, they can
transition from passive recipients of instruction to active agents of their own emotional

regulation. This ownership correlates directly with reduced forgetfulness and better
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engagement during tests. As stated before, the imagery, discussion, and drawing activities
for this session were approved by and selected under the supervision of a clinical
psychologist and an art therapist. Following the conclusion of the session, the reflective
journal is administered. To ensure the authenticity of the data, participants are permitted to
record their entries in either their L1 or L2. Supporting material is presented in Appendix

L.
Week 11 - Intervention Session 8

The final intervention session is conducted as a recap and feedback session,
reviewing the entire process through an English discussion with the students. The theme is
reflecting on experience, with the goal of managing test anxiety by using mindfulness
strategies and comparing test anxiety levels before and after the course, allowing
integration and sustainability. The logic behind this practice is to move mindfulness from a
classroom activity to a practical coping strategy. By teaching students to insert short
mindfulness breaks at the beginning, middle, and end of their study sessions and exams,
the students could ease their test anxiety, handle the stress-related situations such as error-
prone hyperarousal that leads to careless mistakes on the actual exam, and reveal their
actual potential during the tests. At the end of the session, which were approved by and
selected under the supervision of a clinical psychologist, the students reflect on the
approach they find the most effective, providing their justifications in English or Turkish, and

completing their final reflective journal. For the complete figure, see Appendix M.
Week 12 - Post-test

The data collection process is concluded by administering the post-test (CTAS and
MAAS-A) to both the control and experimental groups, which includes 142 participants. The
logic behind the post-test phase is to provide quantitative and qualitative validation of the
intervention's efficacy. Administering the CTAS and MAAS-A again generates the statistical
data needed to measure the magnitude of anxiety reduction. Concurrently, analyzing final

reflective journals provides triangulation, confirming whether the statistical improvements
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correspond to real-world behavioral changes, such as a student reporting they successfully
used breathing to calm down during a difficult exam. Throughout the study, techniques such
as yoga, meditation, body scans, breathing exercises, mindful listening, mindful drawing,
mindful imagination, the 5-4-3-2-1 grounding technique, storytelling, transforming negative
affirmations about test anxiety into positive affirmations, and the fight-flight-freeze response
are practiced. The students are advised to utilize these methods to reduce their test anxiety
and increase their mindfulness while taking tests. These techniques are practiced by the
students for eight sessions, during which they documented their experiences in reflective

journals. The full version of the CTAS and MAAS-A is presented in Appendices D and E.

Table 2

Data Collection Plan

Weeks Sessions Activities Objectives Main Themes
Week 1, 2 Introduction, Introduction To assign 71 participants to Introduction
and 3 Consent Consent forms the control groups and 71 to Consent forms
Forms, and the experimental groups.
Pre-Test Pre-Test . CTAS and
Sessions To introduce the study. MAAS-A

To handout consent forms.

To apply pre-tests that are
CTAS and MAAS-A.
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Weeks Sessions Activities Objectives Main Themes
Week 4 Intervention Icet_)rt_a_aker To _reduce stress and test Mindfulnes_s,
Session 1 Definiton  of anxiety, enhance test anxiety,
mindfulness concentration, self- self-
and test awareness, emotional awareness,
anxiety regulation, and well-being. emotional
Mindfulness To prgctice mindful breath_ing regulation
exercises: exeruses_bgfore and dur_lng Staying
breathing. tes_ts to eliminate te_st anX|_ety focused, being
exercises while . IMProving i1, the mbment
physical ’ concentration. ' '
EXEICiSes To let them coordinate their
body s’cans breath with body 'moveme'nts
guided ’ apd lessen phys[cal' tension
meditation. via yoga and meditation.
and yoga To let the participants focus
on the present moment and
the smallest things while
raising awareness thanks to
mindful movement games
such as yoga
Weeks Sessions Activities Objectives Main Themes
. Mindful By listening to sounds and Staying
Week 5 ISnter\(entlzon listening and asking them to concentrate focused, being
ession imagination on them, they can improve inthe moment
Guided concentration and enhance Mindful

imagery and
visualization of
test anxiety
and a safe
space
Imagination
and drawing
test anxiety

Imagination
and drawing
safe space

listening skills that are pivotal
for managing test anxiety.
To relax, reduce stress, and

improve  well-being  with
singing and music-based
activities.

To create positive bonds with
testing and reduce anxiety by
asking them to visualize a
safe space in which they take
the test successfully and
rehearse success.

listening,
concentration,
eliminate
stress,
increase well-
being

Visualization,
being calm,
managing test
anxiety
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Weeks Sessions Activities Objectives Main Themes
Week 6 Intervention Mindful_ To share some str_ategies to Emotio_n
Session 3 storytellingand ease test anxiety and regulation
tale-based increase mindfulness. ability
learning To cover the 5-4-3-2-1
(How to Tame grounding technique to The 5-4-3-2-1
M Anxiety increase awareness and groun_dmg
y ey . technique
Monster story) decrease test anxiety.
The 5-4-3-2-1 To analyze stories for
grounding underlying themes such as
technique managing test anxiety
through discussions about
how the characters used
mindfulness to overcome
challenges.
To let them acknowledge
mindfulness concepts with
engaging narratives, develop
coping strategies, and
strengthen their application in
real-life exam situations.
Weeks Sessions Activities Objectives Main Themes
. Mindful To transform negative .
Week 7 ISnter\(entLon storytelling and affirmations to positive Tran?formmg
ession tale-based affirmations. nfefga |vfe t
learning (The To let the students stay calm a |r.|:(r.1a lons 1o
Tale of the and lessen anxiety. p]?f.s' |vet.
Thought- To analyze stories for Errlg’:izn'llons
Changing underlying themes such as requlation
Glasses) managing anxiety and ab?lity

Mindful Writing
about Positive
Affirmations
Transforming
negative
thoughts to
positive
affirmations

Preparing
sunglasses
and writing
positive
affirmations

becoming motivated through
discussions about how the
characters used mindfulness
to overcome challenges.

To let them acknowledge
mindfulness concepts with
engaging narratives, develop
coping strategies, and
strengthen their application in
real-life exam situations.
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Weeks Sessions Activities Objectives Main Themes
. Mindful To analyze stories for Enhancing
Week 8 ISnter\(entgon storytelling underlying themes such as coping
ession Fi . managing anxiety and strategies
ight, flight, b . i
freeze ecoming motivated through Managing test
technique and discussions about_ how the anxiety
role-play characters used mindfulness
to overcome challenges.
To let them acknowledge
mindfulness concepts with
engaging narratives, develop
coping strategies, and
strengthen their application in
real-life exam situations.
Tol let them learn how to
handle their test anxiety by
learning the fight, flight, and
freeze technique.
Weeks Sessions Activities Objectives Main Themes
. Imagination By listening to sounds and Staying
Week 9 ISnter\(entéon Mindful asking them to concentrate focused, being
ession listening on them, they can improve inthe moment
Guided concentration and enhance Mindful

imagery and
visualization of
test anxiety
Imagination
and drawing
test anxiety

listening skills that are pivotal
for managing test anxiety.
To relax, reduce stress, and

improve  well-being  with
singing and music-based
activities.

To create an opportunity for
them to realize what their test
anxieties are.

listening,
concentration,
eliminate
stress,
increase well-
being

Visualization,
being calm,
managing test
anxiety
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Weeks Sessions Activities Objectives Main Themes
. Mindful By listening to sounds and Staying
Week 10 ISnter\(ent|7on listening asking them to concentrate focused, being
ession Discussion on them, they can improve inthe moment
Guided concentration and enhance Mindful
imagery and listening skills that are pivotal listening,
visualization of for managing test anxiety. concentration,
their favorite To relax, reduce stress, and eliminate
method improve  well-being  with stress,
Imagination music-based gc;tivities. . inqrease well-
. To create positive bonds with  being
and drawing testi .
favorite est_lng and reduqe armety b_y Visualization
mindfulness askln.g them to \/'lsuall'ze their being cal;n
technique and favorite method in which they managing tesi
activity take the test successfully and anxiety
rehearse success.
Weeks Sessions Activities Objectives Main Themes
Week 11 Intervention Recap and To involve mindfulness in Not focusing
. mindful test their study routines by taking on mistakes
Session 8 . A
preparation a short mindfulness break at Reflecting  on
Feedback the beginning, middle, and cing
Session about end of the exam. experience
talking about To eliminate the fear of
their favorite making mistakes and other
strategy to negative emotions
manage test To reinforce concentration
anxiety and while reducing test anxiety.
mindfulness To reflect on the mindfulness
technique practices and creative
teaching methods and
compare their test anxiety
level before the intervention
to the end of it.
Weeks Sessions Activities Objectives Main Themes
Week 12 Feedback and Summary To apply the CTAS and Feedback
Post-Test MAAS-A to the 71
Session Feedback participants in the control E/ILAASS A and
Post-Test groups and 71 in the )

experimental groups.
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Instruments

From the quantitative framework, this study encompasses two instruments for
analyzing the participants’ test anxiety and mindfulness levels; thus, obtaining quantitative
data. In other words, the quantitative dimension of the study is designed to measure
statistical changes in symptom severity over time. The former instrument is the CTAS, while
the latter is the MAAS-A. When applied together as the pre-test and post-test before and
after the intervention to two control groups and two experimental groups, they provide
complementary quantitative indicators of test anxiety and mindfulness levels of 142
students. Therefore, they can signal the intervention’s effect on the experimental groups
and the difference between the control and experimental groups. To support the students’
comprehension, the original English versions of the scales were administered with Turkish
translations provided alongside each item. The translation of the test items was conducted
by a sworn translator and approved by a notary public in Meram, Konya. Moreover, to verify
that the test items are semantically equivalent, three experts in the field reviewed the
Turkish translations to ensure the original meaning was preserved. Furthermore, to verify
the linguistic equivalence of the items with the original English versions, a back-translation
method was employed alongside reviews by three field experts. Additionally, these expert
consultations were utilized to establish the validity and reliability of the instrument in the

target language

From the qualitative side, to complement the quantitative data and ensure the
triangulation, reflective journals, which are maintained by the 71 participants in the
experimental groups to reflect on the intervention process and explain their feelings, ideas,
and experiences about the intervention process after each session. Considering the
participants' age and proficiency levels, they were permitted to articulate their experiences,
thoughts, and emotions in either their native language (Turkish) or in the target language
(English). Adopting such a flexible approach in reflective journals can lower the students'

affective filter and minimize cognitive load, thereby allowing them to focus on generating
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insights rather than struggling with formal L2 production. Therefore, thick description can
be obtained while increasing data validity. Throughout the process, participants have
responded to prompts designed to elicit introspection in terms of their test anxiety and
associated behaviors. Finally, these reflective journal entries are analyzed for references to
cognitive shifts or behaviors that corresponded to the scale items, ensuring the qualitative
data (reflective journals) are structurally aligned with the quantitative data (CTAS and

MAAS-A) rather than remaining anecdotal.

Table 3

Data Collection Instruments

Research Questions Data Collection Instruments

To what extent does an Cognitive Test Anxiety Scale (CTAS)
intervention integrating

mindfulness  practices

and creative teaching

methods impact test

anxiety levels of the

middle school students

who learn English as a

foreign language?

To what extent does an Mindful Attention Awareness Scale-A (MAAS-A)
intervention integrating

mindfulness  practices

and creative teaching

methods impact test

anxiety levels of the

middle school students

who learn English as a

foreign language?

To what extent does an Reflective Journals
intervention integrating

mindfulness  practices

and creative teaching

methods impact test

anxiety levels of the

middle school students

who learn English as a

foreign language?
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Instrument 1
Cognitive Test Anxiety Scale (CTAS)

The Cognitive Test Anxiety Scale (CTAS) is a scale that was developed by Cassady
and Johnson in 2002 to measure the participants’ test anxiety level as well as determine
the frequency of anxiety, anxiety-related ideas, and behaviors that the participants have on
a daily basis. It has 27 items answered on a four-point Likert scale. The participants are
expected to read them carefully and decide to what extent they agree (1 = Not at all typical
of me, 2 = Somewhat typical of me, 3 = Quite typical of me, 4 = Very typical of me). Also, it
includes reversed-scored items to not only balance response bias but also enhance
reliability. Total scores are summed across all items after reverse-scoring. It has a possible
range of 27-108, which means that the higher the score is, the greater the test anxiety

(Cassady & Johnson, 2002).

Table 4

Data Collection Instruments

Cognitive Test Anxiety Scale (CTAS) (Biligsel Sinav Kaygisi Olgegi)
Please complete the following items using the four-point scale below.

(Lutfen asagidaki maddeleri asagidaki dort puanlik 6lgegi kullanarak doldurunuz.)

1 2 3 4

Not at all typical of Somewhat typical of Quite typical of me Very typical of

me me (Bana oldukg¢a uygun) me

(Bana hig¢ uygun degil) (Bana biraz uygun) (Bana ¢ok uygun)
| lose sleep over worrying about examinations. 1 2

(Sinav kaygisi yiiziinden uykularim kacar.)

While taking an important examination, | find myself wondering whether the other 1 2
students are doing better than | am.

(Onemli bir sinava girerken, kendimi diger 6grencilerin benden daha iyi performans

gosterip géstermedigini merak ederken bulurum.)

I have less difficulty than the average student in getting test instructions straight.* 1 2
(Sinav talimatlarini dogru anlama konusunda, ortalama bir 6grenciden daha az zorluk
¢cekerim.)

| tend to freeze up on things like intelligence tests and final exams. 1 2
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(Zeka testleri ve dénem sonu sinavlari gibi konularda, donup kalma egilimindeyim.)

I am less nervous about tests than the average student.*
(Sinavlar konusunda, ortalama bir 6grenciye gére daha az gerginim.)

During tests, | find myself thinking of the consequences of failing.
(Sinavlar sirasinda, kendimi bagarisiz olmanin sonuglarini ddigiintirken buluyorum.)

At the beginning of a test, | am so nervous that | often can’t think straight.
(Bir sinavin baslangicinda, o kadar gergin olurum ki ¢ogu zaman dogru diizgin
disiinemem.)

The prospect of taking a test in one of my courses would not cause me to worry.*
(Derslerimden birinde sinava girme ihtimali beni endiselendirmez.)

| am more calm in test situations than the average student.*
(Sinav durumlarinda, ortalama bir 6grenciden daha sakinim.)

10.

I have less difficulty than the average student in learning assigned chapters in
textbooks.*
(Kitapta verilen béliimleri 6grenmede, ortalama bir 6grenciden daha az zorluk ¢ekerim.)

1.

My mind goes black when | am pressured for an answer on a test.
(Bir sinavda, cevap vermem igin baski yapildiginda, zihnim bogalir.)

12.

During tests, the thought frequently occurs to me that | may not be too bright.
(Sinavlar sirasinda, sik sik aklima pek zeki olmayabilecegim dlisiincesi gelir.)

13.

I do well in speed tests in which there are time limits.*
(Zaman sinirlarinin oldugu hiz testlerinde basariliyimdir.)

14.

During a course examination, | get so nervous that | forget facts | really know.
(Bir dersin sinavi esnasinda, o kadar heyecanlanirrm ki gercekten bildigim seyleri
unuturum.)

15.

After taking a test, | feel | could have done better than | actually did.
(Bir sinava girdikten sonra, aslinda yaptigimdan daha iyisini yapabilecegimi hissederim.)

16.

| worry more about doing well on tests than | should.
(Sinavlarda iyi performans gdsterme konusunda, yapmam gerekenden daha fazla
endigelenirim.)

17.

Before taking a test, | feel confident and relaxed.*
(Sinava girmeden 6nce, kendimi 6zgiivenli ve rahat hissederim.)

18.

While taking a test, | feel confident and relaxed.*
(Sinava girerken, kendimi 6zglivenli ve rahat hissederim.)

19.

During the tests, | have the feeling that | am not doing well.
(Sinavlar esnasinda, iyi performans géstermedigim hissine kapilirim.)

20.

When | take a test that is difficult, | feel defeated before | even start.
(Zor bir sinava girdigimde, daha baslamadan kendimi maglup hissederim.)

21.

Finding unexpected questions on a test causes me to feel challenged rather than
panicky.*
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(Bir sinavda beklenmedik sorularla karsilasmak, kendimi panik hali yerine zorlanmig
hissetmeme neden olur.)

22,

I am a poor test taker in the sense that my performance on a test does not show
how much I really know about a topic.

(Bir sinavda gosterdigim performans, o konu hakkinda ne kadar bilgi sahibi oldugumu
gostermiyor; bu anlamda sinav performansi zayif biriyim.)

23.

I am not good at taking tests.
(Sinavlara girmekte iyi degilimdir.)

24,

When | first get my copy of a test, it takes me a while to calm down to the point
where | can begin to think straight.
(Sinav kagidimi ilk elime aldigimda, diizgiin diisiinmeye baslayabilecek noktaya gelene
kadar sakinlesmem biraz zaman alir.)

25,

| feel under a lot of pressure to get good grades on tests.
(Sinaviarda iyi not almak igin ¢ok fazla baski altinda hissederim.)

26.

| do not perform well on tests.
(Sinavlarda iyi performans gbéstermem.)

27.

When | take a test, my nervousness causes me to make careless errors.
(Sinava girdigimde, gerginligim, dikkatsizce hatalar yapmama neden olur.)

Iltem was recorded to produce consistency in scale so that high values always reflect
high-cognitive test.

Instrument 2

Mindful Attention Awareness Scale-A (MAAS-A)

The Mindful Attention Awareness Scale-A (MAAS-A) is a 14-item self-report scale

that measures deficits in present-moment awareness and automatic, inattentive processing.

Respondents rate each statement (e.g., ‘I could be experiencing some emotion and not be

conscious of it until some time later,” “I rush through activities without being really attentive

to them,” “ snack without being aware that | am eating”) on a frequency scale ranging from
“almost never” to “almost always.” Overall, the MAAS-A is a reliable, unidimensional self-
report tool with strong internal consistency, adequate test-retest stability, and robust

convergent, discriminant, and predictive validity across cultures and age groups (Brown &

Ryan, 2003).
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Mindful Attention Awareness Scale-A (MAAS-A) (Bilingli Farkindalik Olgegi)

Please complete the following items using the six-point scale below.

(Lutfen asagidaki maddeleri asagidaki alti puanlik dl¢edi kullanarak doldurunuz.)

1 2 3 4 5 6

Almost Very Somewhat Somewhat Very Almost
always frequently frequently infrequently infrequently never
(Neredeyse (Cok sik) (Biraz sik) (Biraz nadir) (Cok nadir) (Neredeyse
her zaman) hig)

I could be experiencing some emotion and not be conscious of it until
some time later.

(Bir duygu yasiyor olabiliim ve bunun farkina ancak bir sire sonra
varabilirim.)

| break or spill things because of carelessness, not paying attention, or
thinking of something else.

(Dikkatsizlikten, dikkat etmemekten ya da baska bir sey dislinmekten
dolayi, esyalari kirtyorum ya da dékiyorum.)

I find it difficult to stay focused on what is happening in the present.

(Su anda olup bitenlere odaklanmayi zor buluyorum.)

I tend to walk quickly to get where I'm going without paying attention to
what | experience along the way.

(Yol boyunca yasadiklarima dikkat etmeden, gidecedgim yere ulasmak icin
hizli yiiriime egilimindeyim.)

I tend not to notice feelings of physical tension or discomfort until they
really grab my attention.

(Fiziksel gerginlik veya rahatsizlik hislerini, gercekten dikkatimi g¢ekene
kadar fark etme egiliminde degilim.)

| forget a person's name almost as soon as | have been told it for the first
time.

(Bir kisinin adini, ilk kez s6ylendigi anda neredeyse hemen unuturum.)

It seems | am “running on automatic,” without much awareness of what
| am doing.

(Ne yaptigimin pek farkinda olmadan, "otomatik olarak" ¢alisiyormusum gibi
goriiniiyor.)

3 4
3 4
3 4
3 4
3 4
3 4
3 4
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I rush through activities without being really attentive to them.

(Etkinlikleri, onlara pek dikkat etmeden, aceleyle yapiyorum.)

| get so focused on the goal | want to achieve that | lose touch with what
| am doing right now to get there.

(Ulasmak istedigim hedefe o kadar odaklaniyorum ki o hedefe ulasmak igin
su anda yapmakta oldugum seyle baglantimi kaybediyorum.)

10.

| do jobs or tasks automatically, without being aware of what | am doing.

(Isleri veya gérevieri, ne yaptigimin farkinda olmadan, otomatik olarak
yapiyorum.)

1.

| find myself listening to someone with 1 ear, doing something else at
the same time.

(Kendimi, bir kulagimla birini dinlerken, ayni anda baska bir sey yaparken
buluyorum.)

12,

| find myself preoccupied with the future or the past.

(Kendimi, gelecek ya da ge¢misle mesgqul buluyorum.)

13.

I find myself doing things without paying attention.

(Kendimi, dikkat etmeden bir seyler yaparken buluyorum.)

14.

I snack without being aware that | am eating.

(Yedigimin farkinda olmadan atigtiriyorum.)

Instrument 3
Reflective Journals

With the aim of complementing the statistical data obtained from the scales,
qualitative data is collected via reflective journals that the 71 participants in the experimental
groups kept after every session. As they are young and do not have an advanced English
level, they have been given an option to express their experiences, thoughts, and feelings,
whether in Turkish or in English. The main reason behind giving the option of using both L1
and L2 is to lower the affective filter of the students, ensure data validity, and thick
description, as well as reducing the cognitive load, which enables the participants to focus

on explaining their insights rather than the loss of time and anxiety caused by trying to use
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formal English. Throughout this part of the data collection process, the participants are
asked to respond to prompts designed to elicit introspection, considering their experiences
with taking tests and responses they give when they are anxious. The final journal entries
are analyzed for spontaneous references to specific behaviors or cognitive shifts that
correspond to the scale items. This ensures that the qualitative data is not anecdotal but
structurally mapped to the quantitative instruments such as CTAS and MAAS-A. The
reflective journal templates for every session can be found in Appendices F, G, H, |, J, K,

L, and M. Please check them for further details.

Data Analysis

1. Quantitative Data Analysis

The data collected for this study were analyzed using the SPSS. The analysis was
conducted in three primary stages: descriptive analysis, within-group comparisons, and
between-group comparisons while controlling for baseline differences. The data analysis is
performed using the unique ID codes, which ensures that no personal identifiers are

attached to the results.
1.1. Descriptive Statistics

Initial analysis involved calculating the means and standard deviations for both the
treatment and control groups. The treatment group (n = 71) and control group (n =71) were
assessed for their mindfulness (MAAS-A) and test anxiety (CTAS) levels at two time points:

pre-test and post-test.
1.2.  Within-Group Comparisons

To examine the change within each group over time, Paired Samples t-tests were
conducted. This analysis compared pre-test and post-test scores for both variables to
determine if any observed changes were statistically significant within the respective

groups. Cohen’s d was also calculated to determine the effect size of these changes.
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1.3. Between-Group Comparisons

A One-Way MANCOVA was employed to determine the effectiveness of the
mindfulness intervention by comparing the post-test scores of the treatment and control
groups while controlling for pre-test scores as covariates. Preliminary testing via Box’'s M

confirmed the equality of covariance matrices across groups (p = .055).
1.4. One-Way MANCOVA

A One-Way MANCOVA was employed to test the primary hypotheses of the study.
The reasons behind choosing this method are its nature, enabling the control of baseline
differences, which makes it a fit for this quasi-experimental design. Furthermore, since the
pre-test scores were included as covariates to enhance the model’s sensitivity and reduce
unexplained variance, One-Way MANCOVA stands out as a better design. Moreover, as
there were multiple dependent variables (mindfulness and test anxiety) that are theoretically
and statistically related, this method was preferred as it reduces the likelihood of Type |
error and accounts for the intercorrelations between the dependent variables. Prior to a
One-Way MANCOVA, Box’s M test was performed to ensure the equality of covariance
matrices across groups (Box’s M = 7.71, p = .055), confirming that the assumption for
multivariate analysis was met. Wilks’ Lambda (A) was used to evaluate the overall
multivariate effect, followed by univariate ANCOVAs to determine the specific impact of the
intervention on each dependent variable individually. Effect sizes were reported using

partial eta squared (n?), where .01 is considered small, .06 medium, and .14 large.
2. Qualitative Data Analysis

To analyze the qualitative data of the study, criterion sampling, which is a type of
purposive sampling, was employed to select participants from the 71 students in the
experimental groups. In mixed methods research, analyzing the entire qualitative universe,
568 reflective journals from 71 students in total, is generally discouraged once data

saturation is reached, as it leads to thematic redundancy and hinders in-depth analysis
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(Braun & Clarke, 2021). Accordingly, the pre-test and post-test the CTAS scores obtained
from the quantitative data were used as the primary criteria. To ensure representation of
the entire student profile within the experimental group, 24 students were selected based
on their CTAS mean scores: 8 high test anxiety, 8 moderate test anxiety, and 8 low test
anxiety students, representing those whose test anxiety significantly decreased, remained
stable, or stayed high. The reflective journals of these 24 students across 8 sessions were
subjected to thematic analysis. The rationale for choosing this method, as opposed to
random sampling, was to focus on participants who could provide the most information-rich
responses to the research question and treatment (Patton, 2015). Consequently, the impact
of the implemented mindfulness and creative teaching methods on students’ test anxiety
levels could be explained through an in-depth perspective based on the experiences of
diverse anxiety profiles, rather than through superficial generalization. For these reasons,
192 reflective journal entries, 8 sessions for each of the 24 students, were analyzed via
criterion sampling. As the sampling consists of middle-school levels, whose English level
ranges from A1 to A2+, they are given reflective journal templates after each session.
Hence, the reflective journal templates, which include emojis, open-ended and yes/no
questions, could make the feedback process for the experimental group easier. Additionally,
the emoiji-based self-report items in the reflective journals suggested a general shift from
stressed or neutral emotional states before the sessions toward more neutral or calm states
after the activities. These descriptive indicators provided contextual support for themes
derived from students’ written reflections. While conducting thematic analysis, six steps are
followed that are familiarizing with the data, generating initial codes, searching for themes,
reviewing themes, defining and naming themes, and producing the report (Braun & Clarke,
2006). To safeguard the credibility, consistency, and accuracy of the themes, sub-themes,

and codes, peer debriefing was integrated into the thematic analysis process.
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Chapter 4
Findings, Comments, and Discussion

Findings

The quantitative data encompassed the CTAS and MAAS-A as pre-tests and post-
tests, which were analyzed by utilizing a three-stage statistical approach in SPSS. Initial
descriptive statistics established baseline profiles for the experimental and control groups
(n =71 each), followed by Paired Samples t-tests and Cohen’s d to measure within-group
progress. To assess the treatment’s overall effectiveness, a One-Way MANCOVA was
employed, allowing for the control of baseline differences whilst accounting for the statistical
relationship between mindfulness and test anxiety. After confirming the assumption of equal
covariance through Box’'s M (p = .055), the analysis utilized Wilks’ Lambda (A) and
univariate ANCOVAs with partial eta squared (n?) to determine the specific significance and

magnitude of the treatment’s impact.

The qualitative data obtained from the reflective journals were analyzed by
conducting Braun and Clarke’s (2006) method of thematic analysis on 24 participants’
reflective journals in 8 intervention sessions. This process involved familiarizing oneself with
the data, generating initial codes, searching for themes, reviewing themes, defining and
naming themes, and producing the report (Braun & Clarke, 2006). Consequently, a thematic
analysis was performed on 192 reflective journals, representing 8 sessions per participant.
The cohort comprised 24 students with varying levels of test anxiety: eight high, eight
moderate, and eight low. The analysis followed five established themes, which were
sources of test anxiety, symptoms and responses of test anxiety, coping mechanisms and
mindfulness strategies, emotional regulation, and intervention outcomes. To ensure
credibility and confirmability of the thematic analysis, a peer debriefing process was

employed.
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Table 6

Participant Numbers per Session

Sessions Participants Participants Participants Participants
of Experimental  of Experimental of Control of Control
Group 1 Group 2 Group 1 Group 2
Consent Forms 37 38 37 38

Pre-Tests 35 36 35 36

Intervention 35 36 - -
Session 1

Intervention 32 33 - -
Session 2

Intervention 30 32 - -
Session 3

Intervention 35 34 - -
Session 4

Intervention 31 32 - -
Session 5

Intervention 30 36 - -
Session 6

Intervention 33 31 - -
Session 7

Intervention 35 36 - -
Session 8

Post-Tests 35 36 35 36

1.Quantitative Findings
1.1 Descriptive Statistics

142 sixth-grade students in a public school in Turkiye were recruited to take part in
the study, and they responded to the CTAS and MAAS-A scales at both pre-test and post-
test measurement points. The treatment group consisted of 71 students, 41 of whom were
male (57.7%) and 30 were female (42.3%). In the control group, there were 71 students. 41

of them were male (57.7%), and 30 of them were female (42.3%). Table 7 presents the
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descriptive statistics for both groups’ mean scores for the CTAS and MAAS-A scales at pre-

test and post-test times.

Table 7
Descriptive Statistics for Pre-Test and Post-Test Scores of Treatment and Control Groups

for Both Scales: Mean (standard deviation)

MAAS-A CTAS

Pre-Test Post-Test Pre-Test Post-Test
Treatment 3.93 (0.84) 4.20 (0.79) 2.21 (0.49) 2.11 (0.45)
Control 3.51 (0.87) 3.52 (0.75) 2.49 (0.50) 2.45 (0.51)

Note: n =142, with 71 participants in the treatment group and 71 participants in the control
group

As shown in Table 7, the treatment group increased their mindfulness scores from
pre-test (M = 3.93, SD = 0.84) to post-test (M = 4.20, SD = 0.79). In contrast, the control
group showed only a minimal change in MAAS-A scores, with a pre-test mean of M = 3.51
(SD =0.87) and a post-test mean of M = 3.52 (SD = 0.75). With respect to test anxiety, the
treatment group exhibited a decrease in CTAS scores from pre-test (M = 2.21, SD = 0.49)
to post-test (M =2.11, SD = 0.45). Conversely, the control group displayed a slight reduction
in CTAS scores, decreasing from a pre-test mean of M = 2.49 (SD = 0.50) to a post-test
mean of M =2.45 (SD = 0.51). Overall, the descriptive results suggest an increase in mindful
attention and a decrease in test anxiety from pre-test to post-test, whereas changes

observed in the control group were relatively small.
1.2. Paired Samples T-test

A paired-samples t-test was conducted to examine pre-test to post-test changes in
mindfulness (MAAS-A) and test anxiety (CTAS) scores for both the treatment and control
groups. For the treatment group, the results indicated a statistically significant increase in
mindfulness scores from pre-test to post-test (t = -3.21, p = 0,002, df = 70, 95% CI [-0.42, -
0.10]). In addition, there was also a significant decrease in test anxiety for the treatment
group (t=2.53, p=.014, df=70, 95% CI1[0.02, 0.17]). In contrast, no statistically significant

differences were found for the control group. The change in MAAS-A scores from pre-test
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to post-test was not significant, {70) = -0.17, p = .865. Similarly, the difference in CTAS

scores for the control group was not statistically significant, #(70) = 1.04, p = .302.

Table 8
Results of the Paired Samples T-test Comparing Pre-Test and Post-Test Scores of the

Treatment and Control Groups

t p Cohen’s d
MAAS-A CTAS MAAS-A CTAS MAAS-A CTAS
Treatment -3.21 2.53 0.002**  0.014**  -0.382 -0.300
Control -0.17 1.04 0.865 0.302 -0.020 0.123

Note: ** indicates p < 0.05

1.3. One-Way Multivariate Analysis of Covariance (MANCOVA)

To test the effects of the mindfulness training on test anxiety and mindfulness scores
of the students, a One-Way MANCOVA was carried out to analyze the multiple dependent
variables measured. Due to the quasi-experimental nonequivalent pre-test — post-test
control group design of the study, pre-test measures were added as covariates to account
for the baseline differences. In addition, pre-test measures were controlled for as covariates
due to their significant correlation with post-intervention outcomes. Thus, the model's
sensitivity was enhanced, and unexplained variance was significantly reduced. Box’'s M
Test was performed to assess the equality of covariance matrices across groups (Box’s M
= 7.71, p = .055). Using Wilks’ Lambda, a statistically significant multivariate effect was
found for group type on the combined dependent variables, A\ = .853, F(2, 137) = 11.78, p
< .001. The partial eta squared (n? = .147) indicates a large effect size, with group
membership explaining 14.7% of the variance in the combined post-test scores. Following
the significant multivariate result, univariate ANCOVAs (see Table 8.) were examined to
determine the impact on each variable individually. For mindfulness (MAAS-A), there was
a highly significant difference between the groups on adjusted post-test mindfulness scores,

F(1,138)=19.69, p <.001, n* =.125. A significant difference was also found for test anxiety

(CTAS), F(1, 138) = 5.36, p = .022, n*> = .037. These results provide evidence that the
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mindfulness intervention successfully increased students' mindful attention and led to a
statistically greater reduction in test anxiety compared to the control group.

Table 9

Multivariate and Univariate Analysis of Covariance for Mindfulness and Test Anxiety

Level of Analysis Variable/Effect Wilks’ A F df p n2

Multivariate Group Type .853 11.78 (2,137) <.001* 147

Univariate MAAS-A 19.70 (1,138) <.001* 125
CTAS 5.37 (1,138) .022* .037

Note: ** indicates p < 0.05

Profile plots (see Figures 1 and 2) show the estimated marginal means for both
dependent variables. These plots represent the post-test scores after statistically adjusting
for initial differences in pre-test scores, with covariates evaluated at a mean of 3.72 for
mindfulness and 2.36 for test anxiety. As shown in Figure 1, the treatment group displayed
a higher adjusted mean for mindfulness compared to the control group. Error bars showing
the 95% confidence intervals for the two groups do not overlap which shows a significant
univariate effect (p <.001). Conversely, Figure 2 illustrates the results for test anxiety, where
the experimental group maintained a lower adjusted mean score than the control group.
This demonstrates that students who participated in the mindfulness training experienced
a statistically greater reduction in anxiety levels relative to those in the control condition (p

= 0.022).
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2. Qualitative Findings
2.1. Thematic Analysis of the Reflective Journals

While 568 reflective journals were collected from the experimental groups (n = 71),
the findings presented in this section are derived from a purposive sample of 24 students.
The criterion sampling, a subcategory of purposive sampling, was preferred to not only
ensure representation of all of the participants in the experimental groups but also to provide
an in-depth perspective on the impact of mindfulness and creative teaching methods on test
anxiety across three distinct test anxiety profiles: 8 participants with a high level of test
anxiety, 8 with a moderate level of test anxiety, and 8 with a low level of test anxiety. Due
to the participants’ A1-A2+ English language proficiency levels, emoji-based templates
were utilized to capture immediate emotional responses whilst enabling the participants to
explain their opinion on the treatment sessions, their test anxiety levels, and the mindfulness
concept more easily by presenting reflective journal templates. Also, they were given an
option to write their thoughts, feelings, and insights on mindfulness and test anxiety either
in English and Turkish to enable the participants to explain themselves better and prevent
the participants from underperforming because of the language barrier. Hence, a thematic
analysis of these 192 reflective journal entries, 8 sessions per student, was conducted. The
thematic analysis process included six steps that are familiarizing with the data, generating
initial codes, searching for themes, reviewing themes, defining and naming themes, and
producing the report (Braun & Clarke, 2006). To validate the analysis, a second researcher
reviewed the coding process and thematic structure. Thus, it was aimed to maintain high
standards of credibility and objectivity. The analysis followed the established framework of
5 primary themes: sources of test anxiety, symptoms and responses of test anxiety, coping

mechanisms and mindfulness strategies, emotional regulation, and intervention outcomes.
2.2. Theme 1 - Sources of Test Anxiety

The origins of test anxiety among participants are multifaceted, ranging from

technical concerns to social pressures. A primary concern involves technical and procedural
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anxiety, which includes the fear that optical readers might misread the answer sheets or the
test-takers might mis-mark the optical forms. For example, PO1 defined that making optical
errors, like mis-marking the answers on the optical form as the primary stressor. Also, some
students, like P22, expressed distress over the repetition of the same option appearing

repeatedly on the optical form.

These concerns are related to time-induced and task demands-based stress, which
encompasses not having enough time, facing unfamiliar topics, or hard questions. The
participants, P04 and P06, frequently reported throughout the intervention sessions that not

having enough time or facing difficult questions in the exam triggered their test anxiety.

Also, performance evaluation, which is related to getting a low score, failing the test,
and being stuck between two choices, is one of the reasons for test anxiety, according to
some of the participants, like PO3 and P10. For instance, P03 stated that failing the class
with an exam score of 40 out of 100 is one of the concerns. To give another example, P10

explained that having many wrong answers during the test is one of the major fears.

These aforementioned fears are sometimes exacerbated by external and evaluative
pressure. In other words, the anxiety is caused by factors such as getting scolded by the
parents for getting a low score, being compared to the siblings or classmates, and feeling
unsuccessful for failing an exam. In this context, PO3 and P11 noted that their parents often
get angry about low grades, which was the primary source of their test anxiety. Lastly, P23

mentioned the apprehension caused by being compared to a sibling.
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Table 10

Theme 1. Sources of Test Anxiety

Theme Sub-Themes Codes Frequency Representative
Reflective
Journal Prompts

Sources of Technical and Optical reader misreads, 20 out of 24 #P01, #P22

Test Procedural Fear of mis-marking participants
Anxiety Anxiety answer sheets,

Fear of mis-marking optical

form,

Running out of time,

Sources of Time-Induced Having little time left for 24 out of 24 #P04, #P06
Test Stress and Task difficult questions, participants
Anxiety Demands Running out of time,

Facing unfamiliar topics,

Facing hard questions.

Sources of Performance Getting a low score, 20 out of 24 #PO03, #P10
Test Evaluation Failing the test, participants
Anxiety Being stuck between two
choices.
Sources of External and Parents getting angry or 13 out of 24 #P03, #P11,
Test Evaluative shouting, participants  #P23
Anxiety Pressures Comparison to siblings,
Performing worse than
peers,

Fearing failure,
Feeling “stupid.”

2.3. Theme 2 - Symptoms and Responses of Test Anxiety

When it comes to the symptoms and responses of test anxiety, it can be said that
the students identified a wide spectrum of physiological, behavioral, cognitive, and
emotional/affective stress responses to the evaluative situations. Firstly, physiological
stress responses are involuntary, somatic reactions regulated by the autonomic nervous
system and observed in tense situations, such as rapid heartbeats, hand tremors, sweating,
and heavy breathing. As an example, P07 and P11 reported their hands shaking and heart

beating rapidly during stressful moments in an exam.

Secondly, behavioral stress responses involve observable actions or habits that can

be exemplified as staring blankly at the exam sheet, fidgeting, nail-biting, avoidance, or
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trembling hands. These reactions can be the branches of the fight, flight, and freeze
technique. Namely, fight responses include aggressive reactions like tearing up the exam
papers (P01, P13, and P16), throwing and screaming at pens (P04, P05, P08, and P11),
and hitting desks (P17). Flight responses are characterized by avoidance behaviors, such
as pretending to be sick or constantly going to the bathroom, which are common reactions
among students like P01, P05, P06, P08, and P12. Finally, freeze responses consist of
staring blankly at the exam sheet, staying silent, or not moving. P01 and P19 explained that
they “stare blankly,” while P04, P08, P10, and P22 claimed to “stay silent,” and P20 “just

looks at the wall,” when they panic during the exam.

Thirdly, cognitive stress responses often manifest as memory blockage and
“forgetting everything,” a phenomenon noted by P12 and P15 during high-stakes moments.
In this situation, the students try to start solving the problems or memorize the specific
information required to answer the question, yet they cannot do so because of distress. This
issue could lead to some negative intrusive thoughts, such as “what if | fail,” as some of the

students, P01, P08, P15, P18, reported.

Last but not least, emotional/affective stress responses represent psychological
distress caused by the gap between the student’s ability to cope with the test anxiety and
the expectation of the exam. Feeling anxious, stressed, or “stupid” can be some symptoms
of them. When faced with emotional/affective stress responses, one can feel incapable, as
P08 stated, “I cannot manage my test anxiety because | am stupid.” It is important to
consider that this participant has a high level of test anxiety regarding the CTAS pre-test

and post-test mean scores.
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Table 11

Theme 2. Symptoms and Responses of Test Anxiety

Theme Sub-Themes Codes Frequency Representative
Reflective
Journal
Prompts
Symptoms  Physiological Rapid heartbeats, 7 out of 24 #PO07, #P11
and Stress Responses  Hand tremors, participants
Responses Sweating,
of Test Heavy breathing.
Anxiety
Symptoms  Behavioral Stress Fight, flight, and freeze 24 out of 24 #P01, #P04,
and Responses responses, participants  #P05, #P06,
Responses Tearing up exam papers, #P08, #P10,
of Test Throwing the pencil #P11, #P12,
Anxiety away, #P13, #P16,
Screaming at the pens, #P17, #P19,
Hitting the desks, #P20, #P22
Hand tremors,
Shouting,

Pretending to be sick to
avoid the test,

Going to the bathroom,
Staring blankly,

Staying silent,

Looking at the wall.

Symptoms  Cognitive  Stress Forgetting everything, 5 out of 24 #PO1, #P08,
and Responses Memory blockage, participants  #P12, #P15,
Responses Intrusive thoughts. #P18

of Test

Anxiety

Symptoms  Emotional/Affective Feeling anxious, 24 out of 24 #P08

and Stress Responses  Feeling stressed, participants

Responses Feeling “stupid.”

of Test

Anxiety

24. Theme 3 — Coping Mechanisms and Mindfulness Strategies

Themes 1 and 2 emphasized sources, symptoms, and responses of test anxiety;
however, Theme 3 focused on some coping mechanisms and mindfulness strategies that
the students acquired during the intervention sessions and used to relieve test anxiety.
These sub-themes are physiological regulation, cognitive restructuring and self-talk,
grounding and sensory awareness, guided imagery, and task-oriented actions. To start with,
physiological regulation, comprising breathing exercises and physical exercises such as

body scans, yoga, and muscle-relaxation activities, can be beneficial for self-regulation. For
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instance, breathing exercise was the most cited method among the participants, noting it
was their favorite because it was “calming” and “practical” as P01, P04, P07, P10, P15, and

P18 stated.

Cognitive restructuring and self-talk, on the other hand, contain effective practices
to motivate the participants to transform their negative thoughts, such as “l will fail,” into
positive affirmations, such as “If | calm down, | can do it.” Especially, P12 and P16 noted
that focusing on being careful would replace their fear of making errors because of getting

distracted.

In addition, grounding and sensory awareness, particularly including the 5-4-3-2-1
grounding technique, could enable the students to reconnect with the present moment by
noticing five things they see, four things they touch, three things they hear, two things they
smell, and one thing they taste. This method is practical to activate sensory awareness and
enhance mindfulness, as it requires staying in the moment. As a case in point, P06
described this technique by saying, “This method is the most effective one because | tried

it and it worked.”

Besides these sub-themes, visualization/guided imagery is another technique
preferred by a significant number of students to “calm down.” To illustrate, P01, P02, P08,
P10, P11, P12, P14, P16, and P23 mentioned “imagining a safe space to calm down” in
their reflective journals. The safe spaces had a wide variety, ranging from bedrooms (P02,

P10, P11, P12, P16, and P23) to pets (P01 and P08) or family and friends (P14).

Ultimately, the last sub-theme, which is task-oriented actions, had a pivotal role in
this theme since it was observed that while trying to manage their test anxiety and motivate
themselves, some of the students expressed that if they took task-oriented actions, they
could get over their test anxiety. One example is that PO8 took task-oriented actions such
as studying for the test by elucidating, “My test anxiety is not having enough time. When |
am stressed, my favorite method to use is studying because | know that if | study, my time

will be enough.” Moreover, P19 agreed with this idea by expressing, “My negative thought
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is to perform badly in an exam. My positive thought is to study more.” Lastly, P12 elaborated
by saying, “If | am careful while marking the answer sheet and don’t panic, it will be fine.”
These pieces of evidence can signal that if the participants practice coping mechanisms
and mindfulness strategies, such as physical relaxation exercises, self-talk, positive

affirmations, grounding technique, imagining a safe space, and take task-based actions,

there is a chance of them to manage their test anxiety.

Table 12

Theme 3. Coping Mechanisms and Mindfulness Strategies

Theme Sub-Themes Codes Frequency Representative
Reflective
Journal
Prompts
Coping Physiological Breathing exercises, 24 out of 24 #PO1, #P04,
Mechanisms Regulation Physical exercises, participants  #P07, #P10,
and Body scans, #P15, #P18
Mindfulness Yoga,
Strategies Muscle-relaxation
activities.
Coping Cognitive Writing positive 24 out of 24 #P12, #P16
Mechanisms Restructuring and affirmations such as “I participants
and Self-Talk can do it,”
Mindfulness Transforming negative
Strategies thoughts into positive
ones.
Replacing “what if |
fail,” with “if | work hard,
| can doiit.”
Coping Grounding and The 5-4-3-2-1 24 out of 24 #P06
Mechanisms Sensory Awareness grounding technique. participants
and Noticing sensory
Mindfulness details, such as a
Strategies pencil, an exam sheet,
whispers, and the
paper’'s scent, to calm
down.
Coping Visualization/Guided Imagining a safe space. 24 out of 24 #PO01, #P02,
Mechanisms Imagery participants  #P08, #P10,
and #P11, #P12,
Mindfulness #P14, #P16,
Strategies #P23
Coping Task-Oriented Studying more, 19 out of 24 #POS8, #P12,
Mechanisms Actions Reading fast, participants  #P19
and Checking the answer
Mindfulness sheets and optical

Strategies

forms.
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2.5. Theme 4 - Emotional Regulation

Emotional regulation, over and above the previously mentioned themes, has a major
role as the output of the treatment since it reflects the internal shifts in the participants’
emotional states as they learned to manage their test anxiety. In other words, this theme
enables tracking the students’ internal state during and after the mindfulness activities and
teaching methods. A remarkable number of participants reported using mindfulness
practices, especially breathing exercises, grounding techniques, and imagining a safe
space to regulate their emotions. These techniques empowered the students to improve
relaxation, body awareness, visualization, and present-moment focus. Foremost, most of
the students reported feeling “relaxed” or “calm” after the treatment. To give more details,
P01 stated that “When | am stressed, my favorite method to use is breathing exercises
because it is very calming and works well in exams.” To give another example, P07 delved
into details by saying, “When | am stressed, my favorite method to use is breathing exercise
because it calms me down.” In another case, P10 described the beneficial side of the
mindfulness-based intervention by saying, “When | am stressed, my favorite method to use
is breathing exercise. It is better because it relaxes me and calms me down.” By way of
illustration, participants P01, P02, P07, P10, P12, and P17 explicitly used the word “calm”
to describe their post-intervention state, which made it possible for them to regulate their

stress-related emotions.

Building on that, it was observed that yoga, body scan, and meditation exercises
could increase body awareness as students pay attention to their physiological stress
responses and solve the issues with the mindfulness-based practices. For instance, P13
claimed that “My favorite method to use is yoga because | like this kind of activity. Another
reason | like yoga is that | can clear my mind when | do it.” What’s more, P16 described
similar ideas by saying, “When | am stressed, my favorite method to use is yoga and

breathing because | like them.” Thus, it can be concluded that activities like yoga,
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meditation, and body scan bear the potential to calm down the learners while improving

their body awareness.

In addition, visualization/guided imagery practices like imagining a safe space is
influential for regulating emotions and reducing test anxiety. Hence, the students were able
to detach from future fears, such as failing the test, and focus on the current test at hand.
As a support, P08 clarified by saying, “Today, | learned imagination activity and drawing my
safe space. My test anxiety is time. My safe space is my bed. The place where | feel safest
is my bed and next to my cat. | feel relaxed.” Furthermore, P12 elaborated, “My favorites
are breathing and imagining my safe space because doing these activities during the exam
feels easier and more calming for me.” Particularly, P14 elucidated by saying, “When | have
test anxiety, | like imagining my safe space because | become happy when | think about
being next to my friends. The breathing exercise, imagining my safe space, and listening to
mindful music activities are all good, but the one that | like the most is imagining a safe
space.” This evidence could indicate that the visualization technique calms people down
and even makes some of them happy; thus, they would regulate their negative emotions,

which are test anxiety-related ones in this case.

Concluding, present-moment focus is a phenomenon that permits the participants
to redirect their focus to the immediate task at hand, rather than potential future risks,
through mindfulness techniques like grounding, meditation, or yoga. As a case in point, P13
mentioned that “Another reason | like yoga is that | can clear my mind when | do it,” thereby
P16 described the combination of yoga and breathing practices as a favorite by saying,
“When | am stressed, my favorite method to use is yoga and breathing because | like them.”
Considering the aforementioned sub-themes and codes, this theme demonstrated that

emotional regulation was a touchstone that reduced test anxiety in some participants.
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Table 13

Theme 4. Emotional Regulation

Theme Sub-Themes Codes Frequency Representative
Reflective
Journal
Prompts
Emotional Relaxation Feeling relaxed, 23 out of 24 #PO01, #P02,
Regulation Calming down. participants  #P07, #P10,
#P12, #P17
Emotional Body Awareness The calming effect of 10 out of 24 #P13, #P16
Regulation yoga, body scan, and participants
meditation
Emotional Visualization/Guided Imagining a safe space. 24 out of 24 #P08, #P12,
Regulation  Imagery participants  #P14
Emotional Present-Moment Grounding with senses 24 out of 24 #P13, #P16
Regulation  Focus (the 5-4-3-2-1 grounding participants
technique).

2.6. Theme 5 - Intervention Outcomes

The mindfulness and creative teaching methods-based intervention plan resulted in
some observable changes in the participants of the experimental groups. Though the
primary goal was to reduce test anxiety, there were additional benefits as well, such as
emotional shift, behavioral awareness, student agency and preference, and transferability
and practical application. Primarily, there was a remarkable emotional shift with many

participants as they moved from a state of feeling “stressed” or “anxious” to “calm,” “happy,”
or “neutral.” As can be seen in the cases of P09 and P14, who reported a decrease in their

test anxiety levels and an increase in “happiness” after the activities.

Subsequently, behavioral awareness advanced as the participants started to identify
their specific stress response, in terms of the fight, flight, and freeze responses. Especially,

P07 noted that the sessions “made me raise awareness and mindfulness of my test anxiety.’

Meanwhile, P15 learned to identify exactly what kind of freeze reaction it was.

Equally important, student agency and preference improved as the majority of the
students were able to identify their favorite methods and described them in the open-ended

section of the reflective journals. To exemplify, among the participants, P01, P02, P03, P04,
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P05, PO7, P09, P10, P11, P12, P15, P16, P18, P19, P20, and P24 stated that their favorite

method was the breathing exercise as it was “practical,” “relaxing,” and “calming.” Thereby
P06 found the 5-4-3-2-1 grounding technique the most practical, other participants preferred
various methods: P08 used studying, P13 practiced yoga, P14 imagined a safe space, P17
used the fight, flight, and freeze technique, P21 remained neutral, P22 used the 5-4-3-2-1
grounding technique, and P23 utilized drawing to reduce test anxiety. These pieces of

information demonstrate that the students were able to identify the methods and activities

they liked the most.

Ultimately, after picking the favorite methods and activities, some of the participants
reported using them during tests, while studying, or in real-life situations. For instance, P06
explained the ideas and feelings about the eight-week intervention sessions by expressing,
“I feel calm and happy after the activities. My test anxiety is not being able to manage time.
I'm afraid of thinking | did well on the exam, but actually doing badly and getting a low grade.
When | am stressed, my favorite method to use is the 5-4-3-2-1 technique because | have
tried it and it worked. | can use these methods in the exam.” Also, P07 evaluated the test
anxiety, favorite technique, and even the contexts it could be utilized by stating, “My test
anxiety is having little time left and facing a difficult question. When | am stressed, my
favorite method to use is breathing exercise because it calms me down. | can use these
methods in tests, exams, competitions, when about to go on stage.” In addition, P17 gave
details about the insights on the intervention sessions by saying, “l feel calm. | like fight,
flight, freeze, drama, and mindful listening. My test anxiety is performing worse than | did
before in a quiz. When | am stressed, my favorite method to use is fight, flight, and freeze
because | think this method makes me feel better. | can use these methods in a stressful
moment of the quiz.” To give another example, P09 showed determination to use the
breathing technique by saying, “I feel happy after the activities. | like all of the activities. My
test anxiety decreased. My favorite method to use is breathing exercise because it

motivates me. It makes me feel relaxed. | can use these methods during exams, when | am
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anxious, and when | want to feel peaceful.” Considering the statements from the

participants, the outcome of the treatment sessions was a tangible improvement, mostly in

student agency and emotional shift.

Table 14

Theme 5. Intervention Outcomes

Theme Sub-Themes Codes Frequency Representative
Reflective
Journal
Prompts
Intervention Emotional Shift Feeling calm, happy, or 23 out of 24 #PQ9, #P14
Outcomes neutral. participants
Intervention Behavioral Identifying the fight, flight, 24 out of #P07,#P15
Outcomes  Awareness and freeze reactions, 24participants
Realizing what their test
anxiety is,
Realizing where their safe
space is.
Intervention Student Agency Identifying favorite 23 out of 24 All of the
Outcomes  and Preference methods. participants participants
Intervention  Transferability Using methods during 20 out of 24 #P06, #P0O7,
Outcomes  and Practical tests, while studying, or in participants #P09, #P17
Application real life.

Comments and Discussion

This research aims to explore the impact of creative teaching methods and
mindfulness-based intervention on the sixth-grade EFL learners’ test anxiety and
mindfulness levels. The reason for choosing mindfulness to mitigate test anxiety in this
study is that a significant number of studies suggest that mindfulness may reduce the
tendency for deconstructive rumination linked to anxiety (Shen, 2022). In other words, these
findings point out the necessity of exploring mindfulness as a means of building resilience.
By acting as a safeguard against anxiety related to foreign language, mindfulness could
boost the learners’ academic outcomes and mental health (Shen, 2022). These studies
highlight the need to

investigate educational strategies and mindfulness-based

interventions as potential means of reducing anxiety (Shanmugam & Jeevarathinam, 2023).
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Another study reviews how specific teaching strategies and mindfulness practices can lower
test anxiety for EFL students, creating a better classroom environment for developing
linguistic proficiency (Shen, 2022; Tasan et al., 2021). Within educational environments,
mindfulness-based interventions, ranging from meditation to coping strategies, have proven
effective at lowering anxiety levels while increasing health and well-being (Bajri & EImahdi,
2024). Nonetheless, while the strong correlation between anxiety and EFL achievement is
well-established, there is still a lack of research investigating how mindfulness and
resilience-building frameworks could be used to alleviate anxiety in EFL contexts (Shen,
2022). Therefore, as an effort to close that gap, this paper delves into the implication of
teaching methods and mindfulness practices to alleviate test anxiety among EFL students,
drawing on both theoretical frameworks and findings to provide a comprehensive overview
of influential interventions and strategies. The study’s findings provide a multifaceted
positive impact of creative teaching methods and mindfulness-based intervention and
suggest them as effective and practical pedagogical tools for reducing test anxiety. The
synthesis of quantitative metrics with qualitative reflections presents a comprehensive
perspective of the measurable outcomes, which are obtained from the scales, and the
subjective experience of the participants, which is observed thanks to the reflective journals.
The aforementioned findings provide convincing evidence for the effectiveness of
mindfulness and creative teaching methods-based interventions in mitigating test anxiety

and enhancing mindfulness among sixth-grade students.

The quantitative side of this study consists of a sample of 142 sixth-grade
participants, divided into experimental groups (n = 71, with 30 females and 41 males) and
control groups (n = 71, with 30 females and 41 males). This quasi-experimental
nonequivalent pre-test — post-test control group design utilizes the CTAS and MAAS-A as
pre-tests and post-tests to measure the changes in both groups over time. The quantitative
data are analyzed using a three-stage statistical analysis in SPSS, which involves

descriptive statistics, Paired Samples T-tests, and a One-Way MANCOVA. Particularly, the
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inclusion of pre-test measures as covariates in the One-Way MANCOVA is a significant
methodological step since it is necessary to control the initial baseline differences between
the treatment and control groups. Hereby, it enhances the model’'s sensitivity by reducing
unexplained variance. As the first step, descriptive statistics reveal initial trends. On the one
hand, the experimental groups show a decline in the CTAS scores from a pre-test mean of
M =221 (SD = 0.49) to a post-test mean of M =2.11 (SD = 0.45). On the other hand, the
control groups demonstrate a slight decrease in the CTAS scores from M =2.49 (SD = 0.50)
to M =245 (SD = 0.51). These observations point out a greater positive shift within the
treatment groups. As the second step, a Paired Samples T-tests explain within-group
changes. For the experimental groups, it could be understood that there is a statistically
significant increase in mindfulness scores from the pre-tests and post-tests (t = -3.21, p =
0.002, df = 70, 95% CI [-0.42, -0.10]). This analysis proves the treatment’s success in
increasing mindfulness within the experimental groups. As the last step, the One-Way
MANCOVA is the touchstone of the quantitative analysis. After verifying the presumptions
of equal covariance matrices through Box’s M Test (p = .055), a statistically significant
multivariate effect for group type is identified on the combined dependent variables, which
are mindfulness and test anxiety in this context. This is displayed by Wilks’ Lambda A =
.853, F(2, 137) = 11.78, p < .001. The partial eta squared (n? = .147) is an indication of a
large effect size, with group membership that is given an account for 14.7% of the variance
in the combined post-test scores, which accentuates the solid influence of the treatment. In
other words, this finding suggests that participation in the treatment led to a statistically
distinct combined result compared to the control groups. Considering the significant
multivariate result, univariate ANCOVAs clarify specific impacts on each dependent
variable. When it comes to mindfulness, it can be stated that there is a highly significant
difference between the groups on adjusted post-test mindfulness scores, F = 19.69, p <
.001, with an effect size of n* = .125. The experimental groups demonstrate a higher
adjusted mean for mindfulness in comparison to the control groups. Finally, taking test

anxiety into account, a significant difference is found, F = 5.36, p = .022, with an effect size
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of n? =.037. The treatment groups preserve a lower adjusted mean score for test anxiety
compared to the control groups, pointing out a statistically greater reduction in test anxiety
levels attributable to the treatment. The adjusted post-test means illustrate these impacts,
with the experimental groups showing a higher adjusted mean for mindfulness and a lower
adjusted mean for test anxiety. These pieces of information confirm the positive effect of

the treatment after controlling for baseline differences.

The qualitative side of this study, which provides a rich phenomenological
understanding, includes the analysis of 192 reflective journals. Complementing the
quantitative statistical findings, these eight intervention sessions focus on reducing the
students’ test anxiety while increasing their mindfulness level by teaching them some
mindfulness techniques with the help of teaching methods. After each intervention session,
the participants are asked to document their opinions, feelings, and insights in the reflective
journals. To analyze these pieces of data, a purposive sampling of 24 participants,
composed of eight students with high, eight with moderate, and eight with low levels of test
anxiety, is subjected to thematic analysis. For the analysis, five steps of Braun and Clarke’s
(2006) method are followed, which encompass familiarization, initial coding, theme
generation review, definition, and reporting with a peer check to enhance credibility. Five
themes emerge from thematic analysis: sources of test anxiety, symptoms and responses
of test anxiety, coping mechanisms and mindfulness strategies, emotional regulation, and

intervention outcomes.

The first theme, which is the sources of test anxiety theme, reveals that the origins
of test anxiety among students are multifaceted. Being defined as a common problem, test
anxiety manifests through emotional, physical, and mental distress during formal
assessments and evaluations (Altamimi & Altamimi, 2025). Basically, this type of anxiety is
characterized by a lack of focus, intrusive negative thoughts, and physical stress, which
generally results in failing to perform and increased anxiety (Nwadi et al., 2025). This type

of performance anxiety is characterized by intrusive thoughts, physiological arousal, and
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avoidance behaviors, which collectively impair cognitive processing and memory retrieval
during assessments (Ozdemir & Seckin, 2025). It is important to consider that
understanding the intricate layers of anxiety in EFL settings is essential for designing
precise pedagogical support and interventions (Cantos et al., 2024). Various studies have
identified anxiety triggers and pedagogical interventions whilst investigating how instructors
could help the learners manage their anxiety, highlighting mindfulness as a primary
relaxation strategy (Shen, 2022; Tasan et al., 2021). Thus, the participants are asked to
identify their stressors, which mainly include technical and procedural anxiety, time-induced
stress, task-based demands, performance evaluation, and external and evaluative
pressures. Firstly, in the technical and procedural anxiety sub-theme, it is observed that the
students identified the mechanics of the assessment process as a main source of their test
anxiety. For instance, PO1 explained the fear of mis-marking the answer sheet, while P22
addressed the repetition of the same option on the optical form as the main stressor.
Considering these reasons, it can be stated that some of the participants’ test anxiety stems
from a lack of control over the recording of answers. Also, some participants relate the origin
of their test anxiety to the time-induced stress and task-based demands, which include
facing difficult questions and time constraints. To give an example, P04 and P06 stated that
not having sufficient time or coming across difficult questions during a test could trigger their
test anxiety. Supportingly, P03 and P10 emphasized that being stuck between two choices
would make them feel anxious. In these contexts, it might be interpreted that the time-
induced stress and task-based demands would increase some participants’ anxiety; thus,
they must use some mindfulness-based strategies to handle this stress. Additionally, some
participants, such as P03 and P10, reported that performance evaluation-related issues,
which were failing the class and having many wrong answers in an exam, were their
stressors. In that case, the participants ought to utilize some mindfulness techniques to not
only raise awareness but also mitigate their test anxiety. The last source of test anxiety is
listed as external and evaluative pressures. To illustrate, PO3 and P11reported that their

mothers and fathers would get angry when they got a low score, while P23 claimed that
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being compared to brothers, sisters, and classmates led to negative feelings, such as
feeling unsuccessful for failing an exam. These pieces of data signal that beyond the test
booklet and optical form, social consequences play a big role in having test anxiety. These
results suggest that test anxiety could result from many reasons. In order to ease test
anxiety, the students must recognize what their anxiety is and prefer an effective technique
to mitigate the detrimental effects of these stressors. Some research findings indicate that
mindfulness-based intervention could provide EFL students with the skills to manage the
stress of language learning and transform the origins of anxiety into opportunities for self-
development and involvement (Al-Rashidi & Aberash, 2024; Hedeshi & Ghanizadeh, 2024).
Thus, mindfulness-based strategies are pivotal as the participants could address, solve,

and even transform their perspectives on these issues to some extent.

The second theme, symptoms and responses of test anxiety, focuses on the
negative impacts of test anxiety on the students. Test anxiety triggers a complex range of
mental and physical responses, including feelings of inferiority, distorted self-perception,
and intense autonomic nervous system activation. The findings in this study reveal that the
participants experience a wide spectrum of physiological, behavioral, cognitive, and
emotional/affective stress responses during evaluative situations. These responses
underscore the multidimensional and complex nature of test anxiety. First reaction type, the
physiological stress responses, encompass involuntary and somatic reactions regulated by
the autonomic nervous system. They include rapid heartbeats, heavy breathing, hand
tremors, and sweating. These physiological reactions, such as nausea, sweating, and
increased blood pressure, reflect extreme levels of stress and tension (Lohaus et al., 2007,
as cited in Maier et al., 2020). For example, P07 and P11 reported experiencing hand
tremors and rapid heartbeats under stressful circumstances in an exam. It could be seen
that these participants struggle to focus on the exam because of not in control of these
reactions. That is why they should adopt some mindfulness strategies to mitigate the

negative effects of these physiological stress responses. The second reaction type, the
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behavioral stress responses, consists of observable actions or habits, such as survival
mechanisms: the fight, flight, and freeze responses. Some students exhibited aggressive
behaviors, which fell under the fight responses. For example, P01, P13, and P16 indicated
that they were intended to tear up exam papers when they were stressed. To give another
example, P04, P05, P08, and P11 stated that they shouted or threw pens, while P17 noted
hitting the desk in frustration. Other students showed avoidance tactics, which were
described as flight responses. For instance, P01, P05, P06, P08, and P12 pretended to be
sick or took permission from the teachers to go to the bathroom successively to escape
tests. Apart from the fight or flight responses, some students demonstrated a state of
paralysis, which was related to the freeze responses. In a case, P01 and P19 emphasized
“staring blankly,” P20 reported “just looking at the wall,” and P04, P08, P10, and P22 noted
“staying silent” and being unable to move. These individualized behavioral stress responses
could also hinder the students’ focus on the exam. The third reaction type, the cognitive
stress responses, occurs as cognitive distress, impairing mental performance and
memorization. While some students like P12 and P15 claimed to “forget everything,” others
like PO1, P08, P15, and P18 were distracted by the “what if’ scenarios, such as “what if |
fail?” As they prevent them from accessing particular information and cause memory loss,
they have detrimental effects on the students during evaluative situations. The last reaction
type, the emotional/affective stress responses, reflects the inner world of the students under
stressful conditions. Feeling anxious, stressed, or “stupid” can be some symptoms of these
responses. For instance, a student could feel incapable, as P08 stated, “| cannot manage
my test anxiety because | am stupid.” It is vital to consider and recognize these
physiological, behavioral, cognitive, and emotional/affective stress responses as they are
the manifestations of how the students react during assessments. To alleviate their negative
influence, the researchers should provide an intervention that includes test anxiety
management strategies. The urgency of addressing this issue stems from the fact that, in
the context of EFL education, such emotional distress responses, especially worry, serve

as a barrier to student motivation and cognitive functioning (Shen, 2022; Yang & Li, 2025).
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This anxiety goes beyond emotional state and surface-level stress; it disrupts the
mechanics of acquiring a foreign language. Whether it manifests during lessons or exams
and in different forms, such as foreign language classroom anxiety and test anxiety, its
presence can be a reliable predictor of diminished student performance (Cantos et al., 2024;
Song, 2024). Thus, mindfulness-based interventions combined with teaching methods are
chosen for this study as these methods nurture a proactive approach to academic
difficulties, allowing the learners to confront challenges with optimism and a constructive
mindset, effectively turning possible stressors into chances for development (Shen, 2022).
By cultivating a sense of psychological safety and a more stable emotional state, this shift
enables the learners to dedicate more cognitive resources to the tasks (Fan & Cui, 2024;
Yuan & Hu, 2025). This skill is significant for alleviating test anxiety and improving general
psychological well-being (Cao & Liu, 2024). Consequently, this pedagogical perspective
nurtures a profound comprehension of one’s own identity and learning process whilst
facilitating a more comprehensive and resilient commitment to handling academic

difficulties (Al-Rashidi & Aberash, 2024).

The third theme, coping mechanisms and mindfulness strategies, identifies the
specific treatments that facilitate handling test anxiety by utilizing some coping and
mindfulness strategies. Students with a high level of mindfulness generally report lower
anxiety levels and employ more constructive coping mechanisms, which is consistent with
Self-Determination Theory (Shen, 2022). The Self-Determination Theory explains this by
asserting that greater self-awareness allows the learners to be dedicated to their aims while
regulating their emotions better (Shen, 2022). Such a shift encourages the learners to
participate in demanding assignments more while maintaining motivation, even in the midst
of obstacles (Alazemi et al., 2023; Liu et al., 2022). Hereby, it is significant to adopt coping
mechanisms and mindfulness strategies. In this study, under the theme of coping
mechanisms and mindfulness strategies, the results indicate that participants moved from

passive distress to active management through physiological regulation, cognitive
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restructuring and self-talk, grounding and sensory awareness, visualization, guided
imagery, and task-oriented actions. A significant number of students, such as P01, P04,
P07, P10, P15, and P18, reported that the breathing exercises were their favorite as they
were “calming” and “practical.” The preference for the breathing exercises possibly
stemmed from their functional nature. The students could perform them during a test without
drawing attention, which makes them a practical tool for immediate anxiety management.
Also, cognitive restructuring and self-talk highlighted a shift from a destructive self-talk to a
motivational one. For instance, by using this technique, the students were able to transform
their negative thoughts, such as “I will fail,” into positive affirmations, such as “If | calm down,
| can do it.” To support, P12 and P16 stated that focusing on being careful would replace
their fear of making errors due to distraction. This indicates that the treatment assisted the
students in reframing test anxiety not as a lack of ability, but as a manageable state of
distraction that could be solved through focus. Furthermore, grounding and sensory
awareness, especially the 5-4-3-2-1 grounding technique, allowed students to enhance
present-moment awareness by focusing on their surroundings. For example, P06 said,
“This method is the most effective one because | tried it and it worked.” To comment,
grounding is influential in handling dissociative anxiety and blanking out while taking a test
because it attaches the cognitive process to the physical environment. Moreover,
visualization and guided imagery techniques could be said to be effective as coping
strategies for handling stress responses. As a case in point, P01, P02, P08, P10, P11, P12,
P14, P16, and P23 hinted at “imagining a safe space to calm down” in their reflective
journals. The safe spaces were highly personalized, ranging from bedrooms (P02, P10,
P11, P12, P16, and P23) to pets (P01 and P08) or family and friends (P14). The variety in
safe spaces indicates that the effectiveness of guided imagery and visualization techniques
is related to the participants’ personal associations with security. Thus, encouraging the
students to imagine their safe space would enable them to manage their stressful moments,
proving its benefits as a coping mechanism. Last but not least, task-oriented actions

represented a shift from emotional regulation to cognitive preparation. For instance, P08
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and P19 linked their test anxiety directly to their level of preparation while P12 connected it
to being careful. For these students, the solution to test anxiety was studying and being
careful during exams. P08 stated, “When | am stressed, my favorite method to use is
studying because | know that if | study, my time will be enough.” P19 supported by
indicating, “My negative thought is to perform badly in an exam. My positive thought is to
study more.” P12 emphasized, “If | am careful while marking the answer sheet and don’t
panic, it will be fine.” This indicates that for some participants, mindfulness is insufficient. In
other words, as their test anxiety stemmed from being unprepared or distracted, they must
combine mindfulness strategies with solid study habits to manage their test anxiety better.
The evidence suggests that the treatment provided multifaceted tools. By practicing a
combination of physiological regulation, cognitive restructuring and self-talk, grounding and
sensory awareness, Vvisualization, guided imagery, and task-oriented actions, the

participants moved from a state of anxiety to a state of active management.

The fourth theme, emotional regulation, represents one of the primary outputs of the
intervention. This theme reflects the internal shifts in students’ affective states as some of
the participants transitioned from high levels of test anxiety to low levels of test anxiety by
managing their emotions and controlling stress responses. In some research, mindfulness
has been shown to bridge the gap between self-efficacy beliefs and emotional regulation
(Shen, 2022). These intertwined phenomena are pivotal for academic achievement,
specifically in EFL education, where the ability to regulate emotions plays a decisive role in
determining learning outcomes (Alazemi et al., 2023; Skelly & Chichon, 2021). Substantial
study confirms the positive role of mindfulness in managing academic emotions, specifically
test anxiety (Fan & Cui, 2024). This level of commitment and improved well-being results
from mindfulness-based programs, which encourage emotional regulation and self-
awareness (Shen, 2022). Thus, it is important for learners to regulate their emotions related
to test anxiety. By tracking the participants’ internal states before, during, and after the

intervention sessions, the obtained data suggest that these practices are effective in
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reducing test anxiety and stress responses related to it. To give an example, some
participants, such as P01, P02, P07, P10, P12, and P17, reported that they feel “calm” or
“relaxed” after the intervention sessions. To give another example, P01 noted, “When | am
stressed, my favorite method to use is breathing exercises because it is very calming and
works well in exams.” Similarly, PO1 pointed out the functional benefit, explaining that the
practice was superior as it “relaxes me and calms me down.” Also, the findings
demonstrated that other mindfulness-based practices, such as yoga, body scan, and
meditation, enhanced the participants’ awareness in identifying stress markers and
mitigating tension via mindful movement. For instance, P13 clarified, “My favorite method
to use is yoga because | like this kind of activity. Another reason | like yoga is that | can
clear my mind when | do it.” Likewise, P16 supported this result by explaining, “When | am
stressed, my favorite method to use is yoga and breathing because | like them.” As it can
be seen from the aforementioned statements, yoga and breathing exercises provide not
only physical but also mental relaxation. Moreover, the guided imagery technique, imagining
safe space exercises, proved beneficial in assisting the participants detach from future-
thinking, like the fear of failing. This technique enabled them to have an emotional reset by
replacing their test anxiety with comfort-associated imagery, like their safe space. To
provide an example, P08 indicated, “Today, | learned imagination activity and drawing my
safe space. My test anxiety is time. My safe space is my bed. The place where | feel safest
is my bed and next to my cat. | feel relaxed.” To give another example, P12 stated, “My
favorites are breathing and imagining my safe space because doing these activities during
the exam feels easier and more calming for me.” Similarly, P14 explained, “When | have
test anxiety, | like imagining my safe space because | become happy when | think about
being next to my friends. The breathing exercise, imagining my safe space, and listening to
mindful music activities are all good, but the one that | like the most is imagining a safe
space.” These statements signal that the visualization technique allowed the students to
manage their emotions, particularly worry and anxiety, by imagining their safe space.

Hereby, the participants were able to manage their emotions by using mindfulness-based
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strategies, such as breathing exercises, yoga, meditation, guided imagery, and ease stress

responses.

The final theme, intervention outcomes, which explains the treatment’s impact on
the experimental group’s test anxiety and mindfulness levels, signals profound changes.
The intervention outcomes are divided into four sub-themes, which are emotional shift,
behavioral awareness, student agency and preference, transferability, and practical
application. Firstly, the treatment created an opportunity for the participants to experience
an emotional shift. For instance, the participants often reported a remarkable transition from
the states of “stressed” or “anxious” to “calm,” “happy,” or “neutral.” To give an example,
P09 and P14 noted decreased test anxiety and increased happiness in their reflective
journals, especially after the first three sessions. This was exemplified by other students
such as P01, P02, P07, P10, P12, and P17, who used the word “calm” to define their
regulated psychological and emotional states. Secondly, the behavioral awareness sub-
theme enabled the participants to realize their stress responses regarding the fight, flight,
freeze technique, identify their test anxiety, and determine where their safe spaces are. To
exemplify, P07 remarked that the intervention sessions made the participant “raise
awareness and mindfulness of test anxiety,” thereby, P15 developed a comprehension of
what kind of freeze reaction the participant had. Thirdly, for the student agency and
preference sub-theme, it can be said that being exposed to various mindfulness techniques
let the participants experience each method and identify their favorite ones. Majority of the
participants reported that the breathing exercises were their favorite. In this context, P01
stated, “When | am stressed, my favorite method to use is breathing exercises because it
is very calming and works well in exams.” Similarly, P07 defined the breathing exercises as
calming and applicable during tests, exams, and even competitions. Finally, P17 preferred
the fight, flight, and freeze technique for making the participants “feel better in stressful
moments.” These evidences could point out that the students developed a sense of

autonomy and self-efficacy in managing their emotional states. Last but not least, the
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intervention’s emphasis on the various mindfulness-based stress reduction techniques
allowed the participants to show the ability to apply the techniques not only during the exams
but also across broader academic and daily life situations, which highlighted the
transferability and practical application sub-theme. Examples included methods during
tests, while studying, or in other real-life scenarios. To give an example, P09 expressed
confidence in utilizing the breathing techniques to feel relaxed and motivated. The
aforementioned intervention strategies, combined with mindfulness and teaching methods,
enabled the students to experience an emotional shift, raise behavioral awareness,
increase student agency, have specific preferences, add transferability, and conduct
practical applications to manage their test anxiety during assessments. Mindfulness
techniques facilitate even personal development by helping the learners to recognize and
accept negative emotions rather than suppressing them (Al-Rashidi et al., 2024). Thus, this
shift in perspective deepens the students’ comprehension of the learning process and

strengthens their academic readiness (Al-Rashidi et al., 2024)

In conclusion, the data, ranging from statistical measures like descriptive statistics,
Paired Samples T-tests, and a One-Way MANCOVA to the thematic analysis of the
nuanced themes of the participants’ reflective journals, directly addresses the primary
research question: to what extent does an intervention integrating mindfulness practices
and creative teaching methods impact test anxiety levels of the middle school students who
learn English as a foreign language? In line with the study’s hypothesis, these results
provide compelling evidence for the main research question of this study, which investigates
the extent to which an intervention integrating mindfulness practices and creative teaching
methods impacts test anxiety levels of the middle school students who learn English as a
foreign language. The synthesis of quantitative metrics with qualitative reflections presents
a comprehensive perspective of the measurable outcomes, which are obtained from the
scales, and the subjective experience of the participants, which is observed thanks to the

reflective journals. In other words, the alignment of measurable data, displaying decreased
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test anxiety and increased mindfulness, with the participants’ reflections, creates a
compelling argument for implementing these interventions in middle-school EFL
classrooms. When statistical evidence and personal narratives highlight the same benéefits,
it reinforces the idea that the particular methods, exercises, and techniques used in this
treatment are influential tools for managing test anxiety while improving mindfulness. The
aforementioned findings provide convincing evidence for the effectiveness of mindfulness
and creative teaching methods-based interventions in mitigating test anxiety and enhancing
mindfulness among sixth-grade students. The study’s findings provide a multifaceted
positive impact of creative teaching methods and mindfulness-based intervention and
suggest them as effective and practical pedagogical tools for reducing test anxiety. The
intervention provides a new insight into the relationship between mindfulness and test

anxiety.
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Chapter 5
Conclusion and Suggestions

Conclusion

In light of the aforementioned pieces of information, it can be said that the
quantitative findings obtained from the descriptive statistics, Paired Samples T-tests, and a
One-Way MANCOVA and the qualitative results derived from the thematic analysis offer
tangible evidence to the main research question of this research, which focuses on to what
extent does an intervention integrating mindfulness practices and creative teaching
methods impact test anxiety levels of the middle school students who learn English as a

foreign language.

On the quantitative side, for mindfulness levels, there was a significant difference
between the control and experimental groups on adjusted post-test mindfulness scores,
with an effect size of n? = .125. This result indicates that the treatment’s focus on
mindfulness effectively advanced the participants’ mindful attention awareness levels.
Additionally, a significant difference was found for the test anxiety levels, with an effect size
of n? =.037, which can be interpreted as there was a statistically greater reduction in test
anxiety levels. The adjusted post-test means illustrate these impacts, with the experimental
groups demonstrating a higher adjusted mean for mindfulness and a lower adjusted mean
for test anxiety. These pieces of information confirm the positive effect of the treatment after

controlling for baseline differences.

On the qualitative side, the thematic analysis of 192 reflective journals from 24
participants, eight students with high, eight with moderate, and eight with low test anxiety
levels, provided rich insights into the results of the intervention. Five themes were identified
that are sources of test anxiety, symptoms and responses of test anxiety, coping
mechanisms and mindfulness strategies, emotional regulation, and intervention outcomes.

Considering the participants’ reflective journals, the conclusion that the intervention led to
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observable changes in the participants, extending beyond the main aim of test anxiety
reduction to encompass broader cognitive, physiological, behavioral, and emotional

benefits can be drawn.

The combined quantitative and qualitative evidence presents a strong case for the
impact of creative teaching methods and mindfulness-based intervention. The statistical
significance of reduced test anxiety and increased mindfulness is supported by the
aforementioned profound and detailed experiential accounts from the participants, painting
a comprehensive picture of the treatment’s positive effects. The fact that the data
demonstrates a measurable drop in test anxiety and a rise in mindfulness, paired with the
participants’ descriptions, makes a remarkable case for using these interventions in the
middle-school context for the EFL leamers. Especially when the statistics and personal
reflections both indicate the same positive outcome, it confirms that the methods,
techniques, and activities covered in these creative teaching methods and mindfulness-
based interventions are highly effective for the classroom in reducing test anxiety and

enhancing mindfulness levels.

Suggestions

This study offers broad theoretical, practical, and educational implications.
Specifically, the findings align with theoretical models suggesting that mindfulness mitigates
academic stressors, such as test anxiety, by enhancing mindful attention and emotional
regulation. This process empowers learners to identify the origins of their anxiety, recognize
symptomatic responses, and utilize effective coping mechanisms. Furthermore, the results
indicate that interventions targeting younger adolescents vyield positive outcomes
comparable to those observed in older student populations. The use of a mixed-methods
design facilitated a comprehensive linkage between observable physiological, behavioral,
and cognitive changes and their underlying psychological processes. Building on these
findings, several practical and educational recommendations emerge. The significant

positive outcomes advocate for the integration of creative pedagogical approaches and
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mindfulness-based interventions within primary and secondary school curricula as a primary
strategy for managing test anxiety. The success of such interventions in fostering
physiological and cognitive awareness suggests that these programs equip students with
valuable, transferable skills. These competencies can be applied across various evaluative
contexts, particularly during periods of peak anxiety. Consequently, educators and
policymakers should consider incorporating mindfulness practices, such as breathing
exercises, body scans, meditation, and grounding techniques, alongside creative activities
like dramatization and storytelling into daily routines. Such integration fosters a supportive
learning environment, enhances student mindfulness, and serves to reduce the prevalence
of test anxiety. Regarding future research, there is a clear necessity for longitudinal studies
to assess the long-term effectiveness, impact, and sustainability of mindfulness-based
interventions. Such research would provide critical insights into how these skills are
internalized over time and integrated into the students' broader academic lives. Longitudinal
studies are warranted to assess the long-term sustainability of the observed reductions in
test anxiety and increases in mindfulness. Understanding whether these benefits persist
over time and generalize to later academic stages, such as high school and university,
would provide crucial evidence for the enduring impact of such interventions. Further
investigations utilizing larger, more diverse samples across different cultural backgrounds
and age groups would enhance the generalizability of the findings. Consequently,
comparative studies examining different mindfulness techniques or intervention durations

would help optimize future program designs for maximum efficacy and engagement.

Pedagogical Implications for Teachers, Researchers, Educators, Teacher

Trainers, Curriculum Designers, and Policy Makers

The findings of this research offer significant theoretical insights into the dynamic
relationship between test anxiety and mindfulness. Central to these insights is the
reinforcement of the premise that mindfulness serves as a vital protective mechanism

against academic stressors. By fostering enhanced attention regulation, emotional stability,
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and self-awareness, mindfulness equips students with the internal resilience necessary to
navigate high-stakes evaluative environments. Qualitative evidence further elucidates this
process, illustrating how the cultivation of present-moment awareness redirects focus away
from anticipatory anxiety, ultimately fostering a sense of agency and composure.
Furthermore, this study underscores the developmental versatility of mindfulness principles.
By demonstrating the efficacy of such practices among sixth-grade students, the research
extends the traditional boundaries of mindfulness-based interventions, which are frequently
centered on older adolescents or adults. This suggests that the capacity for cognitive and
emotional regulation can be nurtured at a much earlier stage of development. Moreover,
the integration of creative instructional strategies within a mindfulness framework provides
a compelling model for engaging younger learners more authentically than conventional
didactic approaches. The practical implications for primary and secondary education are

substantial.

For teachers, considering the statistically significant decrease in test anxiety and
statistically significant increase in mindfulness levels of the treatment group, it can be
suggested that teachers ought to prioritize the integration of diverse mindfulness
techniques, such as breathing exercises, body scans, guided imagery/visualization, and
grounding techniques, directly into the classrooms. By providing these options, educators
could encourage student agency and preference. This could enable students to adopt
practices that are more practical and influential for them, fostering autonomy and intrinsic

motivation.

For researchers, it could be beneficial to conduct longitudinal studies to determine if
the reduction in test anxiety and the increase in mindfulness levels persist as students
transition into high school and university. Future investigations should utilize larger, more
diverse samples across various cultural backgrounds to enhance the generalizability of

these findings. Additionally, comparative studies are needed to examine the efficacy of
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different intervention durations and specific mindfulness techniques to optimize program

designs for maximum student engagement.

For educators and teacher trainers, to ensure the effective delivery of these
interventions, it can be recommended that teacher training programs must evolve to include
mindfulness strategies as a core competency. Educators need to be equipped not just with
the theory but with the practical skills to facilitate these sessions authentically. Training
should emphasize how mindfulness serves as a protective mechanism, fostering the
internal resilience, emotional stability, and attention regulation necessary for students to

navigate academic stressors.

For curriculum designers, it is advised to move beyond conventional didactic
approaches by integrating creative teaching methods within a mindfulness framework. This
research demonstrates that mindfulness is effective even for younger learners, such as
sixth-grade students, suggesting that the core curriculum should be redesigned to include
these practices at an earlier developmental stage. By embedding these tools into the daily
academic flow, designers can provide students with lifelong tools for stress management

that extend far beyond the classroom.

For policy makers, the evidence provides a compelling case for systemic change
within primary and secondary education. Given the statistically significant reduction in test
anxiety, which may be a pervasive challenge that undermines both performance and well-
being, policy should support the institutionalization of mindfulness practices. Recognizing
mindfulness as a proactive measure rather than a reactive one allows for the creation of
educational environments that prioritize holistic student health alongside academic

achievement.
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Weeks Sessions Activities Objectives Main Themes
Week 1, 2 Introduction, Introduction To assign 71 participants to Introduction
and 3 Consent Consent forms the control groups and 71 to Consent forms
Forms, and the experimental groups.
Pre-Test Pre-Test . CTAS and
Sessions To introduce the study. MAAS-A
To handout consent forms.
To apply pre-tests that are
CTAS and MAAS-A.
Weeks Sessions Activities Objectives Main Themes
Week 4 Intervention Icebreaker To reduce stress and test Mindfulness,
Session 1 Definition  of anxiety, enhance test anxiety,
mindfulness concentration, self- self-
and test awareness, emotional awareness,
anxiety regulation, and well-being. emotional
Mindfulness To practice mindful breathing regulation
exercises: exercises before and during Stavin
S tests to eliminate test anxiety ying .
breathing . ) ; focused, being
exercises while IMProvViNG i1, the moment
hvsical ’ concentration.
gxgrcises To let them coordinate their
bod s’cans breath with body movements
guidyed ’ and lessen physical tension
meditation. via yoga and meditation.
and yoga To let the participants focus

on the present moment and
the smallest things while
raising awareness thanks to
mindful movement games
such as yoga
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Weeks Sessions Activities Objectives Main Themes
. Mindful By listening to sounds and Staying
Week 5 ISnter\(entlzon listening and asking them to concentrate focused, being
ession imagination on them, they can improve inthe moment
Guided concentration and enhance Mindful
imagery and listening skills that are pivotal listening,
visualization of for managing test anxiety. concentration,
test anxiety To relax, reduce stress, and eliminate
and a safe improve well-being with stress,
space singing and music-based increase well-
Imagination activities. being
;and dmwmg To create positive bonds with  Visualization,
est anxiety ; : i
testing and reduce anxiety by being calm,
Imagination asking them to visualize a managing test
and drawing safe space in which they take anxiety
safe space the test successfully and
rehearse success.
Weeks Sessions Activities Objectives Main Themes
Week 6 Intervention Mindfull To share some strategies to Emotiop
Session 3 storytelling and ease tes.t anxiety and regylatlon
tale-based increase mindfulness. ability
learning To cover the 5-4-3-2-1
(How to Tame grounding technique to The 374-3-2-1
My Anxiety increase awareness and ?rort:n. 'ng
Monster story) decrease test anxiety. echnique
The 5-4-3-2-1 To analyze stories for
grounding underlying themes such as
technique managing test anxiety

through discussions about
how the characters used
mindfulness to overcome
challenges.

To let them acknowledge
mindfulness concepts with
engaging narratives, develop
coping strategies, and
strengthen their application in
real-life exam situations.
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Weeks Sessions Activities Objectives Main Themes
. Mindful To transform negative .
Week 7 ISnter\{ent|40n storytelling and affirmations  to positive Tran?_formmg
ession tale-based affirmations. n?f_ga ve
learning (The To let the students stay calm a |r_rtr_1at|ons to
Tale of the andlessen anxiety. p?f.s' |vet_
Thought- To analyze stories for E |rrrt1_a lons
Changing underlying themes such as mo||c:_n
Glasses) managing anxiety and regll_J ation
becoming motivated through ability
Mindful Writing discussions about how the
about Positive characters used mindfulness
Affirmations to overcome challenges.
Transforming T |et them acknowledge
negative mindfulness concepts with
thoughts  to  gngaging narratives, develop
positive coping  strategies, and
affirmations strengthen their application in
Preparing real-life exam situations.
sunglasses
and writing
positive
affirmations
Weeks Sessions Activities Objectives Main Themes
. Mindful To analyze stories for Enhancing
Week 8 ISnter\(entlson storytelling underlying themes such as coping
ession Fight flight manag_ing gnxiety and strategies
freez,e ’ bgcommg motivated through Managing test
technique and discussions about how the anxiety
characters used mindfulness
role-play

to overcome challenges.

To let them acknowledge
mindfulness concepts with
engaging narratives, develop
coping strategies, and
strengthen their application in
real-life exam situations.

Tol let them learn how to
handle their test anxiety by
learning the fight, flight, and
freeze technique.
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Weeks Sessions Activities Objectives Main Themes
. Imagination By listening to sounds and Staying
Week 9 Isnéiggrr:téon Mindful asking them to concentrate focused, being
listening on them, they can improve inthe moment
Guided concentration and enhance Mindful
imagery and listening skills that are pivotal listening,
visualization of for managing test anxiety. concentration,
test anxiety To relax, reduce stress, and eliminate
Imagination improve  well-being  with stress,
and drawing singing and music-based increase well-
test anxiety activities. being
To create an opportunity for Visualization,
them to realize what their test being calm,
anxieties are. managing test
anxiety
Weeks Sessions Activities Objectives Main Themes
. Mindful By listening to sounds and Staying
Week 10 ISnter\(enn?on listening asking them to concentrate focused, being
ession Discussion on them, they can improve inthe moment
Guided concentration and enhance Mindful
imagery and listening skills that are pivotal listening,
visualization of for managing test anxiety. concentration,
their favorite To relax, reduce stress, and eliminate
method improve  well-being  with stress,
Imagination music-based ggtivities. . inqrease well-
and  drawing To greate positive boncjs with  being
favorite test.mg and reduge an_X|ety b_y Visualization
mindfulness askm.g them to \/_lsuallnze their being cal}n
technique and favorite method in which they managing tes’;
activity take the test successfully and anxiety
rehearse success.
Weeks Sessions Activities Objectives Main Themes
Week 11 Intervention R(_acap and To_ involve m_indfulness _ in  Not . focusing
Session 8 mindful test their study routines by taking on mistakes

preparation
Feedback
Session about
talking about
their  favorite
strategy to
manage test
anxiety and
mindfulness
technique

a short mindfulness break at
the beginning, middle, and
end of the exam.

To eliminate the fear of
making mistakes and other
negative emotions

To reinforce concentration
while reducing test anxiety.
To reflect on the mindfulness
practices and creative
teaching methods and
compare their test anxiety
level before the intervention
to the end of it.

Reflecting on
experience
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Weeks Sessions Activities Objectives Main Themes
Week 12 Feedback and Summary To apply the CTAS and Feedback
Post-Test MAAS-A to the 71
Session Feedback participants in the control E/IKO\\SS-A and
Post-Test groups and 71 in the

experimental groups.
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Research Questions

Data Collection Instruments

To what extent does an
intervention integrating
mindfulness  practices
and creative teaching
methods impact test
anxiety and mindfulness
levels of the middle
school students who
learn English as a
foreign language?

To what extent does an
intervention integrating
mindfulness  practices
and creative teaching
methods impact test
anxiety and mindfulness
levels of the middle
school students who
learn English as a
foreign language?

To what extent does an
intervention integrating
mindfulness  practices
and creative teaching
methods impact test
anxiety and mindfulness
levels of the middle
school students who
learn English as a
foreign language?

Cognitive Test Anxiety Scale (CTAS)

Mindful Attention Awareness Scale-A (MAAS-A)

Reflective Journals




APPENDIX-D: Cognitive Test Anxiety Scale (CTAS)

Cognitive Test Anxiety Scale (CTAS) (Biligsel Sinav Kaygisi Olgegi)
Please complete the following items using the four-point scale below.

(Lutfen asagidaki maddeleri asagidaki dort puanlik dlgedi kullanarak doldurunuz.)

1 2 3 4

Not at all typical of Somewhat typical of Quite typical of me Very typical
me me (Bana oldukg¢a uygun) me

(Bana hi¢ uygun degil)  (Bana biraz uygun) (Bana cok uygun)

1. | lose sleep over worrying about examinations. 1
(Sinav kaygisi yiiziinden uykularim kagar.)

2.  While taking an important examination, | find myself wondering whether the other 1
students are doing better than | am.

(Onemli bir sinava girerken, kendimi diger égrencilerin benden daha iyi performans
gosterip géstermedigini merak ederken bulurum.)

3. I have less difficulty than the average student in getting test instructions straight.* 1
(Sinav talimatlarini dogru anlama konusunda, ortalama bir 6grenciden daha az zorluk
cekerim.)

4. | tend to freeze up on things like intelligence tests and final exams. 1
(Zeka testleri ve dénem sonu sinaviari gibi konularda, donup kalma egilimindeyim.)

5. | am less nervous about tests than the average student.* 1
(Sinavlar konusunda, ortalama bir 6grenciye gére daha az gerginim.)

6. During tests, | find myself thinking of the consequences of failing. 1
(Sinavlar sirasinda, kendimi bagarisiz olmanin sonuclarini diigiiniirken buluyorum.)

7. At the beginning of a test, | am so nervous that | often can’t think straight. 1
(Bir sinavin baslangicinda, o kadar gergin olurum ki ¢cogu zaman dogru diizgiin
disiinemem.)

8.  The prospect of taking a test in one of my courses would not cause me to worry.* 1
(Derslerimden birinde sinava girme ihtimali beni endiselendirmez.)

9. I am more calm in test situations than the average student.* 1
(Sinav durumlarinda, ortalama bir 6grenciden daha sakinim.)

10. | have less difficulty than the average student in learning assigned chapters in 1
textbooks.*

(Kitapta verilen béliimleri 6grenmede, ortalama bir 6grenciden daha az zorluk ¢gekerim.)

11. My mind goes black when | am pressured for an answer on a test. 1
(Bir sinavda, cevap vermem igin baski yapildiginda, zihnim bogalir.)

12. During tests, the thought frequently occurs to me that | may not be too bright. 1
(Sinavlar sirasinda, sik sik aklima pek zeki olmayabilecegim diislincesi gelir.)

13. 1do well in speed tests in which there are time limits.* 1
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(Zaman sinirlarinin oldugu hiz testlerinde bagariliyimdir.)

14.

During a course examination, | get so nervous that | forget facts I really know.
(Bir dersin sinavi esnasinda, o kadar heyecanlanirim ki gergekten bildigim seyleri
unuturum.)

15.

After taking a test, | feel | could have done better than | actually did.
(Bir sinava girdikten sonra, aslinda yaptigimdan daha iyisini yapabilecegimi hissederim.)

16.

| worry more about doing well on tests than | should.
(Sinavilarda iyi performans gdésterme konusunda, yapmam gerekenden daha fazla
endigelenirim.)

17.

Before taking a test, | feel confident and relaxed.*
(Sinava girmeden 6nce, kendimi 6zgiivenli ve rahat hissederim.)

18.

While taking a test, | feel confident and relaxed.*
(Sinava girerken, kendimi 6zgtivenli ve rahat hissederim.)

19.

During the tests, | have the feeling that | am not doing well.
(Sinavlar esnasinda, iyi performans géstermedigim hissine kapilirim.)

20.

When | take a test that is difficult, | feel defeated before | even start.
(Zor bir sinava girdigimde, daha baslamadan kendimi maglup hissederim.)

21.

Finding unexpected questions on a test causes me to feel challenged rather than
panicky.*

(Bir sinavda beklenmedik sorularla karsilagsmak, kendimi panik hali yerine zorlanmis
hissetmeme neden olur.)

22,

| am a poor test taker in the sense that my performance on a test does not show
how much I really know about a topic.

(Bir sinavda gésterdigim performans, o konu hakkinda ne kadar bilgi sahibi oldugumu
goéstermiyor; bu anlamda sinav performansi zayif biriyim.)

23.

| am not good at taking tests.
(Sinaviara girmekte iyi degilimdir.)

24,

When | first get my copy of a test, it takes me a while to calm down to the point
where | can begin to think straight.
(Sinav kagidimi ilk elime aldigimda, diizgiin diisiinmeye baslayabilecek noktaya gelene
kadar sakinlesmem biraz zaman alir.)

25.

| feel under a lot of pressure to get good grades on tests.
(Sinavlarda iyi not almak igin ¢ok fazla baski altinda hissederim.)

26.

| do not perform well on tests.
(Sinavlarda iyi performans gbstermem.)

27.

When | take a test, my nervousness causes me to make careless errors.
(Sinava girdigimde, gerginligim, dikkatsizce hatalar yapmama neden olur.)

Item was recorded to produce consistency in scale so that high values always reflect
high-cognitive test.
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APPENDIX-E: Mindful Attention Awareness Scale-A (MAAS-A)

Mindful Attention Awareness Scale-A (MAAS-A) (Bilingli Farkindalik Olgegi)

Please complete the following items using the six-point scale below.

(Lutfen asagidaki maddeleri asagidaki alti puanlik dl¢edi kullanarak doldurunuz.)

1 2 3 4 5 6

Almost Very Somewhat Somewhat Very Almost
always frequently frequently infrequently infrequently never
(Neredeyse (Cok sik) (Biraz sik) (Biraz nadir) (Cok nadir) (Neredeyse
her zaman) hig)

I could be experiencing some emotion and not be conscious of it until
some time later.

(Bir duygu yasiyor olabiliim ve bunun farkina ancak bir sire sonra
varabilirim.)

| break or spill things because of carelessness, not paying attention, or
thinking of something else.

(Dikkatsizlikten, dikkat etmemekten ya da baska bir sey dislinmekten
dolayi, esyalari kirtyorum ya da dékiyorum.)

| find it difficult to stay focused on what is happening in the present.

(Su anda olup bitenlere odaklanmayi zor buluyorum.)

I tend to walk quickly to get where I'm going without paying attention to
what | experience along the way.

(Yol boyunca yasadiklarima dikkat etmeden, gidecedgim yere ulasmak icin
hizli yirtiime egilimindeyim.)

I tend not to notice feelings of physical tension or discomfort until they
really grab my attention.

(Fiziksel gerginlik veya rahatsizlik hislerini, gercekten dikkatimi g¢ekene
kadar fark etme egiliminde degilim.)

| forget a person's name almost as soon as | have been told it for the first
time.

(Bir kisinin adini, ilk kez séylendigi anda neredeyse hemen unuturum.)

It seems | am “running on automatic,” without much awareness of what
| am doing.

(Ne yaptigimin pek farkinda olmadan, "otomatik olarak" ¢alisiyyormusum gibi
goriiniiyor.)

I rush through activities without being really attentive to them.

3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4
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(Etkinlikleri, onlara pek dikkat etmeden, aceleyle yapiyorum.)

I get so focused on the goal | want to achieve that | lose touch with what
| am doing right now to get there.

(Ulasmak istedigim hedefe o kadar odaklaniyorum ki o hedefe ulasmak igin
su anda yapmakta oldugum seyle baglantimi kaybediyorum.)

10.

| do jobs or tasks automatically, without being aware of what | am doing.

(Isleri veya gérevieri, ne yaptigimin farkinda olmadan, otomatik olarak
yapiyorum.)

1.

| find myself listening to someone with 1 ear, doing something else at
the same time.

(Kendimi, bir kulagimla birini dinlerken, ayni anda baska bir sey yaparken
buluyorum.)

12,

| find myself preoccupied with the future or the past.

(Kendimi, gelecek ya da ge¢misle mesgqul buluyorum.)

13.

| find myself doing things without paying attention.

(Kendimi, dikkat etmeden bir seyler yaparken buluyorum.)

14.

I snack without being aware that | am eating.

(Yedigimin farkinda olmadan atigtiriyorum.)




APPENDIX-F: Reflective Journal Template — Session 1

Reflective Journal (Session 1)

Name:

1)How do you feel BEFORE the activities? Circle one:

DN ‘ >
5. ©_ @
" Stressed Neutral Calm

2)How do you feel AFTER the activities? Circle one:

Date:

‘ AA )
Happy

i " < &
= Stressed Neutral Calm Happy
Which activity did you LIKE and DISLIKE? Circle one:
A =}
3)the name game: “"E Like / ] Dislike
A 4
4)breathing exercise: "*E Like / ' Dislike
5)physical exercise: "*E Like / ' Dislike

6)Did you feel RELAXED? Circle one:

<u‘> o
Yes / = No

7)Did you feel STRESSED? Circle one:

¢ 7~
‘Aﬁ} L)
Yes / =7 No

8)What did you LEARN today? Write the answer.

Today. I learned

1 like / dislike

1 feel

I can use these activities in

1 can / cannot manage test anxiety by using the activity because
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APPENDIX-G: Reflective Journal Template — Session 2

Reflective Journal (Session 2)

Name: Date:

1)How do you feel BEFORE the activities? Circle one:

5 s & Q‘ 3
" Stressed Neutral Calm Happy

2)How do you feel AFTER the activities? Circle one:

8. € ®. ©
" Stressed Neutral Calm Happy

Which activity did you LIKE and DISLIKE? Circle one:

L B
3) listening to music: .-.5 Like / © Dislike
) v‘g
4) imagination and drawing your test anxiety: *E Like / ' Dislike
5) imagination and drawing your safe space: -E Like / " Dislike

6)Did you feel RELAXED? Circle one:

". .\) e
Yes / =" No

7)Did you feel STRESSED? Circle one:

- N
‘AA> L)
Yes / =7 No

8)What did you LEARN today? Write the answer.

Today. I learned

My test anxiety is

My safe space is

I feel
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APPENDIX-H: Reflective Journal Template — Session 3

Reflective Journal (Session 3)

Name: Date:

1)How do you feel BEFORE the activities? Circle one:

.. e ‘ AA )
Stressed Neutral Calm Happy

2)How do you feel AFTER the activities? Circle one:

i e < )
=" Stressed Neutral Calm Happy

-~ -
L)
-

Which activity did you LIKE and DISLIKE? Circle one:

i,

¥
3) the storytelling and the video: "‘E Like / ' Dislike

) ]
4) drawing and writing the 5-4-3-2-1 grounding technique: '*E Like / ' Dislike

5)Did you feel RELAXED? Circle one:

@ .) )
Yes / =7 No

6)Did you feel STRESSED? Circle one:

o\

~
L)

<;A>
Yes / = No

7)What did you LEARN today? Write the answer.

Today. I learned

The video and story are

5 things I see are

4 things I touch are

3 things I hear are

2 things I smell are

1 thing [ taste is
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APPENDIX-I: Reflective Journal Template —

Reflective Journal (Session 4)

Name:

1)How do you feel BEFORE the activities? Circle one:

e s @"
" Stressed Neutral Calm
2)How do you feel AFTER the activities? Circle one:
35 i <2
" Stressed Neutral Calm

Session 4

Date:

‘ AR )
Happy

AA
e Happy

‘Which activity did you LIKE and DISLIKE? Circle one:
{

3) the storytelling and the video: ‘“E Like /

4) designing glasses and writing positive things: "E Like /

*
' Dislike

1

' Dislike

5)Did you feel RELAXED? Circle one:

=S
‘AA) L)
Yes / = No

6)Did you feel STRESSED? Circle one:

-
‘AA> [N )
Yes / =7 No

7)What did you LEARN today? Write the answer.

Today. I learned

The video and story are

My negative thought is

My positive thought is
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APPENDIX-J: Reflective Journal Template — Session 5

Reflective Journal (Session 5)

Name: Date:

1)How do you feel BEFORE the activities? Circle one:

8. €. ©O. ©
" Stressed Neutral Calm Happy

2)How do you feel AFTER the activities? Circle one:

is .o & An
" Stressed Neutral Calm

Happy
Which activity did you LIKE and DISLIKE? Circle one:
‘. .
3) the storytelling and fight, flight, freeze technique = Like / ! Dislike
L e -}
4) the drama and role-play: “E Like / ' Dislike

5)Did you feel RELAXED? Circle one:

(A A ) 1 0\
Yes / =¥ No

6)Did you feel STRESSED? Circle one:

AN
AR [N )
gYes / = No

7)What did you LEARN today? Write the answer.

Today. I learned

My fight reaction is

My flight reaction is

My freeze reaction is
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APPENDIX-K: Reflective Journal Template — Session 6

Reflective Journal (Session 6)

Name: Date:

1)How do you feel BEFORE the activities? Circle one:

B = @. ©
" Stressed Neutral Calm Happy

2)How do you feel AFTER the activities? Circle one:

2 = & &
= Stressed Neutral Calm Happy

Which activity did you LIKE and DISLIKE? Circle one:

By -

3) listening to music (mindful listening): "‘ELike / ] Dislike

'-g

4
4) imagination and drawing your test anxiety: "*E Like / | Dislike

6)Did you feel RELAXED? Circle one:

<
L)

AVA\
% Yes / =" No

7)Did you feel STRESSED? Circle one:

‘vn R“} J. v
Yes / = No

8)What did you LEARN today? Write the answer.

Today. I learned

My test anxiety is

When I am stressed. my favorite method to use is
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APPENDIX-L: Reflective Journal Template — Session 7

Reflective Journal (Session 7)

Name:

1)How do you feel BEFORE the activities? Circle one:

Date:

Y e @ ‘ A A )
" Stressed Neutral Calm Happy
2)How do you feel AFTER the activities? Circle one:
e . @ A A
" Stressed Neutral Calm Happy
Which activity did you LIKE and DISLIKE? Circle one:
1 B
3) listening to music (mindful listening) and discussion: ""E Like / ' Dislike
A B
4) imagination and drawing your favorite method: ™ Like/ | Dislike

6)Did you feel RELAXED? Circle one:

"; A) e
Yes / = No

7)Did you feel STRESSED? Circle one:

"M') )
Yes / = No

8)What did you LEARN today? Write the answer.

Today. I learned

My test anxiety is

When I am stressed. my favorite method to use is
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APPENDIX-M: Reflective Journal Template — Session 8

Reflective Journal (Session 8)

Name: Date:

1) How do you feel AFTER these activities? Circle one:

S
L4

L
= Stressed 7 Neutral

An
= Happy

2) Which activity did you LIKE “¥ the most?

[ Breathing exercises (Nefes alma egzersizleri) @ ﬂ
[ 5-4-3-2-1method (Goriilen 5, dokunulan 4, duyulan 3, koklanan 2, tadilan 1 ;ey)© 5 e ﬁ jul

[ Imagining my safe space (Giivenli alanim: hayal etmek) g O
[ Drawing: my test anxiety, safe space, and mindfulness method (Cizmek: sinav kaygim, giivenli alanim ve

bilingli farkindalitk yontemim) / ‘ @
[0 Writing positive things on glasses to motivate (Motive etmek icin gozliiklere olumlu seyler _vazmak)oo /

[ Fight, flight, freeze technique, and drama (Savas, kac, don teknigi ve drama)

[ Reading mindful stories and watching videos (Dikkatli hikayeler okumak ve video izlemek)

K . A n ®n
[ Listening to mindful music (Dikkatli miizik dinlemek)

[0 Talking about feelings and test anxicty (Duygularim ve sinav kaygim hakkinda konusmak)

[ Meditation, yoga, and muscle relaxation (Meditasyon, yoga ve kas gevsetme)

3) What did you LEARN in these sessions? Write the answer.

My test anxiety is

When I am stressed. my favorite method to use is

Because

I can / cannot use these methods in
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APPENDIX-N: Consent Form for Teachers and Administrators

OGRETMEN/YONETICi ONAM FORMU
Sayin Ogretmen/Yonetici;

Bu alanda arastirmacinin Kisisel Verilerin Korunmasi Kanunu’na uygun olarak
hareket edilecegine dair taahhutname ifadeleri yer alacaktir.

Aragtirma T.C. Milli Egitim Bakanhgrnin ve okul yonetiminin de izni ile gerceklesmektedir.
Arastirma uygulamasina katihm tamamiyla goéndllilik esasina dayall olmaktadir.
Calismaya katilip katilmamakta 6zgulrsiniz. Arastirma herhangi bir istenmeyen etki ya da
risk tagsimamaktadir. Katiiminiz tamamen sizin isteginize baglidir, reddedebilir ya da
herhangi bir asamasinda ayrilabilirsiniz. Arastirmaya katiim sadlanamamasi veya
arastirmadan ayrilma durumunda okul ile ilgili iligkileriniz etkilenmeyecektir. Calismada
sizden kimlik belirleyici hicbir bilgi istenmemektedir. Cevaplar tamamiyla gizli tutulacak ve
sadece aragtirmacilar tarafindan degerlendirilecektir. Uygulamalar, genel olarak Kigisel
rahatsizlik verecek sorular ve durumlar icermemektedir. Ancak, katilim sirasinda
sorulardan ya da herhangi baska bir nedenden kendinizi rahatsiz hissederseniz cevaplama
isini yarida birakip ¢ikmakta 6zgursiiniz. Bu durumda rahatsizligin giderilmesi igin gereken
yardim saglanacaktir. Calismaya katildiktan sonra istediginiz an vazgegebilirsiniz. Boyle bir
durumda veri toplama aracini uygulayan kisiye, c¢alismayl tamamlamayacaginizi
sOylemeniz yeterli olacaktir. Arastirmaya katilmamak ya da katildiktan sonra vazgegmek
size higbir sorumluluk getirmeyecektir. Arastirmaya onay vermeden dnce sormak istediginiz
herhangi bir konu varsa sormaktan ¢ekinmeyiniz.

Arastirmacinin Adi Soyadi Sevval Izgiit

Arastirmacinin lletisim

Bilgileri

Arastirmanin Adi EFL Ogrencilerinin Sinav Kaygisini Azaltmak igin
Farkindaliklar ve Yaraticiliklari Uzerine Bir Arastirma

Arastirmanin Amaci Bu arastirma, Konya Meram ilgesindeki bir ortaokulda

Yabanci Dil Olarak ingilizce (EFL) 6grencilerinin sinav
kaygisini azaltmaya yonelik potansiyel c¢dztumler
olarak farkindalik uygulamalari ve yaratici 6gretim
yontemlerinin, égrencilerin sinav kaygisi duzeylerine
etkisini arastirmayr amaclamaktadir. Ayrica bu
galisma, bu pedagojik yaklasimlar ile o6grencilerin
kayglr duzeyleri, performansi ve genel refahi
arasindaki  iliskiyi anlamak icin  farkindalk
uygulamalarinin ve vyaratici 6gretim ydntemlerinin
ortaokul dgrencilerinin yabanci dil derslerinde sinav
kaygisi Uzerinde etkili bir sekilde uygulanmasini
arastirmayl amaclamaktadir. Genel olarak calisma,
sinav kaygisini azaltmaya, ogrencilerin
farkindaliklarini  ve akademik performanslarini
geligtirmeye, sinavlara kargl olumlu tutumlari tegvik
etmeye ve stresi yonetmeye odaklanir. Bu nedenle
katihmcilar,  farkindallk ve  vyaratici  6gretim
uygulamalarindan faydalanabilir ve bu alandaki diger
ogretmenlere  ilham vermek ve farkindaligi
bltlnlestirerek sinav kaygisiyla micadelede alternatif
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bir yolun sinyalini vermek agisindan énemli olabilecek
verimliliklerini gosterebilirler.

Gorev yapmakta bulundugum Mehmet Begen Ortaokulu’'nda yapilacak olan arastirmaya
katilmayi kabul ediyorum. 03/04/2025

_C")gretmen Adi-Soyad: Yonetici Adi-Soyad!:
Imza: Imza:
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APPENDIX-O: Consent Form for Parents

VELi ONAM FORMU

Sayin Veli;

Bu alanda arastirmacinin Kisisel Verilerin Korunmasi Kanunu’na uygun olarak
hareket edilecegine dair taahhutname ifadeleri yer alacaktir.

Cocugunuzun katilacagi bu calisma, “EFL Ogrencilerinin Sinav Kaygisini Azaltmak igin
Farkindaliklari ve Yaraticiliklari Uzerine Bir Aragtirma” adiyla, 10.03.2025 — 05.05.2025
tarihleri arasinda yapilacak bir arastirma uygulamasidir.

Arastirmanin Hedefi: Bu arastirma, ingilizceyi yabanci dil olarak égrenenlerin sinav
kaygisini azaltmaya yoénelik potansiyel ¢ézimler olarak farkindalik uygulamalarinin ve
yaratici 6gretim yéntemlerinin entegrasyonunu kesfetmeyi konu almaktadir. Bu arastirma
dlgek doldurma, egitim ve gdzlem olmak tizere ic asamadan olusmaktadir. Olgek doldurma
asamasi on dakika slirecekken, egitim ve gézlem asamasinin her hafta bir kez olmak tzere
otuz dakika slirmesi planlanmaktadir. Katilimcilarin farkindalik dizeylerini 6élgmek adina
calismanin basinda ve sonunda Bilingli Farkindalik Olgegi (Mindful Attention Awareness
Scale-A MAAS-A) doldurmalari beklenirken, sinav kaygisi dizeylerini belilemek adina
Bilissel Sinav Kaygisi Olgegi (Cognitive Test Anxiety Scale CTAS) doldurmalari
beklenmektedir. Arastirmaya katilmayi onayladidinizda, élgekte yer alan her maddeye
cocugunuzun ictenlikle yanit vermesi gerekmektedir. Olgedi tamamlamak yaklasik on
dakika slrecektir. Verilen yanitlar dogrultusunda elde edilen bilgiler arastirmaci tarafindan
bilimsel amag ile kullanilacak olup UGg¢linci sahislar ile paylasiimayacaktir, veriler gizli
tutulacaktir. Arastirmanin ikinci kismi olan egitim ve Ug¢lnci kismi olan gdzlem
asamalarinda, veri toplama ve analiz etme sireclerinin guavenirligini artirmak adina
katilimcilar ses kaydina alinacaktir. Ancak elde edilen veriler arastirmaci tarafindan bilimsel
amag ile kullanilacak olup, Gglinci sahislar ile paylasiimayacak, veriler gizli tutulacaktir.

Arastirma Uygulamasi: Olgek / Egitim / Geri Dénlt seklindedir.

Arastirma T.C. Milli Egitim Bakanhgrnin ve okul yonetiminin de izni ile
gerceklesmektedir. Arastirma uygulamasina katiim tamamiyla goniilliilik esasina
dayali olmaktadir. Cocugunuz calismaya katiip katimamakta o6zgurdir. Arastirma
cocugunuz icin herhangi bir istenmeyen etki ya da risk tasimamaktadir. Cocugunuzun
katihmi tamamen sizin isteginize baglidir, reddedebilir ya da herhangi bir asamasinda
ayrilabilirsiniz. Arastirmaya katilm saglanamamasi veya arastirmadan ayrilma
durumunda 6grencilerin akademik basarilar, okul ve 6gretmenleriyle olan iligkileri
etkilenmeyecektir. Calismada ogrencilerden kimlik belirleyici higbir bilgi
istenmemektedir. Cevaplar tamamiyla gizli tutulacak ve sadece arastirmacilar
tarafindan degerlendirilecektir. Uygulamalar, kisisel rahatsizlik verecek sorular ve
durumlar igermemektedir. Ancak, katilim sirasinda sorulardan ya da herhangi baska bir
nedenden ¢ocugunuz kendisini rahatsiz hissederse cevaplama igini yarida birakip ¢ikmakta
O0zgurdur. Bu durumda rahatsizligin gideriimesi icin gereken yardim saglanacaktir.
Cocugunuz calismaya katildiktan sonra istedigi an vazgecebilir. BOyle bir durumda veri
toplama aracini uygulayan kisiye, calismaylr tamamlamayacagini sdylemesi yeterli
olacaktir. Arastirmaya katiimamak ya da katildiktan sonra vazgegmek ¢ocugunuza higbir
sorumluluk getirmeyecektir. Herhangi bir veli, cocugunun ses/géruntu kaydinin alinmasini
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onaylamadi§i takdirde kayit alinmayacaktir. Onay vermeden 6nce sormak istediginiz
herhangi bir konu varsa sormaktan ¢ekinmeyiniz. Aragtirma oncesi, esnasi ve sonrasinda
bilgi almak icin arastirmaci ve sorumlu arastirmaciyla iletisime gegebilirsiniz. Calisma
bittikten sonra arastirmaciya ve sorumlu arastirmaciya e-posta ile ulasarak soru sorabilir,
sonuglar hakkinda bilgi isteyebilirsiniz. Arastirmaya zaman ayirdiginiz igin sizlere

tesekkdrlerimi sunarim.

Arastirmacinin Adi Soyadi

Sevval izgit
Hacettepe Universitesi Egitim Bilimleri Enstitist Egitim Fakultesi
Ingiliz Dili Egitimi Anabilim Dali Yuksek Lisans Ogrencisi

Arastirmacinin lletigim Bilgileri

Sorumlu  Arastirmacinin  Adi
Soyadi

Prof. Dr. Ismail Hakki Mirici
Hacettepe Universitesi Egitim Fakultesi Yabanci Diller Egitimi BolUm
Bagkani Ingiliz Dili Egitimi Anabilim Dali Bagkani

Sorumlu Arastirmacinin lletigim
Bilgileri

Arastirmanin Adi

EFL Ogrencilerinin Sinav Kaygisini Azaltmak icin Farkindaliklari ve
Yaraticiliklari Uzerine Bir Arastirma

Arastirmanin Amaci

Bu arastirma, Konya Meram ilgesindeki bir ortaokulda Yabanci Dil
Olarak ingilizce (EFL) égrencilerinin sinav kaygisini azaltmaya
yonelik potansiyel ¢dziimler olarak farkindalik uygulamalar ve
yaratici 6gretim ydntemlerinin, 6grencilerin sinav kaygisi diizeylerine
etkisini arastirmayr amaglamaktadir. Ayrica bu calisma, bu
pedagojik yaklagimlar ile 6grencilerin kaygi dlizeyleri, performansi
ve genel refahi arasindaki iliskiyi anlamak igin farkindalk
uygulamalarinin  ve vyaratici 6gretim ydéntemlerinin  ortaokul
ogrencilerinin yabanci dil derslerinde sinav kaygisi tUzerinde etkili bir
sekilde uygulanmasini arastirmayi amaglamaktadir. Genel olarak
calisma, sinav kaygisini azaltmaya, 6grencilerin farkindaliklarini ve
akademik performanslarini gelistirmeye, sinavlara karsi olumlu
tutumlari tesvik etmeye ve stresi yonetmeye odaklanir. Bu nedenle
katihmcilar, farkindalik ve vyaratici 6gretim uygulamalarindan
faydalanabilir ve bu alandaki diger égretmenlere ilham vermek ve
farkindahgi batinlestirerek sinav kaygisiyla miicadelede alternatif
bir yolun sinyalini vermek agisindan énemli olabilecek verimliliklerini
gosterebilirler.

Velisi bulundugum ........... sinifi

............ numarall 6GrencCisi .....ccceeeeeeeveeeeeeviiiie e eeeeveveeennn AN

yukarida aciklanan arastirmaya katiimasina izin veriyorum. (Lutfen formu imzaladiktan
sonra ¢ocugunuzla okula geri génderiniz*). ....[.... ............

Yalnizca ses kaydi alinmasina izin veriyorum.
Goruntu kaydi alinmasina izin veriyorum.

D Ses ve goruntu kaydi alinmasina izin vermiyorum.

Velinin Adi-Soyad!:
Imza:
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APPENDIX-P: Consent Form for Participants

KATILIMCI ONAM FORMU
Sayin Katilimci;

Bu alanda arastirmacinin Kisisel Verilerin Korunmasi Kanunu’na uygun olarak
hareket edilecegine dair taahhiutname ifadeleri yer alacaktir.

Katilacaginiz bu galisma, “EFL Ogrencilerinin Sinav Kaygisini Azaltmak igin Farkindaliklari
ve Yaraticiliklari Uzerine Bir Arastirma” adiyla, 10.03.2025 — 05.05.2025 tarihleri arasinda
yapilacak bir aragtirma uygulamasidir.

Arastirmanin Hedefi: Bu arastirma, ingilizceyi yabanci dil olarak égrenenlerin sinav
kaygisini azaltmaya ydnelik potansiyel ¢ézimler olarak farkindalik uygulamalarinin ve
yaratici 6gretim ydntemlerinin entegrasyonunu kesfetmeyi konu almaktadir. Bu arastirma
dlgek doldurma, egitim ve gdzlem olmak tizere (ic asamadan olusmaktadir. Olgek doldurma
asamasi on dakika slirecekken, egitim ve gézlem asamasinin her hafta bir kez olmak tzere
otuz dakika slirmesi planlanmaktadir. Katilimcilarin farkindalik dizeylerini 6lgmek adina
calismanin basinda ve sonunda Bilingli Farkindalik Olgegi (Mindful Attention Awareness
Scale-A MAAS-A) doldurmalari beklenirken, sinav kaygisi duzeylerini belirlemek adina
Biligsel Sinav Kaygisi Olgedi (Cognitive Test Anxiety Scale CTAS) doldurmalari
beklenmektedir. Arastirmaya katilmayi onayladiginizda, 6lgekte yer alan her maddeye
cocugunuzun ictenlikle yanit vermesi gerekmektedir. Olgegdi tamamlamak yaklasik on
dakika slrecektir. Verilen yanitlar dogrultusunda elde edilen bilgiler arastirmaci tarafindan
bilimsel amag ile kullanilacak olup UGg¢linci sahislar ile paylasiimayacaktir, veriler gizli
tutulacaktir. Arastirmanin ikinci kismi olan egitim ve UGg¢lnci kismi olan gdézlem
asamalarinda, veri toplama ve analiz etme sireglerinin glvenirligini artirmak adina
katilimcilar ses kaydina alinacaktir. Ancak elde edilen veriler arastirmaci tarafindan bilimsel
amag ile kullanilacak olup, Gglincu sahislar ile paylasilmayacak, veriler gizli tutulacaktir.

Arastirma Uygulamasi: Olgek / Egitim / Geri Dénlt seklindedir.

Arastirma T.C. Milli Egitim Bakanhgrnin ve okul yonetiminin de izni ile
gerceklesmektedir. Arastirma uygulamasina katilm tamamiyla goniillilliik esasina
dayali olmaktadir. Cocugunuz calismaya katilip katiimamakta 6zgurdir. Arastirma
cocugunuz icin herhangi bir istenmeyen etki ya da risk tasimamaktadir. Cocugunuzun
katihmi tamamen sizin isteginize baglidir, reddedebilir ya da herhangi bir asamasinda
ayrilabilirsiniz. Arastirmaya katilm saglanamamasi veya arastirmadan ayrilma
durumunda o6grencilerin akademik basarilari, okul ve 6gretmenleriyle olan iligkileri
etkilenmeyecektir. Calismada ogrencilerden kimlik belirleyici higbir Dbilgi
istenmemektedir. Cevaplar tamamiyla gizli tutulacak ve sadece arastirmacilar
tarafindan degerlendirilecektir. Uygulamalar, kisisel rahatsizlik verecek sorular ve
durumlar igermemektedir. Ancak, katilim sirasinda sorulardan ya da herhangi baska bir
nedenden ¢ocugunuz kendisini rahatsiz hissederse cevaplama igini yarida birakip ¢ikmakta
Ozgurdur. Bu durumda rahatsizhdin giderilmesi i¢in gereken yardim saglanacaktir.
Gocugunuz galismaya katildiktan sonra istedigi an vazgecebilir. Boyle bir durumda veri
toplama aracini uygulayan kisiye, calismaylr tamamlamayacagini sodylemesi yeterli
olacaktir. Arastirmaya katilmamak ya da katildiktan sonra vazge¢mek gocugunuza higbir
sorumluluk getirmeyecektir. Herhangi bir veli, cocugunun ses/géruntu kaydinin alinmasini
onaylamadigi takdirde kayit alinmayacaktir. Onay vermeden 6nce sormak istediginiz
herhangi bir konu varsa sormaktan gekinmeyiniz. Arastirma 6ncesi, esnasi ve sonrasinda
bilgi almak igin arastirmaci ve sorumlu arastirmaciyla iletisime gecebilirsiniz. Calisma
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bittikten sonra arastirmaciya ve sorumlu arastirmaciya e-posta ile ulasarak soru sorabilir,
sonuglar hakkinda bilgi isteyebilirsiniz. Arastirmaya zaman ayirdiginiz i¢in sizlere

tesekkurlerimi sunarim.

Arastirmacinin Adi Soyadi

Sevval Izgit
Hacettepe Universitesi Egitim Bilimleri Enstitisu Egitim Fakiltesi
Ingiliz Dili Egitimi Anabilim Dali Yuksek Lisans Ogrencisi

Arastirmacinin lletigim Bilgileri

Sorumlu  Arastirmacinin  Adi
Soyadi

Prof. Dr. Ismail Hakki Mirici
Hacettepe Universitesi EGitim Fakultesi Yabanci Diller Egitimi Bolum
Bagkani Ingiliz Dili Egitimi Anabilim Dali Bagkani

Sorumlu Arastirmacinin lletigim
Bilgileri

Arastirmanin Adi

EFL Ogrencilerinin Sinav Kaygisini Azaltmak igin Farkindaliklari ve
Yaraticiliklari Uzerine Bir Arastirma

Arastirmanin Amaci

Bu arastirma, Konya Meram ilgesindeki bir ortaokulda Yabanci Dil
Olarak ingilizce (EFL) égrencilerinin sinav kaygisini azaltmaya
yonelik potansiyel ¢dzimler olarak farkindalik uygulamalar ve
yaratici 6gretim ydntemlerinin, 6grencilerin sinav kaygisi dizeylerine
etkisini arastirmayr amaclamaktadir. Ayrica bu c¢alisma, bu
pedagojik yaklasimlar ile 6drencilerin kaygi duzeyleri, performansi
ve genel refahi arasindaki iliskiyi anlamak igin farkindalk
uygulamalarinin ve vyaratici &gretim yontemlerinin  ortaokul
6grencilerinin yabanci dil derslerinde sinav kaygisi tUzerinde etkili bir
sekilde uygulanmasini arastirmayi amaglamaktadir. Genel olarak
calisma, sinav kaygisini azaltmaya, 6grencilerin farkindaliklarini ve
akademik performanslarini gelistirmeye, sinavlara karsi olumlu
tutumlari tesvik etmeye ve stresi yonetmeye odaklanir. Bu nedenle
katihmcilar, farkindalik ve vyaratici 6gretim uygulamalarindan
faydalanabilir ve bu alandaki diger égretmenlere ilham vermek ve
farkindahgi batinlestirerek sinav kaygisiyla micadelede alternatif
bir yolun sinyalini vermek acgisindan dnemli olabilecek verimliliklerini
gOsterebilirler.

Bulundugum ........... sinifi .......

..... numarali 6grenciolarak ..........cccccceeeevviviieviciccienenee2in

yukarida aciklanan arastirmaya katilmama izin veriyorum. ..../....[J............

Yalnizca ses kaydi alinmasina izin veriyorum.
Gorinti kaydi alinmasina izin veriyorum.

D Ses ve gorunti kaydi alinmasina izin vermiyorum.

Katiimcinin Adi-Soyad:
Imza:
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APPENDIX-Q: Participant Numbers per Session

Participant Numbers per Session

Sessions Participants Participants Participants Participants
of Experimental  of Experimental of Control of Control
Group 1 Group 2 Group 1 Group 2
Consent Forms 37 38 37 38
Pre-Tests 35 36 35 36
Intervention 35 36 - -
Session 1
Intervention 32 33 - -
Session 2
Intervention 30 32 - -
Session 3
Intervention 35 34 - -
Session 4
Intervention 31 32 - -
Session 5
Intervention 30 36 - -
Session 6
Intervention 33 31 - -
Session 7
Intervention 35 36 - -
Session 8

Post-Tests 35 36 35 36
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APPENDIX-R: Descriptive Statistics for Pre-Test and Post-Test Scores of Treatment

and Control Groups for Both Scales: Mean (standard deviation)

Descriptive Statistics for Pre-Test and Post-Test Scores of Treatment and Control Groups

for Both Scales: Mean (standard deviation)

MAAS-A CTAS

Pre-Test Post-Test Pre-Test Post-Test
Treatment 3.93 (0.84) 4.20 (0.79) 2.21 (0.49) 2.11 (0.45)
Control 3.51 (0.87) 3.52 (0.75) 2.49 (0.50) 2.45 (0.51)

Note: n =142, with 71 participants in the treatment group and 71 participants in the control

group
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APPENDIX-S: Results of the Paired Samples T-test Comparing Pre-Test and Post-

Test Scores of the Treatment and Control Groups

Results of the Paired Samples T-test Comparing Pre-Test and Post-Test Scores of the

Treatment and Control Groups

t p Cohen’s d
MAAS-A CTAS MAAS-A CTAS MAAS-A CTAS
Treatment -3.21 2.53 0.002**  0.014**  -0.382 -0.300
Control -0.17 1.04 0.865 0.302 -0.020 0.123

Note: ** indicates p < 0.05
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APPENDIX-T: Multivariate and Univariate Analysis of Covariance for Mindfulness

and Test Anxiety

Multivariate and Univariate Analysis of Covariance for Mindfulness and Test Anxiety

Level of Analysis Variable/Effect Wilks’ A F df p n2

Multivariate Group Type .853 11.78 (2,137) <.001* 147

Univariate MAAS-A 19.70 (1,138) <.001* 125
CTAS 5.37 (1,138) .022* .037

Note: ** indicates p < 0.05
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APPENDIX-U: Adjusted Post-Test Mindfulness Scores by Group

Adjusted Post-Test Mindfulness Scores by Group

Estimated Marginal Means

4,40

4,00

3,80

360

Estimated Marginal Means of Post-test Mindfullness

treatment control

Type of Group

Error bars: 95% CI



Estimated Marginal Means

APPENDIX-V: Adjusted Post-Test Test Anxiety Scores by Group

Adjusted Post-Test Test Anxiety Scores by Group

240

2,30

Estimated Marginal Means of Post-test Test Anxiety

142

treatment control

Type of Group

Error bars: 95% ClI



APPENDIX-W: Theme 1 — Sources of Test Anxiety

Theme 1.

Sources of Test Anxiety

143

Theme Sub-Themes Codes Frequency Representative
Reflective
Journal Prompts

Sources of Technical and Optical reader misreads, 20 out of 24 #P01, #P22
Test Procedural Fear of mis-marking participants
Anxiety Anxiety answer sheets,

Fear of mis-marking optical

form,

Running out of time,
Sources of Time-Induced Having little time left for 24 out of 24 #P04, #P06
Test Stress and Task difficult questions, participants
Anxiety Demands Running out of time,

Facing unfamiliar topics,

Facing hard questions.
Sources of Performance Getting a low score, 20 out of 24 #PO03, #P10
Test Evaluation Failing the test, participants
Anxiety Being stuck between two

choices.
Sources of External and Parents getting angry or 13 out of 24 #PO03, #P11,
Test Evaluative shouting, participants  #P23
Anxiety Pressures Comparison to siblings,

Performing worse than
peers,

Fearing failure,

Feeling “stupid.”
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APPENDIX-X: Theme 2 — Symptoms and Responses of Test Anxiety

Theme 2. Symptoms and Responses of Test Anxiety

Theme Sub-Themes Codes Frequency Representative
Reflective
Journal
Prompts
Symptoms  Physiological Rapid heartbeats, 7 out of 24 #PO07, #P11
and Stress Responses  Hand tremors, participants
Responses Sweating,
of Test Heavy breathing.
Anxiety
Symptoms  Behavioral Stress Fight, flight, and freeze 24 out of 24 #P01, #P04,
and Responses responses, participants  #P05, #P06,
Responses Tearing up exam papers, #P08, #P10,
of Test Throwing the pencil #P11, #P12,
Anxiety away, #P13, #P16,
Screaming at the pens, #P17, #P19,
Hitting the desks, #P20, #P22
Hand tremors,
Shouting,
Pretending to be sick to
avoid the test,
Going to the bathroom,
Staring blankly,
Staying silent,
Looking at the wall.
Symptoms  Cognitive  Stress Forgetting everything, 5 out of 24 #PO1, #P08,
and Responses Memory blockage, participants  #P12, #P15,
Responses Intrusive thoughts. #P18
of Test
Anxiety
Symptoms  Emotional/Affective Feeling anxious, 24 out of 24 #P08
and Stress Responses  Feeling stressed, participants
Responses Feeling “stupid.”
of Test

Anxiety
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APPENDIX-Y: Theme 3 — Coping Mechanisms and Mindfulness Strategies

Theme 3. Coping Mechanisms and Mindfulness Strategies

Theme Sub-Themes Codes Frequency Representative
Reflective
Journal
Prompts
Coping Physiological Breathing exercises, 24 out of 24 #PO1, #P04,
Mechanisms Regulation Physical exercises, participants  #P07, #P10,
and Body scans, #P15, #P18
Mindfulness Yoga,
Strategies Muscle-relaxation
activities.
Coping Cognitive Writing positive 24 out of 24 #P12, #P16
Mechanisms Restructuring and affirmations such as “I participants
and Self-Talk cando it,”
Mindfulness Transforming negative
Strategies thoughts into positive
ones.
Replacing “what if |
fail,” with “if | work hard,
| can doiit.”
Coping Grounding and The 5-4-3-2-1 24 out of 24 #P06
Mechanisms Sensory Awareness grounding technique. participants
and Noticing sensory
Mindfulness details, such as a
Strategies pencil, an exam sheet,
whispers, and the
paper’'s scent, to calm
down.
Coping Visualization/Guided Imagining a safe space. 24 out of 24 #P01, #P02,
Mechanisms Imagery participants  #P08, #P10,
and #P11, #P12,
Mindfulness #P14, #P16,
Strategies #P23
Coping Task-Oriented Studying more, 19 out of 24 #POS8, #P12,
Mechanisms Actions Reading fast, participants  #P19
and Checking the answer
Mindfulness sheets and optical

Strategies

forms.




APPENDIX-Z: Theme 4 — Emotional Regulation

Theme 4. Emotional Regulation
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Theme Sub-Themes Codes Frequency Representative
Reflective
Journal
Prompts

Emotional Relaxation Feeling relaxed, 23 out of 24 #PO01, #P02,

Regulation Calming down. participants  #P07, #P10,
#P12, #P17

Emotional Body Awareness The calming effect of 10 out of 24 #P13, #P16

Regulation yoga, body scan, and participants

meditation

Emotional Visualization/Guided Imagining a safe space. 24 out of 24 #P08, #P12,

Regulation  Imagery participants  #P14

Emotional Present-Moment Grounding with senses 24 out of 24 #P13, #P16

Regulation  Focus (the 5-4-3-2-1 grounding participants

technique).
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Theme 5. Intervention Outcomes
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Theme Sub-Themes Codes Frequency Representative
Reflective
Journal
Prompts
Intervention Emotional Shift Feeling calm, happy, or 23 out of 24 #PQ9, #P14
Outcomes neutral. participants
Intervention Behavioral Identifying the fight, flight, 24 out of #P07,#P15
Outcomes  Awareness and freeze reactions, 24participants
Realizing what their test
anxiety is,
Realizing where their safe
space is.
Intervention Student Agency Identifying favorite 23 out of 24 All of the
Outcomes  and Preference methods. participants participants
Intervention  Transferability Using methods during 20 out of 24 #P06, #P0O7,
Outcomes  and Practical tests, while studying, or in participants #P09, #P17

Application

real life.
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APPENDIX-AB: Participant Gender Distribution by Group

Participant Gender Distribution by Group

Group Male Female Total
Treatment Group 1 20 16 36
Treatment Group 2 21 14 35
Control Group 1 21 15 36
Control Group 2 20 15 35
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APPENDIX-AC: Egitim Bilimleri Enstitiisii Aragtirma Etik Kurulu Onay Bildirimi

Tarih: 24/10/2024 04:09

Sayr: E-51944218-050-

00003839466
0UVV3B39466

T.C.
("7 HACETTEPE UNIVERSITESI REKTORLUGU ‘v\. o

Egitim Bilimleri Enstitiisii Aragtirma Etik Kurulu

TURRIVE CoMoaumirri T NN YETUNCY YR

Sayi . E-51944218-050-00003839466 24/10/2024
Konu : Etik Kurul (Sevval iZGUT ve ismail Hakki MiRIiCI)

YABANCI DiLLER EGiTiMi ANABILiM DALI BASKANLIGINA

flgi  :04.10.2024 tarihli ve E-48490341-300-00003804735 sayili yazi.

Ana Bilim Daliniz ingiliz Dili Egitimi Yiiksek Lisans Programi ogrencilerinden Sevval IZGUT’iin,
Prof. Dr. ismail Hakki MiRiCi damismanhiginda yiiriittiigii “EFL Ogrencilerinin Siav Kaygisim Azaltmak
l¢in Farkindaliklart ve Yaraticiliklart Uzerine Bir Arastirma” bashkli tez galismasi Hacettepe Universitesi
Egitim Bilimleri Enstitiisi Arasgtirma Etik Kurulunun 16.10.2024 tarihinde yapmis oldugu toplantida
incelenmis olup, etik agidan uygun bulunmustur.

Bilgilerinizi ve ilgiliye tebligini rica ederim.

Prof. Dr. Ismail Hakki1 MIRICI
Kurul Bagkani

Bu belge giivenli elektronik imza ile imzalanmgtir
Belge Dogrulama Kodu: C7TF4A6F7-1F77-4F76-B88F-EOAA194EAABS Belge Dogrulama Adresi: https://www.turkiye.gov.tr/hu-ebys
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Beytepe-ANKARA ETIK KURUL UYESI)
E-posta: Elektronik Ag: www.hacettepe.edu.tr Kurul Uyesi
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APPENDIX-AD: Declaration of Ethical Conduct
| hereby declare that...

e | have prepared this thesis in accordance with the thesis writing guidelines of the

Graduate School of Educational Sciences of Hacettepe University;

e all information and documents in the thesis/dissertation have been obtained in

accordance with academic regulations;

e all audio visual and written information and results have been presented in

compliance with scientific and ethical standards;

e in case of using other people’s work, related studies have been cited in accordance

with scientific and ethical standards;

o all cited studies have been fully and decently referenced and included in the list of

References;
¢ | did not do any distortion and/or manipulation on the data set,

¢ and NO part of this work was presented as a part of any other thesis study at this or

any other university.

(04) /(03)/(2026)

(Signature)

Sevval izgiit
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APPENDIX-AE: Thesis Originality Report

04/03/2026
HACETTEPE UNIVERSITY
Graduate School of Educational Sciences
To The Department of Foreign Language Education

Thesis Title: An Investigation of Mindfulness and Creative Teaching Methods to Reduce EFL Learners’ Test
Anxiety

The whole thesis that includes the title page, introduction, main chapters, conclusions and bibliography section
is checked by using Turnitin plagiarism detection software take into the consideration requested filtering
options. According to the originality report obtained data are as below.

Time Submitted Page Character | Date of Thesis Similarity
Count Count Defense Index

04/03/2026 152 40831 02/03/2026 16% 2874807994

Submission ID

Filtering options applied:

1. Bibliography excluded

2.  Quotes included

3. Match size up to 5 words excluded
| declare that | have carefully read Hacettepe University Graduate School of Educational Sciences Guidelines
for Obtaining and Using Thesis Originality Reports; that according to the maximum similarity index values
specified in the Guidelines, my thesis does not include any form of plagiarism; that in any future detection of
possible infringement of the regulations | accept all legal responsibility; and that all the information | have
provided is correct to the best of my knowledge.

| respectfully submit this for approval.

Name Lastname: Sevval Izgiit

Student No.: N23137380 Signature

Department: Department of Foreign Language Education

Program: Program of English Language Teaching

Status: [X] Masters 1 Ph.D. [] Integrated Ph.D.

ADVISOR APPROVAL

APPROVED
(Title, Name Lastname, Signature)
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APPENDIX-AF: Yayimlama ve Fikri Mulkiyet Haklari Beyani

Enstitl tarafindan onaylanan lisanssti tezimin/raporumun tamamini veya herhangi bir kismini, basili (kagit) ve
elektronik formatta argivieme ve asagida verilen kosullarla kullanima agma iznini Hacettepe Universitesine verdigimi
bildiriim. Bu izinle Universiteye verilen kullanim haklari disindaki tiim fikri miilkiyet haklarim bende kalacak, tezimin
tamaminin ya da bir b6limUnln gelecekteki calismalarda (makale, kitap, lisans ve patent vb.) kullanim haklan bana ait
olacaktir.

Tezin kendi orijinal ¢alisgmam oldugunu, baskalarinin haklarini ihlal etmedigimi ve tezimin tek yetkili sahibi
oldugumu beyan ve taahhit ederim. Tezimde yer alan telif hakki bulunan ve sahiplerinden yazil izin alinarak kullaniimasi
zorunlu metinlerin yazili izin alinarak kullandigimi ve istenildiginde suretlerini Universiteye teslim etmeyi taahhiit ederim.

Yiksekogretim Kurulu tarafindan yayinlanan "Lisansiistii Tezlerin Elektronik Ortamda Toplanmasi,
Diizenlenmesi ve Erisime Agilmasinailigkin Yénerge" kapsaminda tezim asagida belirtilen kogullar haricince YOK Ulusal

Tez Merkezi / H.U. Kitiiphaneleri Agik Erisim Sisteminde erisime agilir.

O Enstiti/Fakulteydnetim kurulu karari iletezimin erisime acilmasi mezuniyet tarihinden itibaren 2 yil

ertelenmistir. (")

O Enstiti/Fakilte yodnetim kurulunun gerekgeli karari ile tezimin erisime agilmasi mezuniyet

tarihimden itibaren ... ay ertelenmigtir.®

0 Tezimle ilgiligizlilik karari verilmistir.©
04 /03 /2026

(imza)

Sewval iZGUT

"Lisanststii Tezlerin Elektronik Ortamda Toplanmasi, Diizenlenmesi ve Erisime Agilmasina lliskin Yénerge"

(7) Madde 6. 1. Lisansstii tezle ilgili patent bagvurusu yapilmasi veya patent alma sirecinin devam etmesi durumunda, tez danismaninin
Snerisi ve enstiti anabilim dalinin uygun gériisii Uzerine enstitii veya fakiilte yénetim kurulu iki yil siireile tezin erisime agilmasinin
ertelenmesine kararverebilir.

(2) Madde 6. 2. Yeni teknik, materyal ve metotlarin kullanildigi, henliz makaleye déniismemis veya patent gibi yéntemlerle korunmamis ve
internetten paylasilmasi durumunda 3.sahislara veyakurumlara haksiz kazang, imkaniolusturabilecek bilgi ve bulgulari iceren tezler hakkinda
tez danismanin Gnerisi ve enstitii anabilim dalinin uygun gérisi lzerine enstitii veya fakilte yénetim kurulunun gerekgeli karari ile alt
ayl asmamak lizere tezin erisime agilmasi engellenebilir.

(3) Madde 7. 1. Ulusal ¢ikarlari veya glivenligi ilgilendiren, emniyet, istihbarat, savunma ve glivenlik, saglik vb. konulara iliskin lisansiisti tezlerle
ilgili gizlilik karari, tezin yapildigi kurum tarafindan verilir*. Kurum ve kuruluslarla yapilan isbirligi protokolii ¢cergevesinde hazirlanan lisansustii
tezlere iliskin gizlilik karariise, ilgili kurum ve kurulusun énerisi ile enstitii veya fakiiltenin uygun gériisii Uzerine iiniversite yonetim kurulu
tarafindan verilir. Gizlilik karari verilen tezler Yiiksekégretim Kuruluna bildirilir.

Madde 7.2. Gizlilik karari verilen tezler gizlilik siiresince enstitii veya fakiilte tarafindan gizlilik kurallari cergcevesinde muhafaza edilir,
gizlilik kararinin kaldirimasi halinde Tez Otomasyon Sistemine yiiklenir
*Tez danismaninin O6nerisi ve enstitii anabilim dalinin uygun gérisl (zerine enstitii veya fakilte y6netim kurulu tarafindan karar

verilir.
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