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Abstract  Keywords 

Many studies in the current literature have explored various 

aspects of writing skill, including factors influencing the writing 

process, writing skill development, motivation to write, and 

effective writing methods. This study aims to explore the factors 

that contribute to writing skill proficiency. Based on the literature 

review, the factors investigated in this study encompassed writing 

attitude, writing self-efficacy, and metacognitive awareness of 

writing strategies. This study adopted a correlational approach to 

determine the role played by attitude, self-efficacy, and 

metacognitive strategy awareness in writing skills. The study 

group of the research comprises 265 7th grade students from 

Atatürk Secondary School, Mehmet Emin Yurdakul Secondary 

School, and Nasreddin Hoca Secondary School in the Yenimahalle 

district of Ankara province. Data collection involved the use of the 

Attitude Towards Writing Scale, Writing Self-Efficacy Scale, 

Metacognitive Writing Strategies Awareness Scale, and narrative 

texts composed by students. Student texts were evaluated using a 

Writing Skill Rubric. Data analysis was performed using Microsoft 

Excel, and the statistical software SPSS 26.0. The Pearson Product-

Moment Correlation Coefficient (PPMCC) was employed to assess 

the relationships between study variables, while simple, and 

multiple linear regression analysis were used to determine the 

predictive impact of independent variables on the dependent 

variable. The findings of this study indicate a positive correlation 

between attitude, self-efficacy, metacognitive writing strategy 

awareness, and students’ writing skills. Additionally self-efficacy, 

and attitude were found to be predictors of students’ writing skills, 

whereas metacognitive writing strategy awareness did not 

demonstrate a significant predictive effect.  Based on the study 

outcomes, several recommendations have been proposed for 

researchers. 
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Introduction 

The Importance of Writing Skill 

Writing is a significiant skill that empowers students to articulate their emotion, idea, and 

aspirations on any topic with well-planned and effective use of language, adhering to the conventions 

of their chosen genre. It is an essential and complementary component of language development. 

Learning to write is not only an addit skill to language development; it constitutes an integral and 

transformative part of such growth (Berman, 2004). Writing, a social skill, serves as a means for 

individuals to communicate. This skill is acquired and practiced within social contexts, enabling 

individuals to establish connections, alter the writer’s social identity, and construct shared 

understandings (Bazerman, 2016). Consequently, it is imperative to improve this skill to fully participate 

in contemporary societal interactions and carve out one’s place. Enhancing writing abilities ranks 

among the paramount educational objectives; nonetheless, students may not attain same proficiency, 

and success in generating written text for various reasons. The complexity of its structure and many 

variables are effective make writing more challenging to cultivate than other language competencies. 

Achieving proficiency in writing surpasses the difficulties encountered in reading, speaking, and 

listening (Herrick & Otto, 1961). However, it has been revealed that proficiency in writing has a direct 

impact on one’s ability to reading comprehension (Bruning & Horn, 2000); consequently, it is one of the 

most crucial skills to acquire (Hammill 2004). In this point it is imperative to understand the various 

factors influencing the progression of writing abilities. Over the years, researchers have investigated 

various aspects of writing skill development, including mental factors, instructional techniques, 

motivation to write, using of technology in writing education, measurement and assessment (Uyar, 

2016). The growing emphasis on the significance of honing writing skills underscores the pivotal role 

that cognitive and motivational factors play in this domain (Schunk & Zimmerman, 2007). Determining 

what these cognitive and motivational factors that affect writing skills are, which of them affect students' 

writing skills, and to what extent these factors affect students' writing skills in general and their ability 

to create a fictional text, in other words, a narrative text in particular, will contribute to improve 

students' writing skills thus to the studies to be carried out to improve students' writing skills. 

Writing Skill and Writing Attitude 

Writing is an intricate social performance in which individuals express meaning, goals, actions, 

relationships, and identities based on shared texts and information within a constantly evolving world 

(Bazerman, 2016). From this perspective, the cultivation of writing skills requires the capacity to 

produce well-structured and coherent text for various communication purposes. Learning to write is 

viewed as a complex undertaking, and the competent utilization of writing as a means of linguistic 

expression entails an extended developmental journey (Tolchinsky, 2016). For this reason researchers 

tent to explain factors such as attitude towards writing, writing self-efficacy, and metacognitive 

awareness of writing strategies when explaining the progression of writing skills.  

Attitude is a key motivational element that influences writing achievement. According to 

perspectives on motivation, attitudes represent an emotional state of motivation (Anderman & Wolters, 

2006). It is defined as a learned predisposition to respond positively or negatively to a particular object 

consistently (Fishbein & Ajzen, 1975) or a psychological disposition that measures the level of liking or 

disliking for a specific phenomenon (Eagly & Chaiken, 1993). Writing attitude is an affective disposition 

involving how the act of writing makes the author feel, ranging from happy to unhappy, and a 

significant aspect of motivational factors (Graham, Berninger, & Fan, 2007). Attitudes towards writing 

correlate with writing success (Knudson, 1991, 1992, 1993, 1995). As students acquire more knowledge 

of writing and develop their skills as writers, their attitıdes towards writing become more positive, 

which in turn improves the relationship between attitude and performance (Graham et al., 2007). The 

connection between attitude and performance is interrelated, and each factor influences the 

development of the other (Mathewson, 1994).  Students experiencing low performance or struggles in 

writing may develop a negative attitude, while consistent writing achievements can foster a positive 

attitude (Kear, Coffman, McKenna, & Ambrosio, 2000). Consequently, attitude can significantly impact 

a student’s ultimate level of ability, with its effect on participation and practice, among other factors 

(McKenna, Kear, & Elisworth, 1995).  
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The literature indicates that students tend to adopt a negative attitude towards writing as they 

progress through higher grade levels (Karatay, 2011; Kear et al., 2000), and the quality of their living 

environment plays a crucial role in shaping their attitudes towards writing (Cunningham, 2008). For 

this reason, there is a need for research aimed at cultivating positive attitudes towards writing to 

enhance students’ writing skills. In addition to writing attitude, which expresses a positive or negative 

tendency towards writing or liking or disliking writing, another important factor affecting writing skills 

is students' writing self-efficacy, which is included in their motivation to write. 

Writing Skill and Writing Self-Efficacy  

While numerous studies have been conducted on the topic of writing motivation, given its 

pivotal role in influencing writing, there is still much to be explored in this field (Hidi & Boscolo, 2006; 

Hidi & McLaren, 1991). The term “motivation” encompasses two meanings: it can be either the driving 

force behind a person’s actions or the purpose behind those actions. People engage in writing, motivated 

either by external circumstances that stimulate them or by internal reasons, such as the desire to 

influence others (Nelson, 2007). Therefore, motivation has a significant effect on the acquisition and 

development of writing skills (Arıcı & Ungan, 2012; Graham, 2006; Hayes, 1996; Zimmerman & 

Reisemberg, 1997). Writing self-efficacy, a cornerstone of students’ motivation to write, profoundly 

affects their writing proficiency.  

According to Bandura’s (1986, 1989, 2001), social cognitive theory human functioning is based 

on dynamic interactions between personal factors (e.g., thoughts and beliefs), environmental conditions, 

and behavioral responses. Self-efficacy involves personal judgments regarding one’s ability to 

effectively plan and execute actions in specific situations, even when they may involve new, 

unpredictable, and potentially challenging circumstances (Bandura, 1977, 1981, 1982). Self-efficacy, 

which can be defined as an individual’s assessment of his or her ability to perform a future task, is a 

well-researched aspect of human motivation and is based on one’s predictions of task performance 

(Troia, Shankland, & Wolbers, 2012). Few factors influence human performance as significantly as self-

efficacy does (Bandura, 1997). This concept encompasses outcome expectations, beliefs in actions 

leading to desired results, qualifications expectations, and confidence in performing those qualifications 

effectively (Bandura, 1997; Eccles & Wigfield, 2002; Schunk, 1989a, 1989b).  

Writing self-efficacy refers to individuals' judgment of how well they can accomplish a writing 

task based on their assessment of “various compositional, grammatical, usage and mechanical skills” 

(Pajares & Valiante, 2001). Therefore students’ beliefs about their writing capacity play a crucial role in 

the development of their writing skills. “Self-efficacy beliefs and writing competence work together, 

and developing one requires developing the other” (Pajares, 2007, p. 246). Studies in the literatüre 

underscore the link between writing achievement and self-efficacy (McCarthy, Meier, & Rinderer, 1985; 

Schunk & Swartz, 1993; Shell, Colvin, & Bruning, 1995; Shell, Murphy, & Bruning, 1989; Pajares & 

Johnson, 1994; Pajares & Johnson, 1996; Pajares, Miller, & Johnson, 1999). However, further research is 

needed to understand the pivotal role of self-efficacy in enhancing students writing skills.  

Students' attitudes towards writing, in other words, whether they like writing or not, and their 

beliefs that they can be successful in writing, in other words, their writing self-efficacy, affect students' 

performance at the desired level in writing skills. In addition, another factor that is thought to have an 

effect on writing skills is the metacognitive writing strategy awareness. Because the student's ability to 

perform at the desired level in writing skills depends on their ability to plan, manage, evaluate and 

revise what they write and control the process. 
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Writing Skill and Metacognitive Writing Strategy Awareness 

Writing skill relies on the complex intertwining of cognitive, linguistic, and emotional processes 

(Perin, Lauterbach, Raufman, & Kalamkarian, 2017). In this point, the use of metacognitive strategies 

has a significant impact on writing abilities. Writing is a metacognitive process that extends beyond 

cognition (Flower & Hayes, 1984; Graham & Perin, 2007). As emphasized by Flavell (1979), 

metacognition plays a crucial role in various aspects of communication such as sharing information 

orally, persuading through speech, understanding verbal content, comprehending written text, writing, 

acquiring language skills, maintaining focus, remembering, problem-solving, grasping social cues, and 

exercising self-control and self-regulation.  

Metacognitive theory encompasses both includes metacognitive knowledge and metacognitive 

strategy. Between these metacognitive strategies stand out as high-level control skills that involve 

planning, monitoring, and evaluation. It is employed to plan, oversee, assess, manage, and comprehend 

the methods applied to address various challenges (Goctu, 2017). Metacognitive strategies refer to the 

techniques that learners employ to handle, oversee, and assess their learning activities. These skills 

encompass the approaches, thought processes, and actions used to regulate cognitive and learning 

processes (Lv & Chen, 2010). Wenden (1991) defines metacognitive strategies as the mental procedures 

or operations that students use to govern their learning experiences. As described by Pintrich (1999), 

metacognitive thinking is a vital process that illuminates the regulation and supervision of cognition, 

making it a crucial aspect of the learning process.  

Existing literature categorizes metacognitive strategies into various types, such as planning, 

monitoring, and evaluation (Brown, Bransford, Ferrara, & Campione, 1983), as well as planning, 

translation, monitoring, evaluation, and revision (Flower & Hayes, 1981; Wenden, 1998). These 

classifications can be applied to various learning tasks. The effective execution of a writing task depends 

directly on metacognitive strategies and awareness of these strategies. Consequently, metacognitive 

writing strategies enhance writing quality by involving processes such as planning, drafting, 

monitoring, and evaluating, before, during, and after the writing process (Schraw, 1998; Todd, 2002; 

Zimmerman, 1995). Within these processes, planning entails decision-making, evaluation involves 

assessing the quality of the written work, and monitoring provides oversight throughout the entire 

process by identifying obstacles and indicating when and why progress is hindered (Wenden, 1991).  

By understanding how to employ metacognitive strategies in writing, students become aware 

of their cognitive and emotional abilities related to their beliefs and attitudes towards writing. They 

understand the necessity of having a clear topic, purpose, and organized structure in their writing. This 

awareness extends to understanding stylistic elements of writing, such as planning, drafting, revising, 

and editing. Students learn to incorporate this knowledge into their writing process. This heightened 

awareness of metacognitive strategies nurtures students’ cognitive development. When organizing 

their thoughts, students apply this awareness by planning, sketching, monitoring, evaluating, and 

revising their work before, during, and after writing (Flavell, 1979; Harris, Santangelo, & Graham, 2010). 

Mastering the art of writing poses a significant cognitive challenge, demanding the simultaneous use of 

memory, language, and thinking skills (Kellogg, 2001). The writing process involves generating ideas, 

crafting text, refining ideas and texts (Hayes & Flower, 1980; Kellogg, 1996). To excel in writing, one 

must possess the ability to maintain multiple representations, control interactions between planning, 

creating, and revising (Kellogg & Raulerson, 2007). Understanding this intricate writing structure 

underscores the importance of studies exploring the teaching of metacognitive writing strategies and 

their impact on enhancing writing skills. 

Text Types in the Writing Skill 

Another important factor that will affect the development of writing skills is the type of text. 

Researchers agree that writing is a multidimensional effort (Arı, 2010; Bazerman, 2016; Bruning & Horn, 

2000; Kellogg & Raulerson, 2007; Schunk & Zimmerman, 2007; Uyar, 2016). In writing, students should 

not only apply and transfer their knowledge but also consider how to structure their content to create a 

real text (Tavşanlı, Bilgin, Yıldırım, Rasinski, & Tschantz, 2020). The selection of text type also had a 
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significant influence on the quality of the resulting written product. This choice is related to the 

organization of meaning in the text’s deep structure. Presenting abstract meaning in the deep structure 

of the text through an understandable and impressive type in the surface structure is a critical element 

that enhances the comprehensibility of the text. Consequently, determining text type is imperative for 

shaping deep structures. The nature of the subject matter is a pivotal factor in determining text type 

(Onan, 2015).  

In the Turkish Course Curriculum (Grades 1-8), text is divided into three primary formats: 

informative, narrative, and poetry, and the learning outcome “(Student) writes the narrative text” is 

included from the third grade (MoNE, 2019). Narrative texts are intimately connected with contextually 

specific daily experiences (Britton & Pelligrini, 1990; Nelson, 1986). Both narrative texts and everyday 

experiences involve individuals taking action to accomplish objectives, facing obstacles to these goals, 

and reactings emotionally to events (Graesser, Singer, & Trabasso, 1994). Writing skill involve 

components such as punctuation, spelling, grammar accuracy, coherence, word selection, and text 

organization (Kellogg & Raulerson, 2007). As a result, being a proficient writer requires mastery of 

aspects of language knowledge such as phonology, morphology, vocabulary usage, pragmatics, and 

discourse (Alamargot & Chanquoy, 2001). When students create a narrative piece of writing, they 

consider factors such as content, arrangement of ideas and meaning, grammatical structure of sentences, 

and their relationships with each other. They also focus on coherence and word selection. It is important 

to explore how students combine these elements to form a whole and achieve success. 

The Current Study 

Writing is an essential skill because of its integration with language development and its 

complex structure. Factors such as attitude, self-efficacy, and awareness of metacognitive strategies play 

a crucial role in this process. Students’ poor performance in writing tasks is often linked to motivational 

issues (Wright, Hodges, & McTique, 2019). Young writers must form beliefs about the significance of 

writing and their ability to communicate effectively through this skill (Klassen, 2002). Attitude, which 

represents a positive or negative perspective, is a vital emotional aspect of motivation. Therefore, it is 

crucial to investigate how attitude influences writing skills. While current literature discusses the 

relationship between writing skills and attitudes (Cunningham, 2008; Graham et al., 2007; Karatay, 2011; 

Kear et al., 2000; Knudson, 1992, 1993, 1995), there is a scarcity of research examining attitudes alongside 

other factors impacting writing. Another significant factor is self-efficacy, and it is essential to assess 

students’ writing self-efficacy. Consequently, the relationship between writing skills and self-efficacy 

has been examined (Bruning & Horn, 2000; Pajares & Johnson, 1994, 1996; Pajares et al., 1999; Pajares & 

Valiante, 1997, 1999, 2001; Rankin, Bruning, & Timme, 1994; Schunk & Swartz, 1993; Shell et al., 1995; 

Shell et al., 1989; Zimmerman & Bandura, 1994). Writing skill is closely linked to the use of strategies, a 

connection emphasized in the Turkish course curriculum (Grades 1-8) through the outcome “(Student) 

applies writing strategies” from the first grade (MoNE, 2019). Many studies have explored the 

relationship between writing skills and metacognitive strategy use (Flavell, 1979; Flower & Hayes, 1984; 

Graham & Perin, 2007; Harris et al., 2010; Schraw, 1998; Todd, 2002; Zimmerman, 1995; Wenden, 1991).  

When the literature is examined, there are studies on the relationship between writing attitude 

and writing skills, writing self-efficacy and writing skills, metacognitive writing strategies awareness 

and writing skills. However, there is a gap in research examining attitude, self-efficacy, and 

metacognitive strategy use awareness together and how these factors collectively influence writing 

skills. There is no holistic study that reveals to what extent these factors affect secondary school students' 

writing skills in general and their ability to compose a fictional text in particular. Understanding the 

impact of these elements on students’ writing performance is essential for developing writing skills. For 

this reason, it is important to know to what extent students' attitudes towards writing, self-efficacy and 

metacognitive strategy awareness are effective on their writing performances in terms of developing 

writing skills, designing writing activities for students in terms of these factors, as well as planning 

practical studies for researchers in terms of these factors.  
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This study focused on 7th grade students, taking into account their developmental stage and 

familiarity with narrative writing since the 3rd grade. The 7th grade students were also chosen because 

they were almost at the last stage of secondary school. Data for the study were collected during the 

second semester of the academic year to fulfill these objectives. In Turkey, 8th grade students were 

excluded from the study because they were actively preparing for the High School Entrance System 

(LGS); as a result, they did not opt to participate in the research. The study involved three schools in 

which students were tasked with composing narrative text. This choice was made because the Turkish 

course curriculum (Grades 1-8) expected students to engage in narrative writing from the 3rd grade, so 

they were subjected to such training within the scope of writing skills. Additionally, the decision to 

choose narrative texts was influenced by their imaginative nature, their willingness to write in this type, 

and the fact that it does not require extensive prior knowledge or preparation. In this context, the 

limitations are that the study was conducted with 7th grade students and in three secondary schools in 

Yenimahalle district of Ankara province, and the factors affecting writing in the study were determined 

as writing attitude, writing self-efficacy and writing metacognitive strategies awareness. The primary 

objective of this study was to reveal the correlations between writing attitude, writing self-efficacy and 

metacognitive writing strategies awareness with the writing skills of 7th grade middle school students 

in general and their performance in writing a narrative text in particular.  In light of these aims, the 

following research questions were sought. 

1. Is there a correlation between writing skills of 7th grade middle school students and attitude? 

2. Is there a correlation between writing skills of 7th grade middle school students and self-

efficacy? 

3. Is there a correlation between writing skills of 7th grade middle school students and 

metacognitive strategy awareness?  

4. Does attitude, self-efficiency, and metacognitive strategy awareness predict writing skill of 7th 

grade middle school students? 

Method 

Research Model  

The current study is a correlational study that aims to identify the role of writing attitude, 

writing self-efficacy, and writing metacognitive strategy awareness in writing skills. Predictive design, 

one of the correlational design types, was used in the study. “The purpose of the predictive research 

design is to determine the variables that will predict the outcome and criterion. In this research design, 

the researcher determines one or more predictor variables and a criterion (outcome) variable.” 

(Creswell, 2017, p. 435-436). The predictor variables of this study were writing attitude, writing self-

efficacy and metacognitive strategy awareness, while the criterion variable was success in writing 

narrative texts. 

Participants  

The research group of this study was determined by appropriate sampling method. 

“Appropriate sampling; it is a method in which units that are close and easy to reach are selected as 

samples.” (Yıldırım, 2021, p. 75). In this context the data for the study were gathered from 265 students 

who were in the 7th grade and attending from Atatürk Secondary School, Mehmet Emin Yurdakul 

Secondary School and Nasreddin Hoca Secondary School within the Yenimahalle district of Ankara 

province. The reason why 7th grade students were selected for the research group that they have 

reached the last stage of secondary school, they have been introduced to the narrative text genre since 

the 3rd grade, and they should have reached a certain level of cognitive and developmental proficiency 

in their writing skills, as outlined in the Turkish Course Curriculum (MoNE, 2019). 8th grade students 

were not included in the study because they did not volunteer to participate in the study due to the 

High School Entrance System (LGS). Of these participants, 129 (48.68%) were female, and 136 (51.32%) 

were male. Schools were selected for the accessibility and diversity of the collected data.   
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Measurement Tools 

In this study, Personel Information Form, Attitude Towards Writing Scale for Secondary School 

Students, Writing Self-Efficacy Scale for Secondary School Students, Metacognitive Writing Strategy 

Awareness Scale (MWSAS) and Writing Skill Rubric were used as data collection tools. The selection of 

the measurement tools was influenced by the fact that the scales in question were oriented towards 

attitude, self-efficacy and metacognitive strategy use awareness, which are the variables whose 

correlations with writing skills will be examined within the scope of the research, and that they serve 

the purpose of the study. In addition, the Writing Skill Rubric developed by the researchers was also 

used as a measurement tool in the study to determine the students' writing skill achievements. 

Personel Information Form 

The researchers developed a Personal Information Form to collect data on the gender 

distribution of the participants. 

Attitude Towards Writing Scale for Secondary School Students  

Can and Topçuoğlu Ünal developed this scale to assess secondary school students’ attitudes 

towards writing. The scale consists of three key factors: “interest,” “perception,” and “contribution.” 

Together, these factors account for 43.7% of the total variance in the scale. It is a 5-point Likert-type scale 

comprising 23 items. To evaluate the scale’s reliability, Cronbach’s alpha internal coefficients were 

computed, resulting in a value of 0.891 (Can & Topçuoğlu Ünal, 2017). 

Writing Self-Efficacy Scale for Secondary School Students  

Şengül (2013) developed this scale to assess secondary school students’ self-efficacy beliefs 

about their writing skills. It is a 5-point Likert-type tool comprising 40 items categorized into four sub-

factors: “writing skill awareness,” “writing psychology,” “personal progress,” and “general progress.” 

The overall Cronbach’s alpha coefficient for the entire scale is .921. Additionally, the coefficients for the 

sub-factors were .919 for “writing comprehension awareness,” .865 for “writing psychology,” .884 for 

“personal progress,” and .850 for “general progress” (Şengül, 2013). 

Metacognitive Writing Strategy Awareness Scale (MWSAS)  

Aydın, İnnalı, and Uyumaz (2017) developed this Likert-type scale with the aim of measuring 

the metacognitive writing strategy awareness among secondary school students. The scale consisted of 

40 items. High levels of reliability were observed, as indicated by the Cronbach’s alpha internal 

coefficients in the two separate groups (AFA and DFA). In the first group, item-total correlations were 

within the range of 0.410-0.681, while in the second group, these values ranged from 0.386 to 0.627 

(Aydın et al., 2017).  

Table 1 shows the reliability coefficients obtained from the scales and the rubric used in this 

study. 

Table 1. Reliability Coefficients of Measurement Tools 

Scale Sub-factors 
Cronbach’s Alpha Reliability 

Coefficient 

Attitude Towards Writing  .978 

 Interest .944 

 Perception .945 

 Contribution .961 

Writing Self-Efficacy  .948 

 Awareness of writing skills .936 

 The psychology of writing .797 

 Personal progress .931 

 Overall progress .942 

Metacognitive Writing Strategy 

Awareness 

 
.981 

Writing Skill Rubric   .957 
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As a result of the reliability analyses, the Attitude Towards Writing Scale exhibited a Cronbach’s 

alpha internal consistency coefficient of .978, with the interest sub-factor achieving a score of .944, the 

perception sub-factor scoring .945, and the contribution sub-factor obtaining an internal consistency 

coefficient of .961. Additionally, the Writing Self-Efficacy Scale demonstrated a Cronbach’s alpha 

internal consistency coefficient of .948, whereas the writing skill awareness subfactor achieved a score 

of .936. The writing psychology subfactor had a Cronbach’s alpha internal consistency coefficient of 

.797, the personal progress subfactor reached .931, and the general progress subfactor was .942. 

Furthermore, the metacognitive writing strategy awareness scale displayed a Cronbach’s alpha internal 

consistency coefficient of .981, and the Writing Skill Rubric obtained a score of .957. Based on these 

results, it can be concluded that all four measurement tools were perfectly reliable. 

Writing Skill Rubric 

The researchers utilized the “Writing Skill Rubric,” which they developed to assess narrative 

texts written by students. This rubric, a scoring guide defining specific features and performance criteria 

across various levels of structured tasks, was employed to assess students’ work in alignment with these 

standards. As per Kan (2007), a rubric serves as a tool for judging performance or products based on 

established criteria. Rubrics are documents that list what is outlines the criteria considered in any study 

and provides detailed descriptions of the quality of each criterion, ranging from excellent to poor 

(Goodrich, 1997). Rubrics comprise three essential components: evaluation criteria, criteria definitions, 

and scoring strategies (Brookhart, 1999; Popham, 2000). This study follows the rubric creation stages 

proposed by Andrade (1997) and Kan (2007). An initial relevant literature was reviewed to establish the 

criteria, definitions, and scoring levels of the rubric. Later draft form of 20 items was formulated and 

evaluated by eight field experts. Feedback was collected and the draft rubric underwent revisions based 

on the received input. Validity and reliability studies were conducted, resulting in a finalized rubric 

consisting of 15 items. The Lawshe technique was employed to ensure content validity of rubric. In this 

techniqua, it is essential that experts categorized the rubric items as “necessary,” “related but 

unnecessary,” or “unnecessary”. The formula used in the technique by Lawshe (1975) for evaluation: 

KGO=(Nu-N/2)N/2 or KGO=[Nu/(N/2)]-1 (CVR: Content Validity Ratio; Nu: Number of Experts Who 

Approved the İtem; N: Total Number of Experts.). 

Ayre and Scally (2014), in their review of Lawshe’s research, discovered that a minimum value 

of .75 was necessary for 8 researchers to establish content validity at a significance level of 0.05. The 

results concerning the content validity of the Writing Skill Rubric are detailed in Table 2. 
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Table 2. Content Validity of Writing Skill Rubric 

Item Necessary 

Relevant to the 

structure but 

unnecessary 

Unnecessary 
Content validity 

ratio 

1. Determining the writing topic 8 - - 1.00 

2. Finding an appropriate title for the 

writing topic 

8 - - 1.00 

3. Presenting an introduction to the 

writing piece in accordance with the 

characteristics of the subject and type 

8 - - 1.00 

4.  Examining the plot in writing 8 - - 1.00 

5. Narrating events and information by 

putting them in order/writing without 

repetition 

7 1 - 0.75 

6. Addressing the narrator in writing 8 - - 1.00 

7. Eximining the characters in writing 8 - - 1.00 

8. Examining the time in writing 8 - - 1.00 

9. Examining the place in writing 8 - - 1.00 

10. Using appropriate, impressive, 

original, fluent and creative language in 

writing 

8 - - 1.00 

11. Including richness of expression or 

vocabulary 

7 1 - 0.75 

12. Compliance with spelling and 

punctuation rules 

7 1 - 0.75 

13. Creating the writing within a plan 8 - - 1.00 

14. Concluding the text with impressive 

expressions 

8 - - 1.00 

15. Organizing the text 7 1 - 0.75 

Table 2 displays the rubric items assess for content validity by eight experts. Items 1, 2, 3, 4, 6, 

7, 8, 9, 10, 13, and 14 were evaluated necessary for eight experts, resulting in a content validity ratio of 

1.00. Conversely, Items 5, 11, 12, and 15 were considered necessary by seven experts and relevant but 

unnecessary by one expert, yielding a content validity ratio of 0.75. Consequently, the Writing Skill 

Rubric is affirmed to be content-valid. 

The written texts of the students were assessed by three evaluators, including researchers and 

field experts. The inter-rater reliability was determined using Cramer’s V and Cohen’s kappa values. 

According to Cohen (1988), a Cramer’s V value ranging from .07 to .21 indicated a small effect size in 

Chi-square Tests with 2 degrees of freedom, .21 to .35 indicated a medium effect size, and values 

exceeding .35 indicated a large effect size. The Kappa statistic, ranging from -1 to +1, signified agreement 

between the raters. κ positive values indicate higher agreement than expected by chance, while κ 

negative values indicate lower agreement than expected by chance (Von Eye & Mun, 2005). Table 3 

presents the inter-rater reliability values for each task in the Writing Skill Rubric. 
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Table 3. Reliability of Writing Skill Rubric 

Item Cramer’s V Cohen’s Kappa 

1.  Determining the writing topic .799 .006 

2. Finding an appropriate title for the piece of writing .790 .015 

3. Presenting an introduction to the article in accordance with the 

characteristics of the subject and type 

.813 .005 

4.  Examining the plot in writing .784 .009 

5. Narrating events and information by putting them in order/writing 

without repetition 

.807 .012 

6. Addressing the narrator in writing .827 .009 

7. Examining characters in writing .838 .002 

8. Examining the time in writing .816 .003 

9. Examining the place in writing .852 .001 

10. Using appropriate, impressive, original, fluent and creative language 

in writing 

.776 .002 

11. Including richness of expression or vocabulary .811 .001 

12. Compliance with spelling and punctuation rules .722 .002 

13. Creating the writing within a plan .809 .001 

14. Concluding the text with impressive expressions .803 .004 

15. Organizing the text .728 .003 

As indicated in Table 3, Cramer’s V values for the Writing Skill Rubric range from .722 (lowest) 

to .852 (highest). This finding suggests the potential for a significant effect size. However, with Cohen’s 

kappa values exceeding 0, it is evident that rater agreement is not influenced by chance, indicating a 

robust level of agreement. 

Research Procedure 

In order to collect data for this study, the researchers initially obtained necessary permission 

from the scale owners, Gazi University Ethical Committee and Ministry of National Education to 

conduct the study. After obtaining the necessary permissions, three schools were visited on three 

different days, the administrators and teachers of the schools were interviewed and informed about the 

study. As a result of the interviews with school administrators and teachers, a 5-week work plan was 

created by determining the classes and days of implementation in each school. According to this plan, 

in the first week, a student from each school with different reading speed and academic success was 

selected and the scales were applied to these students in the first week to determine the reading time of 

the scales and the comprehensibility of the scale items. These 3 studensts did not take part in actual 

implementation. Following the pre-application phase, students from each school filled out the 

Demographic Information Form, and Attitude Towards Writing Scale in the second lesson, the Writing 

Self-Efficacy Scale in the third lesson, and the Metacognitive Writing Strategies Awareness Scale were 

implemented in the fourth lesson. In the fifth phase of the application process, students were instructed 

to compose narrative text. To guide them in selecting topics, researchers curated a pool of four options 

for each of the eight themes outlined in the Turkish course curriculum (2019). These topics were 

reviewed and refined based on feedback from experts. Consequently, 16 options, comprising two topics 

per theme, were offered to the students. Moreover, the students were given the opportunity to write 

stories on topics beyond the options provided. In consultation with teachers, it was determined that 

dedicating one class hour to story writing would be adequate. Thus, the data were collected in five 

weeks: a pre-application, three scales and a narrative text. Data collection was conducted collaboratively 

by researchers and course teachers. This entire data-gathering process extended over 1.5 months. 

Initially, data were collected from 298 students. However, this number reduced to 265 after eliminating 

forms from students who either left some scales blank, provided incomplete or inaccurate coding, or 

did not fill in one or more forms. Consequently, the study was ultimately analyzed using data collected 

from 265 participants. 
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Data Analysis 

The data were analyzed using Microsoft Excel Office software and the statistical software 

package Statistical Package for Social Sciences (SPSS) 26.0. Descriptive statistics were used to delineate 

the characteristics of study variables. The Pearson Product-Moment Correlation Coefficient (PPMCC) 

was used to investigate the relationships between the study variables. To ascertain the predictive impact 

of the independent variables on the dependent variables, both Simple Linear Regression Analysis and 

Multiple Linear Regression Analysis were conducted. Prior to data analysis, an evaluation was 

performed to ensure that the assumptions underlying the Pearson Product-Moment Correlation 

Coefficient (PPMCC) and regression analysis were met. In this regard, the test results for assessing 

parametric test assumptions, such as normal distribution and homogeneity of variances, were 

examined. Upon examination, the variable scores exhibited a normal distribution.  

Results 

Descriptive Statistics and Correlation 

In this study, the researchers analyzed the study variables by using descriptive statistics. 

Specifically, researchers examined the participants’ scores from the measurement tools, investigating 

metrics such as the mean, standard deviation, minimum and maximum values, kurtosis, and skewness 

values.  

Table 4. Descriptive Statistics Regarding the Study Variables 

Measurement tools N Mean Sd. Min. Max. S K 

Writing self-efficacy 265 3.27 .773 1.23 4.55 -.470 -.513 

Writing attitude 265 3.03 1.09 1.13 4.96 .107 -1.184 

Metacognitive writing strategy awareness 265 3.29 .690 1.02 4.93 -.513 -.566 

Writing skill rubric 265 2.61 .690 1.07 4.00 -.106 -.298 

S: skewness; K: kurtosis; Min: minimum; Max: maximum 

Table 4 displays the participants’ responses to the scales. The mean scores for the Attitude 

Towards Writing Scale, Writing Self-Efficacy Scale, Metacognitive Writing Strategy Awareness Scale, 

and Writing Skill Rubric were 3.03 (range:1.13-4.96), 3.27 (range:1.23-4.55), 3.29 (range:1.02-4.93), and 

2.65 (range:1.07-4.00), respectively. Normality tests rely on skewness and kurtosis values that fall within 

the range of -2 to +2, indicating a normal distribution. In this study, the skewness and kurtosis values 

for the aforementioned scales were within this range, confirming normality and allowing the use of 

parametric tests, as shown in Table 4. 

The Relationship between Attitude, Self-Efficacy, Metacognitive Writing Strategy Awareness 

and Writing Skills 

The relationships among the variables under investigation were analyzed using the Pearson 

product-moment correlation coefficient.  

Table 5. Correlations Related to Research Variables 

Measurement tools 1 2 3 4 

1. Self-efficiacy 1 .793** .974** .847** 

2. Attitude .793** 1 .791** .889** 

3. Metacognitive writing strategy awareness .974** .791** 1 .827** 

4. Writing skill .847** .889** .827** 1 

**The correlation is significant at 0.01 level. 

As indicated in Table 5, students’ writing skills demonstrated a positive correlation with their 

writing attitude (.889, p<.05), self-efficacy (.847, p<.05), and awareness of metacognitive writing 

strategies (.827, p<.05). Students’ attitude towards writing is positively associated with metacognitive 

writing strategy awareness (.791, p<.05). Additionally, a significant positive relationship exists between 
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students’ writing self-efficacy and their writing attitude (.793, p<.05) and metacognitive writing strategy 

awareness (.974, p<.05). Consequently, there is a noteworthy and positive connection between students’ 

writing skills and the study variables, namely attitude, self-efficacy, and metacognitive writing strategy 

awareness. In simpler terms, all four variables (writing skill, attitude, self-efficacy, and metacognitive 

writing strategy awareness) are mutually positively linked. 

The Role of Attitude, Self-Efficacy and Metacognitive Writing Strategy Awareness in 

Explaining Students’ Writing Skills 

Table 6 presents the results of the simple linear regression analyses aimed at explaining the role 

of attitude, self-efficacy, and metacognitive writing strategy awareness on writing skill.  

Table 6. Simple Linear Regression Analysis Results for Predicting Writing Skills 

 Modal 

Non-Standard 

Coefficients 

Standard 

Coefficients t p R2 

B Std. Error Beta 

Writing self-efficacy .756 .029 .847 25.860 .000 .717 

Writing attitude .558 .018 .889 31.459 .000 .789 

Metacognitive writing strategy awareness .572 .024 .827 23.855 .000 .683 

Dependent variable: Writing skill 

According to the findings, attitude contributed 78.9% of the variance in writing skills (p<.05; R2= 

.789), self-efficacy explained 71.7% of the variance (p<.05; R2= .717), and metacognitive writing strategy 

awareness accounted for 68.3% of the variance (p<.05; R2= .683). These results indicate that a one-unit 

increase in attitude led to a .889 increase in students’ writing performance, a one-unit increase in self-

efficacy resulted in a .847 improvement, and a one-unit increase in awareness of metacognitive writing 

strategies led to a .827 enhancement in writing skill. Table 7 below presents the results of multiple 

regression analysis to predict writing skills. 

Table 7. Multiple Regression Analysis Results for Predicting Writing Skill 

Modal 

Non-Standard 

Coefficients 

Standard 

Coefficients t p R2 

B Std. Error Beta 

Writing self-efficacy .493 .095 .553 5.051 .000 

.844 Writing attitude .373 .025 .593 14.768 .000 

Metacognitive writing strategy awareness -.125 .075 -.181 -1.662 .098 

Dependent variable: Writing skill  

According to multiple regression model to explain the role of attitude, self-efficacy, and 

metacognitive strategy awareness on students' writing skills that attitude (.593, p<.05), and self-efficacy 

(.553, p<.05) were significant predictors of writing skill, whereas metacognitive strategy awareness (-

.181, p>.05) was not. Writing attitude and writing self-efficacy together explained 84.4% of the R2 value 

for writing skills. Specifically, a one-unit increase in students’ writing attitude led to a .593 increase in 

narrative text writing performance, while a one-unit increase in writing self-efficacy resulted in an .553 

increase. Thus, students’ attitude towards writing was the most influential factor in their success in 

writing skills, followed by their writing self-efficacy.  
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Diccussion and Conclusion 

In this study aimed to analyze writing skill with a focus on factors such as attitude, self-efficacy, 

and metacognitive strategy awareness. The study’s results revealed that attitude and self-efficacy 

predict students writing skills, whereas metacognitive strategy awareness does not. Among these 

factors, it is evident that the most effective factor for students’ writing skills is writing attitude, followed 

by self-efficacy.  

One of the results of this study was that students' attitudes towards writing predicted their 

writing skill. In other words attitude is the most crucial factor influencing students’ writing skills. 

Research has indicated that attitude plays a significant role in determining the quality of the writing 

process (Tunagür, 2020). Additionally, research conducted have demonstrated a moderate correlation 

between students’ attitudes towards writing and their writing performance, from primary school to 

high school (Camacho, Alves, & Boscolo, 2021; Graham, Daley, Aitken, Harris, & Robinson, 2018; Rocha, 

Filipe, Magalhães, Graham, & Limpo, 2019). It has been found that positive attitude towards writing 

can predict the quality of the written work (Rocha et al., 2019). In the literature, there are studies 

suggesting that the more students like writing, in other words, the more they develop a positive attitude 

towards writing, the better their texts will be (Graham & Harris, 2019; McKenna et al., 1995). 

Furthermore, developing a sense of positivite towards this skill enhances effective engagement (Isen, 

1999), and demands fewer cognitive resources, which can then be used for writing tasks (Coffey, 2020). 

Students who have positive attitudes towards writing exhibit greater effort and produce more written 

content than their peers with less positive attitudes (Mazeh & Moukarzel, 2018). Students who develop 

a positive attitude towards writing engage in the writing activity without the burden of anxiety about 

their achievements. Conversely, a student developing negative attitude towards writing is likely to 

avoid writing tasks driven by the fear of potential failure (Bruning & Horn, 2000). Consequently, a 

negative attitude towards writing can hinder the effectiveness of the writing process. This can be 

particularly detrimental, since writing is a challenging task that demands substantial effort and the 

efficient utilization of various cognitive sources (Graham, 2006). Hence, the findings of this study align 

with those of previous research in this field. Similarly, this investigation concluded that students with 

positive attitude towards writing exhibited higher levels of success. This outcome is expected because 

students who like writing actively seek the prerequisites for effective writing and invest more effort into 

better writing. However, the way students attitude reading and writing greatly varies based on the 

literacy environment they experience in preschool.  

Moreover, the quality of a child’s surroundings plays a pivotal part in shaping their attitudes 

towards reading and writing (Cunningham, 2008). In his study, Baştuğ (2015) found that writing 

attitude and writing disposition significantly and positively affect writing success. When the literature 

is examined, it is seen that there are studies reveal that developing positive attitudes towards writing 

positively affects the development of writing skills, as well as studies reveal that developing negative 

attitudes towards writing skills negatively affects the development of writing skills. For example, Susar 

Kırmızı (2009) attributes the deficiencies in students' writing success to their negative attitudes towards 

writing. Research indicates that students’ attitudes for writing tends to negativity as they progress to 

higher grade levels. This negativity is attributed to the realization that proficient writing demands 

significant effort, coupled with negative feedback on writing tasks and feelings of boredom (Kear et al., 

2000). At this point, students should be supported to develop positive attitudes towards writing through 

different and interesting writing activities. Among the reasons for developing negative attitudes 

towards writing skills in educational contexts, students’ negative experiences with written expressions, 

along with insufficient feedback to enhance their writing skills, can lead to negative attitudes towards 

writing over time (Karatay, 2011). Although there have been studies in the current literature examining 

the impact of writing attitudes on writing skill, many of these studies are cross-sectional and do not 

explain the relationship with other motivational factors, such as self-efficacy. Therefore, it is crucial to 

conduct practical studies addressing the relationship between language skills like writing which is 

difficult to acquire, and attitudes towards writing, and that will also develop positive attitudes towards 

writing for students.  
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According to the study results self-efficacy is another variable that significantly influences 

writing skills. In parallel with the results of this study, the relationship between writing skills and self-

efficacy has attracted the attention of researchers. Both theoretical and practical investigations on this 

topic consistently demonstrate a positive correlation between writing skills and self-efficacy (McCarthy 

et al., 1985; Pajares & Johnson, 1994, 1996; Pajares et al., 1999; Pajares & Valiante, 1997, 1999, 2001; Rankin 

et al., 1994; Schunk & Swartz, 1993; Shell et al., 1995; Shell et al., 1989; Zimmerman & Bandura, 1994). 

Therefore, this relationship was confirmed in the present study and similar findings were obtained with 

the literature. This result is not surprising as students with high self-efficacy in writing are undeniably 

more capable of expressing their feelings and thoughts with more comfortable, efficient, and precision. 

Various studies have examined the impact of self-efficacy on academic achievement (Bandura, 1997, 

1982; Bandura & Schunk, 1981; Conley & French, 2014; Covington & Beery, 1976; Harter, 1978; Schunk, 

1981, 1984; Weiner, 1979). It is widely expected that students with higher self-efficacy will exhibit 

superior writing performance. Pajares and Valiante (1997) stated that the difference in academic 

achievement of students with the same abilities can be explained by their self-efficacy. In contrast to 

students who harbor doubts about their capacity to learn, those who have strong self-efficacy in 

acquiring a skill or executing a task tend to exhibit increased participation, sustained effort, and 

resilience in the face of challenges, resulting in higher achievement levels (Shunk & Zimmerman, 2007). 

In their study, Taş and Balcı (2019) found that students with high writing self-efficacy perception had 

more developed story writing skills. Chen and Lin (2009) and Hetthong and Teo (2013) also found that 

there is a positive relationship between writing self-efficacy and writing skills. Research has shown that 

students’ achievement expectations significantly influence their behavior (Bandura, 1982; Covington & 

Beery, 1976; Harter, 1978; Weiner, 1979). When students perceive themselves as capable writers, they 

can easily navigate each stage of the writing process. Consequently, there is a need for diverse and 

comprehensive studies to explore the connection between writing self-efficacy and writing skills. 

Conducting studies to enhance writing self-efficacy will foster the development of this skill. In 

summary, self-efficacy profoundly affects students’ performance in text writing. 

This study also examined the effect of metacognitive strategy awareness on writing skill. 

However, the findings indicated that students’ awareness of metacognitive writing strategies did not 

predict their writing ability. This result suggests that it is essential for students to develop higher-order 

thinking skills to effectively comprehend metacognitive strategy awareness. Pitenoee, Modaberi, and 

Ardestani (2017) stated in their research that metacognitive strategies influence writing skill quality due 

to their requirement for higher-order thinking abilities. Another factor influencing this result might be 

the complexity of writing skills compared to other language skills, which makes it challenging to gain. 

Therefore, even if students use strategies, they may have had struggle to express them correctly in their 

assessments. Additionally, research indicates that students often lack sufficient awareness of their 

metacognitive processes in writing skills (Ramadhanti & Yanda, 2021), which could be attributed to 

inadequate strategy training for writing. For example, in this study, when students were asked to write 

a narrative text, the majority of them in all three participating schools confessed to not knowing what 

the narrative text was or how to compose it, as they had never attempted such writing before. However, 

the Turkish Course Curriculum (MoNE, 2019) expects students to start writing narrative texts from the 

3rd grade, therefore, they should be subjected to such training within the scope of writing skills. Another 

study revealed that many students are unaware concept of metacognition, meaning they were 

unfamiliar with thinking and learning strategies and how to develop them (Hartman, 2001). As stated 

by Negretti (2009), metacognitive awareness plays a crucial role in improving writing strategies and 

personal writing processes. Lv and Chen (2010) found that training in metacognitive writing strategies 

positively affected writing skills. There are data (Mastan & Maarof, 2014; Topuzkanamış, 2014) that 

teaching writing strategies is effective in writing skills and that using strategies positively affects writing 

skills. Similarly, Ward’s (2009) study demonstrated that a teaching based on metacognitive learning 

strategies affected students’ writing achievement and metacognitive strategy use was linked to writing 

skills. Many studies have consistently indicated that using metacognitive strategies enhances writing 

quality (Flavell, 1979; Harris et al., 2010; Negretti, 2012; Schraw, 1998; Todd, 2002; Zimmerman, 1995; 
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Wenden, 1991). Consequently, metacognitive strategy training should be provided to develop writing 

skills. Therefore, further studies in this field are essential. Students need systematic instruction in 

planning, drafting, revising, and editing strategies when involving difficult writing tasks. Moreover, 

regular metacognitive instruction is also needed to help students understand their own learning 

process, especially when using more advanced strategies (Sitko, 1998). Therefore, research should be 

conducted on enhancing students’ awareness of metacognition in writing skills and providing them 

with metacognitive strategy training. 

In this study, the researchers examined the role of attitude, self-efficacy and metacognitive 

strategy use awareness in predicting writing skills based on the literature. The results from the 

correlation and regression analyses showed that students’ writing skills were positively associated with 

attitude, self-efficacy, and metacognitive strategy usage in writing; self-efficacy, and attitude were 

found to be predictors of writing skills, while awareness of metacognitive strategy use did not have 

predictive value for writing skills. 

Suggestions 

Based on the results of the study, suggestions for future research can be listed as follows:  

• Similar studies can be conducted at different grade levels of secondary school, different schools, 

socioeconomik, and level of education. 

• Similar studies can be conducted with different variables that may affect writing skills, other 

cognitive and motivational factors that affect writing skills. 

• Similar to this study conducted within the scope of mother tongue education can also be 

conducted in the field of foreign language teaching.  

• Based on the results of this study, applied studies can be conducted on students' attitudes 

towards writing, self-efficacy beliefs and metacognitive strategy awareness. 

• One of the results of the study is that metacognitive strategy awareness does not predict 

students' writing skills. Training on metacognitive strategy awareness can be given to students 

after the prerequisites are met. 
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