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Abstract

Any situation that threatens the well-being of aoreature is
assumed to produce a state of anxiety within thedtare. As for example,
internal conflicts and other types of frustratice aonsidered as potential
sources.

In the field of education, direct threat to therfea’s self-esteem and
enormous pressure to perform beyond the learnpeabddies will produce
within him tremendous amount of anxiety.

In the present study, anxiety means those unplea&saations the
learner feels during the process of learning.

This study also comprises different questionnaitbat were
addressed to teachers and learners to know monat #he® threshold at
which these learners feel anxious. It also includiferent discussions of
the results obtained from these questionnairesaddition to; some

recommendations are suggested at the end of tiug.st
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Introduction

1.1.Statement of the problem

The effects of anxiety always occur in educatioseftings. It can
seriously inhibit learning and performance parteiyl during the period of
exams. The main source of anxiety is students’dééailure.

Anxious students may have difficultly learning ihet first place,
difficultly using or transferring knowledge, andffaiultly demonstrating
their knowledge on tests. The gquestions which drese are: what are the
main sources of anxiety that may affect the lea'nachievement? What
should be done to make learners avoid anxiety?

1.2. The aim of the study:

The main objective of this research is to shedesbght on the effects
of anxiety on students’ learning and what shouldlbee to help learners
overcome it, to achieve a better performance.

1.3. Hypothesis:

We hypothesize that if learners can overcome toeirety in learning,
they will be able to gain a high self-confidence amotivation to learn.
1.4.Tools of research:

In this study, we would direct two main questiones, one to teachers,
who have been teaching different modules such ahéss of

psychopedagogy, written expression and oral exiorestd make sure that



their responses are the product of continuouskgramting with different
students during many years of observation of leaimeeds.

The second questionnaire will be directed foy8ar English learners,
at the department of Constantine in order to ingatt and observe their
attitudes towards the effects of anxiety, and tgbieled by their answers
in analyzing our research.

After collecting the required data, for our resdarwe would analyze
them quantitatively and qualitatively to shed mbght on the impact of
students’ anxiety on the progress of learning.
1.5.The structure of the study:

This research is basically divided into two (02)imchapters. Chapter
one is devoted to the literature review and chapterwhich is concerned
with the analysis of both quantitative and quairatesults obtained from
teachers’ and learners’ questionnaires.

The first chapter is concerned with a brief théoat overview of
anxiety, types of anxiety, the main sources of etyxiin addition to the
main strategies used by learners to reduce thetefdd anxiety, in order to
improve students’ performance.

The second chapter of the proposed research iscabgs an
investigation of the main causes of anxiety expeee by third year LMD

English learners.



Chapter One

Anxiety in learning and instruction

. Introduction.

. Definition of anxiety.

. Theories of anxiety.

. Types of anxiety.

. Sources of anxiety.

. Anxiety as a hindrance to learning.

. Learners’ differences.

. Improving students’ performance by reducing anxiety

. Conclusion.



1. Introduction:

The second part of the 2@entury has been variously designated as the
“age of stress”, or “age of anxiety”, while stressd anxiety are universal
human experiences, intrinsic to the human conditibe nature of the
specific environmental stimuli evoking stress amxie@ty emotions has
changed remarkably over the year. (Gaudry. E anili&gpger, C.D,
1971:04).

2. Definition of anxiety:

Every one sometimes experiences anxiety in one @ranother and in
varying degrees. It involves a pattern of physi@ahgand psychological
reactions like feeling of stress and emotions. #ichsanxiety can seriously
inhibit the ability of concentration and dealingthvithings in a more
positive may. It is considered as an unpleasart staoking avoided
behaviors and defenses. It can also be defined apeaific emotion
necessary for an individual to prepare himself potential danger and
threatening situations.

Many researchers found that anxiety is still unclaad not easy to

define in simple sentences. (Brown, 2007).



Spielberger (1983:1) also defined anxiety as:

“The subjective feeling of tension, apprehensionpvausness, and worry associated with
an arousal of the automatic nervous systém
(Spielberger, 1983: 1, cited in Brown, 2007).

Mussen et al (1974) concluded that:

“ Anxiety is not a pathological condition is itselib a necessary and normal physiological

and mental preparation for danger ... anxiety is nasary for the survival of the individual
under certain circumstances. Failure to apprehendrer and to prepare for it may have

disastrous results
(Mussen et al, 1974: 387).
3. Theories of anxiety:

Freud, who was one of the first to focus on the artgmce of
anxiety, differentiated between objective anxieiynd neurotic anxiety.
Freud viewed objective anxiety as a realistic raspdo perceived danger
in the environment, synonymous with fear. He sawroic anxiety as an
unconscious conflict within the individuals sincé&et conflict was
unconscious, the person was not aware of the rdasdrs or her anxiety.
Just as there are varying degrees of anxiety, #eralso varying degrees

of awareness of the cause of one’s discomfort (Benh982).



3.1. Anxiety as an unconscious conflict:

Freud believed that neurotic anxiety was the resiulin unconscious
conflict. Many id impulses pose a threat to thavithal, because they are
contradictory to personal values, or because theyraopposition to what
society will permit. For example, a young girl winas strong hostile
behavior toward her mother may not consciously ashedge these
feelings because they conflict with her belief tbae should love one’s
parents. To acknowledge her true feeling, wouldrdgder self-concept as
a loving daughter and place her in danger of losiegmother’s love and
support.

3.2. Anxiety as a learned response:

Social learning theory focuses not on the intecoaflict but on ways
in which anxiety becomes associated with certaimasbn via learning.
Sometimes fears learned in childhood are verydiiffito extinguish. Since
the first reaction is to avoid or escape the agxpebducing situation, the
child will not get a chance to find out that theéuation is no longer
dangerous.

4. Types of anxiety

Anxiety is like other affective factors such asediness, boredom,
anger and emotional disorders. It is entirely exab the psychology of the
individual. It does not occur as a single issueait rather acquire forms of
manifestation and can be categorized as: statdrandanxiety, situation-
specific anxiety, and facilitative versus debiltatanxiety.

6



According to Spielberger et al (2005) trait anxiesy a general
characteristic of an individual's personality. mduals, who experience an
anxiety trait, will tend to have an attitude andatson which reflects their
ability to understand the nature of certain enwvimental stimuli and
stressful situations as more or less difficultroeatening.

People who develop a more anxiety-trait are muchenprone to
reacting to a large level of stimuli, and will beora able to worry in less
dangerous and hard situations. These individualsrare likely to present
state-anxiety in some circumstances, especiallynanmal day-to-day
activities, as an example, people who are accustdmécing tremendous
amount of difficulties in their everyday life.

The second type of anxiety known as state anxggonsidered as
an obstacle and an interruption of individual’'s @omal equilibrium. For
example, when the person hears bad news aboutyackese friend, he
becomes so anxious, so that emotional equilibriulirioe put into question
(Spielberger et al, 2005).

A person who experienced a state anxiety is m&edylito feel stress
and nervousness or unable to confront any evensubdih moments, the
person may feel nervous and can easily react terreadt stimuli. State-
anxiety is an unpleasant feeling which can senoditurb the individual’s

ability to react positively to any situation andarcertain environment.



Moreover, high levels of state anxiety are paradylharmful. It can
even disable the person’s tendency to engage ptimddehavior aimed to
end and overcome this feeling, for example encaoungdot of difficulties.
In the question of the exam makes the learner baretvery disturbed
emotionally and hence very much anxious aboututigé.

Anxiety caused by different learning situationsstsas learner’s like
trying to understand mathematical quizzes or prasgnan oral
conversation in classroom.

The third type is situation-specific anxiety whighrelated to the
general orientation of anxiety and certain situsjoor on a learning
context in which the learner does not find himsalpable to be proficient
in a second language in speaking or reading passage

Anxiety can have also debilitative and facilitatif@ms. Whereby
stress can be a good a motivator, for example reay la person alert and
provide him with motivation. But some stress camehdevastating effects
and can lead him to forget several issues at ondugog an exam. This
positive anxiety is called a facilitating anxiegnd this negative anxiety is
called debilitating one. The former does not inhibe preparation for tests
and exams, and can motivate the learner to lealsacceed.

In fact, this type of anxiety helps him to improtre progress of
learning and performance. Debilitating- anxietywlwger, has a negative
impact on student’s motivation and his preparatbmfore and during

8



exams, like waiting until the last minute to revas®d prepare for a big test
or exam, feeling more anxious and unprepared ori@grat a test late and
having to answer all of the questions in time. gitpmnd Haber, 1960).

According to Scovel (1978) facilitating-anxiety ksethe learner
motivated and fight” the new information and pushing them to do more
efforts to reduce the negative impact of anxie®goyvel 1978, cited in Ellis
1994: 482).

In the work of Bailey (1983), facilitating and ditlating anxiety are
closely related with the self-image of languageriees and the learners to
compare themselves continually with others and tremmootively to such
comparison, wish to perform better results and watan (Bailey, 1983: 96,
Cited in Graham 1997).

They may experience anxiety, with in regard to leage lessons if
their competitiveness is found or an unsucces#iiHimage. Such anxiety
may be facilitating if it prompts the learner tovdee more effort to
language learning; in turn the self image will beh@aced as learning
outcomes are enhanced. (Hedge and Tricia, 2000).

Dorney (2005) concluded that anxiety does not ohinder
achievement but in some cases improves and devetopStress is
considered as the cognitive part of anxiety andleare a negative effect
on performance. For example failing to answer theston will only
hinder the future performances of the learner, raales him less and less

efficient in the classroom.



5. Sources of anxiety

Foreign language anxiety is the feeling of wornd arervousness
experienced by non-native speakers, when learningsiog a second or a
foreign language. These feeling may interrupt tksiré to develop any
second language context whether associated witlpriductive skills of
speaking and writing, or the receptive skill, ciidang and listening.

Language anxiety is attributable to different emusThe primary
sources of language anxiety, explicated by Horvatzal (1986) are
communication apprehension, fear of negative evalunand test anxiety.

According to them, foreign language anxiety coissist

‘Self perception, beliefs, feelings and behavior ateld to classroom language
learning arising from the uniqueness of the languagdearning process (Horwitz et al
1986: 128, cited in DOrney 2001: 364).

Communication apprehension, on the one hand, it galevant to
the conceptualization of foreign language anxiéyarners who exhibit
communication apprehension do not feel comfortatmenmunicating in
the target language (TL) in front of others, dudh®ir limited knowledge
of the language, especially in relation to speakind listening skills.

Communication apprehension has a great influencestadents’
communication competence. Learners who typicallywehaifficulty
speaking in front of other people are likely toleéss able to learn a second

language (SL) and develop their communication skill
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Fear of negative evaluation, on the other hanthadearners feeling
about how other teachers or classmates may nelya@x@aluate their
language ability. Learners who experience fearegative evaluation do
not consider their language mistakes as a natoirad or as an attempt to
learn a new language, but as a danger for thenctiedlgan front of their
teachers or their peers.

As a result, they keep silent most of the time @afdse to participate
in language classroom activities.

According to Horwitz et al (1986), test anxiety @& form of
performance anxiety, in which the learner feelfésa of failure and doing
badly in a text. Learners who experience text dagxa@ensider the foreign
language process and especially oral production, taseatening situation,
rather than an opportunity to improve their comroative competence and
speaking skills (Horwitz et al, 1986, cited in Déyn2001).

6. Anxiety as a hindrance to learning

Learning a second language means acquiring newitpaks that are
used in this foreign culture. This can be seen thaseatening to a learner’s
consciousness, rather than encouraging him to penrfcell.

Some learners come over many difficulties, whemnieg a second
language. It because of lot of emotional factois #wre experienced by

learners in foreign language learning, and whidbcaftheir abilities such
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as: intelligence, motivation, attitudes and anxiétgxiety stands as one of
the main influential factors for effective langudgarning. (Brown, 2007).

According to Spielberger et al (2005) language etyxis the fear
that an individual feels when he has to use a skoora foreign language
in which he is not fully proficient. He consideranfuage anxiety as a
stable personality trait related to the individealfendency to react
nervously when speaking, listening, reading or imgitin the second
language (SL).

Anxious students have been shown to be less likelyolunteer
answers in class and to be hesitant in expressargopally relevant
information in the target language (TL).

Spielberger have explained the negative effectenafety on second
or foreign language learning by the fact that atyxikeviates attention and
cognitive recourses that could otherwise be effebti used to improve
performance in the second language. It is clairhatthe more anxious the
learners, the less proficient in speech skills ey

Moreover, Spielberger (ibid) predicted that theserg of several
variables can affect the learning process. Twohet¢ variables are trait
anxiety i, e the case of some learners to becom®wsin any situation,
and the other one is state. Anxiety for example rwtiee learner has to
present an oral production in front of his classsatr when the teacher
authorizes him to correct his own mistakes. Allstlig experienced in
relation to some particular event or activity.

12



There is also an other variable that affects lagguacquisition,
which is that of students’ perception for their ovaommunicative
competence in second language acquisition (SLAyeker, these students
tend to underestimate their competence in reldabdass anxious students,
and therefore become themselves anxious aboutpadormance.

Therefore, since the detrimental effects of anxmtyachievement
are evident, efforts should be made to lower leweélanxiety in the class.
This can be done if teachers or educational botednat to create a more
relaxed atmosphere and to have a less authoritattitade towards their
students (Spielberger et al, 2005).

7. Learners’ differences
Introverted and extraverted learners:

A number of personality traits may affect the asdian of a second
language, and this can decrease the progress rofnigaand discourages
risk-taking which is necessary for the continuifystudents’ performance
(Lightbown and Spada, 2006).

According to Brandes et al (2006) there are tweas$ypf personality
dimensions which are relevant to the study of agxim learners:
Introversion and extraversion. Introversion refiershe learners’ tendency

to cope with stress and emotions.
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On the one hand, learners who are high in intraeerare most of
the time anxious, sad, shy and angry at anythiag mmoves in front of
them. On the other hand, extraverted learners esg &nxious and feel
active, bright and warm more than introverted orgasth of introversion
and extraversion are closely related. This meaat dhe can be high in
introversion and extraversion, high in one but thet other, or low in both
of them (Brandes et al, 2006).

Brown (2007) distinguished between two (2) types ledrners:
extraverted and introverted learners. He beliehes ¢xtraverted learners
be more proficient and active than the introvertdtty behave in an
extraverted manner and can engage easily with olbamers and
participate freely during a classroom discussioorédver, they learn best
when they can work in groups and learn by tryinnething themselves,
instead of watching or listening to other when theywe difficulty with
understanding; they prefer to exchange their isdatsothers.

Myer (1995) defined extraverts as:

“The after thinkers, they cannot understand life dinthey have lived it. Their attitude

is relaxed and confident, they expect the waterptove shallow, and plunge readily into new
and untried experiences. Minds outwardly directedterest and attention following objective

happenings, primarily those of the immediate enviroent. Their real world therefore is the

outer world of people and things

(Myer 1995:77).
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Myers (1995) wants to show that extraverts are \smgial, they
enjoy being part of a conversation and they arera@sted in trying new
thing and often work well with others. Introvertiérners, however, have
an inner strength of character i, e they prefesttmly alone, refuse to be
part of a classroom discussion; they focus onristg to others talk and
think about what have been said before.

According to Myer (1995), the introverts’ main facus in the
internal world of ideas and act, whereas the egftitatprimary focus is in
the external world of people and activities i, eyttenjoy to interact with
others and exchange ideas with them.

Many language teachers found that, the personaflitiieir students
plays a crucial role during the progress of thesarhing. Learners
themselves consider that personality is an importiEactor which
influences the learning process.

Naiman et al (1978) investigated in their reseaicbut personality
variables that extraversion was helpful for theussigion of oral skill, and
create an opportunity to develop their communicatiompetence inside or

outside the classroom setting.
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Eysenck and Chan (1982) concluded that:

Extraverts are sociable, like parties, have maniefrds and need excitement, they are
sensation-seekers and risk takers, like practicatgs and are active.

Conversely introverts are quiet prefer reading tceating people, have few but close

friends and usually avoid excitemerfEysenckand Chan 1982: 154, cited in Ellis
2008: 673).

Eysench and Chan identified that extraverted atrdverted learners
do not all learn in the same may, because eachobrikem adopts an
approach to learning which makes him feel compjedekase.

A major hypothesis regarding the relationship betwextraversion,
introversion and second language learning (2). Tiret part of this
hypothesis investigated that extraverted learndfsashieve better results
in acquiring basic interpersonal communicationlsKiBICS), because they
appear a low level of anxiety. This hypothesisimiag to investigate that
extraversion offer more chances to practice a set@nguage.

The second part of this hypothesis, however, iBngilto investigate
that learners will reach better performance at ldgheg cognitive
academic language ability (CALP) i, e introvertezhrhers have more
opportunities to be successful in academic perdmca, perhaps because
they spend a lot of time thinking, reading and mgt(Griffiths 1991, cited

in Ellis 2008: 674).
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Pritchard (2009) pointed out that it is helpful fearners if they are
aware of their own particular approach of learnirmmnd take more
opportunities to improve their way of learning.

Differences between extraversion and introversion

Extraversion Introversion

> Prefer the outer world of > Prefer reflection and the inner

people and thing to reflection. world of action.
> Active. > Prefer writing to talking.
» Gain energy from others. » May enjoy social contact but
» Want to experience things in need to recover from it.

order to understand them. » Want to understand something
» Work by trial and variety. before trying it.

> Like a quiet space to work in.

Table 01
Source Myer ( 1995:77) .
8. Improving students’ performance by reducing anxety:
lakovos Tsiplakides (2006) suggested the followintgrventions
which were implemented in a variety of educationahstitutions to help
learners overcome anxiety:
1. Project work: were used due to the following benefits of project

work in foreign language settings cited in therétare:
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a) Students are more personally involved, so they llysueave
increased motivation. They do not feel that they eonstantly
assessed.

b) It is easier for them to focus on communicatiorthea than on

accuracy, and are less concerned with languageseartd the
consequences of “imagined failure”.
An additional advantage of project work is thatdstots have an
active role and responsibilities in the implemeptatof project
work, which can boost their confidence and redineedffect of
perceptions of low ability in the target language.

2. Establishing a learning community and a supportiveclassroom
atmosphere: Creating a learning community that provides the
environment for optimal motivation and a collabo@atatmosphere
can help reduce fear of errors. The following alass interventions
were made, drawing principally on suggestions foeating a
supportive learning classroom community.

a) Teacher —students relations:
A set of classroom rules and norms was negotiatdu tive
student- making fun of a wrong answer was not aeckand a norm

of mistake tolerance was ratified.
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Errors were considered a natural part of learninfpraign
language and students were encouraged to ask fpr vihighout
running the risk of embarrassment (Do6rney, 2001).

In addition, teaching practices communicated exgierts of
success for all students for example: as far asipyng practices
were concerned, groups were formed from mixed tgbdiudents,
students were given equally academically challepgasks, and the
same questioning strategies were used for all stedso that they
realized that there was no differential treatmeith wespect to their
language performance and out of school support.

b) Providing indirect rather than direct correction:

We avoided direct, on the spot correction in sp&gakKi
activities, since it can undermine student’s caeriice and because it
discourages learners especially anxious learners.

(Lightbown and Spada, 2006). Anxious students thaty
should aim at continuing a speaking activity, despnaking errors
for example: the teacher provided a relaxed atmergpbo that the
students had an opportunity to continue speakirgpitke making a

mistake.
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c) Teacher immediacy:

Both Verbal (use of humor, use of student first agmand
Nonverbal (eye contact, positive gestures) typesinmnediacy
behavior were employed, since they can reduce gnaied impact
positively on motivation to learn.

d) Provision of praise:

We soon realized that praising these studentsoimt fof their
classmates for a minor accomplishment had a negatiect, since
they considered it as an indication that the teadmed Ilittle
confidence in their abilities. As a results, nomba praise (for
example: a positive head movement) was most offed,unstead of

direct verbal praise

9. Conclusion:

Teachers should realize that language learning panitularly oral
production is a potentially stressful situation $ome students, and that the
tension and discomfort related to language learnaigfor the attention of

the language teaching profession.
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1.Analysis of the teachers’ questionnaire

1.1. Introduction:

The principle aim of this research is to invesegiie effects of anxiety
on students’ achievement. With the constraintrogtithe administration of
a test to explore the impact of anxiety on studemsformance, during
their exams and classroom participation, would betcompleted with
regard to the very limited time allocated for thhegent research.

For this reason, we found that it is necessarydimimister two main
questionnaires: one for teachers, and one for é¢egarnbecause
questionnaires are easy to administer and takdibhass

1.2.Description of the questionnaire:

Teachers’ questionnaire consists of (11) multipleice questions. It
was given to (15) teachers as the total numbdreofmhole population. The
teachers have been teaching various modules suochabexpression and
psychology in the department of foreign languagasjversity of
Constantine. The example of six (06) teachersheltaken randomly from

the total number of the population.
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1.3. Analysis of the results
Question one:Teachers’ qualification
Teachers, who were given the questionnaire, at@yhexperienced
educators, and have been teaching different modslesh as oral
expression, written expression and psychopedadgusir experience and
the degree they hold let us consider their testyraomd suggestions as very
reliable and especially the vital role they playd aheir evaluations and

observations of learners’ needs and requirement.
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Question two: Do you try to establish a relaxed atmosphere ircthgs? If

yes, say how?

Option N %
Yes 04 66
Sometimes 01 16
Rarely 01 16
Never 00 00
Table 02
70 1
60
0 |
40 —Ii
30
20
101
0o k" P
e sometimes _ ---..____1____,_{:;
A Mever
Figure 01

The great majority of teachers 66% have declared ttiey try to
establish a relaxed atmosphere in the class. Vph&s of atmosphere is an
important affective factor in learning. Not only el it contribute to
eliminating anxiety and creating motivation in lears, but it also
encourages creative use of English and meaningéwhing because in the

existence of such an atmosphere, students arenimbited to learn and to
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take an active role in learning. However, 16% aicteers have declared
that they sometimes try to establish a relaxed spimere in the class. This
is due to the fact that if they try to do so, buey will be faced with a

problem of discipline because of the large numlbsturents per class.
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Question

three: What type of

relationship exists between you and y

students?
Option N %
Good 03 50
Bad 00 00
Neutral 03 50
Table 03

i DE—

Neutral

Figure 02

It seems from the results obtained in the tablevalds0% of the

teachers declare that, the relationship that existeveen them and their

students is a good one. This may help learnersn¢oease their self-

confidence, decrease their inhibition and encouthgm to talk freely and

easily when they engage in conversations. Besi@é 8Dthe participants

in this questionnaire declare that the relationshgi exists between them

and their students is neutral, i, e, neither goardoad.
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Question four: Do you talk

with your learners about their leagin

problems?
Option N %
Yes 01 16
Sometimes 04 66
Rarely 01 16
Never 00 00
Table 04

R
) o —1——__—____.\/
Sometimes

Rarely

Figure 03

As the results in the table above shows that 66%¢adfhers declare

that they sometimes allow their students to tallousbtheir learning

problems. This is due to the fact that lack of tifoe this or because

students are not interested in talking about thesrning problems. If

students are helped by getting more informatioruatsnguage as well as

to take on more responsibility for their self-insttion.
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While 16% of the teachers say that they give th&wdents
opportunity to talk about their learning problermsd only 16% said rarely.
Giving students an opportunity to talk about thearning problems

is what teachers should do.
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Question five: Do you think that there are some learners feeioarsxwhen

the teacher corrects their mistakes?

Option N %
Yes 06 100
No 00 00
Table 05

100
S0
80
70
60
50
40
30
20

10

-

No

Figure 04
It seems from the results obtained in the tablevalbloat 100% of the
teachers who participate in this questionnaire gleeathat there are many
students who feel anxious when their teachers laskn tto correct their
mistakes. This question reveals the fact that arsxlearners are less able

to interact and correct their oven mistakes, esfigcin front of their

teachers and classmates.
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Question six: Do you think that the use of materials would hstipdents

feel more comfortable?

Option N %
Yes 05 83
Sometimes 01 16
Rarely 00 00
Never 00 00
Table 06

= -~

——

Sometimes

Rarely Kever

Figure 05
The results in the table above reveal that abotut 88the teachers

do agree with the fact that the use of authentiterrads helps learners to
learn, because they provide them with a desireisten, to speak and
encourage them to make use of all the languagehtaey at their disposal.
They also create a real interest in the foreigmuage, and increase the
learners’ motivation. Beside 16% of the teacherdaded that the use of
materials is sometimes helpful to students to bevauked.
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This is also due to the fact, that using advancaténals in learning
a language will accelerate the process of learmiog only in the
department of English University of Mentouri, bus@ain any Algerian

educational institution.
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Question seven:Do you think that learners need to be helped icelde

speaking skills?

Option N %
Yes 06 100
No 00 00
Table 07

100 -
90 {
80 -
70 -
60 -]|
50 1
40 -
30 A
20 4

¥ o

No

Figure 06

As it was expected, all the teachers (100%) saitlldarners need to
be helped to develop their speaking skills. Leaanmeyed to develop their
communication competence, which is particularly amant to improve
their language learning, and to be less hesitardgxjpressing personally
relevant information in the target language. Thiesiion reveals the fact

that, the more anxious the students, the lessqgoeafiin speech skills they
become.
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Question eight: Do you think that your method of teaching encoasag

learners to learn effectively?

Option N %
Yes 06 100
No 00 00

Table 08

100
90
80
70
60
50
40
30
20
10

- /

No

Figure 07

As the results in the table shows, (100%) of tlaehers use effective
methods of teaching in order to keep their learneygvated and active.

This question reveals the fact that, it is necgs$ar teachers to
emphasize certain strategies, willing to improwadehts’ mental abilities

such as attention, concentration and memory whidhkeep learner alert

and engage easily to the lesson.
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Question nine: Do you think that anxiety facilitates or inhiblesarning?

Option N -
Facilitates > -
Inhibits o -
other - =

Table 09

70 ‘\

60 -

50 -|1

40 '||

30 J|

20 'l|

10 4| A T

Facilitates

Figure 08

As the results in the above table show, teachesgoreses to this
question reveal that about 66% of them agree athmufact that anxiety
inhibits students’ progress of learning, rathemthacilitating it. Besides
33% of the participants said that anxiety is notyoconsidered as a
threatening situation to learning process, it dan anprove and develop it

in some cases.

This question also reveals the fact that anxetonsidered by many

teachers as a hindrance to learning, but in suclments it can be a

motivator to learning.
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Question ten: Do you think that learners’ preferences (learngtges)

have an effect on their motivation to learn?

Option N .
Yes o .
Sometimes - .
Rarely > %
Never o >
Table 10
— Y
Sometimes Rarely i_¥\/
Never
Figure 09

The results in the table show that, teachers resgsoto this question
was revealing that about 83% of them do agree ldgamnhers’ styles in
learning have a great impact on their capacibesgot well, and to be more
willing to participate in learning activities. Bes 16% of the teachers who
participate in this questionnaire said that leagnstyles are sometimes
affecting students’ motivation to build up a goaetfprmance. This is due
to the fact that, students also would like to dggloeir own strategies of
learning in order to make learning even much edsrehem.
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Question eleven:Anxiety can help learners to do well during thewams,

do you agree?

Option N %
Agree 00 00
Disagree 04 66
other 02 33

Table 11

Figure 10
It seems from the results obtained in the abovie thiat 66% of the
teachers being given the questionnaire, are agdiaedtact that anxiety can
help learners to perform well during their exams$joch means that they
consider anxiety as a hindrance to learning, pddrty in the period of
exam, rather than encouraging learners to reacdtarh@trformance. Beside
33% of the respondents who said that anxiety mdgctfstudents’

concentration in their exams or it can be consdi@®a good motivator to

learn.
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Conclusion:

The data and the obtaine results show that thd tdvanxiety can
really hinders the ability of learners to perfornelwduring the learning
process, but low levels of anxiety can motivatedehis to improve their
abilities and develop new strategies in learnimgl #nis is in the direction
of our research hypothesis which states that ifnksd can overcome
anxiety they will be able to develop their self rfidence and motivation.
Besides this, learners need to be instructed tk thositively in building

up a new way of learning.

38



2.Analysis of the learners’ questionnaire:

2.1. Introduction:

It is important in this research, to give learndre opportunity to
express their own idea concerning the effects oXietyn on their
achievement such as, their attitudes toward exauhdheeir participation in
classroom. Learners’ questionnaire was designeavistigate the impact
of anxiety on the performance of third year LMD dgaots in the
department of English Mentouri university of Comdiiae.

2.2. Description of the questionnaire:
For the present research we have administered stigueaire of thirteen
items to learners. The items were developed, tdoexghe attitudes of
third (3% year LMD students toward their exams and to itigate their
oral competence during a classroom discussion.

Learners’ questionnaire was administered to twé¢h®) groups of
the third (%) year LMD students of English language, constiu?e@5
participants as the total number of the populatfrom which the sample
will be at random. The learners’ guestionnaire veasninistered to a
random sample of thirty (30) students select frotatal population of 745
third year LMD students at the department of Eiglis university of

Constantine.
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2.3. Analysis of the results

Question one Nervousness while taking an exam or a test mindee

from doing well.

Option N %
Always 06 20
Often 05 16
Sometimes 17 56
Rarely 01 03
Never 01 03

Table 12

w
o

& & %_“r““—————\/
w & & S
S & &
Figure 11

The results in the table above indicate that (5@%b)the highest
percentage of the subjects who participate in dglisstionnaire, said that,
nervousness sometimes hinders them from doingiwelltest or an exam,
whereas (20%) show that anxiety during the exameadly blocking their

ability to do well in their exams, and then (16%ljdsoften only (3%) said

never.
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Question two: When | perform badly in an exam, | feel anxietgdngse of

the probability of having bad mark?

Option N %
Never 04 13
Hardly ever 01 03
Sometimes 12 40
Usually 09 30
Always 04 13

Table 13

Figure 12
The results in the table above reveals that (400the respondents,
are anxious when they are about to receive thaiksn&urthermore, (30%)
of the students usually feel anxious about the ipitigg to have a bad
mark, whereas (13%) said never, and then (13%)abways afraid of
receiving unexpected evaluation.

Finally, only (03%) of the participants said harelyer, which show

indifference.
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Question three: The more difficult the exam is, the less efficiebecome:

Option N %
Always 03 10
Usually 03 10
Sometimes 09 30
Hardly ever 07 23
Never 07 23

Table 14

Sometimes Hardly

ever

Figure 13
The results in the tables shows that (30%) of thmlents who
participate filling in the questionnaire preferday that, the difficultly of
their exams sometimes makes them less able torpesffectively, and
(23%) said hardly ever and also (23%) said nevhereas only (10%) who
said that the difficultly of the exams really himsleghem from doing well,

and (10%) usually feel less confident handle aatiff exam.
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Question four: | feel anxious before the start of one exam bwednstart,

| forget my anxiety.

Option N %

| always forget 08 26

Usually 06 20

Sometimes 09 30

| often feel some nervousness 05 16

I’'m always nervous during an exam 00 00
Table 15

Figure 14
The results in the table above demonstrate tha®o)30f the
participants are sometimes feel anxious beforexamgebut once they start
answering the questions, they overcome their ayxdating the control,
and then (20%) who said that they usually feel amxibefore the start of
an exam, but they surmount when they start answgetire exam’s

questions, and finally (16%) said they often fewhe nervousness.
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Question five: Feeling anxious while taking a test helps me dtebet

Option N %
Always 02 06
Often 04 13
Sometimes 07 23
Rarely 09 30
Never 09 30

Table 16

w
Q

]
(%]

=
(O]

¥}
s o
L

|
5 1
1

4] -r-/

Always Often

Sometimes

Rarely

Mever

Figure 15

Anxiety has a negative impact on student’'s motorato succeed in

an exam, it does not merely hinder achievement,ilwgome cases it

enhances it.

The results in the table above shows that (30%heparticipants do

prefer to say that feeling anxious while taking ragais rarely helpful in

drawing fruitful consequences, while (23%) somesrfeel anxious during

an exam, and then (13%) said often, and only (O6&td always. This

reveals the fact the majority of students consi@ersety as a threatening

situation, rather than encouraging them to do well.
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Question six:1 enjoy an easy exam more than a hard one:

Option N %
Always 10 33
Often 05 16
Sometimes 08 26
Rarely 05 16
Never 02 06
Table 17
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Figure 16

This percentage (33%) indicates clearly that tlghést percentage
of learners prefer to have easy questions in exaatser than difficult
ones. Beside (26%) of the students who said theat gnefer also to take
difficult questions, whereas (16%) said often, ahdn rarely (16%).

Finally, only (06%) said never.
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Question sevenThe more difficult the exam or test, the betteeém to do

well.

Option N %
Always 09 30
Often 13 43
Sometimes 07 23
Rarely 01 03
Never 00 00

Table 18
50 1
40 -
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Figure 17

The results in the table above shows that (43%hefrespondents
often do well in difficult exams, beside (30%) betstudents who said that
always achieve better results in more difficult gftems, which means that
this category of learners prefer to challenge taugbundaries, which
explains a high level of motivation to learn of Hslg language. Whereas

(23%) said sometimes, and (03%) said rarely anémmaw one.
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Question eight: | make mistakes on easy questions, and write asswve

the wrong places.

Option N %
Always 09 30
Often 03 10
Sometimes 08 26
Rarely 10 33
Never 05 16

Table 19
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Figure 18
From the results obtained in the table above, wieeathat (33%) of
the students who said that they rarely make mistakeeasy questions and
write answers in the right places. Beside (30%hefparticipants who said
that they always make mistakes on easy exams, anadnswers in the

wrong places, whereas (26%) of the said someti(ié8p) said never, and

finally only (10%) said often.
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Question nine: Do you anxious when you give oral presentatiofrtant of

the whole class?

Option N %
Always 10 33
Often 04 13
Sometimes 09 30
Rarely 04 13
Never 03 10

Table 20
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Figure 19
As the results in the table reveal, the majoritythedf students (33%)
said that always feel anxious when they give oratipction in front of the
whole class, which means that they refuse to spgato be part of a
classroom conversation. Beside (30%) of the padamis who said that
they sometimes feel anxious when they have to igpgthteir oral skills in

front of their classmates, whereas (13%) said ofteB06) rarely, and only

(10%) said never.
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Question ten: Do you mind if the teacher asks you to correctryown

mistakes?
Option N %
Always 01 03
Often 02 13
Sometimes 07 23
Rarely 05 16
Never 15 50
Table 21
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Figure 20

It seems from the table above that (50%) of th&@pants never
feel anxious when their teachers asks them to coieir mistakes, which
indicates the motivation to put their draw backdenthe scope. Beside
(23%) of the students who said that they sometieelswvorried when they

have to correct their mistakes, whereas (16%)rsa@ly, and only (03%)

said always.
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Question elevenDo you mind if other students correct your writteork?

Option N %
Always 12 40
Often 05 16
Sometimes 06 20
Rarely 05 16
Never 02 06

Table 22
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Figure 21

From the results obtained in the table above, wieeathat (40%) of
the students always feel anxious when other stadamtrect their written
work. Beside (20%) of the participants who said thay sometimes feel
anxious when their classmates asks them to cattneat works. Whereas
(16%) said often, (16%) said rarely, and finallyyof®6%) who said never.
This question reveals the fact, that, the majasityhe participants claims

that believe in their own capacities, and they tdantept any interference.
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Question twelve: Do you feel anxious when you have to answer the

teacher’s questions in the classroom?

Option N %
Always 07 23
Often 04 13
Sometimes 06 20
Rarely 07 23
Never 06 20

Table 23

Figure 22
The results in the table above shows that only (28Bthe students
who said that they have never been anxious whenh&ee to answer their
teachers’ questions in the classroom. Beside (28%)e participants who
said that they always feel anxious when their teexclhsks them to answer

their questions, which explains that this categafryearners refuses to be
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part of the classroom discussion or to speak aWdtlereas (20%) of the
respondents who claimed that sometimes worry altbeir teachers’
questions, and then only (13%) said often, andly#in20%) said rarely,

which means a high level of self-confidence.
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Question thirteen: Do you wrong if your classmates speak Englishebbett

than you?

Option N %
Always 05 16
Often 03 10
Sometimes 15 50
Rarely 05 16
Never 02 06

Table 24

Figure 23
From the results obtained in the table above, wicenahat the
majority (50%) of the participants said that somets they feel worried
when their classmates, speak English better them.tBeside only (16%)
of the students claim that always feel anxious wbier students use the
language effectively, whereas (16%) said never,(&68&b) said often, and

finally only (06%) of the students who said rarely.
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This question reveals the fact that the majorityhef participants in
this questionnaire are less able to speak Englmhectly when they
compare themselves with their classmates. Besidewh can say that,
anxiety can affect negatively learners before,rdyand after the exam.
Conclusion

The data we have collected from the questionnatheinistered to
third year LMD English students; let us investigéte great impact of
anxiety on students’ achievement. Thus, we cantBay the results in
learners’ questionnaire are in the direction of bypothesis, which can
possibly be confirmed through designing an experniaien or a test to
analyze the correlation which existed between ayded achievement.

The learners’ questionnaire let us notice thaieipcan really inhibit
the capacity of students of. It is true that a Hg\el of anxiety interferes
with concentration and memory, which is critical &cademic success and
a moderate amount of anxiety, helps academic padoce by creating

motivation.
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General conclusion

We all know that sometimes we find it difficult ppoduce our best
that success is virtually guaranteed, if thereoisaason to be at all anxious
about the possibility of failure. Knowing that sess is not guaranteed, but
that making a real effort might make all the diffiece between success and
failure, we may do better precisely because ouiegykas spurred us on.

If, on the other hand, we would really like to seked but feel that, no
matter how hard we try, we are most likely to fdiken our anxiety is likely
to make it even more difficult for us to produce tmest. Some aspects of
receptivity, then, are not dependent upon just kengoanxiety, but upon
minimizing the sources of debilitating anxiety, aoatimizing the sources
of facilitating anxiety so that learners can workithw a relaxed

concentration.
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Appendix |

People Democratic Republic of Algeria

Ministry of Higher Education and Scientific Resdarc

University of Constantine
Department Of English
Third year LMD Students
Teachers’ questionnaire

Dear educators

This questionnaire is an attempt for gatheringrnmiation needed for
the accomplishment of a master thesis. We seeled some light on
teachers’ observation and attitudes towards stgtankiety in classroom.
We would be very grateful if you could help us aoptishing in filling in

the questionnaire.

1. Teacher’s qualification
BA
Master / Magistere

Doctorate
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. Do you try to establish a relaxed atmosphere ircthes?
Yes Sometimes Rarely Never
If yes, please say how?
. What type relationship exists between you and gtudlents?
Good Bad Neutral
. Do you talk with your learners about their learnprgblems?
Yes Sometimes Rarely Never
. Do you think that there are some learners feel ausxiwhen the
teacher corrects their mistakes?
Yes No
. Do you think that the use of materials would helplents feel more
comfortable?
Yes Sometimes Rarely Never
. Do you think that learners and to be helped to ldgvespeaking
skill?
Yes No
. Do you think that your method of teaching encousalgarners to
learn effectively?
Yes No
. Do you think that anxiety facilitates or inhibiesalrning?

Facilitates Inhabits Other
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10. Do you think that learners’ preferences (learnstgles) have an
effect on their motivation to learn?
Yes Sometimes Rarely Never
Anxiety can help learners to do well during thexams? Do you
agree?

Agree Disagree Other

Thank you for your collaboration
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Appendix Il

People Democratic Republic of Algeria

Ministry of Higher Education and Scientific Resdarc

University of Constantine
Department Of English
Third year LMD Students
Learners’ questionnaire
Dear students
This questionnaire is an attempt for gatheringrnmiation needed for
the accomplishment of a master dissertation. Wextthis questionnaire in
order to investigate the negative impact of anxieig students’
achievement. We would be very grateful if you coufelp us
accomplishing our research in filling in the questaire.
1. Nervousness while taking an exam or test hindersfrora doing
well.
Yes Sometimes Rarely Never
2. In a course where | have doing poorly, my fear bhd mark makes
me less efficient
Never Hardly ever Sometimes

Usually Always
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. The more difficult the examination, the less effiti | become.
Always Usually Sometimes
Hardly ever Never

. | feel anxious before the start of an exam, buteohstart, | forget

my anxiety.

| always forget Usually Sometimes

| often feel some nervousness 'm always nervousnhess during
an exam

. Feeling anxious while taking a test or an examsaip do better.
Always Often Sometimes
Rarely Never

. | enjoy taking an easy exam more than a hard one

Always Often Sometimes
Rarely Never

. The more difficult the exam or test, the betteeem to do well
Always Often Sometimes
Rarely Never

. | make mistakes on easy questions, and write answtre wrong

places
Always Often Sometimes
Rarely Never
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9. Do you feel anxious when you give oral presentatiofront of the
whole class?
Always Often Sometimes
Rarely Never

10. Do you mind if the teacher asks you to correctrymun mistakes?
Always Often Sometimes
Rarely Never

11. Do you mind if other students correct your writtgeork?
Always Often Sometimes
Rarely Never

12.Do you feel anxious when you have to answer thecher’'s
questions in the classroom?
Always Often Sometimes
Rarely Never

13. Do you worry if your classmates speak Englishdrdtian you?
Always Often Sometimes

Rarely Never

Thank you for your collaboration
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