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ABSTRACT  
 

The main objective of this study was to assess students' levels of English 

language writing test anxiety with reference to Admas and St. Mary's 

private University College students taking sophomore English writing 

common course in the second semester of 1999 E.C. 

 
The subjects of the study were one hundred thirty (i.e. 30% of the total 

population, 432) in which eighty six (86) of them were selected from 

Admas University College (AUC) while forty four (44) of them were from St. 

Mary's University College (SMUC). Subjects were selected using systematic 

sampling technique. Four kinds of data collection instruments were used in 

this study, namely, questionnaire, observation, focus group discussion, 

and interview. The data collected using these instruments were analyzed 

by making use of different statistical analysis methods and qualitative 

description, such as frequency counting percentage, mean, and description 

of some qualitative data.  

 
The findings (i.e. the results) indicated that the large majority of the 

subjects of the study were found to be poor in their writing background 

before they joined university colleges. And, as a result, their levels of 

anxiety were high when taking the writing tests. So, the administrations of 

both university colleges should look for some possible mechanisms (or 

strategies) which may be helpful to minimize students' levels of writing test 

anxiety, by giving simple additional writing courses before those complex 

ones like those of sophomore, for example.  

 

 



 1 

CHAPTER ONE 
 
INTRODUCTION 

 
In recent years, great interest has arisen in the study of the role of affective 

factors which pronounce on test anxiety and related problems. Consequently, 

most language researchers like Scovel (1978), Gardner (1985), Malmah –Thomas 

(1987), and Young (1999) have tried to identify a number of factors affecting 

students' language performance when taking tests in different language skills 

and areas. They further say that the major factor influencing the language 

examination situation is anxiety, manifested in different language skills and 

areas at different levels.  

 
Language scholars like Gardner (1985), Horwitz et. al (1986), Horwitz and Young 

(1991), Lewis (1997-online) and others also point out that there is a strong 

relation between language class anxiety and test anxiety. This is to mean that if 

students are in a state of anxiety when they learn the foreign language, in this 

case English, it is normal that their level of anxiety will automatically increase 

when they take tests or exams. This, therefore, implies that test anxiety 

normally results from language class anxiety.  

 
In the Ethiopian context also most often we speak of English language test 

anxiety. This is because most of the people in Ethiopia do not use the English 

language for daily communication using the productive skills, writing and 

speaking. Instead, it is mainly used for academic purpose in the higher learning 

centers including the two research settings, Admas and St. Mary's University 

Colleges. For this reason, the English language is considered as a foreign 

language in Ethiopia.  

 
Hence, this study has dealt with one specific aspect of anxiety, which is test 

anxiety. And even, within the test anxiety itself, there are different language 

skills and areas in which anxiety can be seen though the level or degree of 
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anxiety differs from one skill or area to the other. In view of the broad nature of 

'anxiety', this study focuses on the English Language Writing Test Anxiety.  
 

In this introductory chapter, statement of the problem, objectives of the study, 

application of the results, delimitation of the study and definition of term and 

abbreviations used are included.  
 

1.1 Statement of the Problem  
 
Anxiety is said to be one of the factors which could affect the process of 

learning. In this regard, language researchers like Horwitiz et. al (1986), 

MacIntyre and Gardner (1989 and 1991), and MacIntyre (1995) claim that 

language courses are very anxiety-provoking by their very nature. Moreover, 

some studies have shown that students utilizing productive skills, namely; 

writing and speaking, are found to experience a considerable amount of anxiety 

in the process of learning (Hilleson, 1996; Zhang, 2001). As Zhang (2001) 

particularly notes, foreign language writing anxiety is highly magnified during 

tests.  
 

As it is well- known, written tests are normally a requirement in any academic 

pursuit, particularly in higher learning institutions. However, writing has long 

been claimed to be a very difficult skill to acquire and is dreaded by foreign 

language (L2) students (Gupta, 1998). He (ibid) further states that the notion of 

success in writing is associated with self-expression flow of ideas, outsider 

expectations, growing confidence and enjoyment of L2 academic writing. But, 

most L2 students are known to have problems in coping with this (Basturkmen 

and Lewis, 2002). 
 
In this context, it is appropriate to look at the related research studies with a 

focus on English Language Writing Test Anxiety, at the global and local levels.  
 
To begin with the international research done on this area, as far as the 

information obtained by the present researcher is concerned, there are only a 

few related studies. Some of them can be mentioned as follows:  
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A study was conducted by Daud and others (2005) on "Second Language 

Writing Anxiety" in general. Their findings revealed that the subjects of their 

study suffered from anxiety as a result of their lack of writing skills, and that 

the better students experienced less anxiety than the weaker ones. Moreover, 

this study pointed out that low performing students were more anxious than 

high performing students. This happened due to students' deficiency in certain 

aspects of writing skills, particularly vocabulary and language use. They further 

commented that realizing the aforementioned problems, steps can be taken to 

improve the situation, and this can come in many different forms. The 

institution or the language teachers may modify the English language syllabus 

to suit the students' interest or the focus may be changed to specific skills 

within the teaching of writing itself in which students are more passive with. For 

instance, according to them students' deficiency in vocabulary and language use 

can be employed as a guide in the attempt to improve students' writing skills. 

So, by applying this method, it is possible to reduce students' levels of anxiety 

when taking the writing tests.  

 
Another study which arrived at almost similar findings with the previous study 

was conducted by Murphy (2004). His findings showed that students with low 

proficiency in their writing attempts particularly during tests were found to be 

more anxious, and their anxiety was caused by their lack of writing skills. This 

was also found to be the problem even with some students in the United States 

of America.  

 
Another research study was conducted by Atay and Kurt (2006) entitled 

"Prospective Teachers and L2 Writing Anxiety." The purpose of their study was to 

see to what extent the prospective teachers in Turkey were exposed to writing 

anxiety during their stay in the university. The results of this study showed that 

more than half of the participant teachers had high or average writing anxiety. 

The subjects' responses also indicated that those with high and average anxiety 

had difficulties in organizing their thoughts and producing ideas while writing in 
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L2. Besides, the prospective teachers cited university instructors and their L2 

writing experiences as the major factors affecting their attitudes towards L2 

writing. Furthermore, the responses of the prospective teachers revealed that 

their writing experiences might affect their future teaching writing practices.  

 
Coming to the local studies in this area, as far as the knowledge of the present 

researcher goes, there is only one study which has some kind of relations, 

carried out locally. That is, Abate Kasahun (1996) conducted a study on 1st year 

students at Ethiopian Civil Service College. The purpose of his study was to find 

out the extent and direction of the relationship between English language 

anxiety and learners' English langauge performance in the Ethiopian context. To 

achieve his objective, therefore, he used a self-rating questionnaire, a mid-

semester test and scales for assessing speaking and writing skills. The results of 

his study revealed that most of the sample students were highly distressed or 

anxious in different skills of language performance, for example, in writing and 

speaking. This happened, according to his findings, because of the sample 

students' poor English background particularly in the productive skills, i.e. 

speaking and writing.  

 
As experience shows, the teaching of writing skills does not seem to have 

received adequate attention in Ethiopian education system particularly in the 

elementary and high schools. To substantiate this idea, according to Atkins and 

others (1996), many people express their concern that the kinds of tests used in 

Ethiopian high schools have a harmful effect on the teaching-learning process of 

English language. This is because; there is only one kind of test item-multiple 

choice. Moreover, testing of English tends to be limited to testing grammar and 

vocabulary items while neglecting the other major language skills, like writing. 

For this reason, when students are supposed to take the writing courses like 

sophomore and related ones in the higher institutions, they become frustrated. 

This problem is most often associated with students' past negative experiences 

in writing skills. This is to mean that students may not have been given enough 
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writing practice while they were in elementary and high schools. This situation, 

therefore, aggravates students' writing test anxiety.   

 
Thus, only limited research has been done so far on foreign language anxiety in 

the Ethiopian context in general, and no specific study has been conducted on 

English Language Writing Test Anxiety on private university college students 

taking sophomore writing course. Consequently, the situation calls for some 

more work in this area. Thus, this research study was intended to be an 

additional piece in the area and it mainly focuses on the major causes of anxiety 

that students encounter when taking writing tests with special reference to two 

private university colleges, namely; Admas and St. Mary's.  

 
1.2 Objectives of the Study  
 
The purpose of this study was to conduct an assessment on English language 

writing test anxiety with special reference to Admas and St. Mary's Private 

University College students taking sophomore English language writing course. 

So, this study has the following one general objective and three specific 

objectives.  

 
The general objective of this study was to:  

• know the major factors which cause students to be in a state of anxiety when 

they take writing tests.  

 
The specific objectives that this study aimed to attain were to:  

i. explore the background of students' writing skills when they were in 

elementary and high schools  

ii. identify the major causes (sources) which make students to be in a state of 

anxiety before, while and after they take the writing tests. 

iii. identify the practical ways in which subjects commonly use or apply to 

overcome their writing test anxiety.  
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Hence, in order to achieve the above stated specific objectives, the following 

basic research questions were raised. 

i. To what extent had the subject students been exposed to the writing skill 

when they were in the elementary and high schools? 

ii. What are the major causes (sources) which aggravate students' writing test 

anxiety? 

iii. What are the practical ways students commonly use or apply to overcome 

their writing test anxiety?  

 
1.3 Application of the Results  
 
The probable results which have been obtained from this study may have 

certain areas of application.  

 
The English departments of both university colleges (i.e. AUC and SMUC) may 

get supportive feedbacks from the results of the study. More specifically, those 

English instructors in both colleges, teaching English writing courses like 

sophomore may be the immediate beneficiaries in gaining some insights from 

the results obtained. As a result, they may set out appropriate mechanisms to 

revise the writing courses they offer or prepare supplementary writing materials 

which may reduce students' writing test anxiety. Moreover, the results of the 

study may pave the way for the actual subjects of the study to make them aware 

in the sense that they can overcome writing test anxiety by applying the suitable 

practical methods in their future writing practices.  

 
Coming to the ultimate beneficiaries, the results of this study may be helpful for 

curriculum designers in preparing relevant writing courses for students right 

from the elementary level so as to let students practice more on writing skills 

and thereby reduce the major factors aggravating students' writing test anxiety. 

In this case, the results of this study might also be considered as an additional 

reminder to those professional English language curriculum designers. Besides, 

other elementary and high school English language teachers may use the 
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results of this study to effectively internalize the features of English language 

writing skills and subsequently prepare appropriate writing tests for their 

students in order to reduce students' writing test anxiety.  

 
1.4 Delimitation of the Study  
 
This study focused on the major factors that make students in a state of anxiety 

when they took writing tests in two selected private university colleges, namely; 

AUC and SMUC. The researcher also believed that in order to manage the study 

very carefully, this study was to be delimited to the two aforementioned private 

university colleges where sophomore writing course was given, assuming that 

they might to some extent represent the whole population of the same category 

in general.  

 
1.5 Definition of Term and Abbreviations Used 

 
a) Definition of a phrase: The following phrase is used frequently throughout 

this paper. So, it has the following meaning in the context that the 

researcher used in this paper.   

• 'English language writing test anxiety'- The feeling of tension and 

apprehension experienced by subject students when they take writing 

tests.  

b) Abbreviations used: For the sake of convenience, the following abbreviations 

were used in this thesis.  

 AUC  - Admas University College  

 SMUC - St. Mary's University College  

 ELWTA - English Language Writing Test Anxiety  

HAC - High Anxiety Category  

AAC - Average Anxiety Category  

LAC - Low Anxiety Category  

 
 



 8 

CHAPTER TWO 
 
REVIEW OF RELATED LITERATURE 

 
In this chapter, the concepts of foreign language anxiety, test anxiety due to 

difficulties of writing process, the relationship between writing test anxiety and 

the background of students' writing abilities, sources of writing test anxiety and 

practical ways of overcoming writing test anxiety are treated.  

 
2.1 Concepts of Foreign Language Anxiety  
 
Various research studies have identified a number of factors or situations which 

are believed to account for differences in the level of performance attained by 

language learners. Among these variables is anxiety, which is defined by 

Davidoff (1987) as an emotion characterized by feelings of anticipated danger, 

tension and distress and by tendencies to avoid or escape such feelings.  

 
As this is a general idea, the term 'language anxiety' which is specifically related 

to language learning situations has been coined by language researchers. As a 

result, foreign language anxiety is expected to be more closely related to 

language performance than general anxiety.  Substantiating this idea, MacIntyre 

and Gardner (1994) argue that language anxiety is the specific type of anxiety 

most closely associated with language performance.  

 
In addition to this, Horwitiz, Horwitiz and Cope (1986) have attempted to create 

a theoretical model of language anxiety which they viewed as essentially 

concerning performance evaluation within an academic and social context. 

Moreover, according to Horwitiz and Young (1991), anxiety responses are 

aroused by personality threatening conditions (for instance, tests) and include 

physiological activity (for example, sweating) and self-deprecating ruminations. 

Cognizant of this fact, Horwitiz et al (1986) consider communication 

apprehension, fear of negative evaluation and test anxiety as the components of 
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foreign language classroom anxiety. They define the first component as a type of 

shyness characterized by fear of or anxiety about communicating with people, 

the second component as apprehension about others' evaluations, avoidance of 

evaluative situations, and the expectations that others will evaluate one 

negatively, and the third performance related anxiety, the focus of the study, as 

a type of performance anxiety concerning apprehension over academic 

evaluation caused by a fear of failure in tests and test-like situations.  

 
Thus, from this reality, one may sense that foreign language anxiety should not, 

however, be viewed as a simple construct consisting of amalgamating different 

performance anxieties transferred to language learning. According to, Horwitiz 

and Young (1991:31) language anxiety is, "A distinct complex of self-perceptions, 

beliefs, feelings and behaviors related to classroom language performance arising 

from the uniqueness of the language learning process." Hence, the subjective 

feelings, psycho-physiological symptoms and behavioral responses of the 

anxious language learner are the same as for any specific anxiety. To prove this, 

anxious learners report that feeling apprehension, worry and even dread of their 

language class are some of the situations aggravating their anxiety levels (Lewis, 

1997-online). Besides, according to Horwitiz and Young (1991), the anxious 

language learners often go to great lengths to miss classes, postpone home work 

and avoid studying. Therefore, the cumulative effect of all these anxiety 

provoking-situations usually make learners highly frustrated when they take 

tests.  

 
Having seen the nature of foreign language anxiety as a back-up information, let 

us see the nature of test anxiety in terms of its definition and symptoms.  

 
2.1.1 Definition of Foreign Language Test Anxiety  

 
Different scholars like Horwitiz and Young (1991), Shapiro (1997-on line), Lewis 

(1997-online), Robert (2003-online), Hall (2005) and others have tried their best 

in defining test anxiety. For instance, Horwitiz and Young (1991: 30) define test 
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anxiety as, "… a type of anxiety concerning apprehension over academic 

evaluation which stems from a fear of failure." This is to mean that students may 

have unrealistic expectations of themselves with regard to achievement in a test 

situation and feel that anything less than full marks constitutes a failure. 

Similarly, Hall (2005:5) defines test anxiety as, " … a fear of negative evaluation, 

especially in academic domains." In this case, according to Shapiro (1997-on 

line), tests are obstacles for most of the students who suffer from test anxiety.  

 

2.1.2 Symptoms of Foreign Language Test Anxiety  

 
Students often blame test anxiety for poor performance. This poor performance 

is frequently due to a lack of preparedness for a test, which causes anxiety 

(Lewis, 1997 - online). According to him (Lewis), most of the symptoms of test 

anxiety are those that happen while taking the exam. The most common 

symptom is to experience a block or freeze up. This means, a person with test 

anxiety may find words meaningless while reading the test instructions and 

questions. One feeling that is a common symptom of test anxiety is panic. 

Feeling of panic may occur for a person with test anxiety if she/he does not 

know the answer to just one question. It may also come as time runs out at the 

end of an exam period. Some other symptoms of test anxiety which happen 

during an exam may be worry over one's performance compared to other test 

takers, being easily distracted during the exam, and plotting ways to escape 

from a test (such as sneaking out or feeling ill). 

 
2.2 Test Anxiety Due to Difficulties of Writing Process 
 
Test anxiety is most often manifested due to students' inability of writing (Hall, 

2005). More specifically, according to Byrne (1988: 4) students' levels of writing 

test anxiety may increase due to the following three main problems or 

difficulties. These are: psychological problems, linguistic problems and cognitive 

problems. Thus, unless these factors are well managed by teachers in the early 



 11 

stages, they will hinder students' development of writing. Therefore, so as to give 

a clear picture on each problem, it would be better to see each in some detail.  

 
2.2.1 Psychological Problems 

 
When the teacher reads students' written tests, the writer (student) and the 

reader (teacher) are isolated from each other. In this case, the teacher hardly 

has the opportunity of asking the student whatever the teacher faces while 

correcting students' writing attempts. For this reason, the student might fall in 

a state of anxiety if what he thinks and what he puts on paper in written form 

do not go together. 

 
In general, psychological problems are the problems of conveying the message. 

They refer to the writer's sense of isolation while writing because of the absence 

of any physical interaction with and feedback from the teacher. Therefore, the 

writer (the student) feels alienated (Byrne 1988 and Clifford 1991). Thus, 

students may be in a state of anxiety while attempting the writing tests.  

 
According to Boughey (1997), it is possible to reduce students' psychological 

problems of writing if they practice on different writing items before they sit for 

writing tests, by sharing ideas with their classmates and get the opinion of 

others. He (Ibid) further notes that writing in a group may be a crucial means of 

introducing valuable writing practice to students. This encourages students to 

share ideas and develop their writing abilities. And it ultimately motivates 

students in developing confidence in their writing ability. Consequently, 

students may not as such be in a state of anxiety when taking the writing tests 

individually.  

 
2.2.2 Linguistic Problems  

 
In writing, communication is hampered unless the correct forms of the language 

(English in this case), such as language structure, words, mechanics and others 

are used effectively (Pincas 1982,   Hedge 1988, Bloor and Bloor 2004). Besides, 
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different studies identified various linguistic problems faced by students in their 

writing attempts (Raimes, 1983). To mention some of them, writing 

ungrammatical and long sentences, the unbalanced distribution of different 

words in the given samples, wrong distribution of parts of speech, and some 

types of grammatical errors are believed to be the major areas in which 

linguistic problems affect writing skills. Byrne (1988) also explains that because 

of the absence of prosodic features in writing, the writer (student) has to 

compensate these features by keeping the channel of communication open 

through own efforts by choosing the appropriate sentence structure so that the 

text the student produces can be interpreted on its own. However, if students 

are not practicing the major linguistic features, mentioned above relevant to 

writing, they will be highly frustrated when they sit for writing tests. This 

implies that teachers are expected to address these features keeping their 

students' levels of understanding.  

 
Linguistic problems can be best explained by its subparts: grammatical 

problems, sentence-structure problems, and the problem of diction (choice of 

words).  

 
2.2.2.1 Grammatical Problems 

 
Students have committed a number of mechanical problems in their second 

language (English) writings (Hedge, 1988). For example, according to Tyner 

(1987), students may not use verbs properly. This means, they do not realize 

that verbs can take different forms depending on tense and subjects they are 

used with. Therefore, due to this problem, students may face a great challenge 

when taking the writing tests as they can not keep the proper grammatical 

patterns. Moreover, students have problems with subject verb agreement, 

pronoun references, and connectors and so on (Krashen, 1987). 

 
From this, one may realize that if students are not well acquainted with the 

grammatical usage of the language, their anxiety will be high when they take 
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writing tests. This is because, one's writing will be attractive if one keeps the 

proper grammar of the language with good flow of ideas to the point.  

 
2.2.2.2 Sentence Structure Problems  

 
As we all know, the test of writing rests on the kind of sentence structures 

encompassed in the writing, Byrne further elaborates this as follows:  

 
We have to keep the cannel of communication open through our 
own efforts and to ensure both through our choice of sentence 
structure and by the way our sentences are linked together 
and sequenced that the text we produce can be interpreted on 
its own (1988: 4). 

 
Likewise, Kharma (1986) emphasizes that those students who have the problem 

of writing good sentences are unable to produce longer sentences requiring 

subordination and co-ordination when writing a single paragraph properly. This 

is to show that being unable to use proper sentence structures leads to being 

incapable of writing paragraphs and essays. Hence, if students face such big 

linguistic problems, they can not express what they intend to express, especially 

during writing tests. Consequently, this situation may aggravate students' levels 

of writing test anxiety.  

 
2.2.2.3 The Problem of Diction  

 
A good writing or composition should consist of appropriate and varied range of 

vocabulary used along with proper grammar and varied range of sentence 

structures (Norrish, 1983; Alamirew G/Meriam, 2005). When the writer makes a 

choice of vocabulary that would reflect a concern for the reader and purpose of 

writing, the composition written would give sense to reader(s) (Reid, 1993).  

 
However, writing in a foreign or second language (English, for example) using 

appropriate words in their right places is a major problem for most students. 

For example, White (1980) says that most students usually use 'big words' 

which may not go with the actual context, in writing their paragraphs or essays 
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to impress their teacher. Inevitably, this attempt leads to a problem of diction. 

So, the problem with diction can lead a student to develop a negative attitude 

towards foreign language essay writings (Ibid). If this happens, a student may 

get frustrated in taking the writing tests as he/she can not choose the 

appropriate words suitable to the given specific context.  

 
2.2.3 Cognitive Problems  

 
In the past, special attention was given to grammar and lexical problems of 

students in investigating their English language writing difficulties. But, 

currently, with the advances of socio-linguistic studies and discourse analysis, 

the supra-segmental aspects of writing have been given emphasis (Kharma, 

1986). 

 
The cognitive problems that students face in their second language writing 

include-problems of punctuations, capitalization, spelling, organization of ideas 

and others (Caroll and Willson, 1995; Gower et. al, 1995; Reid, 1993). They 

further state that these are the major cognitive problems that students 

frequently forget or miss to apply them in their writing attempts (may be in 

tests). So, these problems can lead to students' anxiety in this regard.  

 
2.2.3.1 Punctuation Problems 

 
Students most often encounter punctuation problems in taking writing tests. 

Notably, there are three basic reasons which make punctuation problematic for 

students to learn and apply it in their writings. Firstly, the rules of punctuation 

are not universal or absolute to the meaning they give. Secondly, punctuation 

marks are complex to learn, and lastly; punctuation relies on the style of the 

writer and the intended meaning (Caroll and Willson, 1995). This implies that 

students are expected to be confused in using the appropriate punctuation 

marks when they take writing tests. So, this problem by itself can lead students 

to be in a state of anxiety.  
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2.2.3.2 Capitalization Problems 

 
When students take the writing tests, they have to know the actual words which 

should be capitalized (Kharma, 1986). This is basically a mechanical skill. As 

Kroll (1991) explains, capital letters have always signified important words. 

Besides they are useful for sentence initials, important words in topics or 

headings, in proper names and even including the first person pronoun (I), 

wherever it appears, it has to be capitalized.   

 
Students, however, may not properly use capital letters in their writing. This is 

to mean that they fail to use capital letters at the beginning of new sentences 

and to signal titles and headings. This may emanate due to poor students' 

background knowledge of capitalization rules. In this case, being unable to 

know words which need to be capitalized in writing tests will aggravate students' 

levels of anxiety.  

 
2.2.3.3 Spelling Problems 

 
Owing to the influence of other languages, variant pronunciations and other 

historical reasons, the English spelling system which has become inconsistent, 

is complex for students (Gower et. al. 1995). That is why students are expected 

to study or memorize the spelling rules before they are going to sit for writing 

exams. This is because, teachers while checking students answer scripts, most 

often consider spelling as one parameter in giving marks. As students know this 

very well, they usually get frustrated when they are not sure of the correct 

spellings of words in their writing exams. This by itself induces anxiety. 

 
2.2.3.4 Organization Problems 

 
Students may have also problems of structuring the paragraph, topic 

development of a paragraph, organizing the whole discourse and development of 

a theme in a discourse (Kharma, 1986). Pincas (1982) has also showed that 

students or writers have the problems of writing united paragraphs. The reason 
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for this, according to him (Ibid), may be partly due to their failure to use 

cohesive devices appropriately. Using these devices properly may help the writer 

to create clear transition from one idea to the next, developing coherent 

paragraphs, summarizing the main points in their chronological order (Pincas, 

1982; Alamirew G/Mariam, 2005). However, as Pincas (ibid) notes above, 

students may be in a state of anxiety when they take writing exams if they do 

not practice well how to organize composition (writing). 

 
2.2.3.5 Content Problems  

 
Teachers are expected to encourage their students to give attention to the 

message, ideas or thoughts they wish to convey along with other features 

discussed above (Clifford, 1987). Leki (1991) also states that to keep the content 

in writing is very important before emphasizing the other aspects of the 

language: 

 
… error free writing without substance is not as good as 
substantive writing even with errors. If all goals of 
correctness and substance can be accomplished, wonderful; 
if not, it seems better to save the energy for the content 
(1991: 10-11).  

 
Here, we can see how priority is given to content in writing because appropriate 

language and related tools will be developed as learners attempt to generate 

ideas to transmit their message or content. This can be achieved by motivating 

and encouraging learners to write drafts and to develop their editing skills. 

 
So far, we have seen the major features in which students commonly commit 

errors while writing. And, one may realize that writing is a complex skill which 

needs frequent practice in different developmental stages. Thus, if students are 

not well exposed to various types of writing, they will experience test anxiety as 

a result of their deficiency in writing skills. 
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2.3 The Relationship between Writing Test Anxiety and the 
Background of Writing Abilities 

 
As most language scholars like Byrne (1979), Pincas (982), Hedge (1988), Atkins 

et. al (1996) Lee (2001), Robert (2003 – on line) have agreed; having a good 

background in writing skills often reduces writing test anxiety (other factors 

remaining constant, i.e. classroom settings, students psychological problems, 

etc). This is to mean that if students have practiced different items of writing 

skills in their early stages, they can easily express themselves in written form in 

their later stages without fear and anxiety. 
 

Coming to the writing activities students should practice in their early stages (0-

4 grade levels), Byrne (1979) suggests the reinforcement activities which can be 

done meaningfully in the form of short dialogues. In this way some forms of 

sentence writing which reinforce particular structures and vocabulary items can 

be treated during the lesson. The other suggested writing activities to build a 

good background for students' writing abilities are forming different sentences 

using sequencing words. The immediate goal of this type of controlled activity is 

to begin to familiarize students with the cohesive devices which are important to 

compose ideas. The basic cohesive devices which are mainly used at this stage, 

according to Byrne (1979: 44-45) are: coordinators (and, but, or, so), 

conjunctions (although, when, until, so that, and so on), sequencers (then, after 

that, mean while, first, next, finally and so on), and connectors (moreover, 

however, therefore, as a result, in fact, of course, on the other hand, and so on). 
 

Moreover, in the second primary cycle (5-8) and high school (9-12) levels, 

students are expected to develop their writing abilities by practicing some more 

writing activities which are a little bit tougher than what the students practiced 

in their early stages (0-4). In these two stages, according to Byrne (1979) and 

Pincas (1982) reinforcement activities like dialogue writing, sentence linking and 

sequencing, writing notes and letters, paragraph and essay writings are the 

recommended writing activities which students should practice in their second 

cycle and high school levels.  
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Hence, from the above literature review of the first cycle and second cycle to 

high school  levels of writing practices, it can be noted that many language 

scholars like Byrne (1979) and Atkins et. al (1996), more specifically, comment 

that there is a relationship between the background of students' writing abilities 

and the levels of their writing test anxiety. This is to mean that if students have 

effectively practiced the writing activities suggested above before they are 

supposed to join colleges or universities where the skill of writing is highly 

demanding, they may not suffer from a high level of anxiety particularly when 

they take writing tests. On the contrary, if students have not practiced the 

aforementioned writing activities in the respective stages, they may be highly 

exposed to classroom writing anxiety in general and to writing test anxiety in 

particular. This is because a testing situation is more serious than a learning 

situation. Therefore, it is reasonable to infer that there is a relationship between 

students' writing background and their writing test anxiety. 

 
2.4 Sources of Foreign Language Test Anxiety 
  
Accepting the fact that there is anxiety which is specific to language learning 

situations is the same as considering these situations as the potential sources 

(causes) of language test anxiety. In this connection, Brown (1987) says that any 

complex task that we undertake can have elements of anxiety in it. He (Ibid) 

further elaborates that language learning is no exception to a long list of 

complex tasks which are sources of human anxieties. For instance, taking tests, 

speaking, writing, listening and reading activities are among the various tasks 

which students are supposed to perform in the language classroom. 

 
Anxiety is most often seen in test situations (Madsen, 1982; Brown, 1987; 

Spolsky, 1989). Let alone during tests, it is common for students to tremble, 

sweat, experience discomfort, and show behavioral disorganization when they 

are told that they will be tested (Shohamy, 1982). She also considers anxiety as 

a major factor affecting students' ability to perform on tests both positively and 
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negatively. Madsen (1982) also adds that a foreign language testing situation is 

one of those particular anxieties for many students which most often affect 

students' test performance. In this context, Horwitiz et. al (1986) note that even 

the brightest students may make errors in  tests which could be attributed to 

anxiety. Similarly, MacIntyre and Gardner (1994) report that students who 

report 'freezing' on tests claim that the material or the course has been learnt 

but their test performance does not reflect that learning. 

 
Young (1991), on his part, identifies six main sources of language anxiety in 

general. These are: personal and interpersonal issues, learner beliefs about 

language learning, instructor beliefs about language teaching, instructor-learner 

interactions, classroom procedures and language testing. Likewise, Bailey 

(1983) cited in Skehan (1989) considers the following as potential sources of 

language anxiety: comparison of oneself with other students, one's relationship 

with the teacher, tests, and one's own personal standards and goals. Therefore, 

considering oneself as being less successful than others, not being in good 

terms with language teachers, feelings of uneasiness before, during and after a 

test, and not having a firm belief in oneself are expected to heighten the level of 

anxiety. Richard – Amato (1988) also includes the factor "not providing a silent 

period and giving corrections frequently" to the list of sources aggravating 

language anxiety. 

 
Keeping the above general information about the potential sources of foreign 

language anxiety in view, let us see the possible sources of writing test anxiety, 

which is the theme of this study. 

 
2.4.1 Sources of English Language Writing Test Anxiety 

 
Many language scholars, such as Spolsky (1989), Young (1991), Lewis (1997 – 

on line) Bline et. al (2001), Wörde Von (2003), and others have identified the 

following major possible sources of writing test anxiety. They are discussed 

below. 
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2.4.1.1 Past Writing Experience  

 
For Lewis (1997 – on line), more specifically, there are some potential sources 

aggravating writing test anxiety in relation to students' past writing experiences. 

Some of these are:- inability to organize one's thoughts, inability to produce any 

ideas, poor L2 vocabulary knowledge, poor L2 grammar knowledge, thinking in 

mother tongue (L1), and lack of preparedness for exam. 

 
2.4.1.2 Teachers 

 
As it is imperative teachers are expected to play a crucial role for the betterment 

of students' progress in their academic performance. To achieve this 

fundamental purpose, there must be a good interaction between teachers and 

students in the classroom (Pica, 1986). One of the most interactional areas in 

the language classroom is that of error correction. As Young (1991) reports, 

students most often worry about how mistakes are perceived by others in the 

classroom as opposed to simply being concerned about making mistakes. In this 

case, therefore, special attention should be given to correcting students' errors, 

for example writing errors. This is to mean that if the teacher follows a harsh 

error correction method, students will be confused and later their anxiety level 

towards writing activities will increase (Wörde Von, 2003). The reason for this 

may be, students may think that whatever they do to their best in their writing 

tests, their teacher may not give due credit to their writing attempts. Therefore, 

such behavior of teachers by itself may aggravate students' writing test anxiety. 

Besides, according to Daly cited in Young (1991),  teachers are expected to show 

their students the actual process of writing right from students' early stages (i.e. 

in their elementary and high school stages) by keeping with students' levels of 

understanding. This means, various writing tasks or activities should be offered 

at different levels or stages so as to make students competent in their writing 

abilities. In addition to what has been said so far, Palmquist and Young (1992) 

say that the major role a good teacher has to play is to cultivate students' 

notions and attitudes towards writing practice for effective communication. 
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However, if the teacher is not able to help his/her students to be competent in 

their writing abilities, students may not identify the features of writing. As a 

result, they may be frustrated and later develop high anxiety especially when 

they take writing tests. In this respect, teachers can be taken as one possible 

sources of writing test anxiety. 

 
2.4.1.3 Time Given 

 
Different scholars like Thompson (1980), Young (1991), Bline et. al (2001), 

Robert (2003 – on line) and others suggest that the time given by itself may be 

one of the possible sources of writing test anxiety. Basically, as writing is 

complex by its nature, students may need appropriate time when they take the 

writing tests. This is because; students are expected to follow the four major 

stages or steps of the writing process: thinking, planning, writing and checking 

(Raimes, 1983). Thus, in order to apply all the aforementioned steps of the 

writing process, students should be given enough time matching with the 

nature of the writing exam. 

 
However, if the time given is not appropriate, the testee is likely to be anxious. 

For this reason, the testee can not show his/her writing ability in the test (Bline 

et. al, 2001). More specifically, Young (1991) states that there are some 

instances when the nature of the writing test and the time allotment do not 

match each other. He (Ibid) further explains that when such a situation arises, 

students' level of anxiety will increase. From the researcher's personal 

experience as a student, time is found to be the major source of writing test 

anxiety in the Ethiopian context.  
 

2.4.1.4 Peer Effect 
 
The peer effect issue most often revolves around the individuals' feelings about 

others (i.e. friends) during competition (Young, 1991). In this regard, peer effect 

as one of the major sources of writing test anxiety is commonly seen. For 

example, as Atay and Kurt (2006) point out, some students often become 
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panicking during writing tests if their friends finish the writing test and leave 

the exam hall before those students panicking. So, according to them, this is an 

effect inducing writing test anxiety because of peers. Moreover, Lewis (1997-

online) identifies that some students may be frustrated over their writing 

performance during tests comparing them to other test takers. Furthermore, 

from the researcher's personal experience peer effect is commonly seen in the 

Ethiopian context during tests.  

 
2.4.1.5 Topics Given for Writing  

 
If students are told to write on a topic (or topics) that they do not like or are not 

familiar with, writing will turn into a nightmare (Lee, 2001). He (Ibid) further 

explains that this problem is highly magnified when students take their writing 

exams. 

 
This may show that selecting topics for writing tests needs special 

consideration. This means, teachers should select familiar or interesting topics 

which students can write well about and also show their writing abilities. In 

doing so, teachers can easily reduce students' writing anxiety. 
 

2.4.2 Some Sources of English Language Writing Test Anxiety in the 
Ethiopian Context 

 
Regarding the sources of English langauge writing test anxiety in the Ethiopian 

context, it is possible to mention some of them which are frequently observed. 

For instance, Abate Kasahun (1996) who conducted his MA Thesis could 

identify some of the potential sources of writing test anxiety his subjects faced. 

These were: students' poor writing background which goes with their past 

writing experience, students' negative expectations on their writing tests, 

inability to manage the time given in attempting the writing tests. 
 
Moreover, the low-standard of English langauge students have may make them 

anxious, particularly in taking tests. Many AAU English language instructors 

expressed that many students experience serious English language problems, 
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particularly writing and speaking problems, and the students themselves 

admitted that their English langauge ability was insufficient (Hailemicael Abera, 

1990). 
 
Therefore, these factors are expected to cause writing test anxiety and foreign 

langauge writing test anxiety will develop as a result of the potential sources 

mentioned so far. 
 
2.5 The Practical Ways of Overcoming Writing Test Anxiety 
 

Creating a low-stress language learning environment is believed to facilitate 

learning of a foreign or second language by allowing students to concentrate on 

communication rather than being distracted by worry and the fear of negative 

evaluation (Young, 1991). Consequently, language instructors need to 

acknowledge students' fear about written evaluation and encourage and provide 

them with ample opportunities to practice various writing activities before 

students take writing tests. If students have not practiced well before the writing 

test, they will not show their actual skill in writing as they may be in a state of 

anxiety. In this connection, Alcala (2002: 1) states that, ''Anxious students 

frequently fail to reach their potential and … their marks do not fully reflect their 

knowledge of the foreign or second language." Thus, it is imperative that 

language instructors should find some practical ways of evaluating students' 

language performance without inducing high levels of anxiety and by 

maintaining a positive climate. 
 

In written tests, it is fundamental that the content of the writing test should be 

congruent with the content of the course which automatically goes with content 

validity (Madsen, 1982). Otherwise, students' anxiety levels will increase if they 

take writing tests which contain grammar, vocabulary and some other writing 

activities which were not covered in the course. Likewise, Young (1999: 433) 

states that it is vital to "Test what you teach." This is because tests which are 

perceived to be unfair will lead to anxiety about future tests and negative 

attitudes towards the course and the instructor, too.  
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Hence, in order to overcome students' writing test anxiety – language instructors 

should expose students to different writing test items and formats during the 

course, which will be used in the writing tests (Robert, 2003 – on line). Students 

can also be given an opportunity to practice different writing items along with 

their formats which will reduce anxiety and the chance of frustration hindering 

performance in a written test. Thereby, students will have a good idea about 

performance expectations in terms of the standard required of them which 

serves to reduce feelings of anxiety when they attempt their writing tests 

(Thompson, 1980). Furthermore, a number of suggestions have been given to 

reduce the levels of students' writing test anxiety. One of the suggestions is by 

identifying the errors in students' written works and requiring the students to 

correct the mistakes by themselves (Shin, 2002).  

 
Moreover, some language scholars and learning institutions such as Lewis 

(1997 – on line), Shapiro (1997 – on line), Robert (2003 – on line) and University 

of Texas Learning Center (2006 – on line) suggest some practical ways of 

overcoming test anxiety in general, including writing test anxiety, that testees 

have to follow before, during and after the writing test. 

 
For instance, Lewis (1997 – on line) suggests the following practical ways of 

overcoming test anxiety before and during the test. The methods suggested by 

the University of Texas Learning Center (2006-online) is almost similar to what 

Lewis (ibid) suggested below. 

 
 

a) Before the Test 

• Discussing the test contents with instructors and classmates. 

• Developing effective study and preparing for test skills. 

• Making intensive review a few days before a test. 

• Taking a practice test under exam – like conditions. 

• Getting sufficient rest the night prior to the test. 

• Developing a positive attitude about the test situation. 
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• Arriving to class about five minutes early and get relaxed before the test is 

given out, but coming too early may cause anxiety. 

 
b) During the Test 

• Relaxing muscles in several parts of the testee's body, then taking deep 

breaths with testee's eyes closed. 

• Practicing to calm oneself by saying a couple of sentences like: "This test 

will not permanently affect my life. I'm going to feel calm and relaxed." 

• Practicing to visualize calm, soothing scene (such as a beach or 

mountains). 

 
Robert's (2003 – on line) suggesting ways and means to overcome test anxiety 

classify the stages into three. Her suggestions are more concentrated on writing 

tests. 

 
a) Before the Test 

• Taking a practice test the day before the actual test with conditions as 

much like the test as possible. 

• Reviewing the writing formats, how to compose sentences and then form 

paragraphs constituting essays. 

• Getting enough sleep. Avoiding caffeine which increases anxiety. 

• Giving oneself time to feel composed and to be on time for the test.  

b. During the Test 

• Looking over the entire writing test, read the directions, planning 

approach and time. 

• Starting with the easiest writing question first. 

• Focusing on the test. The testee does not waste his/her time and energy 

worrying, thinking about the consequences of not doing well, or 

wondering what others are doing. 

• Suggesting to oneself that the testee probably studied the idea and the 

answer or the concept will come to get back to it. 
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• Practicing the relaxation techniques if the testee starts to feel anxious. 

This can be done by closing eyes and taking three deep breaths and then 

back to the task. 

• Organizing thoughts in a brief outline, in an essay exam. Looking for key 

words, such as contrast, describe, identify. Starting with a short summary 

or topical sentence and the vital points. Moreover, remembering what the 

instructors emphasized during writing activities attempted in the learning 

process. 

c. After the Test 

• Rewarding oneself for having tried the test. Avoiding the habit of going 

over the writing test questions with others. The test already went. Saying 

"Let the bygone be bygone", thinking that the testee can learn a lot about 

his/her strengths and weaknesses from the answer scripts returned. 

 
To conclude, if the testees try their best to apply or use all the aforementioned 

practical ways used to overcome (writing) test anxiety, they can easily develop 

their confidence and then show their writing abilities in relation to the nature of 

the writing course (for example – sophomore course).  
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CHAPTER THREE 

 
METHODS OF THE STUDY 
 

3.1 Research Design and Methodology  
 

In this section, the research design and methodology adopted for the purpose of 

the present study are described. This section includes the research type, the 

research settings, sources of data, sampling size and sampling technique.  

 
3.1.1 Research Type  

 
The researcher used the descriptive survey method to conduct this study. The 

reason for choosing this was that this research type is assumed to be helpful to 

explore the major factors influencing the subjects of the study (i.e. the second 

year degree students taking sophomore English writing course) in a state of 

anxiety when they took the writing tests.  

 
3.1.2 Research Settings  

 
Two research places were selected. These were Admas and St. Mary's private 

university colleges. The reason for selecting these two private university colleges 

was that, there has not been any significant research work on these colleges in 

general, and the present kind of research, in particular. Therefore, the present 

researcher selected the aforementioned private university colleges by the lottery 

method and then conducted this research study to fill the gap to some extent.  
 

3.1.3 Sources of Data  
 

The primary source of data for this research was the sample of degree students 

taking sophomore writing course in the second semester of 1999 E.C in both 

Admas and St. Mary's private University Colleges. In addition, the English 

language instructors offering sophomore writing course in both university 

colleges were taken as the source of data.  
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3.1.4 Sampling Size  

 
According to the information obtained from the respective registrar offices of 

both the selected private university colleges, there were 287 and 145 degree 

students taking sophomore English writing common course in the second 

semester of 1999 E.C in Admas University College and St. Mary's University 

College respectively. Considering this situation, from a total population of 432 

one hundred thirty (130) sample students (i.e. 30% of the total population) were 

selected from the two private university colleges.  

 
3.1.5 Sampling Technique  

 
In the first place, the whole students' names were written according to their 

alphabetical orders in each section. Then, by applying the systematic sampling 

technique, i.e. taking every nth list of names, the sample students (130) from 

both private university colleges were systematically selected. 

 
In Admas University College, there were six (6) sections in which students were 

attending the sophomore English writing common course. Thus, by giving equal 

opportunity to all sections, 86 sample students were selected. In each section, 

the number of students varied from 47 to 50. Fourteen (14) students were 

selected from the first four sections and fifteen (15) from the last two sections. 

So, the researcher selected the sample students from each section by taking 

every 3rd list of names starting from A to Z for the 1st, 3rd and 5th sections, 

whereas for the 2nd, 4th and 6th sections, the researcher took every 3rd list of 

names starting from Z to A. This was basically done in order not to ignore those 

students whose names begin with the last letters in English alphabet, such as 

W, Y and Z.  

 
In St. Mary's University College-there were three (3) sections of students 

attending the sophomore English writing common course. Hence, by giving 

equal chance to all the three sections, 44 sample students were selected. In 
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each section, the number of students varied from 46 to 51. Consequently, fifteen 

(15) sample students were selected from the first two sections and fourteen (14) 

from the third one. The researcher selected sample students from each section 

in St. Mary's University College by taking every 3rd list of names starting from A 

to Z for the 1st and 3rd sections, while going from Z to A for the 2nd section.  

 
3.2 Instruments of Data Collection  

 
In order to achieve the objectives of the study, the following instruments of data 

collection were used.  

 
3.2.1 Questionnaire  

 
Two questionnaires were employed to conduct this study. This was basically 

done to assess students' levels of writing test anxiety. The first one (please see 

Appendix –A) was used to assess students' writing background when they were 

in elementary and high schools. In short, this was used to find out to what 

extent subject students had been exposed to writing skills as it has a strong 

relation to writing test anxiety. The second one ( please see Appendix –B) was 

used to assess subject students' levels of writing test anxiety by using the scale 

mainly developed by Cheng (2004). There were fifteen (15) and thirty (30) 

questions in the first (Appendix –A) and the second (Appendix –B) 

questionnaires respectively.  

 
3.2.2 Classroom Observation  

 
Three consecutive classroom observations were carried out while students were 

taking the writing tests. The last two observations were made without video 

recordings while the first one was carried out by making use of video recording. 

This was done so because in the first observation aided by video recording, it 

was not possible to see the major sources of writing test anxiety stated in the 

review of related literature. Taking this information as a guideline, the 
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researcher changed his mind and conducted the last two consecutive 

observations without using video recordings. In doing so, the major sources of 

writing test anxiety could be easily observed. The purpose of conducting the 

three consecutive observations was just to triangulate the information given in 

the two questionnaires mainly in Questionnaire 2 (please see Appendix- B) with 

the actual realities observed in the examination classroom.  

 
The researcher then conducted all the three consecutive observations along with 

his co-observer who was also an MA candidate whose research topic was a little 

bit similar to that of the researcher's. The three observations were also 

conducted using an observation checklist (please see Appendix-E) focusing on 

the three major issues of the study, namely; major sources of writing test 

anxiety, major physical symptoms of writing test anxiety, and some suggested 

practical ways of overcoming writing test anxiety which were observable.  

 
3.2.3 Focus Group Discussion 

 
Focus group discussion was used as the third data collection instrument for 

this study. Two focus group discussions were conducted altogether by making 

use of video recordings. This is to mean that, one focus group discussion was 

made in each sample university college. In each discussion, six subject students 

participated. These six students (i.e. two from each group) were selected 

randomly from three categories (i.e. High Anxiety Category, Average Anxiety 

Category, and Low Anxiety Category) with reference to their writing test anxiety 

scores (please see Appendix -D). The researcher, therefore, selected two sample 

students for focus group discussion from each group assuming that they could 

represent their group where they belonged. There were seven (7) guided 

questions (please see Appendix -F) designed for focus group discussion. The 

discussion was conducted in Amharic in order to let the participants, who 

attended the discussion in both private university colleges, feel free to express 

their true feelings regarding the questions reflecting students' writing test 

anxiety.  
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3.2.4 Interview  

 
The fourth data gathering instrument which was used in this study was an 

interview. Two English language instructors, one from Admas University College 

and the other from St. Mary's University College, offering sophomore English 

writing common course were interviewed. This was purposely done to 

understand instructors' perceptions on the extent their students had been in a 

state of anxiety when they took the writing tests then. Besides, this instrument 

was used in order to enrich the information obtained through the first three 

data collection instruments stated earlier. The information obtained from the 

interviews is presented in Appendix-G.  

 
3.3 Procedures of Pilot Study and Data Gathering  

 
In a pilot study, data gathering was carried out immediately after designing the 

two data collection instruments (i.e. the two questionnaires, presented in 

Appendix –A and Appendix –B) in order to verify their validity. 

 
3.3.1 Pilot Study  

 
The data gathering instruments, particularly the two questionnaires were first 

tested before directly applying them to the actual data gathering process of the 

main study. The two questionnaires, therefore, were piloted in both sample 

settings. Twenty students who were not selected for the main study from both 

private university colleges participated in the pilot survey. Thus, with the 

responses obtained from the respondents of the pilot study, some relevant 

modifications were made in the two questionnaires. For example, almost all of 

the respondents (i.e. 18 out of 20 respondents) did not state their feelings for 

some open-ended questions. They simply left the open-ended questions 

unanswered (Questions No 6 and 15, in Appendix –A). When they were asked 

why they had left out the open- ended questions, they said that it was difficult 

for them to express their true feelings in English as they had a poor writing 
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background in their early stages (i.e. in elementary and high schools). For this 

reason, the researcher was urged to translate the two questionnaires (Appendix 

–A and Appendix –B) into Amharic by consulting those langauge professionals 

who specialized in Amharic language. Besides, some of the questions which 

were found to be unclear for the respondents and irrelevant to the study were 

modified and deleted respectively.  

 
3.3.2 Data Gathering Process  

 
The first part of data was gathered by using Questionnaire -1 (Appendix- A) 

which was used to assess the subject students' writing background when they 

were in elementary and high schools. All the subjects who were told to fill 

Questionnaire -1, did so properly and then returned the questionnaire sheets to 

the researcher.  

 
Next, the second part of data was collected by making use of Questionnaire -2 

(Appendix –B). This was done immediately after the subject students took their 

3rd test (in the case of St. Mary's University College sample students) and 2nd 

test (in the case of Admas University College sample students). One thing to be 

noted here is that before the subject students filled the second questionnaire 

(Appendix –B), code numbers (1-130) were given for each respondent. This was 

basically done in order to easily calculate each respondent's writing test anxiety 

score. Furthermore, the gender markers (i.e. M= for male students and F= for 

female students) were used. When female students submitted the filled 

questionnaire, the researcher put the gender marker (F) at the left top corner of 

the front page of the questionnaire. The same thing was done for the male 

subject students by putting down (M) as the gender marker in the same way.  

 
Then, the third part of data was collected by applying focus group discussion 

(using the seven guided questions mentioned in Appendix-F) after selecting 

group representatives from the three writing test anxiety categories (i.e. LAC 

ranging from 30-59, AAC from 60-119, and HAC from 120-150). These three 
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writing test anxiety categories were actually classified by summing up each 

student's response for all the thirty statements given in Questionnaire 2. Each 

score was calculated based on the scoring key of English language writing test 

anxiety (ELWTA) (See Appendix –C). So, by employing the Tertile Split Method 

(TSM), the subject students were categorized into three as low, average and high 

anxious categories based on their writing test anxiety scores. In some studies of 

this kind different scholars, such as Phillips (1992) and Ganschow and others 

(1994) administered scales measuring the levels of students' anxiety on foreign 

language performance and then formed three anxiety categories as mentioned 

above (i.e. low, average and high) based on students anxiety scores on the 

provided scale. Thus, in this study 25% of the subject students who scored from 

30-59 were regarded as low anxious learners, the middle 50% ranging from 60-

119 were regarded as average –anxious and the last 25% ranging from 120-150 

were considered as high-anxious students (please see Appendix-D). 

 
The fourth data gathering process was carried out by using observation as data 

collection tool. The first observation was made with the use of video recording. 

As mentioned earlier, it was not successful as subject students did not show 

their true feelings. As a result, the last two consecutive observations were made 

without video recordings. Then, it was possible to see those major factors 

generating writing test anxiety.  

 
Finally, the fifth data gathering process was carried out by two interviews held 

with the English language instructors offering sophomore English writing 

common course. This was done in order to enrich the information obtained 

using the aforementioned data collection instruments.  

 
3.4 Procedure of Analyzing the Data  

 
After carefully gathering the appropriate data, using the four instruments of 

data collection mentioned under Section 3.2, from all subjects of the study, the 

data were analyzed by using different statistical tools and narration. Thus, 
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frequency counting percentage, mean, and description of some qualitative data 

were used to analyze and describe the data. In this respect, the mean value was 

calculated in the data analysis section for some tables by multiplying the 

number of respondents and the value given for each response of the items, such 

as strongly disagree, disagree, undecided, agree, strongly agree, always, very 

often… never, and others. The grand mean value was also calculated by adding 

up all the single mean values and then divided by the total number of items 

included in the table. Finally, based on the findings obtained in chapter four 

(i.e. Results and Discussion part), summary, conclusions and recommendations 

were offered.  
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CHAPTER FOUR 

 
RESULTS AND DISCUSSION 
  
In order to address the specific objectives mentioned in the first chapter, the 

data collected from all subjects of the study were analyzed by making use of 

frequency counting percentage, mean and description of some qualitative data. 

Moreover, the subject students' writing background in their early stages was 

assessed in order to see the relationship between writing test anxiety and the 

background of subjects' writing abilities. In each section, therefore, discussion 

follows the presentation of the results of data analysis.  

 
4.1 Subjects' Writing Background during Elementary and High 

Schools  
 

4.1.1 The Attention given for Writing Skill at the Elementary Level  
 

 
In order to explore subjects' writing background, they were asked to which 

language skill their elementary English language teachers gave emphasis. The 

following responses were given by the subjects.  

 

Table 1: Subjects' responses on the English language skill in which their 
elementary English teachers gave emphasis:  

  

Language skills Responses 
No of respondents % 

Speaking  24 18.46 
Listening  30 23.08 
Writing  23 17.69 
Reading  53 40.77 

Total 130 100 
 

As can be seen from the above Table (1), the least attention was given to writing 

skill (only 17.69%) among others while reading (40.77%) was the language skill 

in which subject students' elementary English teachers gave more emphasis. 
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From this, one may understand that, according to the information obtained in 

Table 1, more attention was given by the subjects' elementary English teachers 

to the receptive skills (i.e. reading, 40.77% and listening, 23.08%) as opposed to 

the productive skills (i.e. speaking, 18.46% and writing, 17.69%). 

 
This shows that the large majority of the subject students did not get ample 

opportunities to practice various writing activities in their elementary English 

language classes. So, this situation may lead them to be anxious when they take 

more writing tests during their stay in high schools and particularly at the 

tertiary level. This is because students in the tertiary level are expected to write 

various term papers followed by presentations (speaking). Besides, they are 

expected to conduct various types of research work which need dynamic or 

creative writing skills. As a result, the researcher believes that productive skills 

(speaking and writing) are more challenging for the Ethiopian students than 

those receptive ones (i.e. listening and reading). This may be the reason 

elementary English teachers did not give adequate focus to the productive skills 

even though they were expected to treat all the langauge skills proportionally. 

So, this may show that subject students were found to be poor in their writing 

background in their elementary education.  

 
Moreover, the result obtained in this study (Table 1) supports the previous 

studies in assuring that college or university students were weak in their writing 

abilities as most English language teachers did not give more emphasis to 

writing skill right from elementary levels (Haile-Michael Abera, 1990 and Abate 

Kasahun, 1996). This situation ultimately induces students' writing test anxiety.  

 
4.1.2 The Suggested Reinforcement Writing Activities for Elementary 

and High School Students 
 

So as to see whether the suggested reinforcement writing activities for 

elementary and high school students (Byrne, 1979 and 1988) were given or not, 

students were asked to give their responses on this issue.  
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Table 2: Subject Students' responses on the suggested reinforcement 
writing activities for elementary and high school students  

 
 

A. Reinforcement 
Writing Activities at 

Elementary Level (1-8) 

Frequency  
Mean Always (4) Very often 

(3) 
Sometimes 

(2) Rarely(1) Never(0) Total 

fr. % fr. % fr. % fr. % fr. % fr. % x 
a) Copying English 

alphabets from the 
board  

45 34.61 56 43.08 22 16.92 3 2.31 4 3.08 130 100 3.04 

b) Copying English words 
or phrases from the 
board 

42 32.31 54 41.54 29 22.31 3 2.31 2 1.54 130 100 2.80 

c) Gap filling  18 13.85 36 27.69 53 40.77 20 15.38 3 2.31 130 100 2.35 
d) Writing simple 

sentences keeping the 
subject very 
agreement  

7 5.38 24 18.46 40 30.77 43 33.08 16 12.31 130 100 1.74 

e) Writing sentences 
which reinforce 
particular structures 
and vocabulary items  

8 6.15 11 8.46 34 26.15 52 40.00 25 19.23 130 100 1.42 

f) Joining sentences using 
cohesive devices 

5 3.84 16 12.31 27 20.77 66 50.77 16 12.31 130 100 1.45 

g) Writing sentences using 
cohesive devices 
during mid or final 
tests  

8 6.15 13 10.00 29 22.31 60 46.15 20 15.38 130 100 1.45 

Grand mean  2.04 
B) Reinforcement writing 

activities at High 
School level (9-12) 

             

a) Sentence linking and 
sequencing  

13 10.00 41 31.54 61 46.92 13 10.00 2 1.54 130 100 2.38 

b) Writing notes  20 15.38 23 17.69 39 30.00 32 24.62 16 12.31 130 100 1.99 
c) Writing letters  2 1.54 7 5.38 38 29.23 43 33.08 40 30.77 130 100 1.14 
d) Writing dialogues  2 1.54 8 6.15 33 25.38 34 26.15 53 40.77 130 100 1.02 
e) Writing paragraphs  4 3.08 5 3.84 34 26.15 58 44.62 29 22.31 130 100 1.21 
f) writing essays  3 2.31 2 1.54 18 13.85 43 33.08 64 49.23 130 100 0.75 
g) Writing term papers 3 2.31 1 0.77 10 7.69 23 17.69 93 71.54 130 100 0.45 

Grand mean  1.28 
 
From the above Table (2), one can see that the suggested reinforcement writing 

activities for both elementary (A) and high school (B) students are stated one 

after the other. However, if we see the suggested reinforcement writing activities 

for the above two levels, we can note the following fact. 

 
The attention made to apply the suggested reinforcement writing activities going 

from simple writing activities to complex ones in both cases was found to be 

little. For instance, if we look at the results of the first three (listed from a-c) 

suggested reinforcement writing activities for elementary levels; their 
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frequencies mainly fall on "always" and "very often" which is rated as positive. 

This means that subject students were practicing those simple or elementary 

reinforcement writing activities (Byrne, 1979 and 1988) as they were expected 

to. On the contrary, when we come to the last four (listed from d-g) suggested 

writing activities which are a little bit tougher than the previous ones, under 'A' 

category; the frequencies of the large majority's responses fall on the negative 

side. This indicates that subject students did not practice them well. In other 

words, the subjects' elementary English language teachers did not give adequate 

attention to these suggested reinforcement writing activities.  

 
Coming to the second category (B) of the suggested reinforcement writing 

activities for high school students, the worst effect could be observed. When we 

see the suggested writing activities except item (a), the rest (listed from b-g) were 

not effectively practiced by the subject students during their stay in high school. 

In line with this finding, different scholars like Byrne (1979), Alamirew 

G/Mariam (2005) and others claim that if high school students have not been 

given opportunities to practice the aforementioned reinforcement writing 

activities, they are going to face great challenges in conveying their ideas in their 

future writing practices. Other scholars, such as Horwitz et.al (1996), Horwitz 

and Young (1991), Boughay (1997) and others note that if a student is not well 

equipped in his/her writing abilities, it is expected that the student may get 

anxious when he/she takes a writing test. Here, what they have indirectly 

emphasized in short that having poor writing background can be taken as one 

of the major sources of writing test anxiety.  

 
4.1.3 Some Yes/No Questions Assessing Subjects' Writing 

Background  
 

So as to come up with some kinds of further information (findings) in line with 

the objectives set, some Yes/No questions were included in questionnaire 1. The 

following results were then obtained.  

 



 39 

Table 3: Subject students' responses on the four Yes/No questions 
assessing their writing background as it has strong connection 
with their writing test anxiety 

 
Items Responses 

a) Did your elementary English 
teachers encourage you to 
practice different kinds of 
writing activities in class?  

Yes  No of respondents  % 
38 29.23 

No  No of respondents % 
92 70.77 

Total  130 100 
b) In elementary schools, were 

relevant writing questions 
based on the activities 
practiced in class included in 
mid or final tests?   

Yes  No of respondents  % 
60 46.15 

No  No of respondents % 
70 53.85 

Total  130 100 
c) Did you attend the writing 

lessons properly while you 
were in high school?   

Yes  No of respondents  % 
85 65.38 

No  No of respondents % 
45 34.62 

Total  130 100 
d) Do you think enough writing 

questions were included 
during mid or final tests while 
you were in high school?  

Yes  No of respondents  % 
47 36.15 

No  No of respondents % 
83 63.85 

Total  130 100 
 

According to Table (3) above, three 'yes/no' questions among four received 

negative responses from the large majority of the sample respondents. This may 

show that the sample students had not been well exposed to the writing skill 

before they joined colleges.   

 
If we look at the responses of item a, for example, 92 (70.77%) of the 

respondents replied that their elementary English teachers did not encourage 

them to practice different kinds of writing activities in class while 38 (29.23%) of 

them gave a positive reply. The aggregate result may also imply that the subject 

students did not get enough opportunities to practice various writing activities 

suggested for elementary levels (Byrne, 1979). So, it may be the result of this 

situation which mostly induced students' writing test anxiety at the college level. 

According to the large majority of the respondents 92 (70.77%), this problem 

was created because most of their elementary English teachers were not well 
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trained to teach the writing skills. The respondents further reported that most of 

their elementary English teachers did not like the teaching profession. It is 

obvious that in such situations the ultimate goal could not be achieved. That 

was why the subject students did not get opportunities to upgrade their writing 

skill as expected. The result of this situation agrees with the concept stated in 

the review of related literature. For instance, Byrne (1979 and 1988) proves that 

if students do not practice the suggested reinforcement writing activities in the 

respective grade levels of elementary education, they may not express 

themselves effectively in their future writing practices.  
 
Regarding item (b) in Table 3, more than half i.e. 70 (53.85%) of the respondents 

said that relevant writing questions based on the writing activities practiced in 

class were not frequently included in mid or final tests while the subjects of the 

study were attending their elementary education, whereas a little less than half 

of the respondents i.e. 60 (40.35%) responded positively. So the result shows 

that the majority of the respondents had not enough exposure to show their 

writing abilities during tests in their early stages. The subjects of the study also 

stated the reasons for this problem to happen then that there was a trend to 

include simple language items in the mid or final tests, like vocabulary and 

grammar while neglecting the other skills, particularly the productive skills 

(speaking and writing). Moreover, according to the information obtained from 

the respondents i.e. 70 (53.85%), their elementary English teachers did not 

include enough writing questions in mid or final tests as they thought that 

students were poor in their writing abilities. For this reason, they considered 

including writing questions in mid or final tests as wastage of time and energy. 

In addition to what has been said so far, the elementary English teachers did 

not include relevant writing questions in mid or final tests thinking that it may 

be difficult to mark and then to give constructive feedback in written form to 

students' writings. Others also reported that most of their elementary English 

language teachers were not capable of preparing relevant writing questions for 

mid or final tests. Therefore, they preferred to ignore the writing questions and 
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emphasized on questions of multiple choice. In this regard, the result of this 

study coincides with what most foreign and local scholars like Lewis (1997-

online) and Atkins et al (1996) pinpoint the consequences of ignoring writing in 

tests. They note that lacking this opportunity, i.e. lacking to practice writing 

during tests, may strongly aggravate students' frustration during writing tests. 

They further indicate that this problem is mostly magnified when students take 

the writing tests.  
 

When we see item (c) in Table 3, the majority i.e. 85 (65.38%) of the total 

respondents reported that they were attending the writing lessons which were 

supposed to be given for high school levels. But 45 (34.62%) of them replied that 

they did not attend the writing lessons properly because of a number of reasons. 

Among those reasons, teachers' incapabilities of teaching writing, not having 

good (smooth) relationships with their teachers were the major causes. This 

implies that teachers could be taken as source of writing anxiety to some extent. 

In this regard, scholars like Pica (1986), Young (1991), and Worde Von (2003), 

particularly share this view. 
 

Coming to item (d) in Table 3, the majority i.e. 83 (63.85%) of the respondents 

reported that they did not think enough writing questions were included in mid 

or final tests while they were at high school, whereas the remaining 47 (36.15%) 

responded positively. This may show that most of the subject students did not 

have enough chances to practice writing during tests in high schools which was 

also the case during their elementary education. To this end, local studies like 

Atkins et. al (1996) reveal that if students do not practice writing in tests in 

their high school levels, they may face great challenges when they join colleges 

as writing is a more demanding skill at the college level.  
 

4.1.4 Rating the Contributions of Elementary Writing Activities to 
Subjects' Writing Abilities in High School  

 

 

To see the extent to which students' elementary writing activities contributed to 

their high school writing abilities, students were asked to rate its contribution. 

The following table presents the relevant analysis of data.  



 42 

Table 4: Students' responses on rating the contribution of the writing 
activities practiced in elementary stages to their writing abilities 
in the high school 

 

Rating scales  Responses 
No of respondents % 

Very good  15 11.54 
Good  21 16.15 
Satisfactory  23 17.69 
Poor  71 54.62 

Total 130 100 
 

As the results depicted in Table 4 show, the majority i.e. 71 (54.62%) of the 

respondents rated that the contribution of their writing activities practiced in 

their elementary levels to their high school writing abilities was found to be 

'poor' while only 15 (11.54%) of the total population rated the contribution as 

'very good'. Others constituting 21 (16.15%) and 23 (17.69%) also rated its 

contribution as 'good' and 'satisfactory' respectively.  

 
This implies that the majority of the subject students were found to be poor in 

their writing abilities when they were in high schools as their elementary 

English teachers did not give them any opportunity to practice various writing 

activities. The findings of this study in this regard support the concept 

forwarded by some scholars like Atkins and others (1996), Murphy (2004), Daud 

and others (2005), and Atay and Kurt (2006). They point out that if students do 

not practice the recommended activities on different language skills, including 

writing, in the respective grade levels they could not properly utilize the skills as 

they would like to. And this, therefore, induces students' anxiety when they take 

writing tests. 

 
The existence of this students' problem (i.e. being poor in their writing abilities) 

was also proved when the researcher and his co-observer carried out the three 

consecutive observations when the subject students took their writing tests. 

And, it was observed that most of the subject students were anxious while they 

took the writing tests. Moreover, the researcher and the co-observer felt that 
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most of the sample students were found to be below the standard expected. This 

is because they could not even read and understand the directions on how to 

attempt the writing tests. In this connection, one critical incident was observed 

during the third observation session. One student was seriously weeping as she 

could not write the summary of a short essay. She was simply looking at the 

essay and then weeping. At the same time, the researcher and his co-observer 

were looking at her seriously. Besides, the instructor noticed this problem and 

finally advised her not to attempt the given writing test and later he ordered her 

to leave the class in peace. This dramatic situation has its own implication in 

relation to the main issue summarized in Table 4. In short, not only the 

aforementioned student but also more than half of the sample students were 

poor in their writing abilities even at the tertiary level. For this reason, most of 

them were found to be highly anxious when they took the writing tests. 
 

One of the reasons, having poor writing background may be related to the 

teacher's not giving proper feedback/ comments to students' writing attempts. 

The following table presents the data on this issue. 
 

4.1.5 The Extent to which High School English Teachers gave 
Comments to Subjects' Common Writing Errors 

 

To answer the first basic research question assessing students' writing 

background before joining colleges, one question was included in the 

questionnaire with items as shown in Table 5. 
 

Table 5: Subjects' responses on to what extent their high school teachers 
gave comments to the following common errors subjects probably 
commit  

 

Writing Errors (Writing 
Features) 

Frequency Total 
 

Mean 
 A lot (3) Some (2) Little (1) None (0) 

fr. % fr. % fr. % fr. % fr. % x 
a) Spelling   30 23.08 56 43.08 31 23.84 13 10.00 130 100 1.79 
b) Punctuation  27 20.77 64 49.23 31 23.84 8 6.15 130 100 1.85 
c) Capitalization   47 36.15 58 44.62 20 15.83 5 5.85 130 100 2.13 
d) Grammar   43 33.08 52 40.00 28 21.54 7 5.38 130 100 2.01 
e) Diction (choice of words)  18 13.85 23 17.69 54 41.54 35 26.95 130 100 1.18 
f) Organization  17 13.08 22 16.92 65 50.00 26 20.00 130 100 1.23 
g) Content  11 8.46 33 25.38 67 51.54 19 14.62 130 100 1.26 

Grand mean  1.64 
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As indicated in Table (5) above, most of the sample students reported that some 

comments were given by their high school English teachers to the first four 

(listed from a-d) writing features where errors can be made in, but few 

comments were given to the last three writing features (listed from e-g). To prove 

this, one can simply look at the mean value of each item ranging from (1.79 – 

2.13) incorporated in Table (5) above. If we see the mean values of the first four 

items (a-d), each of the mean values inclines to the frequency "some" which has 

2 points. But if we see the mean values of the last three items (e-g) ranging from 

(1.18 – 1.26) each of the mean values inclines to the frequency "little" which has 

1 point. 

 
This shows relatively better attention was given to the first four items by the 

subjects' high school English teachers in giving comments to their students' 

writing errors than to the last three items. The reason for this situation may be 

related to the nature of each writing feature (listed from a-g). In relative terms, 

the first four writing features are by far easier than the last three. Consequently, 

it might be due to this reason that students' high school English teachers would 

prefer to give comments on the first four items rather than to the last three. On 

the contrary, as it is stated in the review of related literature, scholars like 

Pincas (1982), Norrish (1983), Kharma (1986), Leki (1991) and others point out 

that the last three (e-g) writing features  are by far complex as compared with 

the first four (a-d) items. So, the researcher believes that this may be the reason 

why the subject students' high school English teachers did not give enough 

comments on students' writing errors related to the last three writing features. 

 
4.1.6 The Extent to which Subjects' Exposure to Write Paragraphs 

and Essays, and the Responding Behaviour of High School 
English Teachers 

 
To measure both the extents to which subject students were exposed to write 

paragraphs and essays along with their formats and the responding behaviour 

of high school English teachers in giving constructive comments on their 
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students' writing attempts in general, two questions were included in 

Questionnaire 1 (appendix – A) which was used to assess students' writing 

background. The following Table (6) presents the relevant data. 
 

Table 6: Students' responses on to what extent both items were treated  
 

Items  

Frequency 

Total 
 

Mean 
 

To a 
great 

extent  
(3) 

To some 
extent  

(2) 
Little (1) None (0) 

fr. % fr. % fr. % fr. % fr. % x 
a) To what extent 

were you exposed 
to write 
paragraphs and 
essays along with 
their formats while 
you were in high 
school? 

12 9.23 27 20.77 58 44.62 30 25.38 130 100 1.14 

b) To what extent did 
your high school 
English teachers 
give you 
constructive 
comments to your 
writing attempts 
in general?  

22 16.92 28 21.54 61 46.92 19 14.62 130 100 1.41 

Grand mean  1.28 
 

According to the above Table (6), the majority i.e. 58 (44.62%) of the 

respondents said that the extent to which they were exposed to writing 

paragraphs and essays along with their formats (i.e. heading, indentation, 

margin, etc) while they were in high school was little. Similarly, 61 (46.92%) of 

the respondents said that the extent to which the high school English teachers 

to give constructive comments to their students writing attempts in general was 

also little. To prove this, one can simply look the mean values of items a (x=1.14) 

and b (x=1.41) which each of them tilts to 1 i.e. little. Moreover, the grand mean 

value of the two items (x=1.28) tends to 1 referring little.  

 
This, therefore, implies that the subject students did not have adequate practice 

in writing both paragraphs and essays which are the core elements of the 

sophomore writing course. In this regard, Alamirew G/Mariam (2005) also 
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suggests that writing paragraphs and essays along with some other constituting 

elements should have been given attention in college writing courses, like 

sophomore. 

 
However, as the data indicate in Table 6, the majority of the respondents were 

not well exposed to writing paragraphs and essays. This was to some extent 

proved in the sense that they were highly anxious when they took the writing 

tests as most of them did not have good exposure to the core elements stated 

above while they were in high schools. 

 
Moreover, as the findings of this research revealed, the subjects' high school 

English teachers were found to be weak in giving constructive comments on 

their students writing attempts in general. From this situation, one may realize 

that the subjects of the study did not know their strong and weak sides in terms 

of their writing attempts as they had not been given enough constructive 

comments on their writing attempts. However, as some scholars, such as Pincas 

(1982) and Byrne (1988) say giving constructive feedback/ comments, are 

helpful for students in order to let them distinguish their strong and weak sides 

in their writing. Students can easily develop their writing abilities by 

maintaining the good sides and ignoring/ improving their weak sides in writing. 

In this way, students' level of writing test anxiety may be reduced to some 

extent. 

 
In a nutshell, the assessment showed that the subject students' were found to 

be weak in their paragraph and essay writings as they were not well exposed to 

such writings in high schools. Consequently, most of the subject students were 

confused and distressed when they took the writing tests because they did not 

get constructive comments on their writing attempts in high school. This implies 

that if they had got constructive comments which might encourage them to 

improve their writing abilities, they would not have faced the challenges 

observed during their writing tests. 
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4.1.7 The Three Categories of Writing Test Anxiety  

 
In order to assess the influence of subject students' elementary and high 

schools writing background on their college writing performance (ability), the 

subjects' writing test anxiety scores (please see Appendix -D) based on their 

responses obtained from Questionnaire 2 (Appendix B) were categorized into 

three. The data pertaining to this variable are presented in Table 7 below.  

 
Table 7: Classification of subject students' writing test anxiety scores in to 

three categories 
 

Writing Test 
Anxiety 
Category  

Male Female total 

Number  % Number  % Number  % 

High Anxiety  10 7.69 30 23.08 40 30.77 
Average Anxiety  43 33.08 43 33.08 86 66.15 
Low Anxiety  3 2.31 1 0.77 4 3.08 

Total  56 43.08 74 56.92 130 100 
 

The above Table (7) shows that the majority i.e. 86 (66.15%) of the subjects were 

categorized under 'Average Anxiety category" in which their anxiety scores range 

from 60 to 119. And 40 (30.77%) students were categorized under "High Anxiety 

Category" in which their anxiety 'scores range from 120 to150, while a very few 

i.e. 4 (3.08%) of them were under "Low Anxiety Category" in which the anxiety 

scores range from 30 to 59 (please see Appendix –D). 

 
So, from the above data it may be noted that only 4 (3.08%) students from the 

total sample population (130) were found to have their writing test anxiety 

scores low. Thus, this may imply that a large majority constituting 86 (66.15%) 

and 40 (30.77%) of the total sample population were found to be averagely and 

highly- anxious respectively while taking the writing tests. Hence, this finding 

strengthens those findings which have already been obtained in the previous 

discussions of this chapter. To make this idea clear, the previous findings in 

this study proved that most of the sample students were found to be poor in 

their writing background before they joined colleges, and that problem was 

reflected in colleges as well. In addition to this, their writing test anxiety levels 
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were also average and high while only four sample students' writing test anxiety 

scores were low. Therefore, the above two findings complement each other. This 

is because according to some scholars like Byrne (1979 and 1988), Atkins et. al 

(1996) Daud and others (2005), and Atay and Kurt (2006) as discussed in the 

review of related literature and statement of the problem, the level of writing test 

anxiety will increase for those students whose writing background is poor, and 

vice versa. 
 

4.2 The Real Causes/Sources Aggravating Subjects' Writing 
Tests Anxiety   

4.2.1 The Common Difficulties of Writing during Writing Tests 
 

 
In order to identify the serious common difficulties of writing process during 

writing tests, the following five common difficulties were included in the 

Questionnaire. The analysis of the data on this variable is presented in Table 8 

as under. 

 
Table 8: Students' responses on the common difficulties of the writing 

process during writing tests 
 

Common 
difficulties 
during writing 
tests  

Responses   Mean SD (1) D (2) UD (3) A (4) SA (5) Total 

fr. % fr. % fr. % fr. % fr. % fr. % x 

a) Inability to 
organize 
ideas   

7 5.38 8 6.15 8 6.15 54 41.54 53 40.78 130 100 4.06 

b) Inability to 
produce any 
ideas (when 
mind goes 
blank) 

11 8.46 22 16.92 27 20.77 48 36.92 22 16.92 130 100 3.36 

c) Poor L2 
vocabulary 
knowledge   

15 11.54 16 12.31 8 6.15 29 22.31 62 47.69 130 100 3.82 

d) Poor L2 
grammar 
knowledge   

11 8.46 15 11.54 9 6.92 46 35.38 49 37.69 130 100 3.82 

e) Thinking in 
L1 (mother 
tongue   

6 4.62 9 6.92 10 7.69 47 36.15 58 44.62 130 100 4.09 

Grand mean  4.06 
NB: The scales used above are abbreviated hereafter as follows: Strongly Disagree = SD, 

Disagree = D, Undecided = UD, Agree = A, and Strongly Agree = SA. 
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As can be seen from the Table (8) above, most of the respondents regarding the 

item (a) with mean value (x= 4.06) agreed that they were unable to organize their 

ideas while they were taking the writing tests. Furthermore, most of the subject 

students agreed that they were poor in both their vocabulary and grammar 

knowledge. The mean values for these two items (having x = 3.82 each) also 

proved the respondents' agreement as their mean values tend to 4 which shows 

agreement. They also reported that they most often thought in their mother 

tongue while they were attempting the writing tests as the mean value of this 

item (e) being (x = 4.09). But, the response given for item (b) tends towards 

undecided (i.e. x = 3.36 => x= 3.00). 

 
This basically indicates that the subject students had poor writing background 

which may be the result of not having enough opportunities to practice various 

writing activities in their elementary and high schools. So, this result supports 

the findings depicted in the preceding Tables in this chapter. Furthermore, the 

finding in this Table (8) coincides with what most scholars have pointed out. For 

example,  scholars like Byrne (1979), Hedge (1988), Lee (2001) and Robert (2003 

– on line) say that having a good background of writing skills often reduces 

writing test anxiety (keeping other factors constant, such as classroom settings, 

students' psychological problems, etc). However, if the situation above does not 

obtain, that is, if students are poor in their vocabulary and grammar knowledge, 

it will be hard for them to match what they have written with what they intend 

to write. They may not put down their true feelings in their writings as they are 

poor in their vocabulary and grammar knowledge. From this fact, one may 

understand that maintaining the standard vocabulary knowledge and grammar 

knowledge (which may be suggested in the textbook for each grade level) play 

significant roles to help students to express effectively their true feelings in 

writing. Then, students can easily develop confidence to express themselves in 

writing. However, as we see the actual results in Table 8, most of the subject 

students were found to be poor in both their vocabulary and grammar 

knowledge. Consequently, the subject students could not think or generate 
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relevant ideas in L2 (in this case, English language) while they attempted the 

writing tests. So, the researcher believes that it may be this situation that did 

not permit the subject students to organize their ideas while they were writing 

on something(s) during the writing tests. 

 
4.2.2 The Major Sources of Writing Test Anxiety 

 
In order to answer the second basic research question of the study, various 

statements were included in the second questionnaire (Appendix – B) reflecting 

the major sources of writing tests anxiety. And the following results were found 

as shown in Table 9. 

 
Table 9: Students' responses on the following major sources of writing test 

anxiety 
 

 
Sources of 
Writing Test 
Anxiety   

Responses   Mean SD (1) D (2) UD (3) A (4) SA (5) Total 
fr. % fr. % fr. % fr. % fr. % fr. % x 

a) Teachers    30 23.08 39 30.00 16 12.31 25 19.23 20 15.38 130 100 2.74 
b) Past 

experiences  
13 10.00 17 13.08 18 13.85 45 34.61 37 28.46 130 100 3.58 

c) Time    2 1.54 14 10.77 10 7.69 53 40.77 51 39.23 130 100 4.05 

d) Peer effect    10 7.69 16 12.31 24 18.46 61 46.92 19 14.62 130 100 3.48 

e) Topic    3 2.31 8 6.15 13 10.00 50 38.46 56 43.08 130 100 4.14 

Grand mean  3.60 

 
NB: Since all the major sources listed under Table 9 are anxiety positives or show the 

existence of anxiety in other words, the values given for SD, D, UD, A and SA, to 
calculate the mean value for each item, are 1,2,3,4 and 5 respectively. 

 
As the data depicted in Table (9) above, the results of the items except item (a), 

were taken to be considered as the major sources of writing test anxiety. This 

means, their mean values are well above the average mean value scale (i.e. x= 

3.00). This can, therefore, be an indication for most of the sample respondents 

who agreed that they were anxious when they took the writing tests due to their 

poor past writing experiences, unable to budget the time given to take the 

writing tests, looking at their peers who left the exam hall finishing the writing 
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test soon, and when they were told to write something about the topic(s) which 

were not familiar to them. The grand mean (i.e. x= 3.598= 3.60) also shows that 

the levels of the subject students' writing test anxiety enhanced as a result of 

the above major sources of writing test anxiety. 

 
The results shown in Table 9 gathered from Questionnaire 2 (Appendix –B) also 

coincide with what scholars like Spolsky (1989), Lewis (1997-online), Palmquist 

and Young (1992), Bline et. al (2001), Worde Von (2003) and others point out 

(discussing in the review of related literature). For instance, Worde Von (2003) 

points out that if students do not have good relations with their teachers, they 

may think that whatever they do to their best in writing tests, their teachers 

may not give due regard to their writing attempts. For this reason, teachers 

could be taken as one major source of writing test anxiety. Likewise, the other 

sources of writing test anxiety identified by the aforementioned scholars were 

frequently affected when subjects took their writing tests as the analysis of data 

indicates.  

 
To crosscheck the extent to which the stated major sources of writing test 

anxiety affected the subjects, three consecutive classroom observations and two 

focus group discussions were carried out. Thus, when the researcher carried out 

three observations along with his co-observer while students were taking the 

writing tests, all of the major sources of writing test anxiety but one (listed in 

item (a), i.e. teachers) were noticed in one way or the other.  

 
Teachers in this regard, were not taken as the major source of writing test 

anxiety as compared with the other major sources. In this case, therefore, what 

the data suggests in this study and what Worde Von (2003) says in the review of 

related literature do not support each other.  

 
But when we come to students' past writing experiences, the researcher and his 

co-observer came to realize that it was the major source of writing test anxiety. 

This means, most of them were highly distressed during writing tests as they 
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had not good writing background before they joined colleges. That was why most 

of them called their instructor frequently for further clarifications while the 

instructions given on the test by themselves dictated how and what to do.  

 
In respect of time as a source of writing test anxiety, the researcher and his co-

observer understood that most of the subjects in both private university colleges 

(AUC and SMUC) were found to be highly anxious as they were not able to 

manage the time given when they attempted the writing tests. Just to give one 

example of  what happened in relation to time as a source of writing test 

anxiety, most of the subjects were shouting and aggressively looking at their 

instructors when they were told that they had only "fifteen minutes left," "ten 

minutes left," and "five minutes left" towards the end of the test. This implies 

that the subject students did not take enough writing tests, as a result of which 

they could not have chances to practice or to get acquainted with managing time 

during writing tests. Hence, time can be taken as a source of writing test 

anxiety.  

 
Coming to the third source of writing test anxiety, namely; peer effect, the 

majority of the sample students, i.e. 61 (46.92%) were highly affected by those 

students who had finished the writing test earlier. To make this clear, when 

some students submitted the answer scripts to the instructor, the others (the 

large majority of them) were looking mentally disturbed because of those few 

students who had left the examination room. So, the researcher and his co-

observer could observe the effect of some peers on others whose writing test 

anxiety was relatively high.  

 
However, it was not possible to observer the role of topics as source of writing 

test anxiety during the three consecutive observations carried out. But it was 

during the two focus group discussions that the researcher could realize how 

unfamiliar topics which students were required to write about during writing 

tests could affect students' mind as a source of writing test anxiety. As it is 

explained in chapter three (the methodology part), the two focus group 
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discussions were made by using video recordings as one data gathering tool, 

particularly to triangulate the information obtained through the two 

questionnaires (Appendix –A and Appendix –B). Hence, during the focus group 

discussions, the representative students selected from each of the three writing 

test anxiety categories participated in the discussions for about 25 minutes. 

They mentioned and discussed thoroughly the major sources of writing test 

anxiety listed in Table 9. The participants further reported that the major source 

of writing test anxiety which frequently raised their levels of anxiety during 

writing tests was their poor past writing experience.  

 
When instructors were interviewed to cross-verify the information obtained, they 

pointed out students' poor writing background as first and strongest major 

source of the subjects' writing test anxiety. The instructors interviewed were 

also not satisfied with their students' written performance. This, according to 

the interviewees, was because their students had no good writing background 

before they joined colleges.  

 
4.2.3 The Major Physical Symptoms of Writing Test Anxiety  

 
In order to explore the probable physical symptoms of writing test anxiety which 

are inseparable from the major sources of writing test anxiety presented in the 

previous Table (9), the subject students were asked to state their true feelings 

on the following eight physical symptoms, and also checked whether or not they 

affected the subject students during taking writing tests. Table 10 presents the 

data relevant to this variable.  
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Table 10: Students' responses on the major physical symptoms of writing 
test anxiety  

 
Physical Symptoms for 
Writing Test   

Responses   Mean SD (1) D (2) UD (3) A (4) SA (5) Total 
fr. % fr. % fr. % fr. % fr. % fr. % x 

a) Trembling (shocking)   2 1.54 14 10.77 10 7.69 53 40.77 51 39.23 130 100 4.05 
b) The whole body 

becoming rigid and 
tense 

17 13.08 26 20.00 38 29.23 29 22.31 20 15.38 130 100 3.07 

c) Finding words meaning- 
less when reading the 
instructions and 
questions    

9 6.92 28 21.54 28 21.54 45 34.62 20 15.38 130 100 3.30 

d) Having rapid heart beat   7 5.38 8 6.15 2 1.54 65 50.00 48 36.92 130 100 4.07 
e) Having a headache     26 20.00 18 13.85 19 14.61 45 34.62 22 16.92 130 100 3.15 
f) Perspiring (sweating) 28 21.54 27 20.77 15 11.54 37 28.46 23 17.69 130 100 3.00 
g) Nothing  38 29.23 54 41.54 10 7.69 24 18.46 4 3.08 130 100 3.75 

Grand mean  3.48 
 
NB. The values given for SD, D, UD, A and SA to calculate the mean values of items (a-

f) are 1,2,3,4 and 5 respectively. But for the last item (g) as it is anxiety negative or 
shows the absence of anxiety, the values used to calculate the mean are reversed.  

 
 

In the Table (10) above, seven items are listed with the statistical details 

corresponding to each item to which the participants of the study responded.  

 
If we look at the responses given for item (a), for example, only 2 (1.54%) of the 

respondents said 'strongly disagree', 14 (10.77%) of them 'disagreed' while 10 

(7.69%) of them had no opinion, but a large majority i.e. 53 (40.77%) and 51 

(39.23%) 'agreed' and 'strongly agreed' respectively. So, the results indicate that 

by adding up the figures of one extreme (i.e. left= SD +D) 16 (12.31%) of the 

respondents all together disagreed to the physical symptom (item a), as they did 

not tremble or feel shocked when they took the writing tests. On the other 

extreme (i.e. right = A + SA), a large majority of 104 (i.e. 80.00%) of the total 

respondents concerning item (a), agreed that they were trembling while they 

were taking the writing tests. The mean value (x= 4.05) of item (a), also shows 

that the responses of the total population incline to agreement. This, therefore, 

implies that trembling as the major physical symptom of writing test was 

associated with most of the respondents' behaviour when taking writing tests. 
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This symptom may be related to one of the sources of writing test anxiety 

indicated in Table 9. This situation may also indicate that the majority of the 

respondents did not develop relative confidence in their writing abilities before 

they joined colleges.  

 
Concerning item (b), by applying the same procedure used to interpret the data 

in the previous item (a) it can be noted that, 43 (33.08%) of the total population 

disagreed to the statement " the whole body becoming rigid and tense" which 

shows the existence of anxiety during writing tests, whereas 49 (37.69%) of 

them reported the opposite. That means, they agreed that their whole body 

became rigid and tense during taking writing tests. But the remaining, 38 

(29.23%) of the respondents could not decide anything. This implies that 

relatively large numbers of respondents were in a dilemma to decide between 

the two extremes as compared to the other responses obtained in Table 10.  

 
In the case of item (c), 37 (28.46%) of the total respondents disagreed, whereas 

65 (50%) of them agreed. The grand mean (x=3.30) also shows that the 

cumulative responses regarding item (c) is a little bit above the neutral scale 

(undecided). Generally speaking, the result shows that half of the total 

respondents (i.e. 65 of them) had found words meaningless when reading the 

instructions and questions during the writing tests. This situation also shows 

that students' poor writing background induced their writing tests anxiety.  

 
Regarding item (d), only 15 (11.54%) of the total respondents disagreed. This 

means, they did not feel they had rapid heart beat as a symptom of writing test 

anxiety while they took the writing tests, whereas the large majority i.e. 113 

(86.92%) of the total respondents agreed that they felt their heart beating 

rapidly when they had written English compositions during writing tests under 

time constraint. That is, most of them agreed that they experienced such 

symptom which proves the existence of anxiety (in this case writing tests 

anxiety). The mean value (x=4.07) also proves the existence of the 
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aforementioned symptom of writing test anxiety which is most often resulted 

from students' lack of confidence in their writing abilities.  

 
In relation to item (e), some respondents constituting 44 (33.85%) of the total 

population disagreed. This is to mean that they did not have a headache when 

they took the writing tests, whereas more than half i.e. 67 (51.54%) of the total 

respondents agreed that they had a headache while taking the writing tests. 

This implies that this symptom was experienced by a majority of the subjects 

during writing tests.  

 
Concerning item (f), balanced responses were given. That is, 55 (42.31%) of the 

respondents disagreed (by adding up both strongly disagree = 28, and disagree = 

27) while only 15 (11.54%) of them had no opinion. On the contrary, 60 

(46.15%) of the total respondents agreed that they most often perspire or sweat 

when they took writing tests. Moreover, the mean value for the item (f) is exactly 

(x= 3.00 = undecided) which falls on the dividing line of presence of anxiety and 

absence of anxiety.  

 
Regarding the last item (g), the responses are different from those given to the 

previous items. This is because it refers to the absence of anxiety while the rest 

of the items (listed from a-f) refer to the presence of anxiety.  For this reason, by 

considering the fact stated above, the large majority 92 (70.77%) of the 

respondents disagreed while only 10 (7.69%) of them had no opinion, and 28 

(21.54%) of the total respondents agreed that while taking the writing tests in 

English they were not nervous at all. But the mean value (x= 3.75) proves what 

the large majority 92 (70.77%) of the respondents said which inclines to 

disagreement. That means, they (i.e. 92 of them) did not accept the statement as 

it was as there are some uncontrolled situations or factors forcing them to 

become nervous while attempting the writing tests. 

 
Therefore, from the above interpretations and analysis made for all items, most 

of the physical symptoms of writing anxiety summarized in Table 10 affected the 
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subject students during the writing tests. This situation was clearly a result of 

the subjects' poor writing background and some uncontrolled factors 

aggravating their anxiety. Most of these symptoms were also observed in one 

way or the other during observations. Furthermore, the subject group 

representatives also mentioned during the focus group discussions that most of 

the physical symptoms, particularly, those like, being trembling, perspiring, 

having rapid heart beat, and finding words in the question paper meaningless 

during tests as the major physical symptoms affected these subjects. The 

instructors interviewed also observed most of the symptoms when their 

students were taking the writing tests. They also ascribed the existence of these 

physical symptoms directly to students' poor writing background (please see 

Appendix -G). Finally, the interviewees suggested that to overcome these 

symptoms, students have to practice writing on various topics in addition to 

what they have been taught the writing skill in class. So, for them practice is the 

key solution to overcome the major physical symptoms of writing test anxiety.  

 
4.3 The Practical Ways Recommended to Overcome Writing Test 

Anxiety  
 
So as to answer the third basic research question, the following practical ways 

recommended to overcome students' writing test anxiety were included in the 

form of statement in Questionnaire 2 (please see Appendix –B). This was 

basically done to see whether or not subject students knew or applied them 

during their writing tests. As they did not apply most of the recommended 

practical ways stated in the review of related literature (Chapter Two), their 

anxiety during writing tests would have been high. The data pertaining to this 

variable are presented in Table 11 below.  
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Table 11: Students' response on the practical ways recommended to 
overcome writing test anxiety 

 
Practical Ways of 
Overcoming Writing test 
Anxiety   

Responses   Mean SD (1) D (2) UD (3) A (4) SA (5) Total 
fr. % fr. % fr. % fr. % fr. % fr. % x 

a) Choosing to write down 
thoughts in English during 
writing test    

26 20.00 55 42.31 20 15.38 21 16.15 8 6.15 130 100 2.46 

b) Seeking possible chances 
to write English 
compositions before taking 
the writing test  

29 22.31 48 36.92 19 14.62 20 15.38 14 10.77 130 100 2.55 

c) Relaxing one self during the 
writing test    

31 23.85 51 39.23 14 10.77 24 18.46 10 7.69 130 100 2.47 

d) Arriving early and getting 
relaxed before the writing 
test is given out    

15 11.54 38 29.23 18 13.85 32 24.61 27 20.77 130 100 3.14 

e) Practicing a writing test 
under exam like conditions    

38 29.23 57 43.85 10 7.69 10 7.69 15 11.54 130 100 2.28 

f) Developing a positive 
attitude about the writing 
test situation  

24 18.46 61 46.92 26 20.00 8 6.15 11 8.46 130 100 2.39 

g) Getting sufficient rest before 
the writing test  

29 22.31 63 48.46 17 13.08 14 10.77 7 5.38 130 100 2.28 

h)  Applying the writing 
formats while taking the 
writing test  

31 23.85 46 35.38 22 16.92 24 18.46 7 5.38 130 100 2.46 

i) Looking over the entire 
writing test (i.e. directions 
and time allotment) 

37 28.46 49 37.69 16 12.31 24 18.46 4 3.08 130 100 2.30 

j) Starting to compose with the 
easiest writing test 
question first  

11 8.46 35 26.92 28 21.54 29 22.31 27 20.77 130 100 3.20 

k) Utilizing the time and 
energy effectively by 
avoiding wondering what 
others doing during the 
writing test? 

5 3.84 22 16.92 28 21.54 38 29.23 37 28.46 130 100 3.62 

l) Remembering the major 
writing activities practiced 
in class which the 
instructor gave emphasis 

32 24.62 42 32.31 23 17.69 28 21.54 5 3.84 130 100 2.48 

m) Avoiding the habit of going 
over the writing test 
questions with others after 
the test is over.  

43 33.08 48 36.92 10 7.69 16 12.31 13 10.00 130 100 2.29 

n) Discussing the writing test 
contents with instructors 
and classmates before the 
writing test  

36 27.69 39 30.00 25 19.23 20 15.38 10 7.69 130 100 2.45 

Grand mean  2.59 
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As can be seen from Table (11) above, most of the practical ways used to 

overcome writing test anxiety, which are recommended by scholars like Lewis 

(1997-on line), Shapiro (1997-on line), Robert (2003-on line), and learning 

institutions, such as University of Texas Learning Center (2006-online), have 

not been practiced well and then employed during the writing tests by the large 

majority of the respondents as the results indicate in Table 11. Also, the mean 

value of each item except three items (i.e. items d, j and k) was found to be 

below the average (i.e. x= 3.00). This means, the majority's responses inclined to 

the negative side (i.e. to strongly disagree and disagree). This implies that most 

of the recommended practical ways which are used to overcome writing test 

anxiety were not effectively used by most of the sample students.  

 
The data in Table 11, shows that the least mean values obtained among others 

were (x=2.28), (x=2.28) and (x=2.29) for item (e), item (g), and item (m) 

respectively. Basically, items (e) and (m), originally stated in Questionnaire 2 

(See Appendix- B, Q. No.

Coming to the items having relatively better mean values as compared with the 

others, were only three among the fourteen. These were item (d) (x=3.14), item (j) 

(x=3.20) and item (k) (x= 3.62), the highest of all. From this, the researcher 

understood that the subject students applied the above three methods in 

relative terms when the subjects took the writing tests. However, when the 

researcher along with his co-observer carried out the three consecutive 

 17 and 16 respectively) point to the presence of anxiety. 

But when the researcher included them under Table 11, they point to the 

absence of anxiety. This was basically done so as to make all items (listed from 

a-n) anxiety negatives as coinciding with the heading (i.e. practical ways of 

overcoming writing test anxiety). Consequently, the subjects' responses 

regarding items (e) and (m) were changed from 'strongly agree' and 'agree' to 

'strongly disagree' and 'disagree' respectively. Therefore, the above mentioned 

three items (e, m, and g) were found to be the least practical ways in which the 

subject students did not apply them before or during the writing tests.  
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observations, it was noted that the large majority of the sample students did not 

utilize their time and energy effectively by avoiding wondering what their 

classmates were doing during taking the writing tests (in the case of item k) in 

both sample settings (i.e. in AUC and SMUC). That is, most of the sample 

students were wondering what their peers were doing and even most of them 

were seriously shouting at their instructors when they were told the time was 

over. So, the researcher thought (concerning item k) that the information 

obtained through Questionnaire 2 (Appendix-B) and what was seen in reality 

during observations did not tally with each other. This implies that most of the 

subjects responded to item (k) in Questionnaire 2 carelessly.  

 
However, when we see the aggregate mean value (Grand mean x=2.59) most of 

the subject students did not practice and apply the suggested practical ways of 

overcoming writing tests anxiety. As the results of this study indicated, inability 

to apply the recommended practical ways when subjects took their writing tests 

may be the result of their poor knowledge on the nature of English language in 

general and English writing skills in particular.  
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CHAPTER FIVE 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

 
In this chapter, the summary, conclusions and recommendations of the major 

findings are presented.  

 
5.1 Summary  
 
This research was conducted to assess students' level of English language 

writing test anxiety with reference to Admas and St. Mary's Private University 

College students taking sophomore English common writing course in the 

second semester of 1999 E.C.  

 
So as to address the above major objective, the following basic research 

questions were raised.  

i. To what extent had the subject students been exposed to the writing skills 

when they were in both elementary and high schools? 

ii. What are the major causes (sources) which aggravate the subjects' writing 

test anxiety?  

iii. What are the practical ways that the subjects commonly use or apply to 

overcome their writing test anxiety?  

 

One hundred thirty (130) college students from both research settings (i.e. AUC 

and SMUC) participated in the study. The researcher used systematic sampling 

technique to select the samples of subjects for the study. Moreover, various data 

collection instruments were used to gather enough information to answer the 

aforementioned basic research questions. Hence, information obtained through 

questionnaires, focus group discussions, and observations from the subject 

students, and interviews from instructors had been analyzed.  

 
The data obtained from close-ended items in the two questionnaires (see 

Appendix- A and Appendix –B) were first presented in tables then interpreted 
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and finally analyzed using percentages and mean values. On the contrary, the 

data obtained from open-ended items in the questionnaire (i.e. Appendix-A), 

focus group discussions, observations and interviews were qualitatively 

described.  

 
Based on the analysis made in the previous chapter (i.e. in Results and 

Discussion Part), the following major findings were obtained.  

 
5.1.1 Writing skill was not given attention as compared with the other language 

skills (please see Table -1). Only 17.69% of them reported that the writing 

skill was given attention by their elementary school English language 

teachers. Among the four language skills, reading was found to be the 

language skill to which the subjects' elementary English language 

teachers gave much emphasis.  

 
5.1.2 The elementary writing activities like copying the alphabet, words and 

phrases from the board were by far well treated as compared with the 

later ones, such as writing sentences which reinforce particular 

structures and vocabulary items, joining sentences using cohesive devices 

and so on (please see Table 2, part –A). Likewise, the same thing 

happened in the case of reinforcement writing activities at the high school 

level. This means, relatively better attention was given to sentence linking 

and sequencing, and writing notes, almost neglecting the last five 

reinforcement writing activities, such as writing: letters, dialogues, 

paragraphs, essays and term papers (please see Table 2, Part –B). 
 

5.1.3 Enough and relevant writing questions based on the recommended writing 

activities practiced in class were not mostly included in the mid or final 

tests in both elementary and high schools.  

 
5.1.4 Based on the subjects' writing test anxiety scores using Questionnaire -2 

(i.e. Appendix – B), only four sample students were found to be low-

anxious while the remaining were categorized into average (66.15%) and 



 63 

high (30.77%) anxiety groups. A closer look at the responses of the sample 

students, in both high and average anxiety groups, revealed highest 

anxiety in statements related to arousal physiology which Cheng (2004) 

called 'somatic anxiety.' The statements which received the highest scores 

from both groups were items 2, 4, 6, 26, 27 and 30 (please see Appendix –

B). 

 
5.1.5 With regard to sources of writing test anxiety, almost all sources were 

found to be responsible for the subjects' anxiety during their writing tests. 

But the role of instructors as a source of writing test anxiety was a little 

bit weaker as compared with other sources. On the contrary, past writing 

experience and test time were found to be the major sources of writing 

test anxiety by which the majority of the sample respondents were highly 

affected.  

 
5.1.6 Most of the physical symptoms of writing test anxiety mentioned in the 

review of related literature were found to be present while the subjects 

took the writing tests. More specifically, trembling and having rapid heart 

beat took the lion's share among others.  

 
5.1.7 With reference to subjects' implementation of the commonly used practical 

ways of overcoming writing test anxiety, most of the subjects were found 

to be poor in using or applying all the recommended practical ways except 

a very few. The commonly used ones were the following: answering the 

easiest writing test question first, and arriving early and getting relaxed 

before the writing test is given out.  

 
5.2 Conclusions  
 
Based on the major findings listed under 5.1 above, the following conclusions 

could be drawn.  
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5.2.1 It is believed that having good writing skill in the early stages is much 

helpful to create better communication skills in English. But, the subjects 

of the study did not have good exposure to the writing skill before they 

joined colleges. This may therefore, indicate that the subjects' elementary 

English teachers did not lay much emphasis on the writing skills as they 

were not well-trained to teach writing and lacked the needed commitment 

to teaching profession.  

 
5.2.2 The results of the study revealed that when going from simple writing 

activities to the relatively complex ones, attention given to them gradually 

decreased. From this, it may be possible to conclude that most of the 

recommended reinforcement writing activities both at elementary and 

high school levels were not properly implemented. As a result, there could 

be a big gap which made the subject students more anxious during 

writing tests.  

 
5.2.3 A student can not be successful in his/her writing performance during 

tests unless he/she has got enough opportunities to practice the various 

recommended writing activities in mid or final tests before she/he joins 

colleges. Not having such opportunities, most of the subjects were 

confused when they took the writing tests at the college level. This may 

imply that they did not have good exposure to assess their own writing 

performance during tests before they joined colleges.  

 
5.2.4 As the results of the study depicted, most of the subjects of the study were 

categorized into average and high anxiety groups. The statements which 

received the highest scores from both groups were on items 2, 4, 6, 26, 27 

and 30. From this one may conclude that the subjects were found to be 

highly anxious in most of the anxiety-provoking situations related to 

'arousal physiology' which Cheng (2004) called 'somatic anxiety.'  
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5.2.5 Generally speaking, the subjects of the study were highly affected by most 

of the major sources of writing test anxiety. This may indicate that 

subjects' exposure to express themselves through writing during tests was 

poor before they joined colleges. From this, the researcher has come to the 

conclusion that the real source for this problem might be the subjects' 

poor past writing experiences among others.  

 
5.2.6 Trembling and rapid heart beat as physical symptoms of writing test 

anxiety were found to be rooted in the subjects' past writing experiences.  

 
5.2.7 It is agreed that the recommended practical ways used to overcome 

students' writing test anxiety play significant roles in letting students 

develop confidence during writing tests. However, the majority of the 

subjects failed to apply most of the recommended practical ways. From 

this, one may conclude that the majority of the subjects were not well-

acquainted with most of the suggested practical ways used to overcome 

writing test anxiety.  

 
5.3 Recommendations  
 
On the basis of the major findings of the study and the conclusions drawn, the 

researcher suggested the following recommendations which might be helpful in 

reducing the problems (i.e. related to anxiety) that the subjects of the study 

encountered in taking the writing tests.  

 
5.3.1 One general suggestion which could be made is that elementary English 

language teachers need to give considerable attention to the writing skill 

in order to scale up students writing abilities right from their early stages. 

Besides, if the government and private schools carefully recruit 

elementary and high schools teachers who are devoted and qualified to 

teach English language effectively, the problems observed in the two 

research settings may not be so severe in the future.  
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5.3.2 Elementary and high school English language teachers have to treat all 

the recommended reinforcement writing activities instead of focusing 

more on relatively simple and easy ones. In doing so, it may be possible 

for them to bridge the gap which makes students to be more anxious 

during writing tests.  

 
5.3.3 Elementary and high school English language teachers also need to 

include enough and relevant writing questions, based on the 

recommended writing activities to be practiced in the class, in mid or final 

tests. Consequently, students may not be highly anxious, in most of the 

anxiety provoking situations, when they take writing tests in their later 

stages, i.e. in colleges where writing is often a more demanding skill.  

 
5.3.4 It may be good if the English language instructors, in both private 

university colleges and other similar academic institutions, give 

constructive advice and follow up particularly to high- anxious students. 

One mechanism which may be used to alleviate the identified problems is, 

by letting these subjects participate in a writing club in a college, etc.  

 
5.3.5 If various efforts are exerted by the responsible bodies to orient students 

to identify the major sources and physical symptoms of writing test 

anxiety from the very beginning, students may take appropriate measures 

in order not to be affected by the major sources and physical symptoms of 

writing test anxiety, keeping other factors constant.  

 
5.3.6 Different researchers have suggested (as discussed in the review of related 

literature) a range of practical ways which can help students to cope with 

writing test anxiety-provoking situations before, while and after the 

writing tests. If successfully employed, these practical ways are expected 

to minimize students' levels of writing test anxiety. Moreover, the 

researcher believes that if the language departments in all the private 

university colleges create different forums to orient their students to use 
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the recommended practical ways, students may easily develop confidence 

through practice. Then, they can generate ideas in an organized manner 

and convey their ideas properly in their written answers during writing 

tests without any anxiety.  

 
5.3.7 However, it should be mentioned that this study focused on two private 

university colleges (i.e. AUC and SMUC) in Addis Ababa and it has dealt 

with a common problem faced by many college students in Ethiopia. 

Therefore, it is hoped that more research studies in this area will 

supplement the findings of this study. Finally, the present researcher does 

not make any claims of comprehensiveness with reference to the topic 

under investigation. Future studies may throw further light on the 

problem of students' anxieties during written tests in English language.  
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APPENDIX –A 

STUDENT'S QUESTIONNAIRE (1) 
 
 

Dear Student,  

 
Currently, I am conducting a postgraduate (MA) research entitled "English 

Langauge Writing Test Anxiety." This questionnaire is designed to assess your 

writing background while you were in elementary and high schools. 

Consequently, the researcher requests you to give your genuine response for 

each question below. Your co-operation in responding to the questionnaire will 

be of considerable help to the success of this research and subsequently it may 

be used to improve the quality of students' English writing ability right from 

their early stages.  

 
Your co-operation will be greatly appreciated! 

 
Thank you in advance!  

 

 
General Directions  

 
i. You are not expected to write your name. 

ii. More than a single answer is possible for some questions.  

 
I. Direction  

 
Please remember to what extent you were exposed to writing activities while you 

were in elementary schools. Please answer all the questions as honestly as 

possible. You can also put the mark () when you give the answer for each 

question on the space provided.  
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1. To which language skill did your English language teachers give emphasis in 

your elementary schools? 

A. Speaking _____________ C. Writing ______________ 

B. Listening _____________ D. Reading _____________ 

2. Did your elementary English teachers encourage you to practice different 

kinds of writing activities in the class? 

A. Yes ___________                                 B. No ___________ 

3. If your answer for question No 2 is 'No', what do you think the reason may 

be?  

A. They were not interested to teach writing ________ 

B. They were not well trained ____________ 

C. If others, please  specify: _________________________________________ 

 __________________________________________________________________ 

4. To what extent did you practice the following reinforcement writing activities 

in your elementary writing lessons?  

Reinforcement writing 
activities 

Frequency 
Always  Very often Sometimes Rarely Never  

a) Copying English 
alphabet from the board  

     

b) Copying words or 
phrases from the board  

     

c) Gap filling       

d) Writing simple 
sentences keeping the 
subject-verb agreement  

     

e) Writing sentences which 
reinforce particular 
structures and 
vocabulary items 

     

f) Joining sentences using 
cohesive devices 

     

g) Writing sentences using 
cohesive devices during 
mid or final tests 
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5. Do you think the relevant writing questions based on the writing exercises 

you practiced in the class were included in the mid or final tests? 

A. Yes _______                                    B. No __________ 

6. If your answer for question No 6 is 'No', what do you think the reason may 

be? Please write some of the reasons that you think are the major ones.  

___________________________________________________________________________

___________________________________________________________________________

_________________________________________________________ 

 
II. Direction  

Please remember to what extent you were exposed to writing activities while you 

were in high schools. Please put the mark () when you give the answer for each 

question on the space provided.  

 
7. Did you attend the writing lessons properly?  

 A. Yes ________ B. No _______ 

8. If your answer for question No 8 is 'No', what was your problem for not 

attending the writing lessons properly? 

A. I did not like writing ______ 

B. I did not have good relation with my English teachers _______ 

C. The English teachers did not teach the writing lessons well ___ 

D. If others, please specify: _________________________________________ 

 __________________________________________________________________ 

9. How do you rate the writing activities you practiced in your elementary 

stages contributed to your writing abilities in the high school? 

A. Very good ____   C. Satisfactory ________ 

B. Good ______    D. Poor ________ 
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10. To what extent did you practice the following reinforcement writing activities 

in your high school English writing lessons?  

 
Reinforcement writing 

activities 
Frequency 

Always  Very often Sometimes Rarely Never  

a) Sentence linking and 
sequencing   

     

b) Writing notes        

c) Writing letters         

d) Writing dialogues        

e) Writing paragraphs      

f) Writing essays        

g) Writing term papers       

 

11. To what extent did your high school English language teachers give you 

comments or feedback to the following errors you probably committed in 

writing:  

 
Writing errors  A lot Some  Little  None  

a) Spelling      

b) Punctuation      

c) Capitalization       

d) Grammar       

e) Diction (Choice of words)     

f) Organization       

g) Content      

 

12. To what extent were you exposed to write paragraphs and essays along with 

their formats (i.e. headings, margins, spacing, indentations and so on) while 

you were in high school? 

A. To a great extent ________  C. Little _________ 

B. To some extent __________  D. None _________ 
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13. To what extent did your high school English language teachers give you 

constructive comments for your writing attempts in general? 

A. To a great extent ________  C. Little _________ 

B. To some extent __________  D. None _________ 

14. Do you think enough writing questions were included in your mid or final 

tests? 

A. Yes ____     B. No _________ 

15. If your answer for question No 15 is 'No' what do you think the reason may 

be? Please state some of the reasons that you think are the major ones: 

___________________________________________________________________________

___________________________________________________________________________

_________________________________________________________ 
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uTÖnKÁ ¾�”ÓK=´“ s”s ð}“­‹ LÃ ¾}"}~ ÃSeM­�M”; 

G. ÃSeK—M -------------------  K. ›ÃSeK˜U -------------- 

6. KØÁo lØ` 5 SMe­ #›ÃSeK˜U$ ŸJ’ U¡”Á~ U” ÃSeM­�M; �v¡­ ª“ 

ª“ U¡”Á„‹ “†¨< wK¨< ¾T>ÑU…†¨<” Ÿ²=I u�‹ Ãí÷†¨<:: 

-----------------------------------------------------------------------------------------------------------------

-----------------------------------------------------------------------------------------------------------------

----------------------------------------------------------------------------------------------------------------- 
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SS]Á: K 
   

  �v¡­ uG<K}— Å[Í ¾ƒUI`ƒ qÃ�­ U” ÁIM ¾êOõ ¡”ª’@­‹” 

(MUUÊ‹”) ¾TÉ[Ó ›Ò×T>­‹ �”Å’u \ KTe�¨e ÃV¡\:: Ÿ²=I u�‹ LK<ƒ 

�Á”Ç”Æ ØÁo SMe KSeÖƒ ÃI” SM¡ƒ () uSÖkU u}²ÒË¨< vÊ x� LÃ 

SMe ÃeÖ<:: 

 
7. ¾êOõ ƒUI`ƒ ¡õK Ñ>²?­‹” u›Óvu< ÃŸ�}K< ’u`”; 

G. ›­ u›Óvu< �Ÿ�}M ’u` ------ K. ›Ã u›Óvu< ›MŸ�}MU ’u` ----- 

8. KØÁo lØ` 7 SMe­ #›Ã u›Óvu< ›MŸ�}MU ’u`$ ŸJ’' u›Óvu< 

�”ÇÃŸ�}K< ¾’u[w­ ‹Ó`(­‹) U” ’u` (\); 

G. ¾êOõ ƒUI`ƒ” ›M¨ÉU ’u` ----------------------------- 

K. Ÿ�”ÓK=´— s”s SUI^•‹ Ò` Ø\ ¾J’ Ó”–<’ƒ ›M’u[˜U ------- 

N. ¾�”ÓK=´— s”s SUI^•‹ ¾êOõ ƒUI`„‹” u›Óvu< ›Áe}U\U ’u` -----

------------------ 

S. K?KA‹ U¡”Á„‹ "K< �v¡­ Ÿ²=I u�‹ Ãí÷†¨<::  

 -------------------------------------------------------------------------------------------------------------

--------------------------------------------------------------------------------------- 

9. ¾›”Å— Å[Í ¾êOõ ¡”ª’@­ (MUSÉ­) KG<K}— Å[Í ¾êOõ wnƒ­ ÁÅ[Ñ¨<” 

›e}ªê* �”Èƒ ÃS´’<�M;  

G. u×U Ø\ -----------------   N. um -------------------------- 

K. Ø\ -------------------------   S. ›’e}— -------------------- 

10.  uG<K}— Å[Í ¾�”ÓK=´ — ¾êOõ ƒUI`ƒ ¡õK Ñ>²?Áƒ Ÿ²=I u�‹ K}²[² \ƒ 

¾êOõ TÖ“Ÿ]Á ¡”ª’@­‹ U” ÁIM MUUÉ ÁÅ`Ñ< ’u`;  

  ¾êOõ TÖ“Ÿ]Á 
¡”ª’@­‹ 

ÉÓÓVi  
G<MÑ>²?  u}ÅÒÒT>  ›”Ç”É Ñ>²? Ÿe”ƒ ›”È uõì<U 

G. ›[õ} ’Ñ` TÑ“–ƒ“ pÅU 
}Ÿ}M TeÁ´ (sentence 
linking and sequencing) 

     

K. Te�¨h­” Síõ (notes)       
N. ÅwÇu?­‹” Síõ (letters)      
S. nK UMMf‹” 

(}ªe*­‹”) Síõ 
(dialogues) 

     

W. ›”kë‹” Séõ 
(paragraphs) 

     

[ ¨Ô‹” (U”vx‹”) Síõ 
(essays)  

     

g.  ¾¢`e TTEÁ êOö‹” 
Séõ (term papers)  
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11. Ÿ²=I u�‹ K}²[²\ƒ êOõ c=íõ (during writing) K=ÁÒØS< KT>‹K<ƒ eI}„‹ 

KTe}"ŸM ¾G<K}— Å[Í ¾�”ÓK=´— s”s SUI`­‹­ ¾cØ­ƒ” ÉÒõ �”Èƒ 

ÃKŸ<ƒ ’u`; 

êOõ c=éõ K=ÁÒØS< ¾T>‹K< 
eI}„‹ 

w²< ƒ”i u×U ƒ”i U”U 

G. JH@ (spelling)      

K. Y`¯} ’Øw (punctuation)     

N. ƒMp òÅM capitalization)     

S. cªc¨< (grammar)     

W. nLƒ ›S^[Ø (Diction= choice of 

words)  

    

[. p”w` (organization)      

g. Ã²ƒ (content)     

 

12. ¾G<K}— Å[Í }T] u’u\uƒ Ñ>²? ¾êQðƒ Y`¯„‹” TKƒU (QÅÓ (margin) 

¾›”kê S’h (indentation)' ›`°eƒ (heading) ' ¾SdcK<ƒ”) uSŸ}M 

›”kë‹”“ ¨Ô‹” (U”vx‹”) KSíõ U” ÁIM �ÉK<” ›Ó˜}¨< ’u`; 

 G. uw²< ---------------------   N. u×U uƒ”g< --------------------- 

 K. uƒ”g< -------------------   S. U”U ----------------------------- 

13. ¾GK}— Å[Í ¾�”ÓK=´— s”s SUI^•‹­ U” ÁIM Ñ”u= ¾J’ Hdw KèOõ 

S<Ÿ^­ ÃcØ­ ’u`; 

G. uw²< ------------------  N. u×U uƒ”g< ----------------------------- 

K. uƒ”g< -------------------- S. U”U --------------------------------------- 

14. uG<K}— Å[Í ¾ƒU`ƒ Ñ>²?­ um ¾êOõ ØÁo­‹ u›ÒTi ¨ÃU uTÖnKÁ 

¾�”ÓK=²=— ð}“­‹ ¨<eØ }"}¨< ’u` wK¨< ÁevK<”; 

G. ›­ }"}¨< ’u` wÂ ›evKG< --------- 

K. ›Ã ›M}"}~U ’u` wÂ ›evKG< ------ 

15. KØÁo lØ` 14 SMe­ #›Ã ›M}"}~U ’u` wÂ ›evKG<$ ŸJ’ U¡”Á„‡ U” 

K=J’< Ã‹LK< wK¨< ÃÑU�K<; ª“ ª“ UŸ”Á„‹ “†¨< wK¨< ¾T>ÑU…†¨<” Ÿ²=I 

u�‹ Ãí÷†¨<:: 

-----------------------------------------------------------------------------------------------------------------

-----------------------------------------------------------------------------------------------------------------

----------------------------------------------------------------------------------------------------------------- 
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APPENDIX – B 

STUDENT'S QUESTIONNAIRE (2) 
 

Dear Student,  

  Currently, I am conducting a postgraduate (MA) research entitled "English 

Langauge Writing Test Anxiety." The purpose of this scale is to gather information 

concerning the degree of anxiety you experience when taking the writing test. 

Having this in mind, read each statement below very carefully in order to indicate 

your true feelings which would be very important to the success of this study. For 

each statement, among the choices 1, 2, 3, 4 and 5, circle the most suitable one 

you choose. As the findings of this questionnaire are going to be used for research, 

you are requested to be honest while answering each question below.  

1. I strongly disagree  

2. I disagree  

3. I neither disagree nor agree (undecided) 

4. I agree  

5. I strongly agree  
 

1. While taking the writing test in English, I am not nervous at all. 

1  2  3  4  5 

2. I feel my heart pounding when I write English compositions in the examination 

room under time constraint.  

1  2  3  4  5 

3. I often choose to write down my thoughts in English during the writing test. 

1  2  3  4  5 

4. My mind often goes blank when I start taking the writing test.  

1  2  3  4  5 

5. I would worry about getting a very poor writing test grade as I do not have good 

relation with my English instructor. 

1  2  3  4  5 

6. My thoughts become jumbled when I write English compositions during writing 

tests. 

1  2  3  4  5 
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7. I freeze up when I am asked to write about unfamiliar topics during the writing 

test.  

1  2  3  4  5 

8. I often feel panic (tremble) when I write English compositions during writing test 

under time constraint. 

1  2  3  4  5 

9. I keep thinking during the writing test that the other students (i.e. my 

classmates) are better in their writing abilities than I am.  

1  2  3  4  5 

10. I usually seek the possible chances to write English compositions before I am 

going to take the writing test.  

1  2  3  4  5 

11. When taking the writing test, I usually feel my whole body rigid and tense 

1  2  3  4  5 

12. I am afraid at all when taking the writing test that my English composition 

would be rated as very poor  

1  2  3  4  5 

13. I am usually at ease (relaxed) during the writing test. 

1  2  3  4  5 

14. I usually arrive to the class about five minutes early and get relaxed before the 

writing test is given out.  

1  2  3  4  5 

15. I most often find words meaningless while reading the writing test instructions 

and questions.  

1  2  3  4  5 

16. I usually discuss the writing test contents with instructors and classmates 

before the exam. 

1  2  3  4  5 

17. I do not have a habit of taking a practice writing test under-exam like condition. 

1  2  3  4  5 

18. I usually develop a positive attitude about the writing test situation  

1  2  3  4  5 
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19. I often get sufficient rest the night before the writing test.  

1  2  3  4  5 

20. I usually apply the writing formats while taking the writing test.  

1  2  3  4  5 

21. I most often look over the entire writing test-the directions and time allotment.  

1  2  3  4  5 

22. I start composing with the easiest writing question first. 

1  2  3  4  5 

23. I do not waste my time and energy wondering what others (i.e. my classmates) 

are doing when the writing test is given. 

1  2  3  4  5 

24. When taking the writing test, I usually remember what the English instructor 

emphasized in the case of writing activities practiced in English language class.  

1  2  3  4  5 

25. I do have the habit of going over the writing test questions with others after the 

test is over.  

1  2  3  4  5 

26. Most of the time, I am afraid when taking the writing test as I am poor in my 

English vocabulary knowledge.  

1  2  3  4  5 

27. Most of the time, I am afraid when taking the writing test as I am poor in my 

English grammar knowledge.  

1  2  3  4  5 

28. When writing the English composition during the test, I usually think in my 

mother tongue. 

1  2  3  4  5 

29. I usually feel headache when taking the writing test. 

1  2  3  4  5 

30. I most often perspire when taking the writing test.  

1  2  3  4  5 
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›v] 2
 

u›Ç=e ›uv ¿’>y`c=+ 
¾s”s­‹ Ø“ƒ }sU 

¾¨<ß s”s­‹“ Y’ èOõ ƒUI`ƒ ¡õM 
(¾ÉI[ U[n S`H Ów`) 

 
 

¾}T] SÖÃp (2) 
 

¨<É }T]! 
 

u›G<’< c¯ƒ ¾ÉI[ U[n (›?U.›?) ¾SS[mÁ Ø“ƒ uT"H@É LÃ �Ñ—KG<:: ¾²=I 

SÖÃp ª“ ›LTU }T]­‹ ¾êOõ (writing) ð}“ c=¨eÆ ¾T>ÁÒØTE†¨<” ¾ß”kƒ 

S”e›?­‹” KÃ„ uT¨<×ƒ ÖsT> SõƒN?­‹” KTSLŸƒ ’¨<:: ÃI”” ÓUƒ ¨<eØ 

uTeÑvƒ �Á”Ç”Æ” ØÁo u›ê”*ƒ uT”uw Ÿ}cÖ<ƒ ›Ueƒ ›T^à‹ (1'2'3'4' �“ 

5) S"ŸM ƒ¡¡K— eT@ƒ­” ¾T>Á”ìv`k¨<” ULi uT¡uw SMe ÃcÖ<:: ÃI”” ƒww` 

TÉ[Ó­ KT>"H@Å¨< Ø“ƒ u×U ÖnT> SJ’<” �¾ÑKèŸ< �Á”Ç”Æ” ØÁo up”’ƒ 

�”Ç=SMc< u�Lp ›¡waƒ �ÖÃnKG<::  

 

¾T>cÖ<ƒ S[Í uT>eØ` �”ÅT>Á´ Ÿ¨Ç=G< KSÖqU �¨ÇKG<:: 

 

upÉT>Á ›ScÓ“KG<:: 
 

Tdcu=Á 
 

1. uSÖÃl LÃ eU ›ÃíõU:: 

2. SÖÃl” KSSKe ¾T>Ÿ}K<ƒ” ¾Å[Í ÑLß lMö‹” ÃÖkS<:: 

¾Å[Í ÑLß lMö‹ 
 

1. u×U ›MeTTU 

2. ›MeTTU 

3. Gdw ›McØU 

4. �eTTKG< 

5. u×U �eTTKG< 

 
1. ¾èOõ ð}“ uU¨eÉuƒ Ñ>²? ¾É”ÒÖ? eT@ƒ ›ÃðÖ`w˜U:: 

1  2  3  4  5 

2. u�”ÓK=´— ¾É`cƒ ð}“ ¨pƒ ¾Ñ>²? �Ø[ƒ cÁÒØU Mu? uõ^‰ ÃS�M:: 

1  2  3  4  5 
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3. u›w³—¨< uêOõ ð}“ Ñ>²? KUêõv†¨<” ª“ ª“ Hdx‹ upÉT>Á ”Éõ ›²ÒÍKG<:: 

1  2  3  4  5 

4. u›w³—¨< Ñ>²? ¾êOõ ð}“” eËU` ›ÃUaÂ ¾T>îð¨<” ’Ñ` Á×M:: 

1  2  3  4  5 

5. Ÿ�”ÓK=´— SUI_ Ò` Ø\ ÁMJ’ Ó”–<’ƒ eLK˜ ¾èOõ ð}“ ¨<Ö?‚ Ø\ ›ÃJ”U 

wÂ �Ú’nKG<:: 

1  2  3  4  5 

6. ¾�ÓK=´— É`c„‹” uð}“ ¨pƒ eêõ Gdu? Ãq^[×M:: 

1  2  3  4  5 

7. uêOõ ð}“ Ñ>²? uTL¨<k¨< `°e/ `°f‹ �”Éêõ eÖ¾p �Å’Ó×KG<:: 

1  2  3  4  5 

8. uèOõ ð}“ ¨pƒ ¾Ñ>²? �Ø[ƒ c=ÁÒØS˜ ›w³—¨<” Ñ>²? �`u}u�KG<:: 

1  2  3  4  5 

9. uêOõ ð}“ Ñ>²? ÕÅ™Š Ÿ�’@ ¾}hK ¾êOõ ‹KA� ›L†¨< wÂ ›evKG<:: 

1  2  3  4  5 

10. ›w³—¨< Ñ>²? ¨Å èOõ ð}“ ŸSÓv‚ uòƒ um ¾êOõ MUUÊ‹” ¾TÉ[Ó 

›T^à‹” �ÖkTKG<:: 

1  2  3  4  5 

11. ¾èOõ ð}“ e¨eÉ w²< Ñ>²? SL c¨<’‚ ›Ã�²´M˜U:: 

1  2  3  4  5 

12. ¾�”ÓK=´— ¾É`cƒ ð}“ uU¨eÉuƒ ¨pƒ KY^Â ›’e}— ¨<Ö?ƒ ÃcÖªM ¾T>M 

YÒƒ ÁÉ`w—M:: 

1  2  3  4  5 

13. u›w³—¨< uêOõ ð}“ Ñ>²? �^c?” ’í ›Å`ÒKG<:: 

1  2  3  4  5 

14. w²< Ñ>²? ¾êÖ<õ ð}“¨< ŸSWcÖ~ ›Ueƒ Åmn kÅU wÂ uSÉ[e �^c?” ›[ÒÒKG<:: 

1  2  3  4  5 

15. ›w³—¨<” Ñ>²? ¾êOõ ð}“ SS]Á­‹”“ ØÁo­‹” d’w nL„‡ ƒ`Ñ<U ›Mv 

ÃJ’<w—M:: 

1  2  3  4  5 

16. Ÿð}“ uòƒ u›w³—¨< eK êOõ ð}“¨< Ã²ƒ ŸSUI^•Š �“ Ÿ¡ õM ÕÅ™Š Ò` 

�¨ÁÁKG<:: 

1  2  3  4  5 

17. ð}“ K=SeM uT>‹M SMŸ< ¾êOõ ð}“ ›²ÒÏŠ MUUÉ ›LÅ`ÓU:: 

1  2  3  4  5 
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18. w²< Ñ>²? KêOõ ð}“ Ø\ eT@ƒ �”Ç=•[˜ �V¡^KG<:: 

1  2  3  4  5 

19. w²< Ñ>²? ŸêOõ ð}“¨< ›”É k” uòƒ um �[õƒ �”Ç=•[˜ ›Å[ÒKG<:: 

1  2  3  4  5 

20. u›w³—¨< ¾êOõ ð}“” ŸSËS_ uòƒ ¾êQðƒ Y^¯„‹” TKƒU QÇÓ (margin) 

¾›”kê SÓu=Á (indentation) ¾›”kê ›ŸóðM (spacing) ¨²} �ÖkTKG<:: 

1  2  3  4  5 

21. u›w³—¨< ¾êOõ ð}“ ŸSËS\ uòƒ ›ÖnLÃ ¾êOõ ð}“¨<” SS]Á �“ 

¾}cÖ¨<” ¾Ó²? SÖ” �SKŸ�KG<:: 

1  2  3  4  5 

22. ¾�”ÓK=´— É`cƒ uUêõuƒ Ñ>²? ŸkLM ¾êOõ ØÁo­‹ �ËU^KG<:: 

1  2  3  4  5 

23. uêOõ ð}“ ¨pƒ K?KA‹ }ð�™‹ ¾T>W\ƒ” Y^ uT¾ƒ ¨<É Ñ>²?Â” ›Lv¡”U:: 

1  2  3  4  5 

24. uêOõ ð}“ ¨pƒ ¾s”s SUI_ u¡õM ¨<eØ MUUÉ c=Å[Ó ›ê”*ƒ 

¾cÖv†¨<”/‹v†¨<” Ñ<ÇÄ‹ KTe�¨e w²< Ñ>²? S<Ÿ^ ›Å`ÒKG<:: 

1  2  3  4  5 

25. Ÿð}“¨< u%EL eK êOñ ð}“ ØÁo­‹ Ÿ¡õM ÕÅ™Š Ò` ¾S¨Á¾ƒ MUÉ ›K˜:: 

1  2  3  4  5 

26. ¾�”ÓK=´— s”s nLƒ �¨<k‚ Å"T eKJ’ u›w³—¨< ¾êOõ ð}“ uU¨eÉuƒ Ñ>²? 

�ð^KG<:: 

1  2  3  4  5 

27. ¾�”ÓK=´— s”s cªc¨< �¨<k‚ Å"T eKJ’ u›w³—¨< ¾êOõ ð}“ uU¨eÉuƒ Ñ>²? 

�ð^KG<:: 

1  2  3  4  5 

28. u›w³—¨<” Ñ>²? ¾�”ÓK=´ — s”s É`cƒ uUêðuƒ Ñ>²? upÉT>Á u›õ Sõ‰ s”sÂ 

›evKG<:: 

1  2  3  4  5 

29. ¾êOõ ð}“ e¨eÉ w²< Ñ>²? ¾^e U�ƒ eT@ƒ ÃcT—M:: 

1  2  3  4  5 

30. ¾êOõ ð}“ e¨eÉ w²< Ñ>²? ÁMu—M:: 

1  2  3  4  5 
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APPENDIX –C 

 
ENGLISH LANGUAGE WRITING TEST ANXIETY SCALE SCORING KEY 

(BASED ON QUESTIONNAIRE 2, APPENDIX –B)  
 

1. The choices of items 1, 3, 10, 13, 14, 16, 18, 19, 20, 21, 22, 23, and 24 have 

weights as follows  

5 point for – Strongly Disagree  

4 point for – Disagree  

3 point for - Undecided  

2 point for – Agree  

1 point for – Strongly Agree  

• This was done as each of the above mentioned items (statements) in 

Questionnaire 2 (Appendix –B) shows the absence of anxiety 

2. The weights given for the remaining seventeen items are reversed as follow:  

• This was once again done as each of the seventeen items show the 

existence or presence of anxiety.  

 

To get the actual English language writing test anxiety score (ELWTAS) of each 

subject of the study, the researcher added up all the weights of the thirty 

items. It is known that the range of the scores should be found between 30-

150. As this is the expected range, the lowest and the highest scores in this 

study were 47 and 134 respectively.  
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APPENDIX –D 
SUBJECTS' ENGLISH LANGUAGE WRITING TEST ANXIETY SCORES 

 

Code A B C  Code A B C  Code A B C 

01 F 120 H 29 F 100 A 57 F 90 A 

02 M 76 A 30 M 47 L 58 M 101 A 

03 F 132 H 31 F 114 A 59 F 109 A 

04 F 84 A 32 M 94 A 60 M 92 A 

05 M 70 A 33 F 97 A 61 M 109 A 

06 F 78 A 34 M 97 A 62 F 70 A 

07 M 90 A 35 M 109 A 63 F 123 H 

08 M 82 A 36 F 130 H 64 F 110 A 

09 F 91 A 37 M 71 A 65 F 124 H 

10 M 97 A 38 F 91 A 66 M 120 H 

11 M 129 H 39 M 86 A 67 F 112 A 

12 F 79 A 40 F 78 A 68 M 122 H 

13 F 88 A 41 F 121 H 69 F 85 A 

14 M 74 A 42 F 122 H 70 F 102 A 

15 F 101 A 43 F 129 H 71 M 58 L 

16 F 87 A 44 M 118 A 72 F 83 A 

17 F 95 A 45 F 120 H 73 M 73 A 

18 M 90 A 46 F 71 A 74 M 121 H 

19 F 52 L 47 F 110 A 75 F 100 A 

20 M 75 A 48 F 127 H 76 F 134 H 

21 M 79 A 49 M 108 A 77 F 125 H 

22 F 126 H 50 F 123 H 78 F 128 H 

23 F 101 A 51 M  88 A 79 F 93 A 

24 F 97 A 52 M 123 H 80 M 104 A 

25 M 128 H 53 M 96 A 81 F 124 H 

26 M 95 A 54 F 114 A 82 M 106 A 

27 F 125 H 55 M 105 A 83 F 103 A 

28 F 90 A 56 M 87 A 84 F 107 A 
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Code A B C  Code A B C 

85 F 121 H 113 M 98 A 

86 M 54 L 114 F 120 H 

87 M 94 A 115 M 119 A 

88 F 103 A 116 M 125 H 

89 F 126 H 117 F 94 A 

90 M 112 A 118 F 110 A 

91 F 125 H 119 M 83 A 

92 M 97 A 120 M 100 A 

93 F 130 H 121 M 107 A 

94 F 113 A 122 F 106 A 

95 M 126 H 123 F 114 A 

96 F 124 H 124 F 128 H 

97 F 94 A 125 M 126 H 

98 F 84 A 126 F 123 H 

99 M 92 A 127 M 96 A 

100 F 89 A 128 M 131 H 

101 F 100 A 129 F 76 A 

102 M 75 A 130 F 120 H 

103 M 107 A     

104 F 129 H     

105 F 126 H     

106 M 71 A     

107 F 126 H     

 108 M 84 A     

109 M 98 A     

110 F 128 H     

111 M 87 A     

112 F 107 A     

Key: 
A. Subject's Gender  
B. Subject's Anxiety 

Score  
C. Anxiety Category:  

  H. High 
   A. Average 

  L. Low 
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APPENDIX – E 

CLASSROOM OBSERVATION CHECKLIST 
 
In order to check the presence of the major sources and symptoms of writing 

test anxiety by which students are most often affected, this observation 

checklist was used. Besides the researcher used this checklist for some 

observable practical ways used to overcome the writing test anxiety.  

 

No Type Observable Points Presence 
1 Sources of Writing Test 

Anxiety  
A. Teachers (Instructors)  
B. Past experiences (students')  
C. Time   
D. Peer effect   
E. Topic (s)  
F. Others   

2 Symptoms of Writing 
Test Anxiety  

A. Trembling (Shocking)  
B. The whole body becoming 

rigid and tense  
 

C. Unable to understand the 
meanings of writing test 
instructions and questions  

 

D. Having rapid heart beat   
E. Having a headache   
F. Perspiring (Sweating)  
G. Others   

3 Some Observable 
Practical Ways used to 
overcome Writing Test 
Anxiety  

A. Relaxing oneself during the 
writing test  

 

B. Arriving early and getting  
relaxed before the writing 
test is given out  

 

C. Utilizing the time and 
energy by avoiding 
wondering what others 
doing during the writing test  

 

D. Others   
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APPENDIX- F 
 

SUMMARY OF THE INFORMATION GATHERED USING THE GUIDED 
QUESTIONS FOR FOCUS GROUP DISCUSSION 

 

First of all I would like to thank you for your kind co-operation to participate in 

the focus group discussion.  

 

1. Do you experience any difficulties while taking the writing test? If yes, what 

are they? 

• Tense problem  

• Inability of organizing ideas  

• Inability of using appropriate words, i.e. having poor vocabulary 

knowledge  

2. Can you mention some of the major situations and people connected with 

your writing test anxiety? 

• Giving instructions and corrections by teachers frequently during writing 

tests 

• Unable to budget the time given  

• Poor classroom setting (i.e. shouting around) 

• Poor past writing experiences  

• Facing with unfamiliar writing topics  

3. What kind of physical changes occur while you are taking the writing test? 

• Headache  

• Sweating  

• Trembling  

• Rapid heart rate  

• Foot tapping  
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4. What do you feel when you take the writing test? 

• Negative feeling  

• Feeling nervous while attempting the writing test  

• Fear of getting low marks  

• Unable to concentrate on the writing test  

• Feeling of inferiority (i.e. giving less value to oneself)  

5. Have you shared your experience of writing test anxiety with anyone?] 

• No! Because:  

- Solving problems through discussions or sharing experiences have not 

been considered as a remarkable culture in Ethiopian context.  

- Guidance and counseling units have not carried out the expected roles 

in this regard. 

- Most people/students assumed that it is one's own problem.  

6. How do you think your attitudes towards English language writing test 

anxiety will affect your future writing practice? 

• It will affect to a great extent.  

7. What solutions do you suggest to minimize the level of students' writing test 

anxiety in general? 

• Attending basic writing courses in language schools for further 

information. 

• Informing the English language curriculum designers to include the 

features of writing in a better way.  

• Providing enough trainings on how to teach writing skills to English 

language teachers in order to increase their awareness and by which they 

can give due emphasis to writing skills.  

• Giving orientations and follow up for all students in general and for those 

highly –anxious students in particular.  
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APPENDIX- G 
 

TRANSCRIPTION OF INSTRUCTOR'S INTERVIEW 
 

1. For how long have you been teaching writing courses, such as sophomore 

and related ones? 
 

I1: "Well, only for one year (this year, 1999 E.C)" 

I2: "I have been teaching writing courses, like sophomore, advanced 

compositions, and the like for the last ten years, 8 years at Mekele 

University and 2 yeas in Addis Ababa."  
 

2. Are you satisfied with your students' writing test results? If not, what do you 

think to be the real source(s) of this problem? 
 

I1: "To be frank, I am not satisfied with their results. Their standard of 

writing is not the expected one. I feel that the real source for this problem 

may be their past poor writing experiences."  

I2: "I am not satisfied with my students' writing test results. It exists all over 

the country. According to my understanding, the real sources for this 

problem may be; the system of education in the country, the policy of 

education on language program, students' poor writing background, …"  
 

3. To what extent are your students anxious when taking the writing test? 
 

I1: "I think, it is difficult to tell you the real extent. But there is one thing 

which should not be forgotten. That is, testing is not a welcoming thing 

for any person so that students may get anxious when they take writing 

tests to some extent."  

I2: "Ow! Difficult to tell you. But I feel that they are anxious well above 

average." 
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4. What kind of physical changes have you observed in your students when 

they take their writing test?  
 

I1: "Actually, you haven't seen any positive things during tests and I have seen 

so far only few people (i.e. students) sweating, shocking (trembling), …"  

I2: "I usually observe students looking to the ceiling, cheating during writing 

tests. Sweating is also a common feature during writing tests."  
 

5. What solutions do you suggest to students overcome writing test anxiety in 

general?  
 

I1: "Telling them to attempt better, telling them to improve their writing, 

encouraging them that whatever they produce is valuable." 

I2: "Only practice!" 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 96 

 


	cover page
	Acknowlegements and Table of Contents
	Body

