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 This study aimed to examine the relationships between facilitating writing anxiety 
(FWA), debilitating writing anxiety (DWA), mastery-approach goal (MAG), 
performance-approach goal (APPG) and performance-avoidance goal (AVOG). In 
total, 300 Iraqi undergraduate students participated in the study. A quantitative 
approach was applied in particular correlational design. Two questionnaires were 
utilized for data collection: The Second Language Writing Anxiety Inventory 
(SLWAI) and Achievement Goal Questionnaire (AGQ). The results of the study 
indicated that some students showed a high rate of debilitating anxiety, which led 
them to pursue performance-avoidance goal. Yet, the two factors of performance-
avoidance goal and debilitating writing anxiety were negatively associated with the 
set of the three factors: mastery-approach goal, performance-approach goal and 
facilitating writing anxiety. Conversely, there were positive relationships between 
mastery-approach goal, performance-approach goal and facilitating writing 
anxiety. In the light of these findings, this study proposes that EFL learners need to 
consider the affective factors of debilitating anxiety and performance avoidance 
goal that are likely to undermine their confidence and motivation which may lead 
them to a maladaptive behavior. 

Keywords: Iraqi undergraduate students, facilitating writing anxiety, debilitating writing 
anxiety, writing goal orientation 
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INTRODUCTION 

Writing, which is deemed a demanding and intricate task for many EFL writers, 
necessitates a certain amount of “linguistics awareness, vocabulary, writing conventions 
and grammar”. Lavelle et al. (2002) also described writing as “a complex cognitive 
activity involving attention at multiple levels: thematic, paragraph, sentence, 
grammatical and lexical” (p. 400). Besides that, writing skill acts for the most 
demanding skill since it can only be controlled across learning in comparison with the 
other three skills: speaking, reading and listening (Zailaini et al., 2015). Some 
academics contended that writing is not only seen as a cognitive activity, yet it is also 
perceived as an emotional activity (Pajares & Valiante, 1997; Tsao et al., 2017). 
Consequently, it is highly connected with some affective variables, for instance, 
debilitating writing anxiety, facilitating writing anxiety and writing achievement 
motivation. These aforementioned affective variables are deemed contributing factors of 
learning and outcome (Cheng, 2004; Tsao et al., 2017). 

Even if learners have an advanced level in writing, they may show a disappointing 
performance. This could be ascribed to some affective variables, dubbed writing anxiety 
(henceforth WA), and writing goal orientation (henceforth WGO) (Sabti, 2013; Schunk 
& DiBenedetto, 2016; Senko, 2016). Some associated studies have also asserted that 
such factors affected EFL students’ behavior that might steer to an unsatisfactory 
performance (Pajares & Valiante, 2008; Erkan & Saban, 2011). These affective factors 
such as lack of facilitating anxiety, motivation, and debilitating anxiety have been 
detected as negatively influencing EFL learners' writing performance in various studies 
(Chea & Shumow, 2017; Cheng, 2004; Senko et al., 2011; Schunk & Pajares, 2009; 
Tsao et al., 2017). However, some academics have mainly asserted that high values of 
facilitating anxiety and achievement motivation could enrich writing performance while 
high values of debilitating anxiety may influence writing performance adversely (Pajares 
& Valiante, 2008; Sabti et al., 2016; Schunk & DiBenedetto, 2016). These factors, 
therefore, act as contributing factors for successful language learning in EFL/ESL 
contexts (Erkan & Saban, 2011; Tsao et al., 2017; Zhao, 2007). 

According to Sabti (2013), most Iraqi students, who are as a part of EFL and Arab 
contexts, showed high level of anxiety. In the learning process, language anxiety is a 
complex psychological construct which is the major factor in the decline of students’ 
academic achievement in the EFL/ESL contexts. As for writing goal orientation, it 
denotes a strong desire of individuals to complete their tasks they involved. Specifically, 
writing goal orientation may encompass either development of ability (i.e., mastery 
goals), demonstration of ability (i.e., performance-approach goals), or lacking the 
capacity to do something (i.e., performance-avoidance goals). 

This study, therefore, seeks to examine the interrelationships among the two basic 
factors of writing anxiety: debilitating writing anxiety (henceforth DWA) and facilitating 
writing anxiety (henceforth FWA), and the three factors of writing goal orientation: 
mastery-approach goal (henceforth MAG), performance-approach goal (henceforth 
APPG) and performance-avoidance goal (henceforth AVOG). Four hypotheses were 
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formulated to examine the interrelationships between aforementioned factors and 
presented as follows:  

H01: There is no significant relationship between MAG, APPG and FWA. 

H02: There is no significant relationship between AVOG and DWA. 

H03: There is no significant relationship between AVOG, and the set of the three factors: 
MAG, APPG and FWA. 

H04: There is no significant relationship between DWA, and the set of the three factors: 
MAG, APPG and FWA. 

Facilitating and Debilitating Writing Anxiety  

Facilitating anxiety is a positive factor that motivates a learner to engage in a new 
learning task, and emotionally leads to adopt approach behavior while debilitating 
anxiety motivates the learner to escape from the new learning task and emotionally leads 
to adopt avoidance behavior (Valmori, 2016). In other words, learners with high 
facilitating anxiety may attain a better grade than those with high debilitating anxiety 
and thus, facilitating anxiety can play a facilitating role in language learning. More 
accurately, facilitating anxiety acts as a facilitating effect or at least does not create an 
obstacle to learning because it increases and strengthens learners’ motivation for 
learning. As for debilitating anxiety, it acts as an impairment of “the quality of 
performance by distracting attention and by dividing limited cognitive capacities in 
information processing while facilitating anxiety actually improves L2 performance by 
learners’ enhanced efforts to accomplish a task” (Park & French, 2013, p.468). 

According to the Affective Filter Hypothesis theory of Krashen (1982), filter is up when 
students have high levels of debilitating anxiety that might prevent the delivery of input 
to the Language Acquisition Device (LAD) and may result in hindering individual’s 
comprehension and achievement (negative Output). On the contrary, filter is down when 
students have high levels of facilitating anxiety that could facilitate the process of 
individual’s comprehension and achievement (positive Output).  

Goal Orientation 

Goal orientation is defined as the reason behind students’ achievement behavior (Chea 
& Shumow, 2017). Goal orientation consists of three goals: mastery-approach goal, 
performance-approach goal and performance-avoidance goal. Mastery-approach goal 
orientation denotes a great deal of effort to gain understanding and competence in 
learning. In this light, learners are willing to deal with challenging tasks in order to learn 
and develop their competence. 

Performance-approach goal orientation means a demonstration of competence or ability 
for the purpose of showing off. Learners who adopt performance-approach goal 
orientation tend to gain good grades for the purpose of outperforming their classmates. 
However, learners with performance-approach goal orientation tend to avoid 
challenging tasks compared with those who adopt mastery-approach goal orientation. In 
other words, performance-approach goal orientated learners have lower persistence in 
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the face of difficulty (Chea & Shumow, 2017; Dweck & Leggett, 1988). Specifically, 
learners who espouse mastery- or performance-approach goal orientation are anticipated 
to study hard and gain similar achievement, but learners with a mastery-approach goal 
orientation may perform better than those with performance-approach goal orientation in 
demanding tasks and gaining long-term knowledge.  

Performance-avoidance orientation, which is the third goal for goal orientation, refers to 
avoidance behavior of appearing incompetent in front of others (Chea & Shumow, 2017; 
Elliot, 1999). Learners who espouse performance-avoidance goal orientation tend to 
avoid challenging tasks and easily abandon such tasks because they do not want to 
appear incompetent in front of others. This may be ascribed to a sense of loss of 
confidence and motivation. As such, unsatisfactory performance can be seen for such 
learners. 

METHOD 

Research Design  

A quantitative approach was applied in particular correlational design which aims to 
assess relationships, consistency, and prediction (Ary, Jacob & Sorensen, 2010). 
Precisely, a correlational study is applied to assess patterns of relationship among 
variables in one group of participants. In this study, the researcher seeks to examine the 
interrelationships between MAG, APPG, AVOG, FWA and DWA among 300 Iraqi 
freshman undergraduate students majoring in English language. These aforementioned 
factors are measured by two different questionnaires: Second Language Writing Anxiety 
Inventory (SLWAI) of Cheng (2004) and Achievement Goal Questionnaire (AGQ) 
Elliot and Church (1997).  

Participants 

The population of this study comprised 800 Iraqi freshman undergraduate students who 
were enrolled in the English language major programme at four colleges under the two 
universities from 2016 to 2017 (College of Education, College of Arts, College of 
Languages and College of Education for women) in two different universities in Iraq. 
These students were from one ethnic group and have the same mother tongue, i.e., 
Arabic language. Based on Krejcie and Morgan’s (1970) techniques, 300 Iraqi freshman 
undergraduate students majoring in English language were selected.  

Instrumentation and Data Collection Procedures 

Data were collected via two different questionnaires: Second Language Writing Anxiety 
Inventory (SLWAI) and Achievement Goal Questionnaire (AGQ). The SLWAI was 
developed by Cheng (2004) which embraced 22 items in the shape of three factors, 
dubbed Somatic Anxiety, Avoidance Behavior anxiety and Cognitive Anxiety. Besides 
that, SLWAI was originally developed with debilitating effect only. To achieve the 
study objectives, SLWAI was modified to include both factors, namely facilitating 
anxiety and debilitating anxiety (See Appendix A). As for the second questionnaire 
(AGQ) developed by Elliot and Church (1997), it was adapted to elicit information 
pertaining to the students’ achievement motivational goals towards writing skill (See 
Appendix B). 
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These two questionnaires have been selected in this study because of their well-
established reliability and validity in the literature. The questionnaires were rated using 
the five-level Likert scale from strongly agree (5) to strongly disagree (1). Data of this 
study were collected from the Iraqi EFL undergraduate students in the field of English 
major at Baghdad university in Iraq. The two questionnaires were translated into Arabic 
language in order to facilitate the understanding items of the questionnaires. After that, 
the questionnaires were back-translated from Arabic into English language to establish 
the construct validity. 

Data Analyses  

The data of the study was analyzed using inferential statistics. This information from the 
inferential statistics enabled the researcher to possess an overall view of the 
interrelationships among variables, dubbed MAG, APPG, AVOG, FWA and DWA. 
Additionally, for this inferential statistics analysis, Pearson Product-Moment Correlation 
Coefficient (PPMCC) was conducted on the respective data.  

To determine a high, moderate or low relationship between two factors, the Rule of 
Thumb presented by Guildford (1973) was adopted for interpreting the relationship 
strength. Table 1 summarizes Guildford’s (1973) Rule of Thumb for interpretation of 
correlation coefficient (r). 

Table 1  
Guildford’s (1973) Rule of Thumb for Interpretation of correlation coefficient (r) 

r Interpretation 

< 0.2 Negligible positive/negative correlation 
0.2-0.4 Low positive/negative correlation 
0.4-0.7 Moderate positive/negative correlation 
0.7-0.9 High positive/negative correlation 
> 0.9 Very high positive/negative correlation 

FINDINGS  

This section which aims to test the four hypotheses that were formulated for this study, 
presents the results of the interrelationships between MAG, APPG, AVOG, FWA and 
DWA. The results are presented to subsections according to each hypothesis. Prior to 
hypotheses testing, reliability and normality tests were carried out to assess the 
consistency and validity of the questionnaires as summarized in the next two tables 
(Table 2 & Table 3).  

Table 2 
Internal Consistency Reliability of Writing Anxiety 

Reliability Statistics Cronbach's Alpha No of Items 

Facilitating Writing Anxiety Factor .817 10 
Debilitating Writing Anxiety Factor .845 12 
Writing Anxiety Variable  .774 22 

The internal consistency reliability of the anxiety variable was made in three phases. 
The Cronbach’s alpha was applied to assess the reliability for each factor of the 



534                         Interrelationships between Writing Anxiety Dimensions and … 

 

International Journal of Instruction, October 2019 ● Vol.12, No.4 

questionnaire and for the complete questionnaire. The results reveal that the two factors 
showed a high internal consistency reliability as summarized in Table 2 wherein (α= 
.817) is for facilitating writing anxiety factor, and (α= .845) for debilitating writing 
anxiety factor. The scores for the two factors indicated a high internal consistency 
reliability, yet on the other hand, the anxiety variable as the complete questionnaire 
showed an acceptable level of internal consistency reliability (α= .774). 

Table 3 
Internal Consistency Reliability of Writing Goal Orientation 

Reliability Statistics Cronbach's Alpha No of Items 

Mastery-approach Goal Factor .815 6 
Performance-approach Goal Factor .929 6 
Performance-avoidance Goal Factor .842 6 
Achievement Motivation Variable .910 18 

The internal consistency reliability of the achievement motivation variable was made in 
four phases for each factor of the questionnaire and for the complete questionnaire. The 
results demonstrate that the achievement motivation variable also displayed high scores 
for internal consistency reliability on the three factors and the complete variable as 
illustrated in Table 3. The results exhibit that Mastery-approach goal factor (α= .815), 
Performance-approach goal factor (α= .929), Performance-avoidance goal factor (α= 
.842) and the complete questionnaire (α= .910). 

Results of the First Hypothesis 

The section addresses the results of the first hypothesis which examines the relationships 
between MAG, APPG and FWA. For ease of reference, the first hypothesis is presented 
as follows: 

H01: There is no significant relationship between MAG, APPG and FWA. 

The results of the H01 of the relationships between the aforementioned factors are 
tabulated in the next table (Table 4). 

Table 4  
Results of the Relationship Between the Factors of MAG, APPG and FWA 

Correlations 

 MAG APPG FWA 

MAG 

Pearson Correlation 1 .409 .138 

Sig. (2-tailed)  .000 .017 

N 300 300 300 

APPG 

Pearson Correlation .409 1 .202 

Sig. (2-tailed) .000  .000 

N 300 300 300 

FWA 

Pearson Correlation .138 .202 1 

Sig. (2-tailed) .017 .000  

N 300 300 300 

p-value ≤ 0.05 
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Based on the results shown in Table 4, there were significant and positive relationships 
between MAG, APPG and FWA. A moderate and positive relationship between (e.g., 
MAG & APPG: r(298) = .409, p < 0.05) was detected, whereas  there were low and 
positive relationships between (e.g., MAG & FWA: r(298) = .138, p < 0.05; FWA & 
APPG: r(298) = 202, p < 0.05). This suggests that these factors act as powerful 
predictors of a learner’s performance. Since the significant value is smaller than α at .05 
level of significance, the null hypothesis (H01) was rejected. Therefore, there is a 
significant and positive relationship between MAG, APPG and FWA.   

Results of the Second Hypothesis 

This section provides an explanation on the second hypothesis that addresses the 
relationship between AVOG and DWA. 

H02: There is no significant relationship between AVOG and DWA.”” 

Table 5 presents the results of the H02 which examines the relationship between AVOG 
and DWA.  

Table 5  
Results of the Relationship Between AVOG and DWA   

Correlations 

 AVOG DWA 

AVOG 

Pearson Correlation 1 .097 

Sig. (2-tailed)  .043 

N 300 300 

DWA 

Pearson Correlation .097 1 

Sig. (2-tailed) .043  

N 300 300 

p-value ≤ 0.05 

As seen by Table 5, the results show that these two factors: AVOG and DWA were 
positively associated but with a very negligible degree of relationship r(298) = .097. 
Apart from the strength of the relationship, these two factors were also significantly 
associated (p = 0.043). Based on this, the significant value (0.043) is smaller than α at (p 
< 0.05), and as the significant value is smaller than α at .05 level of significance, the null 
hypothesis (H02) was also rejected. Therefore, there is a significant and positive 
relationship between AVOG and DWA. 

Results of the Third Hypothesis 

This section provides the results of the third hypothesis. 

H03: There is no significant relationship between AVOG, and the set of the three factors: 
MAG, APPG and FWA.” 

Table 6 provides the results of the H03 which examines the relationship between AVOG, 
and the set of the three factors: MAG, APPG and FWA. 
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Table 6  
Results of the Relationship of AVOG with MAG, APPG and FWA 

Correlations 

 AVOG MAG APPG FWA 

AVOG 

Pearson Correlation 1 -.221 -.375 -.171 

Sig. (2-tailed)  .000 .000 .003 

N 300 300 300 300 

MAG 

Pearson Correlation -.221 1 .409 .138 

Sig. (2-tailed) .000  .000 .017 

N 300 300 300 300 

APPG 

Pearson Correlation -.375 .409 1 .202 

Sig. (2-tailed) .000 .000  .000 

N 300 300 300 300 

FWA 

Pearson Correlation -.171 .138 .202 1 

Sig. (2-tailed) .003 .017 .000  

N 300 300 300 300 

p-value ≤ 0.05 

Based on Table 6, the results demonstrate that AVOG was significantly and negatively 
associated with the set of the three factors: MAG, APPG and FWA. With differences in 
the relationship strength, the relationship between AVOG and two other factors MAG 
and APPG recorded as low and negative (e.g., AVOG & MAG: r(298) = -.221, p < 
0.05; AVOG & APPG: r(298) = -.375, p < 0.05) while the relationship with FWA 
labelled as negligible and negative (e.g., AVOG & FWA: r(298) = -.171, p < 0.05). 
Since the significant value is smaller than α at .05 level of significance, the null 
hypothesis (H03) was also rejected. Therefore, there is a significant relationship between 
AVOG and the set of the three factors: MAG, APPG and FWA. In other words, the 
factor AVOG and the set of the three factors: MAG, APPG and FWA were negatively 
associated. 

Results of the Fourth Hypothesis 

This section focuses on the results of the fourth hypothesis. 

H04: There is no significant relationship between DWA, and the set of the three factors: 
MAG, APPG and FWA.”” 

Table 7 shows the results of the H04 which examines the relationship between DWA, 
and the set of the three factors: MAG, APPG and FWA. 
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Table 7  
Results of the Relationship of DWA with MAG, APP.M and FWA 

Correlations 

 DWA MAG APPG FWA 

DWA 

Pearson Correlation 1 -.082 -.117 -.809 

Sig. (2-tailed)  .154 .043 .000 

N 300 300 300 300 

MAG 

Pearson Correlation -.082 1 .409 .138 

Sig. (2-tailed) .154  .000 .017 

N 300 300 300 300 

APPG 

 -.117 .409 1 .202 

 .043 .000  .000 

 300 300 300 300 

FWA 

Pearson Correlation -.809 .138 .202 1 

Sig. (2-tailed) .000 .017 .000  

N 300 300 300 300 

p-value ≤ 0.05 

As shown by Table 7, the results illustrate that DWA recorded a negligible and negative 
relationship with APPG (DWA & APPG: r(298) = -.117; p < 0.05) while a high and 
negative relationship was observed between DWA and FWA (DWA & FWA: r(298) = -
.809, p < 0.05). According to the significance level, p-value was smaller than the value 
of α at (p < 0.05) and hence, DWA was significantly associated with both factors: APPG 
and FWA. Nonetheless, DWA recorded a negligible and negative relationship with 
MAG, but the relationship was not significant (DWA & MAG: r(298) = -.082; p > 
0.05). As the significant level values of the two relationships (e.g., DWA & APPG; 
DWA & FWA) were smaller than the value of α at (p < 0.05) and one value of the 
relationship (e.g., DWA & MAG, p = 0.154) was greater than the value of α at (p < 
0.05), the H04 was partially rejected. 

DISCUSSION 

The findings of this study revealed that there were positive relationships between MAG, 
APPG and FWA. This indicates that learners with high values of these factors: MAG, 
APPG and FWA could strengthen their confidence and motivation which may lead them 
to perform better during tasks. More accurately, MAG, APPG and FWA may highly 
operate as powerful predictors of learners’ performance. As such, such factors can bring 
into positive reinforcement to improve an individual’s competence. In other words, high 
levels of these factors:  MAG, APPG and FWA might drive learner to an adaptive 
behavior and could lead to success in some academic areas (Chea & Shumow, 2017; 
Senko & Miles, 2008). The findings of the present study are parallel to previous 
findings reporting that learners’ achievement was positively associated with the factors: 
MAG, APPG and FWA (Csizér & Piniel, 2013; Kader, 2016; Senko, 2016;). However, 
in face of difficulty, performance-approach oriented students may simply give up and 
thus, they may not succeed academically. This may be attributed to their short-term gain 
of knowledge wherein performance-approach oriented students largely focus on 
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demonstrating their competence rather than developing it for the purpose of 
outperforming others (Chea & Shumow, 2017; Dweck & Leggett, 1988). In this case, 
this goal may potentially cause avoidance behaviors when faced with unforeseen 
obstacles such as when the tasks are confusing or not clearly defined. 

The findings also showed a significant and positive relationship between DWA and 
AVOG. These findings confirm Senko’s (2016) belief that “performance-avoidance 
goals do elicit high anxiety and threat appraisals, promote risk-avoidance, disrupt task 
focus, and undermine academic achievement.” (p. 80). It can be inferred that individuals 
with high values of DWA and AVOG tend to avoid tasks compared to those who have 
low levels of these factors. Specifically, individuals with high degree in writing 
performance-avoidance goal orientation attempt to avoid demanding tasks in order not 
to appear incompetent in front of others because they feel unable to perform well in such 
tasks. 

Added to this, high levels of DWA act as a debilitating effect on individuals’ 
performance and may feel a sense of loss of confidence and motivation. The findings of 
this study are consistent with a study conducted by Huwari and Aziz (2011) which 
revealed that individuals with high rates of DWA perhaps exhibit some characteristics 
such as a lack of confidence and motivation. Individuals with such characteristics tend 
to write irregularly and may simply give up. These characteristics could lead to produce 
a paper of low quality (i.e., grammatical errors and lack of well-developed ideas). 
Hence, individuals with such characteristics need positive feedback (e.g., classmates or 
teachers, family members) as strong support to encourage them to develop their 
competence (Goodman & Cirka, 2009; Tsao et al., 2017; Yan et al., 2018). 

In this study, on the contrary, a negative relationship was perceived between the set of 
two factors: AVOG and DWA and the set of three factors: MAG, APPG and FWA. As 
the factors: DWA and AVOG were negatively associated with the three factors: MAG, 
APPG and FWA, this may be justified by the fact that these two factors may be 
detrimental to the self-confidence of individuals that may chiefly have a negative effect 
on their behavior, and thus, to a large extent, may drive to poor performance in the tasks 
they engaged in. The findings of this study lend support to findings of the past studies by 
contending that DWA and AVOG were negatively associated with the three factors: 
MAG, APPG and FWA (Maehr & Zusho, 2009; Senko, 2016). In short, the factors: 
DWA and AVOG could mainly push learners to avoid engaging in a certain task as they 
feel they are incompetent and may largely bring them towards the zone of failure ending 
with poor performance. Thus, it is essential for teachers to make their students aware of 
the strong impact of DWA and AVOG which may hugely lead to the negative academic 
achievement. To reduce the impact of these influencing factors and to enhance students’ 
motivation, teachers need to promote their competence by incorporating more writing 
activities into their classrooms. 

CONCLUSION, IMPLICATIONS AND RECOMMENDATIONS 

In the current study, a correlational design was applied to examine the interrelationships 
between the two factors of writing anxiety: FWA and DWA and the three factors of 
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writing goal orientation: MAG, APPG and AVOG. This study demonstrated a 
significant and positive relationship between MAG, APPG and FWA. This study 
confirmed that these factors are effective in reducing students' stress, tension and 
debilitating anxiety. In other words, this reinforces the importance of these factors, 
which can powerfully strengthen learners’ motivation in language learning and to raise 
self-awareness about debilitating anxiety and avoidance goal. 

On the contrary, this study manifested that the set of two factors: DWA and AVOG play 
negative factors that could influence individuals’ motivation and confidence based on 
findings obtained from a tertiary level of Iraqi EFL undergraduate students. According 
to these findings, these two factors (e.g., DWA & AVOG) may highly act as weak 
predictors and an adverse impact on learners’ achievement. Likewise, these two factors 
were adversely associated with some factors such as MAG, APPG and FWA.  

In this light, it is imperative to establish a comfortable learning atmosphere to assist 
learners to reduce their DWA and AVOG. Also, it is part of teachers’ job to instil 
confidence into their learners and may gradually assuage their fear of being appraised 
and might encourage them to develop their language competence. This can be fulfilled 
by avoiding or reducing the provision of negative feedback from teachers, classmates or 
family members on students’ performance and providing the opportunities for learners 
to create positive perceptions about their ability. The gradual decrease of DWA and 
AVOG can greatly stimulate learners to enhance their language competence. The current 
study, therefore, suggests that teachers need to work on the factors: FWA, MAG and 
APPG which can play a substantial role in minimizing learners’ DWA and AVOG 
levels. 

The findings of the present study may highly serve as a strong base for future research to 
take further actions to examine the aforementioned factors in relation to EFL writing 
performance. Specifically, future research can examine the effects of the aforementioned 
factors on EFL writing performance. Moreover, future research can also include the 
factor gender which highly plays a significant role in influencing the results. 
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Appendix (A) 

Second Language Writing Anxiety Inventory (SLWAI) 

Likert Scale 
 
 

 
Please tick (√) the appropriate answer which best suits for you. 
 

Facilitating Writing Anxiety Factor 

No Statement 1 2 3 4 5 

1 

I write most effectively under pressure when the English 
composition is very important. 

بشكل أكثر فعالية تحت الضغط وخصوصاً عندما يكون الانشاء باللغة الانجليزية أكتب 

 مهم جداً.

     

2 
I often choose to write down my thoughts in English.   

ن افكاري باللغة الانكليزية.  في الغالب ادَُوَّ
     

3 

My mind often goes full of ideas when I start to write an English 
composition.   

 الافكار عندما ابدأ بكتابة الانشاء باللغة الانجليزية.بغالباً ذهني ما يكون مملوء 

     

4 

The more important the English composition, the better I seem to 
do. 

 .باللغة الانجليزية اكثر اهميةالانشاء عندما يكون  يبدو لي أن أعمل بشكل افضل

     

5 

I usually seek every possible chance to write English compositions 
outside of class.   

 غالباً ما انتهز اي فرصة ممكنة لكتابة الانشاء باللغة الانكليزية خارج الصف.

     

6 

My thoughts become organized when I write English compositions 
under time constraint.   

 تصبح افكاري منظمة عندما اكتب الانشاء باللغة الانجليزية وانا تحت ضغط الوقت.

     

7 

I enjoy taking a difficult English composition more than an easy 
one. 

 أستمتع بأخذ الانشاء الصعب باللغة الانجليزية أكثر من السهل.

     

8 
Whenever possible, I would use English to write compositions. 

 استخدم اللغة الانجليزية لكتابة الانشاء متى ما كان ذلك ممكناً. 

     

9 

I often feel self-controlled and relaxed when I write English 
compositions under time constraint. 

الانشاء باللغة الانجليزية تحت  غالباً ما اشعر بالسيطرة الذاتية والاسترخاء عندما اكتب

 ضعط الوقت.

     

10 

Nervousness while taking a test to write English compositions 
helps me do better. 

القلق يساعدني على القيام بعمل أفضل أثناء الاختبار في كتابة الانشاء باللغة 

 الانكليزية.

     

 Debilitating Writing Anxiety Factor 

11 

I feel my heart pounding when I write English compositions under 
time constraint. 

 اشعر بزيادة نبضات قلبي عندما اكتب الانشاء باللغة الانجليزية وانا تحت ضغط الوقت.

     

12 
I do my best to avoid situations in which I have to write in English.  

 ابذل قصارى جهدي لتفادي المواقف التي اضطر فيها الى الكتابة باللغة الانجليزية.

     

13 

I tremble or perspire when I write English compositions under time 
pressure.  

اشعر بالارتجاف اوالتعرق عندما اكتب الانشاء باللغة الانجليزية وانا تحت ضغط 

     

Value 1 2 3 4 5 

Answer 
Strongly 
Disagree 

Disagree Uncertain Agree 
Strongly 

Agree 
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 الوقت.

14 

While writing English compositions, I feel worried and uneasy if I 
know they will be evaluated.  

اشعر بالقلق وعدم الارتياح عندما اكتب الانشاء باللغة الانجليزية حينما اعلم انه سيتم 

 تقييمها.  

     

15 

Unless I have no choice, I would not use English to write 

compositions.  

 لا استخدم اللغة الانجليزية لكتابة الانشاء ما لم اكن مضطراً لذلك.

     

16 

I’m afraid that the other students would deride my English 
composition if they read it. 

اخشى ان يسخر الطلاب الاخرون من كتابتي الانشائية باللغة الانجليزية عندما 

.يقرؤنها  

     

 

17 

I usually feel my whole body rigid and tense when I write English 
compositions. 

 غالباً ما اشعر بالتشنج والتوتر عندما اكتب الانشاء باللغة الانكليزية.

     

18 

 I’m afraid of my English composition being chosen as a sample for 
discussion in class. 

 اخشى ان يتم اختيار انشائي باللغة الانجليزية كنموذج لنقاشه في الصف.

     

19 
I usually do my best to avoid writing English compositions. 

 في الغالب ابذل قصارى جهدي لأتجنب كتابة الانشاء باللغة الانجليزية.   

     

20 
I freeze up when unexpectedly asked to write English compositions. 

 اشعر بالتجمد عندما يطلب مني بصورة مفاجأة ان اكتب الانشاء باللغة الانجليزية.

     

21 

If my English composition is to be evaluated, I would worry about 
getting a very poor grade. 

م تقييم الانشاء الذي كتبت اشعر بالقلق إزاء حصولي على درجة واطئة جداً اذا ما ت

 باللغة الانجليزية.

     

22 

I would do my best to excuse myself if asked to write English 
compositions. 

ابذل قصارى جهدي لإيجاد الاعذار لنفسي عندما يطلب مني ان اكتب الانشاء باللغة 

 الانجليزية.

     

    

Appendix (B) 

The Achievement Goal Questionnaire (AGQ) 
Likert Scale 

 

 

 

Please tick (√) the appropriate answer which best suits for you. 

 
 5 4 3 2 1 العبارة ت

Mastery-Approach Goal Factor 

1 
I want to learn as much as possible from my writing skill courses. 

 اريد ان اتعَّلم قدر الامكان من مقررات مهارة الكتابة.

     

2 

It is important for me to understand the content of writing skill 
courses as thoroughly as possible. 

 بشكل شامل قدر الامكان.مهارة الكتابة  من المهم بالنسبة لي ان افهم محتوى مقررات

     

3 

By the end of my writing skill courses, I hope to have gained a 
broader and deeper knowledge of the areas covered in each course. 

 آمل أني قد كسبت معرفة أعمق بموضوعات كل مقرر في نهاية مقررات مهارة الكتابة.

     

Value 1 2 3 4 5 

Answer 
Strongly 

Disagree 
Disagree Uncertain Agree 

Strongly 

Agree 
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4 

I desire to completely master the materials presented in my writing 
skill courses. 

س  في مقررات مهارة الكتابة.   ارغب أن اكون مُلّماً بالمواد التي تدَُرَّ

     

5 

In my writing skill courses, I prefer course materials that arouses 
my curiosity, even if it is difficult to learn.  

 افُضَّل مقررات مواد مهارة الكتابة التي تثير فضولي حتى وان كانت صعبة التعلم. 

     

6 

In my writing skill courses, I prefer course materials that really 
challenges me so I can learn new things. 

تضعني في تحَّد حقيقي بحيث يمكنني تعّلم افضَّل مواد مقررات مهارة الكتابة التي 

 اشياءاً جديدة.

     

Performance-Approach Goal Factor 

7 

It is important for me to do better than other students in my writing 
skill courses. 

 ب.من المهم بالنسبة لي أن يكون أدائي في مقررات مهارة الكتابة أفضل من باقي الطلا

     

8 

My goal in my writing skill courses is to get a better grade than the 
most of the other students. 

إن هدفي في مقررات مهارة الكتابة الحصول على درجة أفضل من معظم الطلاب 

 الآخرين.

     

9 

I am striving to demonstrate my ability relative to others in my 
writing skill courses. 

 أسعى جاهداً لإظهار قدرتي مقارنةً مع الآخرين في مقررات مهارة الكتابة.

     

10 

I am motivated by the thought of outperforming my peers in my 
writing skill courses. 

 تابة.أشعر بالتحّفيز عندما أفكر أن أدائي يفوق زملائي في مقررات مهارة الك

     

11 

It is important for me to do well compared to others in my writing 
skill courses. 

من المهم بالنسبة لي أن يكون أدائي جيداً مقارنةً مع الآخرين في مقررات مهارة 

 الكتابة.

     

12 

I want to do well in my writing skill courses to show my abilities to 
my family, friends, advisors, or others. 

أرغب أن أبْلي بلاء حسناً في مقررات مهارة الكتابة لإظهار قدراتي لعائلتي و أصدقائي 

 و مرشديّ أو الآخرين.

     

Performance-Avoidance Goal Factor 

13 

I often think to myself, what if I do badly in my writing skill 
courses? 

 غالباً ما أفكّّر في نفسي  ماذا لو كان أدائي سيئاً في مقررات مهارة الكتابة؟

     

14 

I worry about the possibility of getting bad grades in my writing 
skill courses. 

 اشعر بالقلق إزاء إمكانية حصولي على درجات ضعيفة في مقررات مهارة الكتابة.

     

15 

I fear of performing poorly in my writing skill courses. 

 

 أشعر بالخوف من تدََنّي أدائي في مقررات مهارة الكتابة.

     

16 
I just want to avoid doing poorly in my writing skill courses. 

 ارغب فقط أن أتجنب تدََنّي أدائي في مقررات مهارة الكتابة.

     

17 

I am afraid that if I ask my lecturer/ professor a ‘dumb’ question, 
he or she might not think I am very smart. 

 أخشى إذا سَألت الاستاذ سؤالاً غبياً أن يعتقد أنني لست ذكياً.

     

18 
I wish my writing tasks in writing skill courses were not graded. 

 ناك درجات على واجبات كتابتي في مقررات مهارة الكتابة.أتمنى لو لم يكن ه

     

 


