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ABSTRACT

When trying to teach and learn a foreign langudgachers need to take into account the
affective side of the learner. The present theasis @t probing into the effect of self-efficacy
and need for achievement on the speaking skiltuafests of English as a foreign language at

the department of Lettres and English at the Usityepf Freres Mentouri. Constantine.

More precisely, this study is set out in orderrteeistigate to what extent the affective factors
mainly self-efficacy and need for achievement iefloe the second year English language
students’ academic achievements. This latter veilldflected in this research in the learning
of the speaking skill in English as a foreign laage. It is hypothesized that if students have a
high level of self-perception (self-efficacy), theyll be able to learn the speaking skill in
English as a foreign language. In addition, we &lgoothesize that if students have a strong
need to achieve (need for achievement), they wilhble to learn the speaking skill in English
as a foreign language too. The first hypothesishiscked by means of the Students’ Likert

Scale, through Classroom Observation. The secopadthgsis is checked by the Students’

Likert Scale as well, and tested by a Thematic ekpgption Test. The data are analyzed
using descriptive and corelational statistics tecghthe relationship between self-efficacy and
need for achievement and learning the speaking dikiing the Oral Expression course. The
findings, allow to confirm the hypotheses showitigat there is a sound congruence between
the students’ perception of self efficacy, needdchnievement and their speaking performance
in English language learning. The results also sti@at the majority of female students hold
high level of efficacy perception and have stromgds for achievement compared to male
students who —in the majority- mistrust their dal@g and have weak needs for success. Data
obtained from this study offer considerable potdntpedagogical implications and

recommendations about the nature of students'edtfacy, students’ need for achievement,



and their learning and academic achievement. Thksp a@uggest considering the
psychological side and affective factors of thedett in designing the curriculum and

tailoring the lessons.

Key words: Self-efficacy, Need for achievement, 8peaking skill.
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General introduction

1.Statement of the Problem

For a long time, the teaching and learningcesses remained a puzzling issue for both
teachers and learners. What to teach and how tih@dtarners involved in classroom tasks is
of a particular interest, especially, for teachefschallenging subjects. What makes the
learners feel ready to study and persist on progidhe needed effort is of a specific concern
especially for learners of a foreign language. Yes an undeniable fact that the affective
side of the learner plays a major role in the psecef learning a language. Previously,
attention has been given to motivation being afleyor in learning. Recently, vision turned
towards the learner being a whole who contributes karge extent in this process. Although
self-beliefs and academic needs are very impoftatbrs in terms of learning, they are not
widely studied especially- in second and foreigmlaage fields. Among the self-beliefs, and
the academic needs, self-efficacy and need foreaehient are at the center of the search for
understanding how learners construct their owngmetsviews on themselves and choose the
needed academic drives in language learning simtiSelf-efficacy being the learners’
beliefs in their abilities, and need for achieveieaing the desire for success help in the

progress of foreign language learning.

The perceptions learners hold about theiritedsil can determine in a large part their
behavior and what they are capable of doing asconaor reaction to classroom tasks. The
psychologist Bandura (1986- 1997) believes thatf-tsgliefs” are essential elements that

control the person’s behavior and motivation. Of tak beliefs that people hold about



themselves affecting their day-to-day behavioud @at stand at the core of Social Cognitive
Theory, are self-efficacy beliefs. Self-efficacy @& common psychological element that
explains the variations of human functioning in felént domains.

https://www.tandfonline.com

The need for achievement can explain the pdatetitat drives students towards learning -
and achieving better in the foreign language. Toeas psychologist David Mc Cleland
(1985) explained how motivation with its differeégpes can influence people’s performance
in diverse situations. Mc Cleland suggested thativation drives our behaviors no matter
who are we or from where we come. Among the needffdiation, and need for power, the

need for achievement is the most needed driveddeauic settings.

The present study then, is designed to explohether self-efficacy and need for
achievement have an effect on the learners’ alofitgarning the speaking skill in English as

a foreign language.

During our modest experience as a teache®ral Expression at the Department of
Letters and English at the University of Frére Memi Constantine, we noticed a discrepancy
between the students’ — whether females or malgsrticipations, and their ability to
converse in English as a foreign language; Sondests were speaking in all versatility and
smoothness and tried to take part even if theiwanswere wrong. These students seemed to
be satisfied and self-confident. Others did nota&pgnless they were asked by the teacher to
do so, and in most cases their answers were canectheir language was intact. The stress
and lack of self-confidence were the signs thatattarize their appearance. The rest of the
students were those who remained silent most oftithe. They often appear afraid and
uncomfortable. In addition, what raised our at@mtis that most of the students who were

speaking and taking part in oral expression clasbégned the high marks and the averages



were good. Others who did not participate and adidspeak, until being asked to do so had
reasonable marks and averages as well. The remgastirdents had weak marks and poor
averages. This situation made us wonder aboutgason behind this diversity and try to
relate it to the affective side of the student. 8® study seeks to investigate whether
students’ self-efficacy and need for achievementnfloence their learning of the speaking

skill in English as a foreign language.
2.Aim of the study

Self-efficacy, as a belief is an essenpakt of the self-structure central to the
understanding of the way learners construct thein @ersonal views of themselves in
language learning situations. Need for achievenasna personal construct is an important
component that causes the learners to look foresscm what they attempt to learn. Because
of the diversity and richness of self-efficacy amekd for achievement, theoretical insights
and practical evidence towards the positive premicbf English as a foreign language
learners’ performance, little attempt has been madexamine the variables of self-efficacy
and need for achievement in learning the Englisgaking skill in second year English as a
foreign language classes. Hence, the focal pointhépresent study is to investigate the
impact of self-efficacy, together with the need for achievatnen second yeastudents'
learning ofthe speaking skill in English as a foreign languengihe department of English at

the University of Constantinel.
3.Research Questions and Hypotheses

On the basis of the above statement, a tHrezsearch questions have been raised out and

can be expressed as follows:



- How can the personal factors (mainly self-efficaryl need for achievement for that

matter) influence the process of the speaking?kill

- Do the overall positive evaluation (self-effica@nd the high need one has towards
success (need for achievement), positively infleethe performance at oral tasks and

result in high academic achievements?
- What can teachers do in order to improve the pesiiews students have about

themselves (self-efficacy) and boost their need dohieving better in their oral

performance?
In line of the present research, two hypatedsave been formulated as follows :

- We hypothesize that if students have a high leV¥ededi-perception (self-efficacy),

they will be able to learn the speaking skill ingkish as a foreign language.

- We also hypothesize that if students have a strdegjre to achieve (need for
achievement), they will be able to learn the spsalskill in English as a foreign

language.

4 .Definition of Terms

» Self-efficacy

Self-efficacytheoretically, refers to peoples’ trust of their capacities timia a given
task. It has been defined by Bandura (1987) as’'$obelief about his/her abilities”.
Operationally, self-efficacy for learning the speaking skill imd@tish has been operationally

defined in the current study as:



» Students’ perceptions about their abilities to &pids@ English language as a foreign

language.

» Students’ motivation and engagements in oral abassrtasks.

» Students’ ability of controlling their mood statéd® anxiety and stress while trying to

speak.

» Students’ predictions about their ability to speak.

So, self-efficacy will be strictly related to theudents’ answers to the Likert scale and the

Classroom observation.

* Need for achievement

Need for achievemetiteoretically, refers toa person’s tendency to have a desire to
accomplish a certain goal. It has been defined tkindon and Feather (1966. 102) in
“Motivational Science: Social and Personality Perdjves” book as “the strength of
motivation to perform some act [which] is assumedoé a multiplicative function of the
strength of the motive, the expectancy that thendithave a consequence, the attainment of
an incentive, and the value of the incentiveOperationally need for achievement for

learning the speaking skill in English has beerraipenally defined as:

Students’ desires towards learning the speakinbisknglish.

» Students’ engagements into speaking tasks in tileclasses.

» Students’ ability of handling their emotional (&s¥ while getting involved in a

speaking task.

* Students’ estimations of future achievements.



Hence, need for achievement will be strictly redati@ the speaking skill and will be identified

on the basis of students’ answers to the Liketesaiad the Thematic Apperception Test.

5.Means of Research

In order to ascertain the self-efficacy ameked for achievement and identify their
components as proposed by Bandura (1986) and Ma@lg[1953) and in an attempt to test
the hypotheses set before, a pilot study (studesatsle), in addition to three instruments of
research have been used. The pilot study is coedutti detect the possible flaws in

measurements procedure, and check the feasihildyerding of the scale.

First, a students’ scale is administered ireptto investigate the effect of students’ self-
efficacy and need for achievement on their abgityearning the speaking skill in English. It
is used to consider the students’ opinions antudts towards their academic self-efficacy
and achievement motivation. It also aims at ingeasiing their points of view about learning

the speaking skill of English in relation to theelf-perception and academic needs.

Second, a classroom observation is carriedirowrder to compare the students’ scale
answers across their real behavior in the oralesgmon sessions. In addition, to get an inside
view of the students’ behavior in relation to sefificacy towards the speaking ability.
Furthermore, to weigh their behavior against tmeal achievements in order to get a clear
idea about the relationship that exists betwedre$itacy concept and learning the speaking

skill in English.

Finally, a thematic apperception test is earout in order to compare the students’ scale
answers across their personal answers to the odrdis. is done with some considerations
and adaptations to age appropriateness in accadetit gender and activity.). It intends to

try to find the students’ most dominant drives aeeds towards their learning process of the



speaking skill, and to consider those needs andsiigate their effect on the students’

academic achievement.

6. Structure of the Thesis

The present study is subdivided into seven chapiéesthree first chapters in the
theoretical part present a review of the relevagtdture in relation to the variables of the
study. The three second chapters in the practaralgim at identifying and analyzing the
interaction between the variables of the study. [Bsechapter stands for the pedagogical

implications and recommendations of the study

The first chapter ‘Self-efficacyis devoted to present the reader with the nattiseld-
efficacy and its relation to the English langualjestarts with a brief history and general
definitions of the concept of self-efficacy and difference in relation to other concepts (like
Outcome Expectation in our study). It also, prosid®me accounts of Academic Self-
efficacy in relation to the English language anel sheaking skill. Besides, this chapter shows

the four principal sources and effects of selfezfty.

The second chapter ‘Need for Achievemeimttroduces the reader tbe nature of need
for achievement and its relation to the Englislglaage. It highlights the different theories to
achievement motivation. Then, the chapter expl#nesdifference between motivation and
motive, and explicit and implicit achievement matien. In addition, it shows the four

influencing factors and effects of need for achmegat.

The third chapter ‘The Speaking Skilis provided to offer the reader a vision about the
nature of the speaking skill and its relation te tnglish language. It begins with general
definitions about speaking and the nature of coatmunication. Then, it describes the nature

of speaking skill in comparison to the writing ooreover, the chapter goes further to stress



the different theories of teaching the speaking Bkrelation to the English language like

that of McCarthy’s, Hymes’s and others’ views

The fourth chapter ‘The Effect of Students’ Iéefficacy and Need for Achievement on
the Speaking Skill through the Students’ Scale Datansists of an analysis of the students’
answers to the scale. It provides information allbetmethodology used, the population and
sample chosen, in addition to the scale developndescription, and administration. Then, it

supplies the analysis and interpretation of théesaaswers.

The fifth chapter ‘The Effect of Students’ 8eefficacy on the Speaking Skill through
the Classroom Observations devoted to the analysis of the classroom olasierv. This
latter is devoted to measure the students’ behaagainst their real achievements in the
classroom in order to get a clear idea about ¢kaionship that exists between self-efficacy
concept and learning the speaking skill in Engli€assroom observation development,
description, and data collection are presentedaduiition, the analysis and interpretation of

the results obtained from the recordings are pexlid

The sixth chapter ‘The Effect of Students’ Ne¢eéor Achievement on the Speaking Skill
through the Thematic Apperception Tesprovides an analysis of the students’ Thematic
Apperception Test. This chapter intends to findgsh&lents’ most dominant drives and needs
towards their learning process of the speakind. dkis concerned with the students’ answers
to the picture cards about their implicit achievemeotives. Information about the test
development, card description, procedure, and dallaction is provided through out the

chapter. Besides, a clear analysis and interpoetati the results is supplied.

The seventh chapter ‘Pedagogical Implicatioasd Recommendationss devoted to the
suggestions and recommendations of the study. Baseithe theoretical pathway and the

practical evidence of the previous chapters, thiapter offers significant implications for



foreign language instruction. It provides infornoatiabout the importance of considering the
psychological side and affective factors of thedett in designing the curriculum and
tailoring the lessons. It also mentions some recendations about investigating whether the
effects of self-efficacy or need for achievementi@arning hold for all students at all levels,

and proposes some suggestions for future research.



Introduction

Some scholars (Clement et al., 1994 and Ga®lneambert, 1972) have considered
affect as one of the main determining factors afcess in learning foreign or second
languages.

“Among the mechanisms of personal agency, none enttal or pervasive than
people’s beliefs in their capacity to exercise aanere of action over their own functioning
and over environmental eventgBandura, 2000.10)

Indeed, one’s views, feelings, skills, and way ehéving construct what is called the
“self-system.”(Bandura,1999). This latter is vémyportant, in the sense that it controls the
way we become aware of some situations and hovettinareturn to other situations. The
present study scrutinizes students’ beliefs withia self-system .

Self-efficacy belief is an important element in this self-systarich focuses on
understanding how can people make their own perdwgieefs on themselves in language

learning situations.

1.1. Definition of Self-efficacy

According to behaviorist theorists, the “Sbtiearning Theory,”, as introduced by Miller
and Dollard (1941), has come to reject the notibhrive Reduction Principles This was
a shift from a passive systematic human behavi@ toore active and deterministic role of

one’s actions on the environment.

In 1963, Bandura and Walters wrdtocial Learning and Personality Development”

broadening the frontiers of social learning thedy.1970, Bandura recognized that key



element was missingot only from the learning theories of the dayt hBlso from his own
social learning theory”. (Pajares, 2002). In 19With the publication of‘Self-efficacy:
Towards a Unifying theory of Behavioral Changethe concept of self-efficacy was widely
adopted and applied in different domains, @&agd become one of the most studied topics in
psychology. But why? As Bandu(a986-1997)and other researchefSchunk, 1984, 1991,
1995; Shunk and Pajares, 2002; Pajares, 1996-1997 demonstrated, self-efficacy can
have an impact on everything from psychologicaltestato behavior, motivation, and

academic achievement in particular.

Obviously, any individual constructs his personality on a group of different self-beliefs
that are more than “an epiphenomenon, but rather functions as an important platform for
the regulation of thought, emotion, action, and interpersonal relations.” (Nowak, et al in
Dornyei.2005:368). For example, Savignon (1983) reviewed many studies on affect and
claimed that affective variables, including personal beliefs, contribute more to the result of
foreign or second language learning than do aptitude, intelligence, method of teaching used
in the classroom, or time spent in language learning. (Kennedy, et al, 2000: 279).
Psychologist Albert Bandura considers the person’s beliefs as a major constituent of the
behavior and the factor that motivates it. In fact, they are in all the beliefs that people hold
about themselves and that affect their daily functioning. Thus, self-efficacy beliefs lay at the
core of “Social Cognitive Theory”.

Self-efficacy is a universal psychological construct that accounts for variance within
various domains of human functioning. It is the belief in one's competence to tackle new
tasks and to cope with adversity in a broad range of challenging encounters.

Broadly speaking, self-efficacy refers to a belief about what one is capable of doing and

achieving. According to Bandura,_(1986) “what people feel about their capabilities can be




good predictors of the behavior they produce”; i.e. the best prediction of behaviour in a

specific situation comes from peoples’ self-perceptions within that domain. It is more

concerned with “the fundamental view that one has of one’s basic level of competence or

ability to control the course of one’s actions.” (Colin, 1982).

This is why self-efficacy is conceptualized as people’s expectations that can be performed

across a broad range of challenging situations and that require effort and perseverance.

Then, self-efficacy, is “public, competitive, and self-defining” (Zimmerman, 1989 in

Bandura,1995) in the sense that people records predetermine their behavior reactions and

occupational paths. This means, the beliefs that people hold about themselves can be

considered as key elements in determining what they can do with the knowledge and skills

they have. People who think they can perform well on a task do better than those who think
they will fail.

Again, it seems clear that many of the difficulties that people go through their lives can be

associated with their personal beliefs and their place in the world in which they live. (Ed,

Richard, et al, 2001). According to Bandura (1986: 390) “among the different aspects of self-

knowledge, perhaps none is influential in people’s everyday lives than conceptions of their
personal efficacy”. He goes on (1994) to describe these beliefs as determinants of how
people think, behave, and feel.

In addition, self-efficacy beliefs are major prepositional constructs that contribute to

people’s course of life as mentioned by Bandura (1997:3) “in social cognitive theory, a sense

of personal efficacy is represented as prepositional beliefs”.

Self-efficacy is “situation specific” (Banduyra997). The researcher went to illustrate this

saying that people’s self-efficacy resistence deces independent of their self-efficacy of



solving math problems, “and it is involved with peived capability rather than actual
capability” (ibid).

Nevid (2009) in Social Cognitive Theory illustratigst “individuals do not simply respond to
environmental influences, but rather they activegek and interpret the information”.

(https://wikispaces.psu.edu/display/PSYCH484/7 #83ktacy+and+Social+Cognitive+Theo

ries) in that people think about projects and gaalanticipating the results, and evaluating
them.

From that, self-efficacy is our belief aboutgmnal competence in a particular situation,
and it is future oriented (i.e. evaluation of ownpetence in a future specific task).
(Woolfolk, 2013. 367). Thus, self-efficacy can bestihguished from intentions because
intentions involve willingness to do a behavior,endas self-efficacy involves belief that one
can do a behavior (Lai, 2011).

The most influential source of self-efficacy candsglored in the following diagram:



Figure 1 Bandura Triadic Reciprocal Determinism

Bandura’s Triadic Reciprocal Determinism

Behavioral
Factors

-E'n\'f_ir(_:ir_lh"ten_tal
Factors

_. y \ -

Pajares (1997,3) believes tha@he beliefs in one’s capabilities to organize amkecute the
courses of action required to manage prospectitaaions.".

So, once again, human beings are alwaydrgjrio control the events which affect their
lives. For that it (self-efficacy) can be describasl individuals’ belief in themselves as
“producers of experiences and shapers of everfBandura: 2000.75).

In exercising certain control in certain domairgeyt are more apt to concretize a future they
wish to assure for themselves and to prevent ordaaduture they do not wish to have. In
social learning theory, the efficacy belief is todtsome people who think that they are able
to change themselves and effectively alter thead@ointext.

Thus, to obtain desired results and prevent unwlaptees, people constitute a powerful

stimulation for the development of the exercisgeisonal control (over things, events, and



situations). The more individuals have an influenoethe events pertaining to their own life
the greater the chance or the opportunity to stiapee events the way they want them to be

is.

1.2 Self-efficacy and Outcome Expectations

There has been a growing interest in examitie factors that support or hinder one's
knowledge about one’s behavior. According to sot@akning theory, self-efficacy beliefs
(views about one's capabilities) and outcome expetts (views about the results of
behaviors) are considerable determinants of hagdiia behavior. (Jensen,et al,1991)

Although self-efficacy and realistic outcome eggtions are viewed as necessary for

maintaining the behavior, a good question has hmmnted out by researchers which is

“whether there is no difference between self-effaya beliefs and outcome

expectations”but this is not to imply they are unrelatéthese two constructs need not to

be confused as they apparently look similar becaesearch, however, has shown a
difference between both of them.

Outcome, according to the American Heritage Didiynof the English Language refers to
“an end result or consequenceExpectations refer ttinferences that people make about
the behavior they produce”.

An outcome expectancy is defined“agerson’s estimate that a given behavior will kka
to certain outcomes”(Bandura: 1977. 193). According to self-efficacyedhy, outcome
expectancies are clearly distinguished from sdit@afy because self-efficacy is perceived
ability to do a behavior, whereas outcome expeatarare judgments about the likelihood of

outcomes that flow from behavior (Bandura: 19773)19



Self-efficacy beliefs are people’s judgment w@btheir capabilities, whereas outcome
expectations are a set of beliefs, drawn from egpee, about what the consequences
(rewards or punishments) of certain actions amdyiko be.

Self-efficacy is the belief that one is capable of organizing and executing certain behaviors
or reaching certain goals. Outcome expectation conceptualizes how likely we believe it to

be that a certain end result will occur.

Self-efficacy affects choice of activities, effoend persistence. For example, people who
have a low self-efficacy to achieve a certain teak avoid it; but those who think that they
are able are expected to participate. Outcome éf@t is a person's estimate that particular
outcomes will occur. They are usually based on dhecess or failure of similar efforts.
Success is most likely to occur if the right sitoa&l and personal processes are brought to
bear. Self-efficacy beliefs are good interpretecarfeer choice, and outcome expectations are
good interpreter of examination.

Furthermore, “expectancy of success and perceptioinsvalue will influence one’s
willingness to overcome challenges and persevenarthb a particular goal, academic or

otherwise”. (Hudley, et al, 2008, 147).

Expectancy-value theories emphasize the idea that behavior combines people’s
expectations of obtaining a certain outcome as “a function of performing a behavior and
the extent that they value those outcomes” (Atkinson, et al 1957in Shunk, 1991.210).These
theories assume that “people make judgments of the likelihood of attaining various goals

in a given situation” (Shunk, 1991. 210).

Despite the fact that self-efficacy and outcomeeekgtions are shaped determinants of the
behavior, it will be worthy to shed some light odebatable inquiry which says that outcome

expectations influence self-efficacy beliefs.



Following the introduction of self-efficacy thgo several researchers showed that expected
outcomes casually influence self-efficacy judgmeitey argued that this relationship called
into question the validity of self-efficacy theory(Borkovec. 1978, et al in

http://psr.sagepub.com/content/14/4/4L7T

Similarly, Weiner (1992 in Hudly, et al, 200847) showed that human behavior is
affected by individual’s anticipatin of a positivesult when getting into a particular behavior
and the personal value of that positive result.sdme tasks in which the level of capability
determines the outcomes, the types of the outconuipgiduals expect depend mostely on
their expected beliefs of how well they will be alib achieve in a given situation. A fat
person for example, might agree that the expectedome of exercising is being in good
health and keeping fithess which will influence behavior and his judgments about himself
(self-efficacy). In spite of the fact that managimgtcomes is important, thist does not assure

that self-efficacy will be in need or be influendegthe outcome expectations.

Bandura, yet, presents self-efficacy in the pecive of a descriptive model of human
behavior, in which self-efficacy sometimes affeitts outcome expectations of that behavior,
and not the opposit.

In response to the claim that self-efficaxynifluenced by outcome expectations, Bandura
(1997) believes that the consequences personscpreépend mostly on their views of how
good they will succeed in a given task.

“To claim that people visualize outcomes and thefemtheir own capabilities from the

imagined outcomes is to invoke a peculiar systenbatkward causation in which the

outcomes that flow from actions are made to precéue actions. (21).



For This reason, outcome expectations are indepermaethe individual efficacy beliefs and
serve as incentives (or disincentives) for the bemaOutcome expectation is, thus, a belief
about the consequences of the behavior, wheredisefsgacy is a belief about the

performance of the behavior.

Apart from who influences what, still Expectancy-value theories stress the notion that
behavior is a joint function of people’s expectations of obtaining a particular outcome as a
function of performing a behavior and the extent that they value those outcomes
(Shunk1991). These theories assume that people make judgments of the likelihood of
attaining various goals in a given situation (ibid). Pajares (1997:3) believes that “The beliefs
in one’s capabilities to organize and execute the courses of action required to manage

prospective situations."

1.3 Nature and Structure of Self-efficacy

As Pajares (2000) asserts, the study of theegirof self-efficacy, in relation to language
achievement; is still new and there has been ligkearch in the area in comparison to the
work done in other areas. Self-efficacy is différdrom self-esteem, locus of control,

outcome expectation.

Locus of control is not related to identifiable abpities but rather to beliefs about possible
outcomes whether the latter is described by thegoés actions or by power above the
person’s control; high locus of control does notessarily signify a high sense of efficacy

because a student may believe that high acaderads gire dependent on his performance



(locus of control), but will feel less able when s low efficacy perceptions concerning his

abilities.

In academic settings, students' intellectual deprekent is largely a response to what teachers

expect and how those expectations are communicated.

Practically, most of all students can determinesdibyes they want to achieve, items they
want to modify, and aims they would like to realixet, most of them also understand that

applying this is not an easy task as well.

(Bandura. 1986)elieves that skilled performance needs both &sliand self-efficacy
judgements to apply them efficiently. Self-efficasynot related to the abilities one holds but

with beliefs of what one can do with whatever caliss one owns

Bandura and other researchers have discoveredthatson’s self-efficacy acts as a main

responsible for the person’s line of aimes, jolbs, eonfronts.

People with atrongsense of self-efficacy:

- View challenging problems as tasks to be mastered
- Develop deeper interest in the activities in whinoky participate
- Form a stronger sense of commitment to their istsrand activities

« Recover quickly from setbacks and disappointments

People with aveaksense of self-efficacy:



« Avoid challenging tasks
- Believe that difficult tasks and situations aredray their capabilities
« Focus on personal failings and negative outcomes

» Quickly lose confidence in personal abilities

https://www.verywellmind.com/what-is-self-effica@r95954

1.3Academic Self-efficacy

In this section we attempt to shed light oa ¢ntributions of the Bandura research to the
enlightenment and betterment of human life. Hiootiieand program of research have had
diverse influence on many disciplines, but theipatt on educational psychology will

receive special attention in the present section.

In interpretations of the learner and learnthg cognitive skills that the learner brings to
the learning task together with the affective arafspnality factors have received main
emphasis, which means ttfabsitive and negative feelings, emotions, [and}ittdes, [...]”
(Dorothyontow, et al: 1997.197) cannot be negleatdalilding and understanding a persons’
personality or own view of the self in relationstudies.

Because of that, among learner characteristicsoriat¢hat are frequently presented in this
section include specific aptitude for particulaarl@ng tasks that can affect the student’s
abilities and achievement and the degree to whedlslhe is prepared to persevere with it. One
factor that we are interested more in is what ikedédself-efficacy beliefs”.

This means that general personality characteristesbe said to have positive or negative
bearing on second language learning; that of dagul.e. self-efficacy beliefs as mentioned
before) related to the second language and thenddanguage group with which the learner

approaches language learning.



1.4.1 Definition of Academic Self-efficacy

1.4.1.1 General Definition

As known and agreed by many researchers (Bandi®77-2001, Bandura, et al, 1996)
self-efficacy beliefs determine large part thedstuts’ behavior and what they are capable of
doing in school. Without doubt, these are beliefd perceptions about the self that are rooted
in one’s actions and reactions in learning the Uagg. Students’ beliefs in their efficacy to
regulate their own learning and to master acaderiivities, determine theifaspirations,

level of motivation, and academic accomplishme(@Bandura. 1993).

In very broad terms, self-efficacy is a persqmeésception of himself. “We do not claim an
entity within a person called self-efficacy. Rathee claim that the construct is potentially
important and useful in explaining and predictirayvthe learner acts” (Bong, et al, 2003.3).
A relevant view comes from Bong (ibid) who stateattwhat we know, the abilities we have,
or the accomplishments we have previously achieaed frequently weak interpreters of
following accomplishments. This is because the siewe have about our abilities and about
the result of our attempts strongly affect the weysvhich we act. He continues to explain
that self-efficacy is the students’ judgments dafitracademic competence. The concept is
also defined by Bernhardt (1997) as learners’ feehbout their abilities to accomplish a task
where he explains that if people have high posite#-efficacy about learning a second
language, then they believe that they have the pawe abilities to reach this goal. On the
other hand, people with low self-efficacy belieéelf that they do not have the power and
abilities to learn a language, thus admitting failfrom the start.

Unlike self-concept, which i&he description that a person would give to himBeland

self-worth, which is‘the fundamental view that one has of one’s level competence or



ability to control the course of one’s action(Rogers: 1976.143), self-efficacy‘igersonal
judgments of one’s capabilities to organize and ewte courses of action to attain
designated types of educational performance&immerman: 1995.203)

One’s perceptions of himself during the learninggess are thought to influence the ways in
which he acts, and his acts in turn influence thgsnn which he perceives himself.

Learners with different self-beliefs demonstratéfedent levels of cognitive, social, and
emotional engagement in school.

The construct of self-efficacy, then, is defined as individual’s perceived capability in
performing necessary tasks to achieve goals. (BartRB7). The concept of self-efficacy is
recognized by Oxford and Shearin (1994.21)abroadened view of expectancy which is
drawn from social cognition theory” They define the term dene’s judgment of how well
one can execute courses of action required to dedh prospective situations{ibid).

With regard to their content, self-efficacy measufecus on“performance capabilities
rather than on personal qualities{Zimmerman. 2000). In other words, efficacy judgiien
less concerned with what skills and abilities leasnpossess. It considers more important
what learners believe they can do with whatevellsskind abilities they may posse§xr
example, in the context of oral competence devetyrstudents should begin to develop a
sense of efficacy as they work at a task and eapegi some success.

Similarly, Schunk(1987, in Williams et al. 1997) defines the terrti-sefficacy as

“the beliefs of learners about their capabilities tapply effectively the knowledge and skills
they already possess and thereby learn new cogniills”.

Students may have, for example, all the necessawledge and skills to perform a task, but
if they do not have strong belief about their calgas to do so, they will not be able to

display those skills in the corresponding conteXise reverse also holds true. If someone



feels highly efficient to complete a given taskdie will be able to tackle the problem and
engage in fields of study to perform well and hdesired effects.

Bandura (1997) believes that self efficacious students participate more, work harder, persist
longer, and shows fewer adverse emotional reactions when encountering with difficult tasks
than do those who misbelieve or doubt their capabilities.

Self-efficacy plays a major role in “how students approach goals, tasks, and challenges”.
(Zimmerman, et al,: 1992.219). Hence, once the person feels a high self-efficient, then,
he/she becomes open to change, always ready to experience new aspects of education, and
at the same time, becomes more accepting of the self and of others which will lead to self-
direction, trust of the self and healthy personality.(Rogers:175). In addition to the theoretical
evidence, the practical evidence has also proved the strong effect of self-efficacy to

academic performances.

Based on her study on the key variables in language learning, Cotterall (1999) considered
self-efficacy as a crucial variable in success of language learners.

Academic self-efficacy indicates here that a seliepived student is the one who feels
confident to successfully learn the speaking sKilEnglish as a foreign language and be able
to use in oral sessions and outside settings ds wel

Accordingly, many educational psychologists advectte role of self-efficacy and its
influence on numerous aspects of engagements amchirlg. (Meece, et al, 2006,
Zimmerman, 2000, Bong et al . 2003, Linnenbrinkale003).

The majority of studies have found that task choieffort, goal settings, persistence,
engagement, performance, achievement, and othectasgelated to academic learning are
strongly and positively related to self-efficacymediated by it. This is what Zimmerman and

Schunk (2001, 440) agreed on when saying thate$itlacy can be a good predictor of



“people’s style of thinking, level of motivation,neotional well-being, and performance
accomplishments”.By saying this, we do not necessarily limit théerof self-efficacy to
education settings only, but rather it tacklesdalinains of personal functioning that are based

on the importance of one’s beliefs about him/hérsel

Concerning task choiceindividuals select tasks and activities in whittey feel

competent and avoid those in which they do not.

Compared with students who doubt their capabilitivese who feel efficacious for learning
participate more and tackle new, difficult and tdading tasks. As an example, in oral
sessions the tendency is that efficient studenlisciwoose to express themselves in English
and participate more and more in front of theichea and classmates giving no interest to the
errors that they can make, opposite to less effioie non efficient students who choose to
talk just a little bit or keep totally silent. Thishoice explains that competence is less
important than student self perception; i.e. adogrdo our example, students may have the
same speaking skill ability but some choose toippete and others choose to keep silent

because of their beliefs about themselves.

Concerning effort it is worth noting that self-efficacy beliefs adtbre to it and make a

great contribution to the students efforts thaytteploy while learning. Since learning and
using a new language (English for this matter) dedeaa great effort, this automatically
requires students’ beliefs about their abilitie®sopositive and high. In other words, the more
students believe that they are capable of leartiiegenglish language, the more effort they
will produce to learn the speaking skill of thahdgaage and achieve their aim as well.

Students will possess the highest sense of eftoiimply themselves in difficulties and



manage to get the maximum level of ability and esaching the greatest desire to participate

on their owns in oral sessions and appear as gueskers of English as a foreign language.

Goal settingis another construct of behavior that is affedigdself-efficacy beliefs. While

learning, students enter a task with the goalratiant of being a good speaker. This is why,
when they perceive their goals to have satisfdgtgniogressed, they will feel capable of
improving their speaking skill which will lead tagh self-efficacy perceptions about the self,
and vice versa; i.e. when students feel capabieaohing coupled with highly self-efficacious

in the speaking skill this will lead them to setmnehallenging goals concerning English.

In addition to effort, the construct of self-effigahelps explairthe persistencef the

individual in class. It is agreed that despite dbstacles and difficulties that the learner might
face during the learning process especially whemdgthe teacher and the classmates, he/she
will give more and try to participate as much asche to support for performance and serve
numerous purposes for the speaking skill.

Accurate prediction about their competence in dpetasks, students engage in areas in
which they cultivate and feed their efficacy anddsks where they feel able to manage and to
fulfill using the existing real competence and oséilll. How a person believes he will
perform is often more important and works as aemtige for student to go through learning
the speaking skill to express him/herself and leisfanguage. If he/she believes he can he/she
will try hard to engage in different domains ofergst, if not, he/she will let it go and forget

about it.

Self-image is a general term that can be definduaasg a positive feeling of oneself, but it

needs to have further aspect to remain in plaahfierent situations especially those related



to performance. According to Bandura, self-imagmalis not sufficient to provide strength
when performing difficult tasks, but self-efficabgliefs can take it a step forward to earn the
positive performance ever. Let us say: a studedngfish for example who is trying to speak
and participate in an oral session can feel stdeasé inhibited if he doesn’t believe in his
capabilities which will lead him to keep silent astéy at a corner, and so, negative or less
advanced performance. Unlike the other who beli@avésmself and his capabilities who will
show a readiness for using the language that wedult in positive performance and
persistence of the trial.

Intimately linked to performance, self-efficientudents predict intellectual achievement
better than inefficacious students. This sense asftrol is of fundamental importance
especially, in educational settings. Indeed, hidiicacy levels are robust predictors of

academic achievement, (Prain, et al, 2015.59).

Theoretically, students’ beliefs in their persoa#iicacy have a great impact on their school
achievement. The more students perceive themsab/eble of using the English language,

the better performance in the oral sessions arkdesbest achievement to have.

In summary, self- efficacy which is the confidengeople have in their abilities for success in
a given task help raise the belief of capabilityd goush the student to use a variety of

strategies and display appropriate effort to satggand determine future achievement.

1.4.1.2 Operational Definition

Self-efficacy means that a student who fealsable is the one who is able to speak in

English as a foreign language no matter the eootise circumstances.



1.5 Origin of Self-efficacy

In the proposed model of Bandura (1986, 19%9id) Rajares (1996, 1997), perceptions of
personal efficacy are derived from four principaluges of information which are
performance accomplishments, vicarious experience,verbal persuasion, and

physiological states.

1.5.1Performance Accomplishment

Also known aSMastery experience’or “enactive accomplishments{Zimmerman,
2000) are the most effective ways of creating angfrsense of efficacy. People judge
themselves according to their experiences; sucs@ssigthens self-efficacy, whereas
repeated failures undermine it. Previous successs@ sense of confidence and serenity,
whereas previous failure gives a sense of inhibiéind stress.

In general, self-efficacy can be said to‘imelividuals’ beliefs in themselves as producers
of experiences and shapers of event@Bandura: 2000.75). So, what they believe to be
positive and successful raises their self-effichejief and what is negative and failure
lowers it. The normative nature of mastery experems reflected in self-perceived
competence, i.e. in educational areas, studentaetheir self-efficacy beliefs

from personal experiences and accomplishments rwighigiven academic subject or
domain. A student of English begins to construetmd and attitudes about the speaking
skill and how well he can do in this domain. Thesavs will show him if he can take the
risk and participate in oral sessions or just keigmt and feel afraid of facing the foreign
language. These experiences will form expectatibiaé can be generalized to other
situations that may be similar or substantiallyfediént from the original experience. For
example, strong efficacy expectations are develogedugh repeated success of a

behavior, and reduced efficacy expectations cautrizem failures.



Following this line of thought, students engagé¢eisks and activities, interpret the results
of their actions, use the interpretations to dgvdieliefs about their capability to engage
in other tasks and activities, and then, act acogrtb the beliefs createtPast mastery
experiences”can be a source of academic self-efficacy whesdtences like: “I've
always been good at oral expression” can creaté kifjcacy beliefs towards the
students’ future expectations for successfully grening specific academic tasks as well.
Hence, once acquiring enough satisfaction abouethieacy beliefs, the student will be
able to strive towards doing well and achievingtdretvhich will give him a greater

feeling of esteem, boost self-concept, and giverg®f self-worth.

1.5.2Vicarious Experience (Observational)

In addition to mastery experience, peoplemfotheir efficacy beliefs through the
“vicarious experience’{Pajares.2002). This source of information is wedkan the mastery
experience but when individuals have little expseee or uncertain about their capabilities,
they become sensitive to it.

The vicarious experiencproduced by the actions of othergSchunk inPajares. 2002) can
be explained as follows: a significant model in’srige can help create self-beliefs that will
influence the individual's directions of life. Ta it otherwise, self-efficacy beliefs are
related to the self-observation that individualsivade from observing others whom they
believe to be models performing activities espécishreatening ones without adverse
consequences. There is evidence to suggestthigaimore significant a part that people play

in our lives, the more likely we are to compare satves with them'(Suls et al in Williams

et al, 1997. 97).



On this basis, vicarious experience is particuladyerful when observers see similarities in
some attribute capabilities of their models by desti@ating that the activity is “do-able” with
some effort and persistence. For example, a studiéintise his/her competence efficacy on
seeing another model student accomplishing suadbsst particular task or handling a
certain situation and vice versa. “The social comspa” made with other individuals can
have a negative effect and evoke in us some olvdekest feelings ever experienced when
watching a similar model fail in solving the tagkhand.

In oral classes, when students participate therethieserve and compare themselves to them;
those who see that their models are able of legrand using the English language will feel
more confident and ready to engage in the sames,tagkereas those who see that their
models are unable of giving a voice in the clask f@el less confident and be afraid of
tackling the task, so, they keep silent and chaodee listeners rather than speakers. On the
contrary, when a student believes that he/shepsrgar to the model’s ability, then the failure
of the model will not have a negative effect butynige positive one. (Brow&Inouye in
Pajares.20025ince partly, people are involved in our viewsld# self, the vicarious learning
permits individuals and especially students torieaew behaviors from their surrounding
classmates which create the capability to antieight consequences of an action before

actually engaging into it.

1.5.3 Verbal Persuasions

Include the verbal judgments that others mlevivhen judging someone’s behavior.
Indeed verbal persuasion is a weaker source couhparimat of mastery experience because
it doesn’t include authentic and personal expeseraf the person, but persuaders can play an

important part in the development of the individsigelf-efficacy.



Essentially, this involves cultivating people thhey have the capabilities to succeed at a
particular task and ensure them that successamaite. It is worth noting, that verbal and
non-verbal persuasions (like facial expression) iafleiential when they are conveyed by
persons that are regarded ‘@sedible persuaders”(Zimmerman.2000) andbelievable
evaluators” (Clayton, et al, 1996-2000) in peoples’ own envinemts such as: parents,
teachers, peers... etc. Take for example, a studetsiaiss; if his teacher ensures him that he
has the needed capabilities to be a good speakbe &nglish language, this will encourage
him and raise his efficacy beliefs to participasenauch as he can. On the contrary, another
student who receives bad judgments concerningdri®imance will be discouraged and his
efficacy beliefs will diminish even leading him ¢gove up in the face of difficulties and avoid
challenging tasks. Note that unrealistic persuasadrefficacy are quickly “disconfirmed” by
failing results of one’s efforts. So, positive gagision may work to boost and empower
whereas negative persuasion may work to defeatwaraken self-beliefs. In general, it is
easier to weaken self-efficacy beliefs through tieggudgments than to strengthen them

through positive encouragements. (Bandura, in Bsja997).

For this reason, persuaders whether models, peertgachers must introduce positive
feedback and raise individuals’ confidence aboeirtbapabilities and ensure the idea that
success can be attainable with little effort andsigeence because getting verbal
encouragement from others helps people overconfi@l@eabt and instead focus on giving

their best effort to the task at hand.

1.5.4 Physiological States

Since individuals have the ability to judge aedd themselves, it is logical to say that this

reading will influence their thoughts and emotiostdtes as well. So, the last source of self-



efficacy belief is thésomatic and emotional states(Bandura. 1994) that people rely partly
on in judging their capabilities such as anxietyess, fatigue, and mood states. When people
engage in an action, they can gauge their degreerdfdence by the emotional states they
experience. A student for example, before he speaksen when speaking, generally elicits
emotional arousal that provides “cues” about thecgrated success or failure of the outcome.
Stress, anxiety, or tension may show the amoustiofess that he can achieve. If he feels at
ease, he may anticipate positive speaking perfocmaout when he feels anxious, he may
anticipate negative speaking performance. Following explanation, if a learner experiences
positive thoughts and satisfaction about his cdpialsi those affective reactions can
themselves boost self-efficacy perceptions. Howebéie experiences negative thoughts and
fears about his capabilities, those reactions @amndh self-efficacy perceptions and trigger
stress and anxiety that help ensure the inadegueatermance he fears. Yet again, it is not
always the negative emotions —previously mentionagidne that work like threatening
situations that affect performance, but it is rathtbe misunderstanding and faulty
interpretations of students when making them alboetreal causes of those psychological
states. For example, students might think negatiabbut their competence in a given field
when they judge “wrongly” the “normal” states ohsson and fear that usually accompany
certain important academic events like exams agra &f incompetence and inefficiency.
This is why, it is advisable, to know how to gawggeessful states and work for improving

physiological and emotional well being and reduegative emotional states.

Hence, the issue of the self-efficacy sources thvbehavioral determinants are related to,
still is an important concern for teachers whilgigg their lessons and for students while

trying to develop their skills and performances@pecific task of interest.



Despite the different sources of self-efficacy, igbcognitive theory determines mastery
experiences to belfe principal means of personality change(Bandura: 1998.5) because it
is a robust index of instilling coping skills anéliefs that one can exercise control over

academic and life action as well.

1.6 The Role of Self-efficacy

Self-efficacy has come to be the most stuthgdcs in psychology and education because
of its impact on everything; from psychological teta to behavior to motivation and

achievement.

Bandura’s theory has shown that a person’s selébml a reflection of the set of attitudes
that he/she holds about him/herself, and that s$ki§perception will have a determining

effect up on his /her behavior.

Since self-efficacy beliefs can enhance human aptshment and well being in countless
ways, they can be able to result a valuable effactfifferent levels of behavior; that of the

cognitive, motivational, affective, and selectienéls.

1.6.1The Cognitive Level

Much human behavior is regulated by anticipatboughts where people can have pre-
visualizations of success or failure of those berasutcomes. In academic settings, self-
efficacy beliefs that students develop about theéitities in a given task will influence the

way they perceive their future academic results.

Self-efficacy is known to be predictive (Bong, 2602002; Klassen, 2002, 2006). In fact,
research findings have suggested that most studenimlly overestimate their academic

capabilities (Bandura, 1997; Pajares, 1996). Stisdevho trust their abilities predict



successful positive outcomes and support for goal performance, while those who
mistrust their capacities visualize failure “sceosir and are likely to suffer from what
Bandura (1997) calls‘cognitive negativity” ( a state where they become somewhat
“obsessed” by their shortcomings and too skeptauatheir capacity to succeed in the face of

learning situations).

What is important here is that a student needsat@ mealistic predictions based on existing
skills and judgments. This is because self-efficecy situation-specific construct where a
person’s efficacy perceptions and their generaitysimilar tasks are influenced by task-

related variables, personal and contextual fac{8ng, 1999).

1.6.2 The Motivational Level

In general, unless people believe that theypraduce desired effects by their actions i.e. -
self-efficacy- that they will have little incentiie act. This is to mean that efficacy beliefs
determine how much efforts students will expendannactivity, what to do when facing
obstacles and as a result, being (self-beliefspadgdeterminants and predictors of the

accomplishments that students may finally attain.

Pajares (2002) believes that this function of beliefs can also create the type “sélf-

fulfilling prophecy” in which one accomplishes what one believes he¢simeaccomplish.
That is, “the perseverance” associated with highefBcacy is likely to lead to increased
performance, which in turn, raises one’s sensdfioey and “spirit”, whereas the giving fact

“unassociated” with low self-efficacy helps cre#éte failure that further lowers confidence



and “morale”. Students’ beliefs in their efficachoait the speaking skill will affect their
degree of motivation and the effort to which th@gg@ more and more in order to master the

English language and become a good speaker ofdtyiae versa.

1.6.3 The Affective Level

The construct of self-efficacy explains thatittes not only have a directive influence on
peoples’ predictions and persistence on a task,tlbsltows that peoples’ perceptions can
control their psychological states as well. Accogdito Pajares (2002), efficacy beliefs
“influence the amount of stress and anxiety individls experience as they engage in a task

and the level of accomplishment they realize.”

Students with a strong sense of competence in@fspgomain will have an intrinsic interest
to challenge difficult tasks and to recover ea#ilgir confidence after failures, in contrast to
those with low self-efficacy who will develop a fieg of fear towards what they will engage

in and as a consequence create a belief that $osttesss and depression.

In oral sessions, high self-efficacy students wtigimg to participate will show no stress or
anxiety, whereas low self-estimation of capacitydents might evoke high levels of agitation

and fear that will often lead to inhibition and lfeg of academic ineffectiveness.

1.6.4 The Selection Level

Since “self-efficacy beliefs enhance human agad@hments and well being in countless
ways, they also influence the choices people makkthe course of their lives” (Jarvela,
2011.207) where they will be able to create berafienvironment and choose favorable
tasks. Usually, people avoid situations where thelieve unable to manage. But, they

undertake challenging activities and select situetithey believe themselves to be capable of



handling. What people choose cultivates their etlmeal competencies, academic interests,
and future engagements. William James in Pajar830(240) wrote thatexperience is
essentially what individuals choose to attend t@his can be seen in oral sessions where the
conceptions that students develop about their spgakill are likely to influence the type of
decision they make about whether to participatenot, whether to speak in front of

everybody or not, and whether to persist on learttins foreign language or not.

In summary, perceived self-efficacy is a gooeditor of‘people’s style of thinking, level

of motivation, emotional well being, and performa@@ccomplishments.{ibid).



Conclusion

In this chapter we have seen different coneptsof self-efficacy starting by the general
overview and history of self-efficacy, general apkrational definitions, sources and effects
of self-efficacy. Self-efficacy of cognitive motitran that comprises social cognitive aspects
and that is a good and important factor that haatgnfluences on the individual in general,
and on learners in specific. Hence, teachers neethdose tasks related to this component
and learners need to rely on this component assedhat they will be able to learn the target

language as effective as they can.



Introduction

In human studies, theage always questions about why people behave feréift ways.
Why some choose certain jobs and others not, widests choose certain academic studies

and persist on them and others do not.

These questions and others have drawn the iatteoit different researchers from different
fields towards the mechanism behind people’s clscécel behaviors. They became interested
about what controls human beings and what makes thierent from each other. By time
they understood that the reason behind that is quensonal factors and maybe the most
influential one being motivation. Each person lodés the outcome in relation to his/her

motive and what we are interested in .This chaigtetbout the outcome almost all students

are looking for in relation to their studie\chievement Motivation.

In this chapter, we will deal with general iss@dout need for achievement, theories of the
concept, definition of need for achievement, ané of need for achievement in relation to

the English language.



2.1 Introduction to the Need for Achievement: A Bref History

The term“need for achievement’was used for the first time and introduced into
psychology by Murray in his boolExplorations in Personality (1938Murray (1938.164)
defined it as
“an intense, prolonged and repeated efforts to acgaish something difficult; to work with

singleness of purpose towards a high and distandigto have the determination to win”.

This approach, unlike many previous attemptsuniderstand the nature of behavior in
relation to psychology and other settings. This ement was a shift from just biological
interest into a more psychological and behaviordrest of study. Murray adopts the idea of
achievement motivation as part of the motivatiopedcess. Based on Murray’s thepry
McCleland (1961) and Atkinson (1966) hypothesitteat motivation to perform an action is
the product of the strordesire to fulfill something.

Cattell (1975) in his semindiDynamic trait theory of motivation” hypothesized a
framework of independent factors called the dynafattice, where he uses a technique
known as factor analysis (Child: 1997. 50). Cattelduced two basic motivational influences
based on a large number of human attitudes meadthredirst is called: “ergs” which is the
innate sources of reactivity to human needs sucfo@$-seeking, mating, gregariousness,
fear, self-assertion, narcissism, pugnacity, arguiadiveness (ibid). Child states that these
needs are both *“visceragenic and psychogenic” inrdfts terms that go beyond the
psychological needs. The second influence is calkhtiments” which are acquired sources
of reactivity to persons, objects, and social tnftns. These are self-sentiment, superego,
career, boy-or girl-friend/ spouse, parental homeéigion, and sport. Murray developed the
Thematic Apperception Test to assess human motik#es.and Cattell are amongst the most
prominent to have derived models of motivationalicture and deserve a particular mention

because their views have had some influence orhpkygical thinking in education.



2.2 Drive and Need Theories to Motivation

2.2.1 Murray’s Theory of the Need for Achievement

Murray was the father of the term “need fohiagement”. The importance of Murray’s
contribution lies in the psychogenic needs thaehaad a marked influence on contemporary
thinking. He distinguished and defined 28 needs$ #dne designed by abbreviations such as
“N. Aff” for need for affiliation, “N. Agg” for aggession, “N. Dom” for need of dominance,
“N. Play” for need for play, and “N. Und” for neddr understanding which are perhaps, the
most widely used needs in research, Child (19%gst‘N. Ach” for need for achievement in
which we are interested in through this chaptenis of the twenty basic human needs which
formed the known taxonomy and that has been givathy value by Murray. Murray
defines the term “need” as “ a tension or force #fects perception and action in such a way
as to try to alter an existing unsatisfactory osatisfied situation” (ibid). It is a “construct
[...] which stands for a force [...] which organizesrgeption, apperception, intellection,
conation and action in such a way as to transfanmaicertain direction an existing,
unsatisfying situation (Murray. 1938, 124). Needdchievement ispotentiality a readiness
to respond in a certain way under certain givercemstancés (Ghadha, 2009.137). Again,
it is “... the desire or tendency to do things as rapidly aod/as well as possible
(Murray,1959. 164). He considers needs as haviogpavts.”The first component consists of
the object that can satisfy the need. And the st@@amponent consists of the energy that
drives the behavior and boosts the role of the fid@dssertation Abstaracts International,
2009) This second component was a contributiorhéo dtudy of achievement motivation
which was behind the development of an instrumenadsess this state. It is called the

Thematic Apperception Test that was adopted by nmonseresearchers.

2.2.2 McClleland’s Theory of the Need for Achievems



Following Murray’s theory that was influeritia Western societies, Mc Clelland(1938)
made worthy contributions to the understanding eéfspnality. A major proof of this fact
were hisworks and writings when attempting to establishtiehs between Murray’s need for
achievement and psychological and sociological adtaristics of the individual. According
to McClelland (1985 in Douglas,2001. 231) motivée asrecurrent concern for a goal state
based on a natural incentivg..] a concern that energizes, orients, and selects vabra.
McClleland’s theory centers around three needslwhebelieves that all people have

but with different levels.

1- Need for achievement: which is the drive to exartl achieve in relation to standards

of success.

2- Need for power: which is the need to make peoptabe in a way they would not

have behaved otherwise.

3- Need for affiliation: which is the desire for fridly and close inter relationships.

https://quizlet.com/256469347/fundamental-of-management-chapter-11-flash-cards/

Mc Clleland’s theory was an extension of “thdétune and personality school.” (Ype, et al.
1997 in Eldering, et al, 1999. 20). In that he sxesconcept of need for achievement from
two perspectives considered as two factorial remséte attempted to explain first: the
“diverse cultural approaches” to child backgrouradsl second’a host of background
factors” that can be included within the achievement statsdléike: family, values, and a
temperate climate (ibid).

After Murray’s TAT to need for achievement, Mieland became more interested in the



concept of N for Ach and about the test itself, ib@son behind his three books of
achievement motivation and the arouse of seekinguiswers related to N Ach. At last, Mc
Clleland (1999 in Rozhkova, 2011.25) confesses:
“What | wanted to do was to prove that Murray waght [...] that motives are key and
often unconscious determinants of behavior, theyandependent of traits, and they are

uniquely measurable with the TAT

2.2.3 Atkinson and Feather’s Theory

In the (1966) the theory of Achievement Motiva was proposed by Atkinson and
Feather. They stated that a person’s achievemarited behavior is based on three parts: the
first part being the individual's predisposition &zhievement, the second part being the
probability of success, and third, the individugbsrception of value of the task. Atkinson
(1983.100) state:

“The strength of motivation to perform some act ssamed to be a multiplicative function
of the strength of the motive, the expectancy (fdbjve probability) that the act will have as
a consequence the attainment of an incentive, ahd value of the incentive: [s0]

Motivation = f(Motive X Expectancy X Incentivé)

Studies conducted by Atkinson (1999) showedregmeage of students who will work hard
to achieve a task they do not enjoy, mainly to naamtheir high grade point average or high
class ranks. This reflects back on the studentisidé toward success. Those students who
hold a high attitude of success, participate manel, work hard to achieve success, regardless
of the task. High achievement motivation and highi@vement may be associated with
normal perfectionism Accordino et al, (2000).

According to Atkinson and Feather (19@; “One of the more novel implications of a

consistently applied expectancy X value-type obrthef motivation is the notion that the



anticipation of a negative consequence should awagduce negative motivation, that is, a
tendency to inhibit activity that is expected togwce the negative consequéendka student

anticipates failure or a similar negative respotise student will actively try to avoid being in
that situation. Likewise, if the student does emd aonfronted with a possible negative

consequence, the student does little, if anythtimgchieve a positive outcome.

2.3 The Difference between Motivation and Motive

According to Thornbury (2006: 137) the concepmotivation is“what drives learners
[persons] to achieve a gdal Motive is “something (as a need or desire) that causes a
person to act"Webster's Encyclopedia. (1993: 654). Similarly, ik8on (1966:601) defines
the motive as the'the dispositions to strive for rather general gosthtes, kinds of
satisfaction, or effects, while motivation is'the arousal of a tendency to act to produce one
or more effects”(602). So, when a person says that he has a mtistudy English, this
means that he has a desire to or for doing so. nWieesays that he feels motivated, this
however will mean that he has a mental (feelingsoa that induces him to study English. On
this basis, Atkinson perceives motive as “dispositiand motivation as “aroused state”
(ibid). Similarly, Weiner (1975: 15) distinguishbstween these two components saying that
“motive is a relatively stable person’s dispositioand“motivation is, on the contrary, an
instantaneous, more or less, short-term behaviotahdency, which can quickly change
depending on the situational factors"To sum it up, motive is the “why” of behavior Mc

Clleland.(1985: 4), and motivation is the interoahstruct of behavior.
2.4 Definition of Need for Achievement

Need theory created bysychologisDavid McClelland is a motivational model that

attempts to explain how threeeddor achievemenfower, and affiliation affect the actions of

people from amanageriatontext. This model was developed in the 1960sn safter



Maslow's hierarchy of needs in the 1940s. McClelén Jogdanker, 2017.48) stated that we
all have these three types of motivation regardtdsage, sex, race, or culture. The type of
motivation that each individual is driven by is ogad by life experiences and the opinions of

their culture.

Achievement motivation can be defined as tkednfor success or the attainment of
excellence. It isBased on reaching success and achieving all ofagpirations in lifé Scott
(2005). Individuals will satisfy their needs thréudifferent means, and are driven to success
for different reasons, depending on internal anttreal factors. N Ach appears to offer a
certain degree of explanatory potential and cabsalvior of individuals. This was very
much the definition of McClleland’s theory as mened before.

According to Atkinson and McClleland (1948) irolsert, et al.(1996: 266), need for
achievement is th&esire to do something better, faster, more eféictly, with less effort”
when judged against a standard of excellence. Mela@d.(1961) in Robert, et al. (1996:
266). It is an organism determinant of excitedeptill that is combined with situational
opportunity and intrinsic or extrinsic factors tetermine response or response probability. He
expresses it clearly in his passage (1985: 812hgdlat it is ‘an excitatory potential, which
is determined partly by the aroused motive andlpasy probability of success, incentive
value, and other variablés

Achievement motivation is a constant drive t@iove one’s level of performance, to
accomplish success and to achieve in differentdgiadf interest. Generally, achievement
motivation depends on individuals’ possessed skalsvironment surrounding, and goal
orientations.” Motives for achievement can rangefrbiological needs to satisfying creative
desires or realizing success in competitive vestu(€haroon, et al. 2015.122). If people

have a strong desire to achieve success and réagiable goals, then they will work hard,



persist on the work, and look for more challengiagks and avoid failure, which can
motivate them again to hope for upper goals.

Achievement motivation, then, is a theoretical mMadiended to explain how the motive to
achieve and the motive to avoid failure influeneddvior in a situation where performance

is evaluated against some standard of excelleAdanson, & McClleland, 1957).

2.5 Achievement Motivation in Relation to English learning

Achievement motivation is a concept introdudedan attempt to explain people’s
reactions to experiences of success and failum,tlae different strategies that are adopted
when presented with the opportunity, or necesditgngaging in activities where success or
failure are possible features. Recently, this manfethought has a worthy influence on
educational fields of study and research has biopgsitive correlations between NAch and
academic success.

The learning of a foreign language involves mibian simply learning skills, or system of
rules, but it involves an overlap of the persomal aocio - cultural factors.
Gardner (1985: 146 in Williams, et al (1997: 1&ttes that

“Languages are unlike any other subject taught incdassroom in that they involve the

acquisition of skills and behavior patterns whichreacharacteristic of another community”.
So, he argues that success in learning a foraigguage will be influenced by attitudes

towards the community of speakers of that langu@ye of the most influential model of

language learning is Gardner’s socio-educationalehof language learning.

As such, the primary factor in the model is moimat He and his colleagues, defines

motivation as tonsisting of a desire to learn the language, nadibnal intensity, and

attitudes towards learninthe language” in Williams, et al. (1997: 116).



Since all students are influenced by a needutweed, the best question to be addressed
here, will concern the way in which learners’ hogdes success affect their academic
achievements.

In the acquisition of a foreign language, mdiva is mostly associated with environmental
and cognitive factors, as well as with persondiigyts Dornyei. (1998). Harmer (2001. 51)
stated that it is some kind of internal drive whptishes someone to do something in order to
achieve desired outcomes; learning a target larggtaaghat matter.

Dornyei (1994) proposes a three- level categtion. “Language level” includes aspects of
the target language such as the culture and theopygte usefulness.“Learner level”
encompasses individual characteristics that thendgabrings to the learning process. Key
features of this level are need for achievementsatidconfidence. “Situation level” includes
the effect of the course, the teacher, and themlates group.

Stern (1983: 385) perceives need for achievemeng tbasic predisposition in the individual
and relatively pervasive personality which are ki have bearing on language learning
Weiner, et al (1972) published paper settings tatwdas causal to the study of motivation in
achievement settings. They admitted that the baaim was made to show that the present
and future achievement of an individual could bdarstood by referring to that individual’s
previous and present explanations of the caus@ssta&inces of success and failure in which
they have been established. (Rogers, 1982. 110).

For foreign language learners, the desire to lében target language might overwhelm
obstacle factors that can cause failure like lackkil, lack of confidence, or even lack of
ability. For that reason, individuals can do whatewt takes them to work through or
eliminate these setbacks Atkinson (1974).

In fact, several researchers have suggested thatnootivation directly effects academic

achievement; all other factors affect achievemenly ehrough their effect on motivation



Tucker et al (2002). Students with high need fdriemement choose their goals carefully; not

too close to make the task too easy, not too faryae make it impossible.

2.6 Achievement Motivation: Implicit versus Explicit

From the beginning of the development of tAdPased measure and the scoring key by
Mc Clelland et al. (1953), a lot of interest wasawin to studying the two types of
measurement together and trying to get some meahiefinitions and correlations between
them. Measurements in the first study comparingeray Mc Clleland and his colleagues
(1955) yielded no significant correlations but pesedd different kinds of phenomena.

Needs can be activated either by internal orstraommonly, by external stimuli. Arousal
resulting from disequilibrium exerts a stimulatifayce referred to as “press”. So, having a
person who bullies you is a press that will bring the need for aggressiowhereas an
attractive career might be a press that bringstmiheed for achievement. In early childhood
and in the primary grades, children focus on selbt@ry and competence. They are
intrinsically motivated to gain more competence. IBier childhood and adolescence, and
why not advanced ages, children become more exlyemniented and focused on academic
and social competence as compared to others. Thishrough extrinsic needs for
achievements (McGarry. 2008: 13).

For some students, the drive to succeed donsriatr lives and pushes them to be high
achievers in every task they do, whereas for ofheeg/be it does not really seem to matter

whether they will be able to speak the target lagguor not.

2.6.1 Implicit Motive

Implicit motive is the “enjoyment of achievent-related activities and of striving toward

performance excellence”. Explicit motive, however ‘the desire for the tangible or



intangible rewards that are often obtained as a smmuence of successful
performanc&Spence, et al.10)

Following McClelland, the difference between I and explicit motives was researched
and covered by many authors: Brunstein (2003, 20Bi)nstein and Heckhausen (2007),
Schmalt and Sokolowski (2000), Schultheiss (2088hultheiss and Brunstein (1999,

2005, 2010a), Schultheiss and Pang (2007), Spafi§ér), Woike, Mcleod, and Goggin
(2003), and so forth.

Implicit motives are “spontaneous impulses tbadso known as task performances, and are
aroused through incentives inherent to the task.”
http://thesisexamples.blogspot.com/2016/12/effe&tsiotivation-on-employee.html

It is “an autonomous form of achievement behawanen a person strives to experience
feelings of pride and satisfaction accomplishingksaof medium difficulty and acquiring
competency.” (Brunstein, et al. 2007 in Rozhk@&@01.34).

Koestner and McClelland (1990, in ibid) interedldelieve that the major role of implicit
achievement motive is to enhance the personsiabil#nd achieve tasks successfully. This
latter (achievement motivation) is related to dtteval and surprising feelings. If the
individual gets into a specific task, then one rigay that the intrinsic achievement
motivation is the one which is directed by selfatgans. This can be illustrated in
satisfactionary feelings after achieving a taskceasfully. The individual then will have
strong implicit needs to achieve goals and set drighternal standards. So impliait
Achievers are the ones who try to strengthen theffiorts and work for future
accomplishments. Haasen and Shea (1979. 94) Sthtwe accept the notion of intrinsic
motivation, it implies that there is a powerful @otial for self — actualization within each of
us’. This potential is based on the intensity of oeed to achieve, as well as our enjoyment

of achieving. Students who are intrinsically motedh participate in learning activities for



their own sake because they desire the outcomeg. ddvaot need rewards praise; they find
satisfaction in knowing that what they are learniigl be beneficial later. They want to

master the task, and they believe it is under twitrol to achieve mastery.

2.6.2 Explicit Motive

Explicit motive is related to outside enviroamit; usually a “parent” and family is a source
of this motive. It is a type of achievement behati@t conserves the person’s self-concept of
his/her self-concept and that helps in decidingcWwhiasks to tackle and what to leave.
(Rozhkova, 2011.35). Explicit motives are expresdedugh deliberate choices and more
often stimulated for extrinsic reasons. In contragh implicit motivated people, explicit
motivated people are the ones who adhere to “tbietsb norms”

The most important aim of the explicit motivatianto be skilled for a particular siruation or

to view it as an accepted part os the individuaé-image. Explicit achievers believe that

they are obliged to do a task rather than valuirgis generally associated with feelings of

force and obligation. This means that if the persackles a task or activity, then it is

conducted by social reactions, pride emotions raftecomplishing a task), or fear of

unvailabe appreciation. (ibid).

So, to sum up, McClleland differentiation of impli@and explicit motives was of a great

importance for people in general and for studemfzairticular, as such, the person will be able

to understand himself and to distinguish betwesmiutives.

2.7 Factors Influencing Need for Achievement
Admitting that students exist within a dynansurrounding explains the truth of being
shapers of N Ach and shaped by it. Any personrigisg) to succeed and achieve as much as

he/she can. Achievement motivation deals with fprdanguage learning, in that it suggests



that there are three variables of the need foreaelment and performance. Those are the
level of N Ach, the expectations, and the endingulte(Kalipozi, 2012). Achievement
motivation is influenced by those factors that etffstudents’ perceptions of their relationship
to the achievement settings. Several internal attdrmal factors contribute to a student
motivational success in the classroom. Self-beliegpecially efficacy ones ,play a larger role
than outcome expectancies in motivation, statesy@rman (2000. 84). When a person feels
able to learn a language, he will have strong dssihat set for him positive academic
achievement. Take on the contrary, a students wéls fess able during a speaking class, he
will feel inhibited and draw a feeling of fear, asd predict low achievements. Students’
conceptions about these factors change over tifear of failure might undermine him and
let him avoid the task and forget about the achmex®. These factors and others, can be
considered as components consistuting the theonged for achievement and can be stated

as follows.
2.7.1 Social Comparison

When considering social comparisons, a certaitivational direction can stand for beliefs
that personal growth and mastery are more impottart comparing one’s performance to
others'. If we say students are good, this meaatsthiey will enhance their language learning
efforts. Students with negative motivational difec are the ones who hold negative beliefs
about their efforts and think they are worthimesslicompared to others’ achievements. So
the student will compare his/her achievements witsther classmates’ and decide the

learning level on the others’ accomplishment.



2.7.2 Ability and Effort

“Concepts of ability and effort are interreldt’
(file:///C:/Users/one/Downloads/Achievement%20Mation%20December%2008.pdf).
There are students who think that ablity can besliged through applying more effort but
others think that ability is a standard measurewhianot change with any amount of effort.

A positive achievement motivational view

A positive motivational orientation believes thhetperson’s abiity or effort does influence
their outcome results. The negative motivation&rdation on the other hand believes that
effort does not influence the persons’ accomplishimeFor example, a foreign language
learner will have if he believes in his capabibtieoncerning his speaking skill, a positive

academic achievement concerning the learning sft#éiget language.

2.7.3 Reward Offer

Explicit reward is an important part of acheewent orientation which echos the learners’
beliefs of classroom and school prizes. Learners did a positive motivational orientation
read obtaining a reward or praise as informatiarualchieveieving on a certain assignment.
A negative motivational orientation is described dyeneral explanation of the sense of
rewards that contains endings about value, posiaod common capability. To explain it
more, one might say that if the foreign languagelent does not obtain a classroom reward,
then he/ she will think that he/ she did no do welinpared to others who achieved good. He/
she can also take a broad view that thay are nwbethy as other classmates because of their

disability.



2.7.4 Task Preference

Concrning task preference, positive achievaneemlescribed by the choice of the tasks
which are fairly difficult and present the hugelipifor more learning. Negative motivational
achievement oppositly is reflected by more protecthoices of task complexity. Very easy
tasks give a secured place where modest abilibeéded and slight is exposed about main
capability. Likewise, learners with negative motigaal orientation do not imagine winning
on very hard tasks, deminishing the negative sugge®f failure if what they think is
confirmed. High achievers choose tasks not toacditf nor too easy, but rather challenging
to boost their self-interest and self-efficacy, @hhiwill lead to strong desires about new

achievements.

2.8 Role of Need for Achievement

Achievement Motivation is the fundamental smdor human behavior. It is expected to

be vital because it influences our daily. All ofrdaehaviors, actions, thoughts, and beliefs are

influenced by our inner drive to succeed. Recerneligments and implications to education
indicate that self-sentiment, superego, and a piggitive attitude to school correlate with
achievement in school subjects (Child. 1997). ltally shows that students are engaging in
academic behaviors that they want to promote thaming. More effort to master
their environment typically leads to better outcaniiglc Garry.2008:12). Students’ hopes to
be good speakers of the English language will ksadn participate more and persist more
and more.

Motivation offers several importance to the engation and to the students’ self-perception

of future academic results.



1- Students with high degree of need for achievemeélhfeel more efficient which will
in turn drivespositive views about the academic achievemensiiple words, self-

efficacy will affect and be affected by achievemeativation.

2- Positive achievements will reduce the low self-imatpat students posits when
tackling certain tasks.

3- Helps set more challenging goals and higher acadatiievement after previous
achievement.

4- Helps improve individual implicit motives and neddsachievement.

Hence, this need results in motivational directitres are complex between the necessity to
defend the person’s meaning of self-worth and theessity to carry on getting academic

abilities or acting in accordance to with performaexpectations.

2.9 Cognitive Theory of Motivation

Throughout the history of the factors thaeaffperformance in school, one of the most
influential is motivation. This concept listed otlte basic premise that learning a foreign
language is basemh to a large extent.

For Gardner (1985 in Williams, et al.1997: 118ptivation refers to & combination of
effort plus desire to achieve the goal of learnithg language plus favorable attitudes
towards learning the languageSlavin (2003:328) saysniotivation is concerned with the
factors (forces that direct and energize the betdvi Motivation, also referred to as
academic engagement, refers to “cognitive, emotjcral behavioral indicators of student
investment in and attachment to education” (Tuckeal. 2002: 477).

In a similar way, Woolfolk (2004:350) defined tivation as ‘an internal state that

arouses, directs, and maintains behavidt is obvious that students who are motivated to



succeed will work hard and persist on their jobbsFéldman’s view (1997: 257 piotivation
is one of most important ingredient of effectivstrnctiori. However, it is not as easy to
understand what motivates students. Numerous studige been conducted on this topic,
which has led to the development of several theooé motivation as we have seen
previously. It is true when we say that learningnst only the exclusive gain of the
knowledge of language, but, it is also deeply eamai. This means, those learners when they
feel ready to learn the target language they akktrisks and engage more in speaking tasks
that are boosted by their motivation feelings. Tisisvhy; approval in school learning is
improbable to occur in the lack of enough drivéet@arn and to accomplish (Fantana.1995). In
fact, several researchers have suggested that raptwation directly affects academic
achievement; all other factors affect achievemeanly ¢hrough their effect on motivation
(Tucker et al., 2002).

Slavin (in Fantana 1995: 329) agreed that mbawma “one of the most critical components
of learning. In plain language, motivation is whgéts you going, keeps you going, and

determines where you are trying to."go

One widely accepted theory is Goal Theory. Ktplates that there are two main types of
motivation for achieving in school. Students with @bility or performance goal orientation
are concerned with proving their competence byirggetgood grades or performing well
compared to other students (Anderman & Midgley,719%aehr & Midgley, 1991).

A working definition which can be advantageouslgdiss that of Child (2004: 345) who said
that “motivation consists of internal process and extelinaentives which spur us on to

satisfy some neéd



So, motivation still is indeed a major factorthe process of learning in general and in
learning a foreign language in specific. Teachezsdnto take this learning feature into
account while preparing their tasks and activided need to choose as much as they can of
knowledgeable and enjoyable tasks in order to ratgitheir learners and lead them in turn to

take risks and try out the foreign language.



Conclusion

Through this chapter, we have seen how mudivatmn drives us for all of our actions. It
plays a major role in the sense that a learner fe@lls motivated and has an internal desire is
that who is going to hold a positive self-worth abbimself. This latter will raise his self-
confidence to learn effectively and achieve befidns is why, we need as teachers to take
into count the effective role of this concept whidaching, and as learners while learning to

boost as much as we can our inner feelings of &ndtworth.



Introduction

All human interactions are forms of communmathat we intend to use through different
skills whether they are active or receptive. Thelghs are the ones that we learn through our
life time. The speaking skill is one of the fourllslk among listening, reading and writing that

is the most natural way to communicate and wiltheecenter of interest of this chapter.

When studying language speaking, a learner legltn how to speak and how to practice
strategies for effective transmition and criticastdning. He/she will discover new
applications for skills that might have already m@equired, and gain confidence to provide

ability to take action and achieve a desired goal.

In this chapter, we will deal with general iss@dout speaking; definition of speaking, and
nature of communication. Then, we will provide axg&l overview of the literature on the
teaching of speaking and examine the reasons désts’ inability to speak in English oral

classrooms.



3.1 Definition of Speaking

Speaking is a productive, natural, and devekal process that a person goes through
since the earliest experiences. The child’'s abtlit speak grows with age and time. But,
growth does not lead automatically to perfectiorcduse it requires effort and constant
practice. Speaking t$he process of sharing with other person one’s kmledge, interests,
opinions or ideas” (Novie. 2009). In other words, at the most basweel, we speak to
communicate with others; to say something, to nedpo someone, to express our feelings
and thoughts, and to exchange information (Coradgdet al. 2006: 58). Lynne Cameron
defines speaking dt$he active use of language to express meaningstisat other people
can make sense of them{2001:40). As such, speaking -like other skills- more

complicated than just producing sounds and words.

Speaking is an active and productive skill the oral mode (Nunan, 1989. 39)

characterized by different features set as follows:

1- Unlike reading or writing, speaking happens in rtaale (Davis, 2000 & Thornbury,
2006:208). Usually, the person we are talking twasting for us to speak right then,
which means that there is no time for the speakerépare his utterances carefully
with no mistake. Because a good speaker is a gstemher, the former needs to do
many things at the same time; he should listerhéodommunicator, understand his

messages, and answer him almost immediately.
2- When people converse, they do not only use wordsaands, but they also convey
nonverbal messages. Body language, gesanddacial expressions are part of oral

3- Communication that can help in interacting and usid@ding the meaning of the

transmitted message by the listener as done bypibaker. These signs and visual



4- Expressions differ from a culture to another arertbuccessful comprehension needs
a shared knowledge between the people of the samh@ec This is what Brown
(1994: 241) pointed out when saying that “... thesetremendous variation cross
culturally, and cross linguistically in the specifnterpretations of gestures and body

language”.

5- According to Bygate (1987, in Nunan, 1991: 40) isgréints need to negotiate the
meaning and act according to it. Because the aimpebkers is not only producing
utterances but rather understanding the meaningnaf,reacting to, as well. A falling
pitch of the converser’s real voice for examplea@ning a proposed topic might lead

the speaker towards changing the subject or eridandiscussion totally.

6- Speech is also known by instances of ungrammatitatances, unfinished sentences,
constant shifts of the topic (Brown & Yule, 1988pde switching (Christenbury,
2000), false starts, repetitions, pauses, anddtiesis (Bygate, 1987, Harmer, 2001:

15).

6- Additionally, speakers should also know how #ket the floor, and manage the
interaction, in terms of who, what, to whom, whesere, and about what to speak, how
to interrupt, and what to say when there is nothmgay, to keep the communication

ongoing.

3.2 Nature of Oral Communication

Human beings are not passive, predictablecthjgho always interpret meanings correctly
and react as they are supposed to. Neither is concation a passive, predictable, one way

event. Rather, communication can be viewed as #meaprocess, influenced by all the



complexities and ambiguities of human behavior #ralghts. In its most straightforward
sense, communication may be understood ‘dw/@sided process’(Littlewood.1981: 3) of
sending a message by the speaker and conveyingnéheing by the listener. Similarly,
Byrne (1986:8) states that

“Oral communication is two-way process between dpgaand listener and involves the

productive skill of speaking and the receptive $kit understanding.”

Since Understanding oral speech involves more #ti@mding words and sentences, speakers
and listeners need to look beyond the forms andvkaoconsiderable amount about the
negotiation of meaning as well.
From a functional view point, oral communicatiornvolves the negotiation of meaning
between two or more persons who consider variaimh dependence on specific situational
and social factors. For this reason, communicasaiways related to the context in which it
occurs, including the participants themselves, siraded situational knowledge for the correct
interpretation of the communicative function of th#erance. While speaking, both the
speaker and the listener play a major role of ecan8hg meaning through producing,
sending, receiving, and processing information. lki@msch speaking involvéanticipating

the listener’s response and possible misunderstagdiclarifying one’s own and the other’s

intentions, and arriving at the closet possible roat between intended perceived and

anticipating meaning” (L983:367).

In oral classroom settings, speaking and listeairggthought to be the most important of the
four skills. Because the ability to speak a secontbreign language is often equated with
language competence and oral proficiency, studeeesl to interact with their teachers and
classmates and learn the different communicativeagoof language. Indeed this process is
not that easy and simple, but a rather frustradimg) difficult one as learners have spent years

studying English, but still cannot speak it.



3.3 The Speaking Skill in Relation to English

Talking about the speaking skill during a teag- learning process, is necessary to
consider a number of factors that influence thscpss. As mentioned previously and in any
communication, oral production, number of interlimes, interaction patterns, time span,
place, teacher, students and classmates, are fpahad developing speaking skill makes.
According to Donn Byrne (1976: 1) the intention teiching speaking is not to inform
students about the language ttotdevelop their ability to use the language fonariety of
communicative purposes’This is what Brown and Yule (1997: 27) have admitbn by
saying that the student should be able to exgrissteelings in the target language, to cope
with basic interactive skills like exchanging giegs, thanks, apologies, to express his needs,
request information, service, permission... etc.

In speech, the production takes place in real tmeelinear way.
For some time in 1980, it was suggested tbatmprehensible input’-the term “input” and
“output” are often used to refer to listening apeaking (and to reading and writing
respectively) - i.e. listening to or reading Enlgliand making sense of it, was not just
necessary for learning a language, but would beuginomon its own to drive language
development ( Krashen.1982). But later, howeveseaech in real situations, showed the
limits and weaknesses of this comprehensible irtpabry. So, it was clear that even if
students are exposed with large amount of inptitisthey need their “production” resources
and skills if they aréto develop knowledge and skills to share their werdtanding fully and
accurately” (Swain.1995 in Cameron.2001: 41).

Because most learners consider the speakingaskithe knowledge of the speaking skill,
teachers need to inform them that in reality, thegd to know and recognize the three areas

of knowledge of language which can be seen indlewing points.



«  Mechanics (pronunciation, grammar, and vocabylasging the right words in the
right order with the correct pronunciation

« Functions (transaction and interaction): Knowingewltlarity of message is essential
(transaction/information exchange) and when preaiseéerstanding is not required
(interaction/relationship building)

« Social and cultural rules and norms (turn-takirgferof speech, length of pauses
between speakers, relative roles of participarits)derstanding how to take into
account who is speaking to whom, in what circumstanabout what, and for what

reason.

3.4 Speaking Versus Writing

Despite the fact that writing and speaking are both productive skills, a considerable
difference between them has been pointed out by researchers (Jones.1996, Harmer.2005).
Writing used to be presented as the real type of language and was considred as the main
language and spoken language was just a reflection of it. Time by time, the tendency of
speech significance to language grew and controled the domains of linguistics study till now.
From that time till now, the written type of language has been looked at as “visual symbol
system” (Sapir.1921in http://web.ntpu.edu.tw/~language/course/english/chapter2.pdf ),
and observed as “visible marks” (Bloomfield.1933 in ibid) which is “derivative of the face-to
face conversational norm” (Fillmore.1981 in ibid) or just an “artifact” (Aronoff.1985 in ibid)
type of language which is “no longer primary in linguistic study” (Brown& Yule.1983: 21 in

ibid).



From a historical point of view, Brown and Yule (1983: 21-22) have distinguished spoken
language from written language. They point out that human beings build up their speech

before their writing. Since the past and till now, they could interact even without learning
how to write. In addition, one might take into account that even in a society where we can
use both skills, not all people who can converse verbally can write, and not who can write
speak better than they can write. On the other hand, the writing is still a continuous process
that has never stopped; this is through an established written form of communication which
did not influence people’s written texts and manuscripts even by time. If not, many of
human civilizations could have been vanishe and turned out to be impossibl to recognize..
Hence, understanding these facts, linguists have come to the idea that unlike English written
language which is structurally complex indicated by long sentences connected with a wide
range of subordinations and completed ideas (explicit) deliberately organized and planned,
English spoken language happens in real time comprises short, often fragmentary utterances
that makes it implicit and more relied on context and personal involvements. Brown and
Yule (1983) also differentiated between two basic language functions. They are the
“transactional” and the “interactional” functions. The first concerns the transfer and
exchange of information and the message to be conveyed, whereas the second concerns the
maintenance of social relations. In classroom settings, we mean by transaction a student’s
focus on what is said and done rather than the participants and their interaction. Interaction,
on the other hand, means conversation and what serves as social function where students

need to focus on the participants and how they present themselves and their messages.

3.5 Features of the Speaking Skill in Relation to the Second/ Foreign Language



Harmer notes that from the communicativenpof view, speaking has many different
aspects including two major categories — accuramaglving the correct use of vocabulary,
grammar, and pronunciation praised through comtiodnd guided activities; and fluency,
considered to be ‘the ability to keep going whereadfing spontaneously’. Language

knowledge and skills in using these are considered.

3.6 Theories of Teaching the Speaking Skill

3.6.1 Ur's View

According to Ur (1991: 103), the teaching adl@roficiency has been viewed through the
vision of accuracy/fluency dichotomy. He argueat thhanguage proficiency can be defined
in terms of accuracy and fluency [...]"; if the aisiaccuracy, both teachers and students are
primarily intrested with “getting the language righwhich means, producing right sounds,
words, and sentences. If the aim is fluency, theg #ocusing on the “message”
communicating or receiving content.” (http://mohsastan.blogfa.com/post/62/How-to-
Improve-Memory-)

Following this perspective, the learning of gpeaking skill will be based on both features;
on accuracy and fluency. Because speaking need tonderstood and successful, it is
generally, argued that students need to be aldpdak the language fluently and accurately.
How can this be taught in oral sessions? The ansilldse dependent on the task orientation.
In other words, speaking activities may be eitharueacy-oriented or fluency-oriented, i.e.
we need to decide whether the activity in the classlesigned to expect the students’

accuracy or whether we are asking students tohgskhguage as fluently as possible.

When the focus is on accuracy, the activities dldirected towards conscious attention to

some“formal features of the language input(Thornbury.2006: 83) that are characterized



by explicit, controlled language study and drillagtice. The student’'s attention will be
directed by the teacher (teacher-centered) folloledccurate production, and perception of
sounds, words, and sentences of the target lang@agdhis stage, teaching language items
are dealt with in isolation and teachers devotesatgleal of time to the grammatical forms of
this language. Drills might be written on the bqatide teacher says them and students
practice whether individually or in a chorus. Therrformance will be judged according to
the number of mistakes made and part of the teacherction will be pointed out for the
correction feedback.

When the focus is on fluency, the activities wé directed towards attention to appropriate
features of the language output that are uncoettoind characterized by a shift from
grammar to a spontaneous use of language with foouthe meaning of the conveyed
message. This allows the student-center percepfiomeaningful communicative production
of different speech events. At this stage, teackanguage items are dealt with in whole and
in relation to discourse context regardless of fdrnaccuracy or speed of delivery.
Performance will be assessed on how to communa&algudged on how effective the ideas
are communicated. During fluent communicative &itig, however, it is agreed that the
teacher should not interrupt to correct grammatileadical, or pronunciation errors because
by doing so, the communication will be interruptad the student will lose his flow and
automatic fluency which in turn will not produce effiective learning communication.

The aim of the oral accuracy activities is laage, as we learn about the inverting form of
the sentence in questions whereas, in oral fluactyities, language will be seen as a means
for a communication end like getting introducedcetch other in a pure English context. On

this type of activities, Ur (1991:103) said that

“in teaching the so-called “four skills” - listeniny, speaking, reading, writing- the emphasis

will usually be firmly on fluency. What we are intested in here... is the development of



the learners’ facility in receiving and conveyingessages, with a corresponding lowering

of emphasis on accuracy”.

From this we can see how much language flueacynportant compared to that of

accuracy.

It is this that teachers are looking for andnigyto bring their students to this level. And this
is what students are hoping to achieve by learthiegtarget language. Hence, it is only by
fluency activities that students will feel free rimothe control of grammar and be ready to
experience authentic communicative use of the Enhdanguage. All what teachers need to
do is creating activities which will meet the stots needs of transmitting, conveying,

receipting and negotiating the meaning.

3.6.2 Davies’ View

Agreeing with Ur's view of the the speakingillskeaching model, Davies (2000.83)
believes that speaking activities progress frtoontrolled accuracy work to fairly free
fluency work”. A student performance is going to be a realinatibaccurate forms and well

communicative chunks.

Talking about accuracy, he proposes script-basésl plays or simulations, script based-
conversation, and form-based interviews or surwelgere students will be able to develop
pronunciation, vocabulary, and grammatical funcitems. In fluency teaching, he thinks that
activities require real communicative use of largguan which they need to be “feasible with
fairly advanced learners” who will work on classmodiscussions of pair or group of students
who will no longer repeat accurate forms of gramwracontrolled dialogues. Here students
will focus on meaning and the way it is transmitt@d addition to objective behind the

interaction.



3.6.3 Rivers and Temperly’s View

Rivers and Temperly (1978 in Bygate.1987) noered that, besides vocabulary and
grammar, students must achieve other objectivelidaed in this process. These factors
include the communicative competence that will Hefpn the language keeping in mind that
it is the use of the language that is the most mapd goal to achieve rather than how the
language works. So teachers must teach their diidhenv to produce ideas, and thoughts,
and encourage fast communication decisions to spglakon the spot. On this basis, learners
will move from teacher instruction and languagetsursuch as forms, vocabulary, and
pronunciation towards the appropriate use of spadtérances and spontaneous use of

meaningful interaction.

3.6.4 Littlewood’s View

Littlewood (1981) sees the process of teaghie speaking skill through two concepts;
pre-communicative and communicative activities.thie pre-communicative activities, the
task is structured and aimed at the explicit lagguarms where students are asked to arrange
as much as they can the correct sentences indbpirersations. While, in communicative
activities, speaking will be seen in terms of iat#ive purposeful function of language forms
that includes the most important feature of orahowinication. By doing so, students will be
able to learn different communicative kinds of laage forms, such as, giving information,
complaints, asking for permission, requesting... &fwe focus, then, will be on language
appropriateness with its communication componertsahat to say, to whom, when, where,

how to say it, and for what reason.



Here also, students should be faced with classrmdisoussions and role plays or even other
classroom activities that that will give them thpportunity to experience the authentic

communication ways of the language they acquired.

3.6.5 Harmer’'s View

Harmer (1998: 87) states clearly the importanicthe language communicative functional
for students interest. He goes on to say that
“We are not going to look at controlled languageamtice where students say a lot of
sentences using a particular piece of grammar oparticular function [...]. The kind of
speaking we are talking about here is almost alwaysactivate exercise.”
In other words, teachers should focus on the mgaaind choose tasks where students feel
like incorporated with language communication reettings. On his book “The Practice of
English Language”, Harmer (2001: 343) —agreeindn Wihornbury (2005: 13-14) - proposes
different elements of the speaking skill.
1- The first is the difference between transactiomal eterpersonal forms. The former’s
main purpose is conveying information and facilitgtgoods and services exchange.
The interpersonal function, however, is about naamihg good relationships between
people (students for that matter).
2- Make students aware of the difference that exigBvéen interactive and non-
interactive forms of language.
3- Draw students’ attention to the planned and thdammgd forms of language.
On this basis students will be able to differ beswehe two elements that are related to
fluency. These are knowledge of “language featuaes!’ the ability to process information on

the spot, which is the mental/ social processiranduage features include the following



« Connected speech that conveys fluency such asikdgm stress patterns, and weak
forms...etc.
« Expressive devices like pitch, stress, and intonati
« Lexis and grammar that supplies common lexicahpds for different functions (like
agreeing, disagreeing, and expressing surprise).
« Language negotiation to look for clarification adshow the structure of our speech.
In order to gauge a successful language intergctios necessary to realize the use of the
language features through mental/social processsnglarmer (2001:271) call€the rapid
processing skills”
Mental/social processing’ includes three features:
1- Language processing that is processed in the laraihput into coherent order for
comprehensibility and convey of meaning.
2- Interacting with others including listening and denstanding people’s
communications.
3- On-the-spot information processing means understgndand processing the
information the moment the listener gets it.
Harmer’s point of view concerning knowledge of laage features and the skill of processing
the information helps understanding how can stigdéet able to negotiate the meaning of

their utterances in real settings and achieve sségecommunication.

3.6.6 Bygate’s View

According to Bygate (1987:3), speaking commuinreagoal is based on two aspects:
knowledge about language and skill of using thisvedge. It is not having sufficient
knowledge what matters, but rather, the abilitysihg the language in different situation. He

says:



“We do not merely know how to assemble sentenceh@nabstract: we have to produce
them and adopt to the circumstances. This means imgklecisions rapidly, implementing
them smoothly, and adjusting our conversation asaxpected problems appear in our

path” (ibid).
Bygate views the skill of speaking as including twamponents’production and interaction
skills” that can both be affected by two conditions: psstey conditions and reciprocity

conditions (Bygate.1987:7).

3.6.6.1Production Skills

The producing forms aid in the making of aahbllity through making easy the ways that
facilitate students’ ability to alter words to adtodr substitute the hard ones by means of
“compensation”. He concludes saying that incorporadf these features of facilitation and
compensation, in the teaching-learning processasconsiderate importance, in order to help
students’ oral production and compensate for teblpms they may face. This is said clearly
in Bygate’s (1987:20-21) passage

“All these features [facilitation, compensation] nyan fact help learners to speak, and

hence help them to learn to speak.[...] In addition helping learners to learn to speak,
these features may also help learners to sound nalrim their use of the foreign
language”.
Facilitation and compensation are both devicesithatdition to the help they offer students
(to change, replace and avoid what is difficultpke students look natural as speakers of

English language.



3.6.6.2 Interaction Skills

Bygate (1987: 22) believes that both speaatslisteners are important features in any
communication. But besides, they need to be gomdnuanicators; whichmeans “good at
saying what they want to say in a way which thadiser finds understandablef.e. possess
interaction skills. Routines are the typical patterthat organize what speakers have to
communicate. He and Richards (2002: 208) diffeedeti between two kinds of routines:
information and interaction ones. The informationtmes include frequently recurring types
of information structures like stories, comparisorstruction...etc. the interaction routines,
however, are usually observed in conversations tlikese of telephoning, interviewing, or
conversing at a party. (Bygate.1987: 23-27). Heteaghers need to
“tailor their instruction carefully to the needs lefarners and teach them how to listen to
others, how to talk with others, and how to nedetianeaning in a shared context”
(Richards.2002: 208). This can be done througlvities like situational dialogues and role
plays to help students make a difference betweam @& which skills they use while

communicating.

3.6.7 Brown and Yule’'s View

Brown and Yule (1983) perceive speaking itmterof function. In their analysis of
conversational English, they offer a distinctiortvieen the two major functions of spoken
language. In any conversation, we either achietraresactional, or an interactional language
functions. While transacting, we transmit ideasl apinions, whereas, in interaction, we
create and maintain social relationships. In thenér (transactional form) the focus is on the
information and the language is characterized hygl@xtended chunks. In the latter
interactional form) the focus is on interactioralk$ and social orientations. The language is

characterized by short utterances and constantahdpics.



Brown and Yule’s distinction has a positive impact the field of teaching-learning the
speaking skill whereby, teachers will be aware hed thaterials and classroom tasks they
choose and that they are appropriate for the dpusat of the students’ oral skill. So, to
teach the transactional forms, the teacher migbpgse oral presentations, debates, or
classroom discussions as students’ activities. Bdser for the interactional forms, he

(teacher) can choose role plays or drama activities

Despite the fact that Brown and Yule see the laggua terms of both interactional and
transactional, they admitted for interactional eotbe most important feature to be taught to
foreign language students as it is through this titvay will be able to face the real life and
feel like good speakers of the target languagecaBse of that Brown and Yule, provide

stressful arguments stated as follows:

1- Long transactional talks can need high and moravledge about the language even
for native speakers of the language; so imagine amstudent can deal with such a

problem.

2- Usually, the aim of foreign language learners ikrtow the language information, and

be able of communicating inside and outside thescla

3- Itis more feasible as far as methodology is comaxd

3.6.8 Mc Carthy’s View

Holding a different stance with Brown and Yslgoint of view, Mc Carthy (1991)
believes that insisting on the interactional tatk€nglish class and forgetting or giving less
interest to the conversational talks is bias inldmguage teaching designs as learners need

both of them depending on the aim of the learnenekVthe student’s perspective is turned



towards scientific or academic disciplines, he wmllost of the time, need to convey and
receive information in English. And this can prdhe importance of the transactional forms

of talk inside the oral classes.

3.6.9 Hymes’ View

Hymes (1971in Richards, et al.2002:206) assuima foreign language learners

“Need to know not only the knowledge, but also tloalturally acceptable ways of

interacting with others in different situations ancelationships.”

He believes that students need to have communécatimpetence about the target language
that is consisted of‘grammatical, psycholinguistic, sociolinguistic, ah probabilistic
language components.{ibid), in order to reach skill proficiency, anéddome good speakers

of English as a foreign language.

Building on Hymes’ theory, Canal and Swain (1980Riithards.2002:206-8) propose that
students’ communicative competence should includgrammatical, discourse,

sociolinguistic, and strategic competences”.
To give a clearer view of what these features mearg is a brief summary:
3.6.9.1Grammatical Competence

Foreign learners must have the knowledgeartis’and sentences and the form they take,
that is grammatical competence enables them to kmmderstand, and use the language

structures accurately, and contribute to theirrflye

3.6.9.2Discourse Competence



Foreign learners must develop a discourse etanpe that includes formal or informal
talks based on coherence and cohesion to repnesamingful communication. So, they have

to acquire as much as they can of structures awbudise markers.

3.6.9.3 Sociolinguistic Competence

Knowledge about the language is not enougheachers to prepare their students for
effective and appropriate use of the target languégarners should have knowledge about
what is acceptable and unacceptable, what is eagpectd unexpected socially and culturally
by native people. Understanding this, learners béllaware of the appropriate comments and
behaviors, how to ask questions during interactaod how to respond whether verbally or

none verbally according to the purpose of the talk.

3.6.9.4 Strategic Competence

They aréthe way learners manipulate language in order toe®t communicative goals”
(Brown.1994:228 in Richards,et al. 2002: 208). timeo words they have to do with the ability
to know when and how to take the floor, how to ké®egp conversation on going and how to

close the conversation and so on.

Teachers, then, have to try their hard in ordebring their students in a stage where they

reach those competences through different actiilke those of role plays or cultural games.

The following diagram will show the ability profemcy frame work of Canale and Swain

(1980).

3.7 Other Theories of Teaching the Speaking Skill: A Shift From an Accuracy-

Based to a Fluency-Based Approach



Approaches to teaching of speaking in EFL/ESL have passed through different stages where
the shift moved from controlled and guided accuracy involving the correct use of grammar
to fluency involving the spontaneous use of language knowledge and skill. In other words,
traditionally, language teaching was mainly interested with reading and writing texts.
Teaching the oral expression, however, is a recent field of study (Dolz & Schneuwly. 2000)
that emerged by the 1970s with the look to the communicative approach as a major study
goal (Richards & Rodgers.2001).

Previously, teaching speaking has been under assessment where English language
teachers have kept on teaching this skill merely as a repetition of drills and or memorization
of situational dialogues. This was the very principle of the traditional methods such as the
Grammar Translation, Audio-lingual, and Situational Language Teaching methods where it
seemed to be assumed that the student would just learn the speaking skill somehow in the
general process of repeating drills of English as a foreign language. To say it another way,
teaching the language was based on habit-formation where the ultimate aim was to instill in
the learner, the ability to produce correct forms and short chains of situational sentences.

In short, teaching the English language was then, accuracy-oriented since the ultimate end
was linguistic competence. Despite the fact that these methods could teach students one
important feature of the language which is accuracy, they failed in producing effective

learners who feel motivated using the foreign language and able to communicate in
unpredictable situations outside classrooms which is after all the importance of any
language.

In recent years, language teaching has been vidétged a very different perspective that

takes into account the function of the languagé & automaticity and communicative role.



So, with the emergence of the Communicative Langu&gaching, the concept of direct
instruction and repetitive practice and drillingshmoved away and come to the level where it
is based on the theory of communicative approawatesh Harmer (2001) sums up as a “set
of beliefs” that re-assessed what to teach and temweach it. CLT, then, has shifted
growingly towards the importance of accomplishmability and obtained the meaning
crosswise the students’ interaction. AdmittedlyGHirds (2006:9) says
“Under the influence of CLT theory, grammar-based thedologies such as the P-P-P

have given way to functional and skills-based teawa) and accuracy activities such as drill

and grammar practice have been replaced by flueactivities based on interactive small-

group work”.

3.7.1Communicative Language Teaching

The Communicative Language teaching emergedvorld of teaching by the 1960- 1970
as a reaction or revolution to traditional langusggehing methods. It is generally regarded as
an approach to language teaching (Richards anddRe@§01) which is based on the theory
that the primary function of language use is comicative. CLT is mainly related to the idea
that “Language learning will take care of itsélf (Harmer, 2001:70). In other words, this
approach will offer an opportunity to foreign lamge learners to be able of real
communication and to grasp meanwhile the meanintheflanguage they use. CLT was
designed to meet the needs of people engaged demoa cultural, technical, economical
and tourism purposes.

According to the CLT theory, the main aim of langedearning is to acquire communicative
competence and boosts students’ ability to expitemsiselves and learn how to follow the

social and cultural rules appropriate in each compaiive circumstances. The other



objectives stated by Hayriye Kayi (2006 in http://iteslj.org/TechniquEsli-
TeachingSpeaking.htinre as follows
(1) Produce the English speech sounds and souttésnsa
(2) use words and sentence stress, intonationrpatéad the rhythm of the second language,
(3) Select appropriate words and sentences acgptdithe proper social setting, audience,
situation and subject matter.
(4) Organize their thoughts in a meaningful anddalgsequence.
(5) Use language as a means of expressing valagsi@ggments.
(6) Use the language quickly and confidently widwfunnatural pauses, which is called
fluency.
By doing this, the teacher’s focus will be shiftedm a teacher-centered class into a more
students’ talk class that is characterized by @alinmunicative efficiency and confidence
atmosphere. Hence, the student will improve histiicwnicative competence” which is a
term used to mean
“the expression, interpretation, and negotiationmieaning and looks to both
psycholinguistic and sociocultural perspectivessacond language acquisition (SLA)

research to account for itdevelopment{Savignon.1971:1).

3.7.2Communicative Competence

Despite the importance of grammatical compegedoeing the knowledge of producing
accurate sentences- still the language learningepsois uncompleted because the person
might learn the grammar rules but be still unalflesuccessful communication. Since we
know that people learn languages through intergctinen learners need to interact during

lessons and teachers need to teach them (studems}o interact and speak the target



language. This is what is meant by having a comoaiive competence in the foreign
language.

The notion of ‘communicative competence’ was introed by Dell Hymes in the 1960s
(1962, 1964, 1972 in Rikhheit.2008: 15) as a caumevement against Chomsky’s (1965)
concept of “Linguistic Competence” to emphasizd tha knowledge of grammatical rules is
not sufficient for speaking a language and for camizating. Similarly, Richard (2006: 9)
defines communicative competencelasowing what to say and how to say it appropriatel
based on the situation, the participants, and themles and intentions”.In the same context,
Savignon (1971: 3) and Littlewood (1981: 6) usesltdrm “communicative competence” to
characterize the high degree as possible of litiguc®mpetence, the ability of classroom
language learners to interact with other speakkersnake meaning, as distinct from their
ability to recite dialogues or perform on discrptent tests of grammatical knowledge and to
become aware of the social meaning of languagesiorm

Communicative competence is a complex term witicla“internal and external structure”
(Rikhheit.2008: 16). Internal structure needs torékated to subordinated terms such as
“effectiveness and appropriateness(ibid). By effectiveness, we mean the successful
outcome of communication, whereas, appropriaterseefise connection with the situational
circumstances and conditions of the actual soai@raction. On this basis, Hymes, shows
that the rules of usage are dominant over the rwaesgrammar, and thus social
communication not only affects outward performabcg inner competence as well. This
theory, then views the role played by context aicdurse beyond sentence constructions as
essential to any understanding of competence arfdrpgnce which will lead to effective
and appropriate communication as said before. Thadels of communicative competence
have broadened the view of what knowledge and usagenecessary in order to use a

language.



With communicative competence a student will buntitions of functions, skills, tasks, and

other socio cultural norms specific to the targegluage.



Conclusion

This chapter demonstrates that teaching tleakspg skill has shifted through different
stages based on different theories and approabae€nded up with the CLT theory. This
latter- as being the best if | might say and a®ating to theorists’ views- became the most
common theory used by teachers when giving thailr dassroom tasks. We have also seen
that classroom activities should be selected onbtdmes of learners’ needs and objectives,

kinds of interaction, the activities provided ahd heeded language.



Introduction

This is the first practical chapter in themed part of the present work. The chapter is
divided into two sections. The first section deaith the description and analysis of the pilot
study (the first students’ scale).The second sedials with the analysis and interpretation

of the main students’ scale data.

The aim of this chapter is to reveal the studemsp@ions and attitudes towards their academic
self-efficacy in relation to their speaking skiti provides information about the methodology
used, the population and sample chosen, in adduitime scale development, description, and
administration. Then, it supplys the analysis artdrpretation of the scale answers. Later, the
chapter ends up with the different results concgythe impact of self-efficacy on learning

the speaking skill of English as a foreign language



Section One

The Pilot Study

Introduction

Learning a new language is not an easy tasletdone. Most certainly, without adequate
knowledge about the self and insufficient desirbacexplored, students will lose their ability
and will not expend much effort on learning theglamge. Therefore given the specific
research questions that have been mentioned psdyiamd having a clear vision of the
research topic, a decision has been made to dotsshidy as a prior data collection to gather

information about the case study.

A pilot study is defined as“amall-scale experiment or set of observations und&en to

decide how and whether to lunch a full-scale projgdColin Dictionary).

So, as a pilot study, this research tries to gaginer information about the attitudes and
opinions of students of English in the University @onstantine 1 that could affect their
language learning process, and more precisely, #idity of learning the speaking skill of
English as a foreign language. Hence, a studecdde svas identified as the most fitting way

in which we could accomplish the research goals.

4.1.1 Objectives

While conducting the pilot study, the majamavas to give advance warning regarding

weaknesses that might be found before dealing tiwéhmain study.



Concerning the immediate objectives of the pilotdgtwe have set a number of objectives

ordered as follows.

1-

To detect the possible flaws in measurement praesdand identify the questionnaire

short comings.

To check that the instructions given to respondaréscomprehensible.

To check the wording of the questionnaire.

To establish the feasibility of the study and eadinat the ideas behind the research

are clear cut.

To clarify the factors related to the psychologitedtures that students incorporate

while learning a foreign language.

To have prior knowledge and information about tmpartance of self-efficacy and

need for achievement.

4.1.2 Research Questions

1-

2-

The research questions behind the pilot stwdyas follows:

Beyond the background variable of gender, whatespredictive factor —or factors- of

learning the speaking skill of English language?

What is the most influencing factor —or factors-fluencing the academic

achievements of students of English language?

4.1.3 Methodology of the Study

This section will be provided for the explaoa of the method used for data collection in the

study, description of the participants, procedufeselecting the participants and then, detailing

measures used in the study. Finally, data analjiflibe discussed.



» Participants

Second year English mixed students at thevéysity of Constantinel aged between 19
years and over (20- 21 years) were selected asahwle population. This sample was

selected for two reasons:

First, as being adults of second year, the studeate in a position of being responsible of
themselves and aware of the University and theewdifft courses that take part during the

study period.

Second, as graduating from first year and logpKorward toward third year, second year
students were more appropriate for the sample ptipal Since first year students had fewer
experiences and may had not have the opportunitgxferience them with the learning
process, and third year students who were morer éagaicceed and get the diploma they
were looking for from the first day they step thaikérsity, second year students were
proposed to be the most appropriate populatiohetample. It is in this year that they might
give attention to the learning process of Englefiguage in general and being aware of the

importance of the speaking skill in specific.

So, the study had a total of 32 student respongd&g® male, and 20% female.



4.1.4 Procedure

Procedure for the selection of the methoddumed the individual participants will be
presented as follows; a detailed protocol expl#nesselection of the individual participants,

the collection of data, and the administrationhef guestionnaire.

4.1.4.1 Method

For the research project, we used a quantitatiethod which is based on the probability

distribution of the people in the sample population

4.1.4.2 Participant selection

The participants were selected from differgitups of the second year English students
at the University of Constantine 1. A 20% of th&tgopulation has been chosen to be the
sample size of the pilot study as proposedhiger (1994, in Simon, et al, 2011The latter

found that the pilot sample size is of “10- 20%'tleé sample size of the actual study.

4.1.4.3 Measures

A Likert scale instrument was designed to snea the 32 interventions of self- efficacy
(16 items for the origin and 16 for the effect adifsefficacy), in addition to the 14
interventions of need for achievement (8 itemstl@r origin and 6 for the effect of need for
achievement). These interventions have been mehsgumrelation to the learning of the oral
speaking skill. In other words, the items in thevey were designed to assess the degree to
which students value the English language and \melinat they are capable of being

successful in speaking this language.

On the students’ scale, participants were suppligdal four different metrics or measures for

use in responding to the scale items about thekspeakill of English as a foreign language.



For all the items that occur respectively in thalscthe participants were simply asked to
give their opinions that flow from “strongly agreagree, disagree, and strongly disagree”.
The measures to the values were marked from 4,t8, Rrespectively, and then, the total for

each of all the 4 items in each table was compaitebentered into the data base.

The subscale (l.e. the mean) of females’ oral sklf-efficacy has a reliability of 9,19, and
the subscale of oral need for achievement hasabilely of 4,4, where as for the males, the
subscale of oral skill self-efficacy has a reli@piof 7,8 and the subscale of need for

achievement has a reliability of 6,25.

4.1.5 Data Analysis

In reference to the research questions, tmeeguvariables were measured using one
metric which is “descriptive statistics”. The dataalysis will be presented with the use of
tables and graphs followed with our discussion thdlt help confirm or disconfirm our

hypotheses.

In this study, the determination of a standard ed¢or each variable was done by completing

the following steps:

Stepl:the total of scores of each item that occurreglich table was calculated, and that sum

was divided by the total number of the mean.

Step2:the total of the sums of each table were calcd)aded that sum was divided by the

total number of items in the table.
Step3:the variance of the self-efficacy variable wased®sined.

Step4:the variance of the need for achievement was mi@ted.



Step5:the variance averages were combined.

4.1.6Results

the contribution of self-efficacy and need &zhievement as being prior variables to the
academic achievement in general and learning hospéak in precise of 32 English students

were examined through multiple procedures.

The descriptive statistics for these variablesdesplayed in graphs 1, and 2 respectively (1for

females’ students and 2 for males’ students).

1- Female students: Self-efficacy and learning tleaking skill.

The criterion variable for this analysis was oralf-gfficacy. The analysis yielded two
significant variables. These variables were: thgilmrand effect of self-efficacy belief. (i.e. 4,
47 for the origin and 4, 72 for the effect). Exaation of measures of correlation (r=1, 11)
reveals that learning the speaking skill of Englsha foreign language was positively related

to students 'self-efficacy.

2- Female students: Need for achievement and leathengpeaking skill.

The criterion variable for this analysis was theddor achievement. The analysis yielded
two significant predictor variables. These varigbleere the origin and effect of need for

achievement.

(i.e. 2, 43 for the origin and 1, 97 for the efjeéixamination of measures of correlation (r=0,
25) reveals that learning the speaking skill wasitp@ly related to students 'need for

achievement.



3- Male students: Self-efficacy and learning the speakgkill.

The criterion variable for this analysis was oralf-gfficacy. The analysis yielded two
significant predictor variables. These variablegeve¢he origin and effect of self-efficacy
belief. (i.e. 3, 48 for the origin and 4,04 for tef#ect). Examination of the measures of
correlation (r=1, 27) reveals that learning theaspeg skill of English as a foreign language

was positively related to students ‘self-efficacy.

4- Male students: Need for achievement and learniaggpi®aking skill.

The criterion variable for this analysis was theddor achievement. The analysis yielded
two significant predictor variables. These variableere the origin and effect of need for
achievement. (i.e. 2, 08 for the origin and 1, 6d the effect). Examination of measures of
correlation (r=0, 28) reveals that learning theasoeg skill of English as a foreign language

was positively related to students ‘need for acknesnt.

Overall, the study rates either of females or malee all significantly positive.

4.1.7 Discussion

This exploratory study investigated the ielahip of learning the speaking skill of
English as a foreign language to self-efficacy aadd for achievement beliefs of University
students. Scale data was collected from studentedniversity of Constantine 1. A total of
32 second year students of English answered the aod gave us an idea about the academic
learning in relation to personal beliefs in oneesidnd on the other side, drew our attention to

some shortcomings that appeared in the wordingraar#fing of the items.

» Stepwise multiple score analyses revealed theviwlig modest predictive relationships:



a

Gender to self-efficacy.

b- Gender to need for achievement.

Gender and self-efficacy to learning the speakkilly s

o
1

o
]

Gender and need for achievement to learning thekam skill.

e

Self-efficacy and need for achievement to learnimgspeaking skill.

In this section, the reader will find an analysismcerning the possible reasons for significant

predictors in each of the five analyses.

In the University of Constantine 1, the real popiola of second year English students was
822; 632 females and 190 boys. This fact is dwgifterent reasons that we will not interfere
or mention in this study. But, for this reason,nffdes more than males) we found a
divergence in the two group population scores abhoatlemic self-efficacy beliefs in relation

to the speaking skill as shown in tables 1 and 2.

1- The score of the female population was considerabperior in comparison to the

score of the male population. The first obtainedt® while the second obtained 7, 8.

These findings explain that gender is a significargdictor in the process of learning the
speaking skill. In other words, unlike females vare more numerous than males in all of the
oral classes, males may feel shy and diminish se lieir feeling of efficacy in front of

females. This is why, most of their answers arrdnbetween “strongly agreements, and

agreements” concerning the items of the secondamth table of the scale.

2- In terms of need for achievement, the findings shiwat for both of the populations —
despite the gender differences- the scores werestlthe same. For females it was 4,

4, and for males it was 4, 8.



3- The findings explained that the more the studeamhfie or male) feels capable, he/she
will be able to learn the speaking skill and becadyspeaker of English as a foreign

language.

4- The findings revealed that need for achievement lmamanother predictor of the

speaking skill no matter the gender of the stude(females: 4, 4, males: 4, 8).

5- Since the results regarding both beliefs werestieaily significant, we think that self-
efficacy and need for achievement are certaimhpdrtant predictors for learning the

speaking skill of English as a foreign languagel{wiositive score of 0,83).

e Concerning scale items, we have found that sonmasitéid not mislead students while
answering, but did mislead us while marking. Ineptivords, our items as said previously
need an answer of agreement or disagreement antattar will be marked from 4, 3, 2,
to 1. The grades of 4, and 3 for the agreement thadgrades of 2 and 1 for the
disagreement. So, for item number four (4) for eplemn the first table (my previous
failure in oral discussions diminishes my trustahilities.) , the majority of students
answered “disagree or strongly disagree” which mehat they do not diminish their
self-belief of efficacy in front of the failure deir classmates. So, we gave them a grade

of 3, and 4 instead of 1, and 2. The same thingh®irfollowing examples:

Table 1 A Warm Up Discussion Table

Iltem Table

My classmates’ failure inhibits me fropSecond table.

speaking.

I mistrust my abilities if my classmate of th&econd table.

same level as mine failed in his/her




discussion.

My self-confidence will be decreased whenhird table.

my classmates mistrust my abilities.

| feel less able when the teacher corrects| mkird table.

errors.

I know that | will lose my words when | feelSixth table.

stressed before | speak.

| predict negative view of my speaking skilBixth table.

when | feel unable.

| speak only when the teacher asks me. Part tnat:téible.

From all of that, we could uncover the relationshgiween personal beliefs and academic

achievement.



Figurel Female Students’ Self-Efficacy and Need fd\chievement
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Conclusion

The pilot study helps exploring the relatiopslef learning the speaking skill to the
psychological mediators of academic achievementchvlare self-efficacy and need for
achievement. Despite pilot studies limitations,aseld gain an insight about this relationship
and shed some light on an unexpected predictorhnisi¢gender”. In addition to that, we
could correct the shortcomings that appeared vérikdyzing the questionnaire and use more

appropriate wording for more successful resultdlermain study.

Given our experiences with this pilot study, weided that the main work will give more
views and implications for the design and methogpland reveals more findings for other

suggestions in the area of work



Section Two

The Main Scale Analysis

Introduction

The positive effect of self-efficacy and nded achievement on the students’ ability of
learning the speaking skill of both genders, resgaby the pilot study findings, raises
guestions about whether this fact can be genedatzall the second year students of English
at the Department of Letters and English, UnivgrsftConstantine 1. Through the students’
scale, we aim at investigating the effect of stusieself-efficacy and need for achievement on
their ability of learning the speaking skill in Hisdp. It is used to consider the students’
opinions and attitudes towards their academic eféifacy and achievement motivation. It
also aims at investigating their points of view ablearning the speaking skill of English in
relation to their self-perception and academic seéthus, along this chapter the reader will
find information about the main student’ scale shedents’ answers and attitudes towards the

investigated topic, the analysis and the studyifigsl



4.2.1 Methodological Design

4.2.1 Method

Despite the fact that both quantitative andligative methods are useful ones which help
give ending results about the hypothesis, still“thexed method” is the most suitable one for
our research. Dornyei (2007) states that methoasbowtion is referred in studies to a
variety of names, like that of multitrait or multtihod research, interrelating qualitative and
guantitative data, methodological triangulation,ltmmethodological research, mixed model
studies, and mixed methods research which appdae the settled name for such field. The
use of different data sources helps the researtbevalidate and crosscheck findings”
(Patton, 1990.244). This is why, the present shum/used a triangulation method in the sense
that one has tried to identify the role of both agpis; self-efficacy and need for achievement
on the speaking skill of English as a foreign laaggl from different triangles i.e. from

different perspectives of view (triangles).

4.2.2 The Population

The population of this current investigatiamnsists of the second- year students preparing
for a “BA degree” in English as a foreign languagiethe University of Constantine 1
(Algeria). This population has been specificallyosén for the same two main reasons

mentioned in the section of pilot study:

First; being second year young adults, the studeats in a position of being responsible of
themselves and aware of university life and théetéht courses that they take part during the

study period.



Second, as graduating from first year and lookioiggvérd toward third year, second year
students were more appropriate for the sample ptpal because in this year they might
give more attention to the learning process of Ehdanguage in general and being aware of

the importance of the speaking skill in specific.

4.2.3 The Sample

The second year English classes are made apgatél of 671 students (537 females, and

134 males) spread over 13 groups.

Since it is practically difficult to include all ¢hsecond year students of English in the present
study, it has been decided to select 151 studemts candom basis as grouped by the
administration of the English language departmentmiake the sample population. The
classes were normal class groupings, which meatdhb students were randomly grouped,

neither on their perceived ability, nor on theieyious achievement performance.
The total of 151 student respondents; 20% male®¢$86), and 80% females (121 girls) have

been selected according to the alphabetical lisgingen by the English department
administration (as mentioned before).Yet, as nbtha& students were in their classes while

administering the scales we were obliged to séfechame just after the one absent.

In an attempt to minimize bias in sampling, it Heesen felt more convenient to follow a
specific sampling procedure which is that of a stagmpling that involves selecting the

sample in stages, which medteking samples from samples(Cohen, et al. 101).

From a population of 671 students, the sample rs&szled in this study has been decreased

from stage to another stage so that it can beipadigteasy to be workable. Following the



Hayslett’s (et.al) “Statistics Made Simple” booletkample size required for the present study

will be 151 students for the scale, 86 studentdHerclassroom observation, and 60 students

for the TAT test requirements. These sample simegh@ same as indicated in the Krejcie and

Morgane (1970) table size (in Cohen, et al, 2005).

4.2.3.1 The characteristics of the Population arftetSample of the study

Table (1) Total number (N) of male/ female studemthe main population

Gender Male Female Total
N of male and female134 537 671
students

% 20 80 100

Table (2) Total number (N) of male/ female studemtthe sample group

Gender Male Female Total
N of male and female 30 121 151
students

% 20 80 100

Table (1) and (2) indicate the similar proportiasfsmale and female students in the

population and the sample group.

real



4.2.4 Data Collection Procedure

4.2.4.1 The Scale

The scale is a widely useful instrument fotlecting data information based on the
researcher’s goals, attitudes and backgroundsgUlmscale, one will draw out information

from the target informants that help give judgmetd conclusions about the case study.

4.2.4.2Aim of the Student’s Scale

In trying to investigate the effect of studergelf-efficacy and need for achievement on
their ability of learning the speaking skill in Hisdp, it has been felt more convenient to do a

students’ scale.

So, the aim behind the study scale is to constteistudents’ opinions and attitudes towards
their academic self-efficacy and need for achievamt also aims at investigating their
points of view about learning the speaking skilEafglish in relation to their self-perception

and academic achievement.

4.2.4.3Scale Development

In developing the students ‘scale, one h#isegad ideas from the different scales found in
literature about self-efficacy -such as Morgan-diskudent efficacy scale, mathematics self-
efficacy, writing self-efficacy, and Bandura’s (200"Guide for constructing self-efficacy
scales”. Concerning need for achievement, Co&teohievement Motivation Scale (1967)

was of a great help too.



From one side, in Bandura’s Guide, the claim was #fficacy scales need to be determined
in terms of Content Validity that is reflected iarms of phrasing and content relevance,
Domain Specification, and Gradations of challeriyed not to forget the number of “Safe

Guards” that help reduce the level of bias.

On the other side, The Achievement Motives Scdbagits to assess the need for success and

the fear of failure.

Hence, following Bandura’'s guidelines (2001), anostello’s Achievement Motives Scale
(1967), one has based her efficacy and need faewanent scale tailoring on “Domain

specification” that is related to the skill of sgeey the English language.

4.2.4.4The Description of the Scale

The student’s scale is made up of two parts;about self-efficacy, and another part about

need for achievement.

The scale is preceded by explicit instructionsaating what a student is required to do and
followed right beneath by name and gender. The gaebehind the name is to serve for
knowing the mark of the student later. And for gender is to help investigating the most

successful among females and males students.

On the students’ scale, participants were supplighl four different metrics or measures for
use in responding to the questionnaire items attmispeaking skill of English as a foreign
language in response to the affective side of theent (i.e. self-efficacy and need for
achievement as mentioned before). For all the itdrasoccur respectively in the scale, the
participants were simply asked to give their opintbat flows from “strongly agree, agree,

disagree, and strongly disagree”. The measuresdgovalues were marked 4, 3, 2, and 1



respectively. The scale is consisted of forty t¥a)(items; thirty two (32) items for the self-
efficacy concept, and ten (10) items for the nemdathievement concept. In the first part of
the students’ scale (self-efficacy), one has sulldd/ it into two semi titles: origin of self-

efficacy, and effect of self-efficacy with four (4¢ms in each table.

It should be noted that the four (4) first tablepresent the different sources of self-efficacy
that are derived from the students’ beliefs. Amel four (4) last tables represent the different
effects that are felt at various levels. Similathg first table about the need for achievement
represents the sources where as the second tabkesents the effect of need for

achievement. (see tables A, B, C, D below)

Table (A) Origin of self-efficacy

Sources of self-efficacy

Number of item in the saal

Mastery Experience

ltem (1.1), (1.2), (1.3), (1.4)

Vicarious Experience

ltem (1.5), (1.6), (1.7), 1.8

Verbal Persuasion

ltem (1.9), (1.10), (1.11), (1.12

Physiological States

ltem (1.13), (1.14), (1.15)16)

Table (B) Effect of self-efficacy

Effects of self-efficacy

Number of item in the scal

At the Affective Level

ltem (L.17), (1.18), (1.19).20)

At the Cognitive Level

ltem (1.21), (1.22), (1.28),24)

At the Motivational Level

ltem (1.25), (1.26), (T2 (1.28)

At the Selection Level

ltem (1.29), (1.30), (1.3M),32)




Table (C) Origin of need for achievement

Sources of need for achievement

Number of item ifé scale

Internal needs

ltem (2.1), (2.2), (2.3)

External needs

Item (2.4), (2.5)

Table (D) Effect of need for achievement

Effects of need for achievement

Number of item inhie scale

At the Affective Level

ltem (2.6), (2.7), (2.8),.(D)

At the Motivational Level

Item (2.9)

Since the likert scale is one of the mostelyicand useful means for attitude construction,
one has designed it for all the items in orderrtdesline the robust effect of self-efficacy and

need for achievement in relation with oral spealgkifj of the English language.

In line with the construction of the students’ gcaine has attempted to develop all the items
with simple wording and easy English language st itis comprehendible from the students
in the sample. Both, Bandura and Mc Clleland haeglertheir research with students whose
the English language is their mother tongue butregpondents’ first language is Arabic,
whereas English language is their foreign langu&gerather than using the Arabic language,

one has ended up with using simple English in otdehelp the students understand the

instructions and the meaning of the items as well.




4.2.4.5 Administration of the Scale

The scale has been administered to the stidenhbeir classes with short interference of
reading the instructions and some explanationstadmue words that the students could not
understand or want to know more about them. Thas dkarifies more the reason behind not
to use difficult or complicated language wordirtigsiworthy to mention that we have told the
students not to be worried about writing their narbhecause it is only for researchable work
and no one will see their answers or names. And, thkk the scales have been collected just

after the students finished filling them.



4.2.5Analysis and Interpretation of Data Collected in Sales

Item 1.1 | speak voluntarily when | decide to doa.

Students are asked to describe how agreemetsagreement it is significant for them to
speak voluntarily when they decide to do so. Spepkoluntarily is a way that reflects one’s
internal confidence. It creates, thus, a significeource of students’ sense of efficacy and

helps to instill in them positive feeling of compete and self-esteem (Schunk, 1995).

The assumption, here, is that students who hat®agssense of efficacy are likely to speak
on their own without waiting for the others whetheacher or classmates to push them to do
so. The fact that it helps students to be moretamawith their own experiences and at the

same time more self-reliable on their capabilities.

Table (1.1) | speak voluntarily when | decide to dsa

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal

Girls Number | 45 68 8 0 121
%0 37,19 56,19 6,61 0 100

Boys Number | 10 19 1 0 30
%o 33,33 63,33 3,33 0 100

As it can be noticed in the table (1.1), thejonty of students whether girls or boys have
reported that they speak voluntarily when they dedo do so. 44 female students and 10
male students (37, 19 %, and 33, 33% respectiVvelyg opted for the highest positive point

(strongly agree) ; 68 female(56,19 %) and 19 méB33 %) students have chosen the forth



point (agree). 8 female (6,61%) and 1 male (3,33skents have opted for the third

category on the scale (disagree).

B strongly agree3 7,19
B agree
m disagree

m strongly disagree

Figure 1.1.a : Speaking voluntarily: Females

m Strongly agree
HAgree
W Disagree

E Strongly disagree 0

Figure 1.1.b : Speaking voluntarily: Males




Item 1.2 In oral discussions, | speak even if | makerrors

Students are asked to describe how agreemelisagreement it is significant for them to
speak even if they make errors. Speaking even mvéking errors displays the way students
shape their own experiences giving a great impoedn self-perceived competence than to
other factors; the fact that constructs anothercsof efficacy beliefs. It is supposed, here
that efficacious students are ready to speak dwgart in oral discussions whatever the error

they make.

Table (1.2) In oral discussions, | speak even ifrhake errors.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number |41 56 21 2 121
%o 33,88 46,28 17,35 1,65 100
Boys Number | 13 14 3 0 30
% 43,33 46,66 10 0 100

The majority of the students in the sampleX8®%6) for females and (89,99 %) for males
students have opted for the positive self-ratingsthe scale about the fact of speaking
whatever the error they make as opposite to ordy%iland 10 %) respectively who have

disagreed with the scale view.

Table (1.2) indicates that 41 and 13 students 883% and 43, 33 %) (Females and males
respectively) have chosen the first point in thees¢strongly agree) ; 56 and 14 students (46,

28 % and 46, 66 %) have chosen the second pgrédn; 21 and 3students (17,35 % and



10%) have chosen the third point (disagree) ; wasem@nly 2 students (1,65 %) (Females)

have chosen the last point in the scale; thatrohgty disagreement.

H Strongly agree
mAgree
mDisagree

m Strongly disagree

Figure 1.2.a: Speaking even with making errors:
Females

m Strongly agree
HAgree
W Disagree

E Strongly disagree

Figure 1.2.b :Speaking even with making errors:
Males




Item 1.3 My previous success in oral discussions t&ts my trust in my abilities

Students are asked to indicate whether tigegeaor disagree with the fact that previous

success boosts their trust in their abilities.

People judge themselves according to their expeggnso the assumption here is that
students who have previous positive results amdyliko feel more courageous to speak and

take part in oral discussions which might ascerfatare successful academic expectations

and develop meanwhile a sense of efficacy argd.tru

Table (1.3) My previous success in oral discussiobsosts my trust in my abilities.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 60 51 9 0 121
% 49,58 42,41 7,43 0 100
Boys Number | 8 18 3 1 30
% 26,66 60 10 3,33 100

As it can be noted in table (1.3), 60 femaigdsnts (49,58%) and 8 male students
(26,66%) have opted for the highest measure insttede i.e. that of strongly agree, 51
females (42,41%) and 18 males (60%) have chosersd¢bhend point (agree), 9 females

(7,43%) and 3 male students (10%) have disagrekdreas only 1 male student (3,33) has

strongly disagreed.




m Strongly agree
m Agree
u Disagree

m Strongly disagreed

Figure 1.3.a: My previous success boosts my trust in
my abilities: Females

m Strongly agree
HAgree
= Disagree

E Strongly disagree

Figure 1.3.b : My previous success boosts my trust in
my abilitties: Males




Item (1.4) My trust in my abilities remains the sane even with my previous failure in

oral discussions

Students are asked to estimate how agreamneligagreement they think that their trust in

their abilities remains the same even with theavjus failure in oral discussions.

Since previous experiences influence the perceptgindents have about their capacities,
previous failure as like previous success affdotspgersonal accomplishments students may
result in their studies. Repeated failure undersiitie belief of self-efficacy and creates a
sense of inhibition and stress. It is supposedshatents who have previous negative results
are likely to feel afraid of speaking and anxiob®w taking part in oral discussions which

might cause future failed or less successful acaderaults.

Table (1.4) My trust in my in my abilities remains the same even with my previous

failure in oral discussions.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 39 62 17 3 121
% 32,23 51,23 14,04 2,47 100
Boys Number |5 17 7 1 30
% 16,66 56,66 23,33 3,33 100

Table (1.4) indicates that 39 female studés®s23%) and 5 male students (16,66%) have
reported strongly positive judgments (strongly agrabout their abilities that remain the

same even with their previous failures. 62 femgk,s23%) and 17 males (56,66%) have



opted for the third point (agree). Conversely, dnéles (14,04%) and 7 males (23,33%) have
opted for the second point (disagree), whereas 8rfigmales (2,47%) and 1 male (3,33%)

have strongly disagreed.

B Strongly agree
H Agree
u Disagree

m Strongly disagree

Figure 1.4.a : My previous abilities remains the same
even with the previous failure in oral
discussions: Females

H Strongly agree
HAgree
= Disagree

m Strongly disagree

Figure 1.4.b:My trust in my abilities remains the same
even with the previous failure in oral discussions :Males




Item (1.5) | participate without waiting for my classmates to participate

Students are asked to indicate whether ortmey participate without waiting for their

classmates to do so.

Students’ participation is likely to be influenceg the sense of efficacy they derive from
observing the others doing an action. The assumpigoe is that students who believe in their
abilities will not wait until the others particigabut rather will speak and discuss using the

English language. This is a good sign of efficaelydis.

Table (1.5) | participate without waiting for my classmates to participate

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 40 60 19 2 121
% 33,05 49,58 15,70 1,65 100
Boys Number | 10 14 5 1 30
% 33,33 46,66 16,66 3,33 100

Table (1.5) indicates that 40 female studéd® 05%), and 10 male students (33, 33%)
have strongly agreed with the statement. 60 fem@®@s58%), and 14 males (46, 66%) have

opted for the second point (agree).

However, a minority of 19 females (15, 70%) and &len (16, 66%) have reported that they
do not participate until their classmates do ssdgiiee), whereas, only 2 females (1, 65%)

and 1male (3, 33%) have chosen the fourth poittterscale (strongly disagree).



H Strongly agree
mAgree
mDisagree

m Strongly disagree

Figure 1.5.a :Participation without waiting for
the classmates to participate: Females

m Strongly agree
H Agree
u Disagree

m strongly disagree

Figure 1.5.b :participation without waiting for
the classmates to participate: Males




Item 1.6 | participate without waiting for my classmates to succeed in their participation

Students are asked to indicate whether thejcqpate without waiting for their classmates

to succeed in their participation or not.

The assumption here is that classmates’ successtafthe beliefs of capability of other
students. In other words, if one student observes dther succeeding in his/her oral
discussion, he/she will feel able to do so, ancthewill develop a high sense of efficacy, and

vice versa.

Table (1.6) | participate without waiting for my classmates to participate

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number |41 52 22 6 121
% 33,88 42,97 18,18 4,95 100
Boys Number | 10 12 6 2 30
% 33,33 40 20 6,66 100

As it can be noted in table (1.6), 41 fematiedents (33,88%) and 10 male students
(33,33%) have opted for the first point in thelscahere they strongly agreed with the
statement, where as 52 females (42,97%) and 12sn(@086) have chosen the second point

(agree).

On the contrary, 22 females (18, 18%) and 6 m&6%o] have disagreed, whereas only 6
females (4, 95%) and 2 males (6, 66%) have chdeelast point in the scale which is that of

strongly disagree.



H Strongly agree
HAgree
= Disagree

m Strongly disgree

Figure 1.6.a: Speaking without waiting for the
classmates' success : Females

m Strongly agree
mAgree
mDisagree

m Strongly disagree

Figure 1.6.b : Speaking without waiting for the
classmates' success: Males

Iltem 1.7 | participate even if my classmates failn their trials.

Generally, students engage in areas whereghg&yre success and positive performance of

their behavior and avoid other areas where thegligiréailure especially if they witness the



failure of their classmates in similar situatiorisotal performance. This might not be a good
sign of positive self-efficacy because a high sdficient student will not wait for the trials of
his/her classmates and rely on their success tharrawill participate and speak with no fear

of failure.

Table (1.7) | participate even if my classmates fain their trials.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number |40 72 7 2 121
% 33,05 59,50 5,78 1,65 100
Boys Number | 11 16 2 1 30
% 36,66 53,33 6,66 0,82 100

(92%) of all the students in the sample (fesmahnd males) have reported that they
participate even if their classmates fail in thegials as opposed to only (8%) who have

chosen the opposite situations.

Table (1.7) indicates that 40 female students &8)0and 11 male students (36,66%) have
opted for the highest point in the scale (stroragyee), and 72 females (59,50%) and 16
males (53,33%)have chosen the second point wheyearee with the statement. 7 females
(5,78%) and 2 males (6,66%) have chosen the tlomdt @nd only 2 females (1,65%) and

(0,82%) 1 male (0,82%) have opted the fourth pioinhe scale.



m Strongly agree
B Agree
B Disagree

B Strongly disagree

Figure 1.7.a : Speaking even with the classmates'
failed trials: Females

m Strongly agree
HAgree
mDisagree

H Strongly disagree

Figure 1.7.b : Speaking even with the classmates'
failed trials: Males




Item (1.8) I still trust my abilities even if myadsmate of the same level failed in their

discussion

The social comparison made with other individuaa bave a robust effect on the person’s
actions and reaction. One has to note that “theeremnificant a part that people play in our
lives, the more likely we are to compare ourselvéh them” (Suls et al in Williams et al,
1997.97). The assumption here is that efficacidudents do not rely their participation on
observing their classmates who share with thensémee level but make their own decisions

about their capabilities and engage in oral tagklsparticipate in stead.

Table (1.8) I still trust my abilities even if my ¢assmate of the same level failed in their

discussion.
Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 62 54 4 1 121
% 51,23 44,62 3,30 0,82 100
Boys Number | 12 13 5 0 30
% 40 43,33 16,66 0 100

The majority of students (females and mal@4yY4) have reported positive answers about
the statement where they agreed with the idea ibftaisting their abilities even their
classmates of the same level failed in their disicus On the other hand, a minority of (6,

66%) students (females and males) have choseretiative answers.



As it can be noted in the table above (1.8), GRdle students (51, 23%) and 12 male
students (40%) have opted for the first point ia Htale (strongly agree). 54 females (44,

62%) and 13 males (43, 33%) have chosen the squuntd

On the contrary, 4females (3, 30%) and5 males §666) have chosen the third point in the
scale (disagree). Whereas, only 1 female (0, 8282 )dpted for the last point which is that of

strongly disagree.



B Strongly agree
m Agree
= Disagree

m Strongly disagree

Figure 1.8.a : I still trust my abilities even if my
classmate of the same level failed in their discussion:
Females

m Strongly agree
B Agree

= Disagree

Figure 1.8.b : I still trust my abilities even if my

classmate of the same level failed in their discussion:
Males




Item (1.9) | feel more confident about my abilitiesvhen the teacher praises me

Since teachers are considered as credible persuatiedents’ beliefs will be reliable to a

large extent on their judgments ; whether positivaegative.

The assumption here is that students will feel noarefident when the teacher praises them

and will develop a high sense of efficacy to take ; classroom discussions.

Table (1.9) | feel more confident about my abilitis when the teacher praises me.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal

Girls Number | 85 34 3 0 121
% 70,24 28,09 2,47 0 100

Boys Number | 15 10 5 0 30
% 50 33,33 16,66 0 100

Table (1.9) indicates that 85 female stud€n@s24%), and 15 male students (50%) have
opted for the first point in the scale (stronglyre, 34 females (28,09%) and 10 males
(33,33%) have opted for the second point (agred)ich means that the majority of sample
students have reported positive judgments abouttief feeling more confident about their

abilities when the teacher praises them.

Conversely, a minority of 8 students ; 3 femaleg{2) and 5 males (16,66%) have chosen
the third point in the scale (disagree), whereasm® neither females or males has opted for

the last point (strongly disagree).



m Strongly agree
HAgree
W Disagree

E Strongly disagree

Figure 1.9.a : Feeling more confident about the
abilities when the teacher praises students: Females

H Strongly agree
mAgree

= Disagree

Figure 1.9.b : Feeling more confident about the
abilities when the teacher praises students: Males




Item 1.10 Praise words like ‘good, well done 'raiseny self-confidence

Verbal judgments have a significant influence ardent’s behavior. In other words, praising
words like good, well done can play an important ra the development of the student’s

self-efficacy and the view that he/ she holds algrfher abilities in relation to a certain task.

It is assumed that in an oral discussion, oncéegheher praises a student for saying or doing
something well, he/she will feel more self-worthydabe confident enough to keep on trying
and participating more and more which will buildstong sense of efficacy and personal

reliability as well.

Table (1.10) Praise words like ‘good, well donaseamy self-confidence

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal

Girls Number | 85 36 0 0 121
% 70,24 29,75 0 0 100

Boys Number | 15 11 4 0 30
% 50 36,66 13,33 0 100

The majority of the students in the sample§d®ave reported positive views about the

fact of raising one’s self-confidence through pragswvords like ‘good, well done’.

As it is indicated in table (1.10), 85 female stuide(70,24%) and 15 male students (50%)
have chosen the highest point in the scale (styomgllee), whereas 36 females (29,75%) and

11 males (36,66%) have chosen the second poatthat of (agree).



yet, only 4 males (13,33%) have opted for thedtpwint in the scale (disagree), no one of the

students (neither females or males) have choseaghpoint of strongly disagree.

m Strongly agree
HAgree
= disagree

m Strongly disagree

Figure 1.10.a : Praise words like good, well done raise
one's self-confidence: Females

m Strongly agree
B Agree
= Disagree

B Strongly disagree

Figure 1.10. b: Praise words like good, well done
raise one's self-confidence: Males




Item 1.11 My self-confidence remains high even whemy classmates mistrust my

abilities.

Persuaders like classmates when giving jud¢gnenone of the students can have an
influence on his/her view towards him/herself ; the assumption here, is that a high self-
efficient student is the one who does not misthisther abilities but rather keeps on trying

and participating whatever the other’s views @ dloubt they show.

Table (1.11) My self-confidence remains high evenhen my classmates mistrust my

abilities.

Gender StronglyagreeAgree Disagree | Stronglydisagreé&otal

Girls Number | 55 56 10 0 121
% 45,45 46,28 8,26 0 100

Boys Number | 12 14 3 1 30
% 40 11,57 10 3,33 100

The majority of the students (females and s)aile the sample (91, 33%) have reported
that their self-confidence remains high even wheirtclassmates mistrust their abilities as

opposed to a minority of (9, 33%) that have optadtie reverse situation.

Results recorded in table (1.11) show that 55 fersaldents (45, 45%) and 12 male students
(40%) have reported a strongly agreement with #u¢ 6f staying confident even with the
mistrust of their classmates (strongly agree), eagr56 females (46, 28%) and 14 males (11,

57%) have opted for the second point in the scjecg).



Yet, a minority of 10 females (8, 26%) and 3 mdEH3%) have chosen the third point in the

scale, only 1 male (3, 33%) has gone to the laistt pdhich is that of strongly disagree.

m Strongly agree
B Agree
u Disagree

B Strongly disagree

Figure 1.11.a : My self-confidence remains high even
when my classmates mistrust my abilities: Females

m Strongly agree
H Agree
= Disagree

B Strongly disagree

Figure 1.11.b : My self-confidence remains high even
when my classmates mistrust my abilities: Males




Item 1.12 | still feel able even when the teacheooects my errors.

Generally, in learning settings, teachers lsarconsidered as believable evaluators who
give opinions and judgments, and provide correctiod information. So, when the student
mistakes and the teacher corrects this can negatinuence the student’s beliefs and
behavior. The assumption here is that students tusi themselves and their capabilities
participate and keep on going even when makingr&mo corrected by the teacher. Their
sense of efficacy remains high and keeps on dewglophatever happens. This is a good

sign of a highly efficacious student.

Table (1.12) | still feel able even when the teacheorrects my errors

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal

Girls Number | 48 69 3 0 121
% 39,66 57,02 2,47 0 100

Boys Number | 10 18 2 0 30
% 33,33 60 6,66 0 100

The majority of the students in the sample @E® and males) (96, 66%) have reported
positive judgments about their feeling of abilityat they still feel even when the teacher
corrects their errors in contrast to a minority (86, 66%) who have chosen the opposite

situation.



Table (1.12) indicates that 48 female students §8%) and 10 male students (33, 33%) have
opted for the first point in the scale (stronglyes), whereas 69 females (57, 02%) and 18

male students (60%) have chosen the second pgiree)a

On the contrary to those students, only 3 femged7%) and 2 males (6,66%) have opted

for the third point in the scale (disagree).



H Strongly agree
mAgree
mDisagree

m Strongly disagree

Figure 1.12.a : I still feel able even when the teacher
corrects my errors: Females

B Strongly agree
H Agree
= Disagree

m Strongly disagree

Figure 1.12.b : I still feel able even when the teacher
corrects my errors: Males




Item 1.13 | feel unanxious when | take part in clasroom discussions.
Anxiety can be one of the explanations thadl e the efficacy judgment.

Anxiety is defined by Bandura (1997. 13@ps a state of anticipatory apprehension over
possible deleterious happening#.is assumed here that students who do not feebas are

the ones who trust their abilities and believe thay can do a task. So, students are asked to
estimate how agreement or disagreement they tHifdeting unanxious when they take part

in classroom discussions.

Table (1.13) | feel unanxious when | take part inlassroom discussions.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 19 60 28 3 121
% 15,70 49,58 23,14 2,47 100
Boys Number |7 7 12 4 30
% 23,33 23,33 40 13,33 100

(74, 66%) of the students in the sample (femaled males) have reported positive answers
about the fact of feeling unanxious when taking parclassroom discussions as opposed to

(31, 33%) who have opted for the reverse situation.

Notices that females’ results recorded for themitabout the third point in the scale
(disagree) are a bit different from the other resswf the other items. In item (1.1) the

majority of female students have agreed with theaidf speaking voluntarily when they



decide to which means that normally they feel uimamnsxand at ease and only 8 students have

disagreed but in this item 28 students have desalyr

Males’ results recorded for this item about thedtpoint in the scale are slightly different
from the other points in the scale (l.e. it's higtltean the others) and different from item (1.1)

where they agreed with the idea of speaking vohiptahen they decide to as well.

Table (1.13) indicates that 19 female students T0%p) and 7 male students (23, 33%) have
opted for the highest point in the scale, 60 fesd#9, 58%) and 7 males (23,33%) have

chosen the second point ( agree).

However, 28 females (23,14%) and 12 males (40%# lgawne to the third point in the scale
(disagree), and only 3 females (2, 47%) and 4 m@l8s 33%) have opted for the lowest

point; that of strongly disagree.

One has to note that the feeling of anxiety isalstays a sign of low ability. It might be an
anticipatory feeling or provoked one when certaidividuals engage in a task. Anxiety can
be also felt when ‘over strivers’ for success eigere high degrees of it due to overstated

fear of failure as Covington (1992. In Pintrich&Hbnk.1996) believes.

But when students suffer from lasting or enduriagse of anxiety, then this can rather be a

‘trait-anxiety’ that is somehow a result of thearponality profile. (Oxford.1999). so, this is a

good sign of low efficacy beliefs.



m Strongly agree
HAgree
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E Strongly disagree

Figure 1.13.a : I feel unanxious when i take part in
classroom discussions: Females

B Strongly agree
H Agree
= Disagree

m Strongly disagree

Figure 1.13.b : I feel unanxious when i take part in
classroom discussions: Males




Item 1.14 | feel calm when | take part in classroondiscussions

Students are asked to rate how agreemensagmiement it is for them to feel calm when

they take part in classroom discussions. The assomis that students who hold a positive

view about their capabilities will feel calm whdrey take part in classroom discussions.

Table (1.14) | feel calm when | take part in classom discussions

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 30 61 29 1 121
% 24,79 50,41 23,96 0,82 100
Boys Number |7 16 7 0 30
% 23,33 53,33 23,33 0 100

(76%) of the students in the sample (fematesraales) have reported that they feel calm

when they take part in classroom discussions assgupto (24%) who have opted for the

reverse situation.

Notice that female’ results recorded for this iteoncerning the third point in the scale
(disagree) are approximately the same with theipusvitem but are of slight difference with

the other items; l.e. these results are a bit migbenpared to the other results of the other

items.




Table (1.14) indicates that 30 female students 724) and 7 male students (23, 33%) have
opted for the highest point in the scale (stroragjyee), whereas, 61 females (50, 41%) and 16

males (53, 33%) have chosen the second point (agree

These students have reported positive self-ratingghis item may be because they trust
themselves and hold a high sense of efficacy atmit capabilities. The latter that helps

them to manage their feeling of anxiety and fea way that does not affect them negatively.

However, 29 females (23, 96%) and 7 males (23, 3396 opted for the third point in the
scale (disagree), and only 1 female who has chtiseteast point which is that of strongly

disagree.

These students (especially females) have repoegdtive self-ratings may be because they
have the stressful feeling that anticipates thaitipipations and discussions but which does

not mean a low self-perception of competence.



m Strongly agree
H Agree
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Figure 1.14.a : Feeling calm when taking part in
classroom discussions: Females

H Strongly agree
mAgree
= Disagree

m Strongly disagree

Figure 1.14.b : Feeling calm when taking partin
classroom discussions: Males




Iltem 1.15 | feel comfortable when | take part in tassroom discussions.

Students are asked to indicate how agreenresisagreement it is for them that they feel

comfortable when they take part in classroom dsions.

Comfort is likely to play a key role in developisglf-efficacy perceptions, in the sense that it

elicits cues about the results of a certain action.

Thus, it is assumed that students who hold a sttongeption about their speaking ability are
likely to handle their anxiety and fear and read\give voice to their English language and

ideas.

When the student takes part in classroom discussind feels comfortable, then this comfort
will give him/her a sense of relaxation and trustl 3o will develop a high perception of the

self and the capabilities as well.

Table (1.15) | feel comfortable when | take part inclassroom discussions.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 35 68 17 0 121
% 28,92 56,19 14,04 0 100
Boys Number |7 16 7 0 30
% 23,33 53,33 23,33 0 100

The majority of the students in the sample @l® and males) (84%) have reported
positive answers about feeling comfortable whely tiae part in classroom discussions in

preference to (16%) of the students who have djgtetthe reverse situation.



As it is indicated in table (1.15), 35 female stude(28, 92%) and 7 male students (23, 33%)

have chosen the first point in the scale (stroagsee), where as 68 females (56, 19%) and 16

males (53, 33%) have opted for the second poimeé&g

Conversely, 17 females (14, 04%) and 7 males (33p)3have gone for the third point of

disagreement and no one preferred the last pothiiscale (strongly disagree).



H Strongly agree
mAgree
= Disagree

m strongly disagree

Figure 1.15.a : Feeling comfortable when taking part
in classroom discussions: Females

H Strongly agree
HAgree
= Disagree

m Strongly disagree

Figure 1.15.b : Feeling comfortable when taking part
in classroom discussions: Males




Item 1.16 | feel unperturbed when the teacher asksie to speak.

Students are asked to estimate how agreemelisagreement it is for them that they feel

unperturbed when they take part in classroom dssons.

The assumption here is that once the student teglerturbed when the teacher asks him/her
to speak, the sense of serenity and trust willuk &nd a high self-perception will be reached
as well. Hence, the student will participate an@aspand so improve his/her English

language.

Table (1.16) | feel unperturbed when the teacher &s me to speak.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 19 55 38 8 121
% 15,70 45,45 31,40 6,61 100
Boys Number |5 19 4 2 30
% 16,66 63,33 13,33 6,66 100

The majority of the students in the sample (flesmand males) (65, 33%) have reported that
they don't feel perturbed when they take part imsstoom discussions as opposed to (34,

67%) of the students who have opted for the revataations.

One must notice that females’ results recordedis item concerning the third point in the

scale (disagree) are higher than the other resulkle other items.



Table (1.16) indicates that 19 female students 7036) and 5 male students (16, 66%) have
opted for the first point in the scale (stronglye®, whereas, 55 females (45, 45%) and 19

males (63, 33%) have chosen the second point (agree

On the other hand, 38 females (31, 40%) and 4 n{aBs33%) have gone for the third point
of disagreement and only 8 females (6, 61%) anc&2sn6, 66%) have chosen the last point

in the scale (strongly disagree).



m Strongly agree
m Agree
u Disagree

m Strongly disagree

Figure 1.16.a : I feel unperturbed when the teacher
asks me to speak: Females

m Strongly agree
H Agree
= Disagree

m Strongly disagree

Figure 1.16.b : I feel unperturbed when the teacher
asks me to speak: Males




Item 2.17 In oral expression classes, | feel conédt when | participate.

Students are asked to indicate how agreenresisagreement it is for them that they feel

confident when they participate in their oral exgsien classes.

It is assumed that students who have a strong sdrssdf-efficacy are likely to feel confident
when they participate. Once the student feels figlfficacious he/she will trust his/her

abilities and hence will be able to participatehnatl confidence.

Table (2.17) In oral expression classes, | feel diodent when | participate.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 64 51 5 1 121
% 52,89 42,14 4,13 0,82 100
Boys Number | 12 12 5 1 30
% 40 40 16,66 3,33 100

The majority of the students in the sample éla® and males) (92, 66%) have positively
reported that in oral expression classes, theydeedident when they participate as opposed

to (8%) who have opted for the opposite situation.

As it is showed in table (2.17), 64 female studdb® 89%) and 12 male students (40%)
have chosen the highest point in the scale (styomgilee) whereas 51 females (42, 14%) and

12 males (40%) have opted for the second pointhwisithat of agree.



Conversely, 5 females (4, 13%) and 5 males (16, )66&ve gone for the third point
(disagree) and only 1 female (0, 82%) and 1 mal&33%6) have opted for the least point in

the scale.

m Strongly agree
H Agree
" Disagree

B Strongly disagree

Figure 2.17.a Feeling confident when participating in
oral expression classes: Females

B Strongly agree
m Agree
= Disagree

m Strongly disagree

Figure 2.17.b Feeling confident when participating in
oral expression classes: Males




Item 2.18 In oral expression classes, | feel at@awhen | participate.

Students are asked to measure how much agne@mdisagreement it is for them that in

oral expression classes, they feel at ease whgrptrécipate.

The assumption here is that students with highesehperceived efficacy are likely to feel at
ease when they participate. When the student desederceptions about his/herself, he/she
will be able to participate and speak using theifpr language (English language for that

matter) and feel at ease without any pressureasfdestress.

Table (2.18) In oral expression classes, | feel @aase when | participate.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 24 79 17 1 121
% 19,83 65,28 14,04 0,82 100
Boys Number |7 18 5 0 30
% 23,33 60 16,66 0 100

The majority of the students in the sample @E®s and males) (85, 33%) have reported
positive ratings about their feelings while papating in oral expression classes, versus (15,

33%) of the students who have chosen the reverssisn.

Table (2.18) indicates that 24 female students §8%) and 7 male students (23, 33%) have
preferred the first point in the scale (stronglyes, whereas 79 females (65, 28%) and 18

males (60%) have gone for the second point of ageee(agree).



On the contrary, 17 females (14, 04%) and 5 mdlésq6%) have opted for the third point in
the scale (disagree) and only 1 female (0, 82%) t® chosen the last point of strongly

disagreement.

m Strongly agree
mAgree
= Disagree

m Strongly disagree

Figure 2.18.b Feeling at ease when participating in oral
expression classes : Females

H Strongly agree
HAgree
= Disagree

m Strongly disagree

Figure 2.18.a Feeling at ease when participating in
oral exression classes: Males




Item 2.19 In oral expression classes, | feel relag@vhen | participate.

Students are asked to gauge how much agreemdigagreement it is significant for them

that they feel relaxed when participating in tlogal expression classes.

It is assumed that students with high sense ota&ffi are likely to feel relaxed when they

participate.

Generally, students fear participation and becomeoas when they think that they do not
have the trustful abilities, but when they valueithcapabilities they will speak and feel

relaxed as well.

Table (2.19) In oral expression classes, | feel eeled when | participate.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 39 71 10 1 121
% 32,23 58,67 8,26 0,82 100
Boys Number |9 15 5 1 30
% 30 50 16,66 3,33 100

(89, 33%) of all the students in the samplenéles and males), have reported positive
ratings about their feeling when participating iraloexpression classes as opposed to (11,

33%) of the students who have chosen the oppagitisn.

As it is mentioned in table (2.19), 39 female studg32, 23%) and 9 male students (30%)
have chosen the highest point in the scale (styomglee) whereas, 71 females (58, 67%) and

15 males (50%) have opted for the second pointhwisithat of agree.



Conversely, 10 females (8, 26%) and 5 males (18p)6bave gone for the third point
(disagree) and only 1 female (0, 82%) and 1 mal83%) have opted for the last point in the

scale.

H Strongly agree
mAgree
mDisagree

m Strongly disagree

Figure 2.19.a Feeling relaxed when participating in
oral expression classes: Females
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Figure 2.19.b Feeling relaxed when participating in
oral expression classes: Males




Item 2.20 In oral expression classes, | feel unwaed of speaking inability.

Students are asked to determine how agreeonahsagreement it is significant for them

that they feel unworried of speaking inability fretr oral expression classes.

The assumption here is that students with highesehfficacy will not think in a negative
way about their abilities or fear the task of spegkin oral classes students participate and
speak because they trust themselves which wilitHetn feel comfortable and quiet and

especially unworried about the speaking inability.

Table (2.20) In oral expression classes, | feel uowied of speaking inability.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 23 62 36 1 121
% 19 51,23 29,75 0,82 100
Boys Number | 10 12 6 2 30
% 33,33 40 20 6,66 100

The majority of the students in the sample @ék® and males) (71, 33%) have agreed with
the idea that they feel unworried of their speakimapility in their oral expression classes, as

opposed to (30%) who have disagreed with the siioat

One must notice that female’ results in this itemow the third point in the scale is higher
compared to the other results in the other itemg beabecause those students (especially
females) think a lot about their abilities in a oiitye way that reflects their way of thinking.

In other words those feeling worried about thegadpng inability does not mean that they are



not capable but rather it can be a motivating fafdothem that pushes them to provide more

effort to participate and reach the goal of beirsp@aker of English language.

Table (2.20) indicates that 23 female students (18986l 10 male students (33, 33%) have
opted for the first point in the scale whereas &adles (29, 75%) and 12 males (40%) have

chosen the second point (agree).

However, 36 females (29, 75%) and 6 males (20%#g lyne for the third point in the scale

(disagree) and only 1 female (0, 82%) and 2 m&e66%) have chosen the last point.
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Figure 2.20.a Feeling unworried of speaking
ianability in oral expression classes: Females

B Strongly agree
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Figure 2.20.b Feeling unworried of speaking inability
in oral expression classes: Males




Item 2.21 | know that | will lose my words when | tel stressed before | speak.

Students are asked to measure how much agne@meisagreement it is significant for

them that they know they will lose their words whbay feel stressed before they speak.

Students who feel anxious and stressed are likellgibk that they will lose their words while

speaking.

It is assumed that high self-efficacy perceivedistius are the ones who speak and give voice
to their ideas whatever the thoughts that comdéar minds about losing their words when

feeling stressed or anxious before they speak.

Table (2.21) | know that I will lose my words wherl feel stressed before | speak.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number |61 52 7 1 121
% 50,41 42,97 5,78 0,82 100
Boys Number | 19 13 7 1 30
% 63,33 43,33 23,33 3,33 100

The majority of students in the sample (femeadesl males) (96, 66%) have reported
positive agreements about their thoughts of losivegr words when they feel stressed before

they speak as opposed to (26, 66%) who have gorked@pposite situation.

One must notice that the majority have agreed wighabove situation not because they are
low estimated self-efficient students but ratheyrba because this is a human cognitive way

of thinking. In other words, the majority of studerfand individuals too) before they speak



they put pre-visualization about the outcome ofrtpherformance and might feel stressed, the
fact that let them think that they will lose theiords before they speak, but may be after they

go ahead and speak they will forget about stredsnglhnot lose their words anymore.

Table (2.21) indicates that 61 female students4%9) and 19 male students (63, 33%) have
strongly agreed with the statement whereas, 52 lemm@d2, 97%) and 13 males (43, 33%)

have chosen the second point in the scale |. eéxgr

Conversely, 7 females (5, 78%) and 7 males (23,)38%e opted for the third point and only
1 female (0, 82%) and 1 male (3, 33%) have gondherleast point in the scale (strongly

disagree).
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Figure 2.21.a Knowing that i will lose my words when
i feel stressed before speaking: Females
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Figure 2.21.b Knowing thati will lose my words when i
feel stressed before speaking: Males




Item 2.22 | predict positive performance of my spedng skill when | feel able.

Students are asked to estimate how agreemetis@greement it is significant for them

that they predict positive performance of theiradpeg skill when they feel able.

The assumption here is that in an oral class, stadmake predictions about their oral
performance, so if they trust their abilities aradue their competence, then they will predict

positive performance and be good speakers of tggdbrianguage.

Table (2.22) | predict positive performance of my geaking skill when | feel able.

Gender StronglyagreeAgree Disagree | Stronglydisagreé&otal
Girls Number | 40 76 4 0 121
% 33,05 62,80 3,30 0 100
Boys Number | 6 19 5 0 30
% 20 63,33 16,66 0 100

The majority of the students in the sample él® and males) (94%) have reported
positive answers about predicting positive perfaroeaof their speaking skill when they feel

able in opposite to (6%) who have disagreed wighsituation.

As it is indicated in table (2.22) 40 female stusg33, 05%) and 6 male students (20%) have
opted for the highest point in the scale (stroraglyee), whereas, 76 females (62, 80%) and 19

males (63, 33%) have chosen the second point (agree

Yet, 4 females (3, 30%) and 5 males (16, 66%) lguee for the third point in the scale

(disagree), no one have preferred the lowest pdidisagreement (strongly disagree).
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Figure 2.22.a Predicting positive performance of the
speaking skill when feeling able: Females
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Figure 2.22.b Predicting positive performance of the
speaking skill when feeling able: Males




Item 2.23 | still predict positive performance of ny speaking skill even when | feel

unable.

Students are asked to gauge how much agreemdisagreement it is significant for them
that they still predict positive performance ofittepeaking skill even when they feel unable.
It is assumed that high self-efficient students the ones who try to avoid their personal

obstacles and their weak views about themselvegusnhdo on to participate and speak.

Table (2.23) | still predict positive performance ® my speaking skill even when | feel

unable.
Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 16 63 40 3 121
% 13,22 52,06 33,05 2,47 100
Boys Number | 4 15 9 2 30
% 13,33 50 30 6,66 100

The majority of the students in the sample @l® and males) (65, 33%) have positively
agreed with the statement, in that they still predositive performance of their speaking skill
even when they feel unable, as opposed to (42%hefstudents who have chosen the

opposite situation.

One has to note that female results recorded snitéin concerning the third point in the scale
(disagree) are higher compared to the previoudtsesuthe previous item. These students

(females) disagreed not because they are low Halieat (i.e. they are high self-efficient



ones as found in the very first items in the s@alejnay be because their negative prediction

of their speaking skill refers to their way of tking or to their previous engagement.

Table (2.23) indicates that 16 female students 223p) and 4 male students (13, 33%) have
strongly agreed with the statement in the scalereds, 63 females (52, 06%) and 15 males

(50%) have opted for the second point (agree).

On the contrary, 40 females (33, 05%) and 9 m&6%o] have chosen the third point in the
scale (disagree) and only, 3 females (2, 47%) amdales (6, 66%) have opted the fourth

point of disagreement (strongly disagree).
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Figure 2.23.a Still predicting positive performance of
the speaking skill even when feeling unable: Females

B Strongly agree
H Agree
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Figure 2.23.b Still predicting positive performance of the
speaking skill even when feeling unable: Males




Item 2.24 My speaking skill will be worse when | anunsure about my abilities.

Students are asked to gauge how much agreemdistagreement it is significant for them

that their speaking skill will be worse when theg ansure about their abilities.

The assumption here is that students who do nst thnemselves and feel unsure about their

abilities are the ones whose speaking skill willviierse compared to that of other students

who trust their abilities and their speaking sg#ls better and better.

Table (2.24) My speaking skill will be worse when &m unsure about my abilities.

Gender StronglyagreeAgree Disagree | Stronglydisagreé&otal
Girls Number | 39 59 18 2 121
% 32,23 48,76 14,87 1,65 100
Boys Number | 10 11 7 2 30
% 33,33 36,66 23,33 6,66 100

(79, 33%) of the students in the sample (femma@ed males) have reported that their

speaking skill will be worse when they are unsureua their abilities. However, (19, 33%) of

the students have disagreed with the statemeheisdale.

As it is indicated in table (2.24) 39 female studg32, 23%) and 10 male students (33, 33%)

have chosen the first point in the scale (stroagisee), whereas, 59 females (48, 76%) and 11

males (36, 66%) have opted for the second poime&g




However, 18 females (14, 87%) and 7 males (23, 38%¢ gone for the third point, and only
2 females (1, 65%) and 2 males (6, 66%) have chtseast point in the scale (strongly

disagree).
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Figure 2.24 a : The speaking skill will be worse when being
unsure about the abilities: Females

m Strongly agree
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= Disagree

m Strongly disagree

Figure 2.24 b: The speaking skill will be worse when
beign unsure about the abilities: Males




Item 2.25 | will give more effort to improve my spaking skill once | trust my abilities.

Students are asked to estimate how much agrégeon disagreement it is significant for
them that they will give more effort to improve thepeaking skill once they trust their

abilities.

It is assumed that in an oral session, studentsviney trust their abilities, they will feel
motivated to give more effort to speak in ordemiprove their speaking skill because unless

they believe in their capabilities that they widl d task most of the times in a successful way.

Table (2.25) | will give more effort to improve myspeaking skill once | trust my abilities

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 85 35 0 1 121
% 70,24 28,92 0 0,82 100
Boys Number | 14 13 2 1 30
% 46,66 43,33 6,66 3,33 100

The majority of the students in the samplangdkes and males) (98%) have reported
positive answers about giving more effort to imgakieir speaking skill once they trust their

abilities as opposed to (2%) who have disagreel thi statement.

As it is shown in the table above, 85 female sttelén0, 24%) and 14 male students (46,
66%) have strongly agreed with the idea of givingreneffort to improve the speaking skill
when trusting their abilities, whereas, 35 femd[@8, 92%) and 13 males (43, 33%) have

chosen the second point in the scale (agree).



Yet, 2 males (6, 66%) have opted for the third p@ilsagree), only 1 female (0, 82%) and 1

male (3, 33%) have gone for the lowest point is Huale (strongly disagree).
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Figure 2.25 a: Giving more effort to improve the speaking skill
once trusting the abilities: Females
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Figure 2.25 b: Giving more effort to improve the speaking
skill once trusting the abilities: Males




Item (2.26) | like oral classroom participation beause they develop my speaking skill.

Students are asked to determine how much mgrmeor disagreement it is significant for

them that they like oral classroom patrticipationdese they develop their speaking skill.

The assumption here is that when students pertatvaselves as efficient students, they will
like what they are capable in and so give morereffo learn in. in speaking settings, if a
student believes in his/her capacities, then, lee¥gh love and appreciate the participations

that they can develop their speaking skills.

Table (2.26) | like oral classroom participation beause they develop my speaking skill.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 80 40 0 1 121
% 70,24 28,92 0 0,82 100
Boys Number | 15 11 3 1 30
% 46,66 43,33 6,66 3,33 100

The majority of the students in the sample @E®s and males) (90, 66%) have reported
positive answers about the fact that they like aralssroom participation because they
develop their speaking skill in reverse to a mityoaf (3, 33%) of the students who have

gone for the opposite situation.

Table (2.26) indicates that 80 female students Z49%) and 15 male students (46, 66%) have
chosen the highest point in the scale (stronglge)gmwhereas, 40 females (28, 92%) and 11

males (43, 33%) have opted for the second poime&g



Conversely, 3 males (6, 66%) have preferred the thoint (disagree), and only 1 female (O,

82%) and 1 male (3, 33%) have chosen the last poihe scale (strongly disagree).
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Figure 2.26 a: Liking oral classroom participation
because they develop their speaking skill: Femles
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Figure 2.26 b: Liking oral classroom participation
because they develop their speaking skill: Males

Item 2.27 Once | believe in my abilities, | partigpate voluntarily.



Students are asked to estimate how much agrégeon disagreement it is significant for

them that once they believe in their abilities ytparticipate voluntarily.

It is assumed that students who believe in thgabdities are the ones who will take the risk
and feel motivated to speak voluntarily. In otheores, self-efficient students are highly

motivated to participate and so, be good spealkdinglish language.

Table (2.27) Once | believe in my abilities, | partipate voluntarily .

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 65 48 6 2 121
% 53,71 39,66 8,26 1,65 100
Boys Number | 15 13 5 0 30
% 50 43,33 16,66 0 100

(94%) of the students in the sample (femalas$ raales) have reported positive answers
about the statement above as opposed to (6%) dittidents who have gone for the reverse

situation in the scale.

As it is shown the table above, 65 female stud@8s71%) and 15 male students (50%) have
chosen the highest point in the scale (stronglg&@gmwhereas, 48 females (39, 66%) and 13

males (43, 33%) have opted for the second poimeé&g

Conversely, 6 females (8, 26%) and 5 males (16, )66&e gone for the third point
(disagree) and only 2 females (1, 65%) who havesehahe lowest point in the scale

(strongly disagree).
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Figure 2.27 a: Once I believe in my abilities, 1
participate voluntarily: Females
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Figure 2.27 b: Once i believe in my abilities, I
participate voluntarily: Males

Iltem 2.28 | keep on participating even if | make nstakes.

Students are asked to estimate how agreemeligagreement it is significant for them that

they keep on participating even if they make missak



It is assumed that when students believe in tragabilities they will engage in oral tasks and
take risks and keep on participating as well eveghdy make mistakes. This fact is a good
sign of the positive effect of self-efficacy thattivates students to be good speakers of

English language.

Table (2.28) | keep on participating even if | makenistakes.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 65 48 6 2 121
% 53,71 39,66 8,26 1,65 100
Boys Number | 15 13 5 0 30
% 50 43,33 16,66 0 100

(94%) of the students in the sample (femafek raales) have agreed with the statement

above as opposite to a minority of (8, 66%) whoehgone for the reverse situation.

As it is shown in table (2.28) 65 female studeb, (71%) and 15 male students (50%) have
reported that they strongly agree with the ided thay keep on participating even if they
make mistakes. 4 females (39, 66%) and 13 males3@%8) have chosen the second point of

agreement (agree).

Conversely, 6 females (8, 26%) and 5 males (16,)8&¥e opted for the third point in the
scale (disagree), whereas, only 2 females (1, 6G&8e preferred the least point of

disagreement; that of strongly disagree.
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Figure 2.28 a: I keep on participating even if I make
mistakes: Females
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Figure 2.28b: I keep on participating even if I make
mistakes: Males

Item 2.29 | like participation when | feel able todo so.

Students are asked to determine how much mgrmteor disagreement it is significant for

them that they like participation when they fedkatio do so.



The assumption here is that students like to spdwsdn they trust their abilities, which means

that they prefer speaking when they are self-efficithan being low efficient.

Item (2.29) | like participation when | feel able b do so.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 74 43 2 2 121
% 61,15 35,53 1,65 1,65 100
Boys Number | 15 12 2 1 30
% 50 40 6,66 3,33 100

(96%) of the students in the sample (femaled males) have reported that they like
participation when they feel able to do so as opgds (4%) of the students who have gone

for the opposite situation.

Table (2.29) shows that 74 females students (6%)1&nd 15 males students (50%) have
opted for the first point in the scale (stronglye®, whereas, 43 females (35, 53%) and 12

males (40%) have chosen the second point (agree).

Conversely, 2 females (1. 65%) and 2 males (6, G&¢ preferred the third point, whereas,
only 2 females (1, 65%) and 1 male (3, 33%) haveedpor the lowest point in the scale

(strongly disagree).
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Figure2.29 a: I like participtaion when I feel able to
do so: Females
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Figure 2.29b: I like participation when I feel able to do
so : Males




Item (2.30) | like participation even when | feel msatisfied with my speaking skill.

Students are asked to estimate how much agrégeon disagreement it is significant for

them that they like participation even when thesl fensatisfied with my speaking skill.

Generally individuals choose tasks that they fdégtient in but avoiding others does not
mean that they are low efficacy perceived studértiss is the same case of English students

in an oral class.

Table (2.23) | like participation even when | feelnsatisfied with my speaking skill.

Gender StronglyagreeAgree Disagree | Stronglydisagreé&otal
Girls Number | 13 65 40 3 121
% 10,74 53,71 33,05 2,47 100
Boys Number | 3 18 8 1 30
% 10 60 26,66 3,33 100

The majority of the students in the sample (p6%ve reported that they like participation
even when they feel unsatisfied with my speaking ak opposed to (34%) of the students

who have preferred the reverse situation.

One must notice that female results recorded is itkim about the third point in the scale
(disagree) are higher than the previous resultherother items. This might mean that those
students are not low efficient but may be they wamsatisfied with their speaking skill and

they want more effort to become good speakers.



As it is shown in table (3.23) 13 female studeid, (74%) and 3 male students (10%) have
opted for the first point in the scale (stronglyes whereas, 65 females (53, 71%) and 18

males (60%) have chosen the second point (agree).

On the contrary, 40 females (33, 05%) and 8 m&lés §6%) have gone for the third point
(disagree), whereas, 3 females (2, 47%) and 1 (Bal@3%) have preferred the last point in

the scale (strongly disagree).
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Figure 2.30 a: I like participation even when i feel
unsatisfied with my speaking skill: Females
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Figure 2.30 b: I like participation even when i feel
unsatisfied with my speaking skill: Males




Item 2.31 | like participation even when | have lak of confidence

Students are asked to determine whether theaear disagree with the idea that they like

participation even when they have lack of configenc

It is assumed that students in oral classes likgatticipate when they feel able and trustful

but avoid other tasks when they are unsure abeut¢hpabilities.

Table (2.31) | like participation even when | havdack of confidence.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 19 55 44 5 121
% 15,70 45,45 36,36 4,13 100
Boys Number |1 20 6 3 30
% 3,33 66,66 20 10 100

The majority of the students in the samplendées and males) (63, 33%) have agreed with
the idea that they like participation even whenythave lack of confidence, whereas, (38,

66%) of the students have opted for the oppodiatson.

One must notice that female results recorded initdra above about the third point in the

scale are slightly higher than the previous item tan other items in the scale.

Table (2.31) indicates that 19 female students {08p) and 1 male student (3, 33%) have
chosen the first point in the scale (strongly agrediereas, 55 females (45, 45%) and 20

males (66, 66%) have gone for the second poine&gr



Reversely, 44 females (36, 36%) and 6 males (2G## lopted for the third point (disagree),
whereas, 5 females (4, 13%) and 3 males (10%) peaferred the lowest point in the scale

(strongly disagree).
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Figure 2.31 a: I like participation even when I
have lack of confidence: Females
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Figure 2.31 b: 1 like participation even when I
have lack of confidence: Males




Item 2.32 | like participation even when | have ingfficient knowledge about the topic

Students are asked to determine whether theear disagree with the idea that they like

participation even when they have insufficient kfexige about the topic.

The assumption here is that highly perceived stisdentheir oral classes are the ones who
participate even if they do not have insufficienblwledge about the topic, of course because

they want to be speakers of the English language.

Table (2.32) | like participation even when | havensufficient knowledge about the topic.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 19 51 42 9 121
% 15,70 42,14 34,71 7,43 100
Boys Number | 4 10 13 3 30
% 13,33 33,33 43,33 10 100

(56%) of the students in the sample (femaled males) have reported that they like
participation even when they have insufficient kfexige about the topic as opposed to (44%)

of the students who have disagreed with the idea.

One must notice that female results recorded mitem about the third point in the scale are

of slight difference compared to the other results.



Table (2.32) shows that 19 females (15, 70%) anthkes (13, 33%) have opted for the first

point in the scale where they strongly agreed, ed®r51 females (42, 14%) and 10 males

(33, 33%) have chosen the second point (agree).

Conversely, 42 females (34, 71%) and 13 males33%) have disagreed, and 9 females (7,

43%) and 3 males (33, 33%) have gone for the laist ;n the scale (disagree).
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Figure 2.32 a: I like participation when I have
insuuficient knowldge about the topic: Females

H Strongly agree
mAgree
= Disagree

m Strongly disagree

Figure 2.32 b: 1 like participation when I have
insufficient knowldge about the topic: Males

Item 3.1 | believe that the speaking skill is an iportant skill to be learned.



Students are asked to estimate how much agrégeon disagreement it is significant for

them that the speaking skill is an important gkilbe learned.

The assumption here is that students who havenpécit motive inside them are the ones

who believe that the speaking skill is an imporsall to be learned.

Table (3.1) | believe that the speaking skill is aimportant skill to be learned.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 98 20 3 1 121
% 80,99 16,52 2,47 0,82 100
Boys Number | 21 6 1 0 30
% 70 20 3,33 0 100

The majority of the students in the sample @®%6) have reported positive answers about
the idea of believing that the speaking skill isi@portant skill to be learned, as opposite to

(3, 33%) of the students who have disagreed wehatiove idea.



As it is shown in table (3.1), 98 female stude8B, ©9%) and 21 males (70%) have strongly
agreed with the item of the scale. 20 females $28p) and 6 males (20%) have chosen the

second point (agree).

Conversely, 3 females (2, 47%) and 1 male (3, 338%E gone for the third point in the scale

(disagree) and only 1 female (0, 82%) has strodiggreed with the statement.
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Figure 3.1 a: Believing that the speaking skill is an
important skill to be learned: Females
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Figure 3.1 b: Believing that the speaking skill is an
important skill to be learned: Males

Item 3.2 | want to be a good speaker of English lguage

Students are asked to determine how much agmeor disagreement it is significant for

them that they want to be good speakers of Entdisuage.

It is assumed that students who have the motivetladesire to learn the English language
are the ones who will try their hard in order tatpgpate and be good speakers of this

language.

Table (3.2) I want to be a good speaker of Englidanguage.



Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 110 11 0 0 121
% 90,90 9,09 0 0 100
Boys Number | 20 7 1 1 30
% 66,66 23,33 3,33 3,33 100

The majority of the students in the samplendkes and males) (98, 66%) have reported

positive answers about wanting to be good speakeEnglish language, as opposite to (1,

33%) of the students who have disagreed with tiotson.

Table (3.2) indicates that 110 female students §999) and 20 male students (66, 66%) have

chosen the first point in the scale (strongly agredereas, 11 females (9, 09%) and 7 males

(23, 33%) have opted for the second point (agree).

On the contrary, only 1 male (3, 33%) has gondHerthird point in the scale (disagree) and 1

female (3, 33%) has chosen the last point of styotigagreement.
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Figure 3.2 a: I want to be agood speaker of the
English language: Females
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Figure 3.2b: I want to be a good speaker of the
English language: Males




Item 3.3 | like to participate without relying on my classmates’ success.

Students are asked to estimate how much agréemnalisagreement it is significant for

them that they like participation without relying their classmates’ success.

The assumption is that students who have the stlesge to learn the English language are
the ones who like participation without relying their classmates ‘success i.e. they do not

wait for an external motive to speak because tlaag lthe internal one.

Table (3.3) | like to participate without relying on my classmates ‘successes.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 63 50 5 3 121
% 52,06 41,32 4,13 2,47 100
Boys Number | 11 14 4 0 30
% 36,66 11,57 13,33 0 100

The majority of the students in the samplenfiles and males) (92%) have agreed with the
fact that they like participation without relyingh dheir classmates’ successes in reverse to

(8%) who have disagreed with the statement.

As it is shown in table (3.3) 63 female student®, (%) and 11 male students (36, 66%)
have chosen the first point in the scale (strolagiyee), whereas, 50 females (41, 32%) and 14

males (11, 57%) have opted for the second poimeé&g



In contrary, 5 females (4, 13%) and 4 males (1%p)38ave gone for the third point (disagree)

and only 3 females (2, 47%) have chosen the lopast in the scale (strongly disagree).
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Figure 3.3 a: I like to participate without relying on
my classmates' successes: Females
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Figure 3.3 b: I like to participarte without relying on
my classmates'successes: Males




Item 3.4 | like to participate to be the best of myclassmates.

Students are asked to gauge how much agreemdigagreement it is significant for them

that they like participation in order to be thetb&fstheir classmates.

The assumption here is that strongly motivatedesitedwho like to show themselves and be
best among their classmates are the ones whoilige more effort and participate as much

as they can in order to be good speakers of thédBrignguage.

Table (3.4) | like to participate to be the best ofmy classmates

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 63 43 13 2 121
% 52,06 35,53 10,74 1,65 100
Boys Number | 10 10 7 2 30
% 33,33 33,33 0,82 6,66 100

(84%) of the students in the sample have tedqgoositive answers about the above idea

whereas (16%) of the students have reported negatiswers about the same idea.

Table (3.4) indicates that 63 female students (82p) and 10 male students (33, 33%) have
chosen the first point in the scale (strongly agrediereas, 43 females (35, 53%) and 10

males (33, 33%) have gone for the second poine&gr



In the opposite, 13 females (10, 74%) and 7 mde82%) have preferred the third point
(disagree) and only 2 females (1, 65%) and 2 m&le66%) have opted for the lowest point

in scale (strongly disagree).

H Strongly agree
HAgree
mDisagree

m Strongly disagree

Figure 3.4 a: I like participation to be the best of my
classmates : Females

m Strongly agree
HAgree
mDisagree

E Strongly disagree

Figure 3.4 b: 1 like to participate to be the best of my
classmates: Males




Item 3.5 Hope for academic success pushes me toape

Students are asked to gauge how much agreemdistagreement it is significant for them

that their hope for academic success push thepeiaks

The assumption here is that students when theyfédare and hope for success, then this

will be a strong motive for them to speak and pgréte more and more.

Table (3.5) hope for academic success pushes mspeak.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 67 44 7 3 121
% 55,37 36, 36 5,78 2,47 100
Boys Number | 8 13 6 2 30
% 26,66 43,33 20 6,66 100

The majority of the students in the sample @kss and males) (88%) have agreed with the

fact that hope for academic success push themeksphereas, (12%) have disagreed.

Table (3.5) indicates that 67 female students 858p) and 8 male students (26, 66%) have
chosen the highest point in the scale (stronglgegrand 44 females and 13 males (43, 33%)

have gone for the second point (agree).



Conversely, 7 females (5, 78%) and 6 males (20%#¢ lopted for the third point (disagree),
whereas, only 3 female (2, 47%) and 2 male (6, 66& preferred the lowest point in the

scale which is that of strongly disagree.

B Strongly agree
W Agree
W Disagree

B sStrongly disagree

Figure 3.5 a: Hope for academic success pushes me to
speak: Females

m Strongly agree
B Agree
B Disagree

m Strongly disagree

Figure 3.5 b: Hope for acdemic success pushes me to
speak: Males




Item 4.1 | feel skillful when | participate.

Students are asked to estimate how much agréemnalisagreement it is significant for

them that they feel skillful when they participate.

The assumption here is that students who haveoagstiesire of learning the speaking skill

will feel skillful when they patrticipate.

Table (4.1) | feel skillful when | participate.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 54 61 6 0 121
% 44,62 50,41 4,95 0 100
Boys Number | 14 11 5 0 30
% 46,66 36,66 16,66 0 100

The majority of the students in the scale (fliemand males) (93, 33%) have reported
positive answers about the fact of feeling skilliuhen they participate as opposite to a

minority of (7, 33%) of the students who have disad.



As it is shown in table (4.1) 54 female student, @2%) and 14 male students (46, 66%)
have opted for the highest point in the scale Kgfipagree), whereas, 61 females (50, 41%)

and 11 males (36, 66%) have gone for the secomd pbagreement (agree).

Yet, 6 female (4, 95%) and 5 males (16, 66%) hasagileed, no one has chosen the least

point in the scale (strongly disagree).



H Strongly agree
HAgree
= Disagree

m Strongly disagree

Figure 4.1 a: Feeling skillful when participating:
Females

W Strongly agree
W Agree
W Disagree

W Strongly disagree

Figure 4.1 b: Feeling skillful when participating: Males

Item 4.2 | feel worthy when | express myself.



Students are asked to gauge how much agreemdigagreement it is significant for them

that they feel worthy when they express themselves.

When students participate and express themselftes,having the desire to do so, they will
value themselves and feel worthy. Self-worth iaitve opinion of oneself; in oral classes,
when a student speaks in English and wants todo®d speaker of it, he/she will feel worthy

and value his/her abilities.

Table (4.2) | feel worthy when | express myself.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number |31 64 22 1 121
% 25,61 52,89 18,18 0,82 100
Boys Number | 8 13 7 7 30
% 26,66 10,74 23,33 23,33 100




(77, 33%) of the students (females and malagg heported positive answers about feeling
worthy when expressing themselves, as opposit24066%) of the students who have given

negative answers.

Table (4.3) indicates that 31 female students §28p) and 8 male students (26, 66%) have
opted for the first point in the scale (stronglye®), whereas, 64 females (52, 89%) and 13

males (10, 74%) have chosen the second point (agree

However, 22 females (18, 18%) and 7 males (23, 336§ preferred the third point in the
scale, whereas, only 1 female (0, 82%) and 7 m@@s33%) have selected the fourth point

(strongly disagree).



® Ftrongly agree
HAgree
= Disagree

E Strongly disagree

Figure 4.2 a: Feeling worthy when expressing one's
self: Females

H Strongly agree
HAgree
= Disagree

E Strongly disagree

Figure 4.2 b: Feeling worthy when expressing one's
self: Males




Item 4.3 | feel more confident about my abilities.

Students are asked to estimate how much agrégeon disagreement it is significant for

them that they feel more confident about theiritas.

The assumption here is that students with a stsmmge of achievement motivation when
speaking in oral classes will feel more confiddmit their abilities. Need for achievement is

a basic predisposition of positive judgments likese of confidence and trust.

Table (4.3) | feel more confident about my abilitis.

Gender StronglyagreeAgree Disagree | Stronglydisagreé&otal
Girls Number | 46 72 2 2 121
% 38,01 59,50 1,65 1,65 100
Boys Number | 12 14 4 0 30
% 40 46,66 13,33 0 100

The majority of the students in the sample @kss and males) (96%) have agreed with the

statement above, whereas, (4%) of the studentsdiegen the opposite situation.

As it is shown in table (4.3), 46 female studeB®, 01%) and 12 male students (40%) have
strongly agreed with the fact of feeling more cdafit about one’s abilities, whereas, 72

females (59, 50%) and 14 males (46, 66%) have dptate second point (agree).

In opposite, 2 females (1, 65%) and 4 males (1%)3%ave gone for third point in the scale,

whereas, only 2 females (1, 65%) have preferredatneh point which is strongly disagree.



m Strongly agree
H Agree
= Disagree

B Strongly disagree

Figure 4.3 a: Feeling more confident about one's
abilities: Females




m Strongly agree
B Agree
mDisagree

m Strongly disagree

Figure 4.3 b: Feeling more confident about one's
abilities: Males

Iltem 4.4 | feel highly motivated to improve my oralskill when | achieve better than the

past.

Students are asked to estimate how much agrgeror disagreements it is significant for
them that they feel highly motivated to improveitlaal skill when they achieve better than
the past. It is assumed that when students spehkare a good result they will feel more
motivated to participate once again, and this tthey will advance and make a progress to

improve their oral skill and be good speakers effEmglish language.

Table (4.4) | feel highly motivated to improve my cal skill when | achieve better than

the past.



Gender StronglyagreeAgree Disagree | Stronglydisagre&otal

Girls Number | 80 40 1 0 121
% 66,11 33,05 0,82 0 100

Boys Number | 14 12 3 0 30
% 46,66 40 10 0 100

(97, 33%) of the students have reported pasdigreements about the fact of feeling highly
motivated to improve their oral skill when they smste better than the past, as opposite to (2,

66%) of the students who have gone for the rev@tgation.

Table (4.4) indicates that 80 female students {86p) and 14 male students (46, 66%) have
chosen the highest point in the scale, whereatema@les (33, 05%) and 12 males (40%) have

opted for the second point (agree).

Yet, 1 female (0, 82%) and 3 males (10%) have medethe third point (disagree), no one

has chosen the least point in the scale (strorighgdee).



m Strongly agree
HAgree
= Disagree

m Strongly disagree

Figure 4.4 a: Feeling highly motivated to improve
one's oral skill when achieving better than the past:
Females

m Strongly agree
B Agree
mDisagree

B Strongly disagree

Figure 4.4 b: Feeling highly motivated to improve
one's oral skill when achieving better then the past:
Males

Item 4.5 | feel pleased when | participate



Students are asked to agree or disagree wéhidea of feeling pleased when they

participate.

It is assumed that students with a strong desi&cbievement motivation will have positive

feelings towards themselves especially that ofrigglleased when they participate.

Gender StronglyagreeAgree Disagree | Stronglydisagre&otal
Girls Number | 47 62 9 3 121
% 38,84 51,23 7,43 2,47 100
Boys Number | 10 14 3 2 30
% 33,33 46,66 10 6,66 100

The majority of the students in the sample @6) (Females and males) have reported
positive answers about the idea of feeling pleaskdn participating, as opposite to (10,

66%) of the students who have chosen the reversaisn.

As it is shown in table (4.5) 47 female studeni8, @4%) and 10 male students (33, 33%)
have opted for the first point in the scale (stigrapree), whereas, 62 females (51, 23%) and

14 males (46, 66%) have chosen the second poirggag

Conversely, 9 females (7, 43%) and 3 males (10%#¢ lgone for the third point (disagree)
whereas, only 3 females (2, 47%) and 2 males (&)6tve preferred the fourth point in the

scale (strongly disagree).



B Strongly agree
B Agree
= Disagree

m Strongly disagree

Figure 4.5 a: Feeling pleased when I participate:
Females

m Strongly agree
B Agree
u Disagree

m Strongly disagree

Figure 4.5 b: Feeling pleased when I participate:
Males




4.2.6 General Discussion to the Scale Answers (SEfficacy)

4.2.6.1 First Part: Origin of Self-Efficacy

e The analysis of students’ responses recordeceifiirt$t table (item 1.1, 1.2, 1.3, 1.4) has
shown that mastery experience is a strong sourcelbefficacy. Students judge themselves
according to their experiences. In oral classagjesits develop their self-efficacy beliefs
from personal experiences and accomplishmentshiiey already made. So, once the student
feels satisfied about his/her oral speaking skid/she will strive towards doing well and

achieving better.

e The analysis of students’ responses recordedeisebond table (item 1.5, 1.6, 1.7, 1.8) has
shown that the vicarious experience is a weakercsoof efficacy beliefs then the enactive
accomplishments that participants in the sampleehgot towards the speaking skill of
English language. This fact does not deny the obicarious experience whereby students

observe others and make decision about their effiparception.

e The analysis of students’ responses recordederthind table (item 1.9, 1.10) has shown
that positive verbal persuasion is another soufedfizacy perception that encourages more
the students to speak and helps develop this $kilthe opposite, items (1.11, 1.12) have
shown that negative verbal judgments are accortbnthem is a weaker source of self-

efficacy perception.

e The analysis of students’ responses recordeceifotlrth table (item 1.13, 1.14, 1.15, 1.16)
has shown that the emotional states are anothecesotiefficacy perception. Anxiety, stress,
and other mood states influence the views the gmatgcipants hold about their speaking

skill.



From the previous data we can say that we aredardance with Bandura’s sources of self-

efficacy. This will be revealed in the followingaie.

Table 4.2.6.1 The Mean and Standard deviation of stlents’ self-efficacy (Origin)

Gender Mean Standard deviation
Females 255,98 95,61
Males 288,86 75,72

Table 1 shows that the mean value of the ssuof self-efficacy of female students is
255,98, and the mean value of male students i8888ith standard deviation of 95, 61 and
75, 72 respectively. One must notice that the figdirecorded in the above tables have
shown that there exists a relationship betweenesiistd answers and the sources of the

concept of self-efficacy as mentioned by Bandusaisrces of efficacy perceptions.

4.2.6.2 Second Part: Effect of Self-Efficacy

e The analysis of students’ responses recordeckiffirigt table (of the second part) (item 2.1,
2.2, 2.3, and 2.4) has shown that self-efficacyadhasong influence on the students’ affective
level. Students’ perceptions about their capacitis control their psychological states of
comfort and relaxation instead of worry and anxigtyl hence, create a sense of confidence

and trust that push the students to speak andipate.

e The analysis of students’ responses recordeceiisebond table (item 2.5, 2.6, 2.7, 2.8) has
shown that self-efficacy influences the cognitiegdl where students can overestimate their

speaking capabilities and make future predictidwuatheir accomplishments.



e The analysis of students’ responses recordederthind table (item 2.9, 2.10, 2.11, 2.12)
has shown that self-efficacy works like a motivafmr students to expand on making effort
and producing energy that will push them to spewkgarticipate. This is what happens at the

motivational level.

e The analysis of students’ responses recordeceitfioilrth table (item 2.13, 2.14, 2.15 2.16)
has shown that self-efficacy has an effect on thlection level as well. Students’ self
opinions decide or help make decisions about whdbtand what to avoid; i.e. when to speak
and when to keep silent ; but one must notice élwatdance is not always lack of efficacy

perception but might be referred to lack of conficke or insufficient knowledge.

Table 4.2.6.2 The Mean and Standard deviation of stlents ‘self-efficacy (effect)

Gender Mean Standard deviation
Females 252,19 91,23
Males 290,3 73,66

Table 2 indicates that the mean value ofeffiect of self-efficacy of female students is
252, 19 and male students is 290, 3 with standavdation of 91, 23 and 73, 66 respectively.
The reader can understand that the findings reddrdihe above tables have shown that there
exists a relationship between students’ answersttameffect of the concept of self-efficacy

as mentioned by Bandura’s levels of efficacy effect

Now, in order to ensure the existence of the pasitielationship between the students’
answers and the concept of self-efficacy with vi® tparts of sources and effect, we have

drawn the following table.



Table 4.2.6.3 The Mean and Standard Deviation of 8tlents ‘Answers to the Construct

of Self-Efficacy

Gender Self- Mean Standard
efficacy deviation
parts
Females | Origin of 541,17 135,01
& self-
Males efficacy
Females | Effect of 579,16 121,01
& self-
Males efficacy

As it is shown in the previous table, one nilgl sure that the majority of the students in
the sample have agreed with the relationship thadte between self-efficacy and the
speaking skill of English as a foreign language.cba hand, the mean reliability of students’
answers to the first part of self-efficacy sourseS41, 17 with standard deviation of 135, 01.
On the other hand, the mean reliability of studesrtiswers to the second part of self-efficacy

effects is 579,16 with standard deviation of 121,01
4.2.7 General Discussion to the Scale Answers (Nded Achievement)
4.2.7.1 First Part: The Origin of Need for Achieverent

e The analysis of students’ responses record#ukifirst table (item 1.1, 1.2, 1.3, 1.4, 1.5)
has shown that learner characteristics and inngrageare important sources for the concept

of need for achievement. Students’ implicit andliexdpwish and need to be good speakers



and achieve positive and successful achievementwa/gek like a motivator and incentive that
push them to speak and participate. Doing so, eéaener will learn the speaking skill and

develop his/her English language.

Table 4.2.7.1 1 The Mean and Standard Deviation dbtudents’ Responses (Origin of

Need for Achievement)

Gender Mean Standard deviation
Females 89,92 60,23
Males 100,01 59,28

Table 1 indicates that the mean reliabiligyue of the origin of need for achievement of
students’ answers is 89, 92 for female studentsl@d 01 for male students with standard

deviation of 60, 23 and 59, 28respectively.

One can ends up saying that according to the eesetiorded in the above table they have
shown that there exists a positive relationshipvbet students’ answers and the origin of

need for achievement as mentioned by Mccllelartiésity in the theoretical chapter.

4.2.7.2 Second Part: The Effect of Need for Achierent

The analysis of students’ answers recorddgtigrsecond table (item 2.1, 2.2, 2.3, 2.4, 2.5)
has shown that students’ with high achievementvatian will feel more efficient and hold a
positive self-image about themselves, the fact kbadl them to value their speaking skill.
Hence, these students will set more challengingsgaad higher academic achievement

especially after their speaking previous achievdmen



Table 4.2.7.2 The Mean and Standard Deviation oft&dents’ Answers (Effect of Need

for Achievement)

Gender Mean Standard deviation
Females 81,43 50,36
Males 99,42 61,25

Table 2 indicates that the mean reliabilityueabf the effect of need for achievement of
students’ answers is 81, 43 for female students®®ndd2 for male students with standard

deviation of 50, 36 and 61, 25 respectively.

In order to ensure the existence of the positilegicsaship between the students’ answers and
the concept of need for achievement with its twdspaf sources and effect, we have drawn

the following table.

Table 4.2.7.3 The Mean and Standard Deviation of 8tlents ‘Answers to the Construct

of Need for Achievement

Gender Self- Mean Standard
efficacy deviation
parts

Females | Origin of
& self- 171,35 76,54

Males efficacy

Females | Effect of

& self- 199,43 80,41




Males efficacy

As it is shown in the above table, one mighshre that the majority of the students in the
sample have agreed with the relationship that £dstween need for achievement and the
speaking skill of English as a foreign language.cba hand, the mean reliability of students’
answers to the first part of need for achievemeantces is 171, 35 with standard deviation of
76, 54. On the other hand, the mean reliabilitgtoflents’ answers to the second part of need

for achievement effects is 199, 43 with standandad®n of 80, 41.

4.2.7.3 Correlation Coefficient Results
In order to find out the correlation that eégibetween both variables —self-efficacy, and
the speaking skill- (according to the studentsiesemswers), the researcher used the Pearson

Correlation Coefficient (r) with its formula:

NZXxy - (2x)(2y)

r

\/ [NZXZ - ZXFIINZY - (2y)7]

Where:
N = number of pairs of scores
3xy = sum of the products of paired scores
¥x = sum of x scores
¥y = sumofyscores
¥x2 = sum of squared x scores
3¢ = sum of squaredy scores

Pearson Correlation Coefficient Formula

The following table will show the different valued the students’ real marks of oral

expression and the results gained from the reseaall’ results.



Table 4.2.7.3.1 Correlation Coefficient Values of Female StudentsMarks and the scale
Results

Values of Correlation

Research Test Coefficient of

Female’'Students’ Marks and
the Test Results

Students’ Scale 0,14

The table above shows that there igoaitive correlation between the female students’

marks and the test results with correlation corfficscore of 0,14

Table 4.2.7.3.Zorrelation Coefficient Values of Male Students’ Maks and the Test
Results

Values of Correlation
Research Test Coefficient of Male’
Students Marks and the Test
Results
Students’Scale 0,20

The table above shows that there ipasitive correlation between the male students’

marks and the test results with correlation cofficscore of 0,20



Figure 4.2.7.3.2 Correlation Coefficient Values ofStudents’ Marks and the Test

Results

Students' marks
0,45

0,4
0,35 /
0,3 /
0,25 /
0,2 / —Test Results
0,15 /

0,1

0,05

Table 4.2.7.3.3 Summary of Results Related to Sistical Main Hypothesis

Statistical hypothesis Accepted Rejected
H1
‘If the student has a high Yes No

level of self-efficacy, the
speaking skill will be
learned.’

The table above shows that the first hypothesascepted.



Conclusion

To conclude, we have managed to get somerstahding about the state of English
students at the University of Constantine 1, anceézh some reasonable insights about their
perceptions and attitudes towards the concept l6eBeacy and need for achievement in
relation to their speaking skill. The students seernave developed and learned the speaking
skill as a result of factors; namely, self-efficaeynd need for achievement. So, in line with
previous research findings, this study provideshirr evidence about the significant role of

both of the concepts on learners’ academic achiemewnf both genders.



Introduction

This chapter is the second of the practicdl. pa this experimental inquiry, one will find
confirmations and explanations of the data redoltsid in the first chapter about the scale

analysis.

Through the classroom observation, we aim at inya&tshg the effect of students’ self-
efficacy on their ability of learning the speakiskill in English. It is used to measure the
students’ behavior against their real achievemiantse classroom in order to get a clear idea
about the relationship that exists between seita@fly concept and learning the speaking skill
in English. Thus, classroom observation developpadcription, and data collection will be
presented along this chapter. In addition, theyasim@bnd interpretation of the results obtained

from the recordings will be provided.

5.1Methodological Design

5.1.1 Method

In human field, the experimental and rationedearch model might not be sufficient
becausé'process can be neither understood nor measuredhwiational or experimental

research model’(Caine, & Caine, 1994. 94). Henc®e urgently need more qualitative



method in education.(22), Caine, &Caine added. Through observationutigerstanding of
human experience will be gained and might be aedie%o, in reference to this study, one

has intended to describe the behaviors and thénpkgical needs of students in the sample.

Since studying and interpreting human experienoeauthentic situations cannot be best
represented quantitatively, Arsenault, & Andersa006.119) viewed that qualitative research

is the most appropriate one for such a goal. He teesay,

“Qualitative research is a form of inquiry that expres phenomena in their natural settings
and uses multi-methods to interpret, understand,pin and bring meaning to them”

(ibid).

Considering these ideas, the most appropriate ddthraonducting the study on the effect of

self-efficacy on learning the speaking skill in Egly is to use a qualitative methodology.
By doing so, the researcher will be able to angheifollowing research questions:
1. How do the English language students perceive tomes?

2. What is the influence of students’ perception airtepeaking skill?

5.1.2 Population

The population of the current investigatiomsists of the same second- year English
students at the University of Constantine 1. Ineothords, the same respondent students of
the scale in the first inquiry stage are going & tbhe sample in the second stage —l.e.

throughout this stage-.

5.1.3 The sample



The second year English classes are made apatél of 151 students (121 females, and
30 males) —as has been limited and chosen initstesample from the real population based

on stage sampling method-.

Since it is difficult to include all the students practice in this study, it has been felt more
appropriate to select 86 students on the same mat@dsis as grouped by the administration
of the English department. 85 % females (73 gas)l 15 % males (13 boys) have been
selected according to the alphabetical order Gstiven by the department administration.
The participants were students of part time teachéio were a 4 to 5 years experience using
the same method of teaching (CLT Method) and pregdor a PHD. In trying to handle
students selection, one has tried to minimize arabto work under the conditions available.
Keeping this in mind, the 86 students were seletdeplarticipate in this case study for the
following reasons. First, the students are amoegstiale’ respondents who have given their
point of view about the self-efficacy concept todsthe speaking skill. In addition, these
respondents will be observed in their real classngeso that to see the correlation between

the scales answers and the behaviors.

5.1.3.1Characteristics of the Population and the Sample ahe Study

Table (1) Total number (N) of male/ female students the main population

Gender Male Female Total

N of male and femal 30 121 151

D

students

% 20 80 100




Table (2) Total number (N) of male/ female students the sample group

Gender Male Female Total
N of male and female 13 73 86
students
% 15 85 100

Table (1) and (2) indicate the similar proportiohneale and female students in the real

population and the sample group.

5.2 Data Collection Procedure

5.2.1 Classroom Observation

Classroom observation is referred to the dppdies and occasions when learning/
teaching activities are observed for a specificppse. It offers a focus on an orientation
towards the understanding of the process of legrairteaching in a real setting. Merriam &
Simpson (2000) recommend that in order for obsemdbd be considered as a research tool it
needs to serve a formulated research purpose, tpldmned deliberately, and recorded

systematically, and subjected to checks and cantrolvalidity and reliability as well.



Classroom observation is the best way to deterrttinereal behavior of the person being

observed. This is why, the

“the primary characteristic of observation is that involves the direct study of behavior by
simply watching the subjects of the study withoutruding up on them and recording

certain critical natural responses to their enviroment” (Rea, & Parker. 1997.3).

It preserves the interrelationship of the studewt the dynamic situation where he/she exists

—the oral class in this setting-.

5.2.1 The Aim of Classroom Observation

In trying to investigate the role of studengglf-efficacy on the speaking skill ability in
English, it has been felt more suitable to carry awlassroom observation. Through this
research tool, one examines the changes and feecdifes, if any, in students’ scale answers
as related to their academic speaking skill inrtheal class settings. Hence, the aims behind

the study classroom observation are:

1- Comparing the students’ scale answers acrossré@ibehavior in the oral expression

sessions.

2- Getting an inside view of students’ behavior inatiein to self-efficacy towards the

speaking ability.

3- Weighing students’ behavior against their reali@egments in order to get a clear
idea about the relationship that exists betweehestacy concept and learning the

speaking skill in English.

5.2.2 Classroom Observation Development



In developing the classroom observation, oag ¢@athered information from the Target
Language Observation Scheme (TALOS) and The Conuative Orientation of Language

Teaching (COLT) scheme observation with some atiaptéo the study.

Target Language Observation Scheme is a scheméogedeby Ullman & Geva in 1982 (in
Lynch.1996). It is an observation technique thatcdees live classroom events, linguistic

content, skill focus, and teachers’ behaviors dadents’ actions.

Based on TALOS, one will be able to investigatestuelents’ behavior through two parts; the
first part is a real observation with low inferend®ecklist (this latter we did not do because
we have just recorded what is happening in thesobasn). The second part of the observation

is a high inference rating scale to be completeat #iie observation. (MACKEY, et al. 2005)

The Communicative Orientation of Language Teachuag introduced by Allen, Spada, &
Frohlich in 1984. It is a scheme that describessttzom events in relation to developing L2
proficiency (which is not the purpose of our studyld focuses on pedagogic and verbal

behavior.

Based on the COLT scheme, one will be able to lotk the behavior of the student in two
sections. The first part describes the classrooentsvand behaviors in real time coding,
whereas, the second part analyzes the communidaiatares of verbal exchange between
teacher and student in a post observation anabfsiape recordings. (The analysis of the
communicative features was omitted here becausesomat interested in this as much as in

the appearance of the behavior.

5.2.3 The Description of the Classroom Observation



The classroom observation was conducted teegaupporting evidence to the students’
scale responses. In addition, one has used thenai®on to gather proofs and confirmation

to support the hypothesis on which this study fedusn; the overall self-efficacy role.

The researcher tendency was to conduct formal vasen as a follow-up to the students’
scale. For example, if a student answered in tladesthat he/she speaks on his/her own
(speaks voluntarily), the researcher would try tmsesve that specific action during the

observation.

Creswell (1998) proposes that while conducting aseovation to gather field notes, the
researcher can be a participant observer, or goaditipant observer. Despite the fact that
the observer tries not to be “obtrusively”, his/peesence can influence the linguistic and the
general behavior of those being observed (Nunaf,1986). In addition, in trying to avoid
the “Hawthorne effect”, the observer has condutkede informal fake observations so that
to let the teacher and students feel accustomdtetdthis latter will be deeply explained

later). Doing so, the researcher was provided mitihe authentic data.

Instead of using classroom observation instrum@iks work sheets, and checklists... etc),
the researcher decides on recording the observatothat to gather all the information

without restriction or interruption. Finally, datas been analyzed and explained.

This study used lesson observation protocol andovidpe recording as main tools for data
collection that will be compared with the scalegegi in the first stage of this work and will

help to outline patterns between perception os#tiEand classroom participation: speaking.

5.2.3.1 Description of the Classrooms

As stated earlier in this chapter, two clagsasicipated in this study.



At the time of this study, there were (95) ninatyefstudents. The first class had (47) forty
seven students; (38) females and (5) males. Thendedass had (48) forty eight students;
(35) females and (13) males. Both of the classdschairs, tables, and a desk for the female
teachers who were the monitors of the studentaah elass. There were students in both of

the classes who were sitting three per table becéigse were not enough tables.

Table 3 Total number (N) of male/ female studentthe sample classes

Class Females Males Total
Class 1 38 7 45
Class 2 35 15 50

5.2.3.2 Instrumentation

Triangulation in this study was achieved tlgtowd pre-lesson observation protocol, lesson
observation protocol, and the same previous studeales used in the first stage. These

instruments were adapted in order to be applicabllee purpose of the study.

5.2.3.3 Pre-Lesson Observation Protocol

The purpose behind this protocol was not emlgo and see what is happening in the class
and what students are doing on in oral expresssaiens but also to let them become more
familiar with the researcher and more accustomdatidaccamera. The pre-lesson protocol had

guestions including the following:

1- What has this class been doing in the oral session?

2- What would be their reaction while the observehere?



3- What would be their reaction towards the idea afigpeecorded?

4- Is there anything about the class that the obsesteuld know before she applies the

observation protocol?
5.2.3.4 Lesson Observation Protocol

The purpose of the observation protocol waslitect and make the observation more
centered. The classroom observation protocol loaketbsson design, and assessments of
lesson presentation, in addition to the differameractions between the students and the

teacher.

5.2.3.4.1 Data Collection Procedure (Administratioh

The first data collection process includedagbhg permission from the Administration,
i.e. from the head of the department of Englisrerfipermissions from the teachers for pilot
testing of the pre-observation protocol have beamtgd. Finally, students with appropriate
characteristics to the study were sampled for ilee gtage after being asked for permission

too.

5.2.3.4.2 Sampling

Two classes were purposefully sampled to gp#te in the study and data were collected
through the observation. A total of seventy th(&8) female students and thirteen (13) male
students were drawn from two classes. At the sththe students responded to the scale and
their answers were considered before the samphidgtize observation. Then, a selection of
the sampled students has been made up. A shoting&es called to inform the students
(each class on its own) about the study purposeeastsure them about the use of the video

recorder and the request of the pictures in omldauild trust. After the meeting the students



were asked to make their choice about whether thayld participate in the study or not.
Luckily, the majority of students expressed theasifive replies about participation and
showed their interest towards the purpose of théystAfter the meeting, the observer visited

the two classes three times to become familiahécstudents and build empathy with them.

5.2.3.4.3 Fake Observation (Exploratory Lesson Obsgation)

Tuesday, Wednesday, and Thursday are the amstopriate days of the week for
observations. One must keep in mind also, the iomcif the time of day in order to avoid

absenteeism and energy level of students and teacfidunan.1989. 32).

After scheduling the visit that took place on Thiag for the first class, and Tuesday for the
second class at 9: 30 in the morning, the obsemasr ready to start her fake observations.
The fake observations were prepared in cooperatitinthe teachers and the researcher. The
teachers seemed to be at ease may be becausendwveyhat they were not the center of the
study as opposite to the students who were albdt iease especially during the two first
observations. Most of the students were shy amahtsbut during the third observation they
became familiar with the video recorder and theeaesher and started participating and

discussing the lesson.
5.2.3.4.4 Lesson Observation

Information collected from the first recordsngf the fake observations made things clearer
to the researcher. Detailed field notes were actishgul describing what happened in the

class, how and why and helped the observer to doelhkclassroom observation.



So, each class was observed three times and dat reeorded. For three sequential
Thursdays and Tuesdays the researcher went to gronp and two respectively and
conducted the observations. The procedure was lEsvéo the researcher entered to the
classroom before the starting time of the lessoagased on with the teacher. During this
time the recording camera was set and ready tbwtaking. As soon as the lesson started,
the recording started as well, and the researclasr sitting in the back of the classroom in
order not to disturb or interrupt. The initial ebgations were used to draw explanations and

answers to the study questions. Basically, the dataction was in two stages.

Stage one. The first stage was descriptive. Al #utied to map students’ classroom oral
interaction behaviors in the two groups using oketson recording with the purpose of trying

to understand the common self-efficacy behaviors.

Stage two. The second stage was interpretive. €geslements from stage one were proceed
by students’ marks already given by the teacherghab to search for explanation and

confirmation of the relationships mapped out infitet stage of the study.

5.2.4 Data Analysis

To answer the research questions mentiondiéreiar this study a systematic look for the
entire data was carried out and data categories generated. One has used The Constant
Comparative Method of data analysis (Merriam, & @on 2000). It is a technique often
used in the field of qualitative research. The tamscomparative method includes systematic
search and organization of field notes and othtx blailt up in different categories in order to
help understanding the case situation. This progessves identifying a phenomenon or

event and local concepts or principles in ordemake decisions and end up with better



understandings of the phenomenon (Glaser, & StrH688.28-52). The data collected in this
study was organized and classified separatelydoh €ase in order to help the researcher to
recognize the key linkages between the differeqtects of self-efficacy and academic

achievements.

Throughout data collection and analysis the re$earc

1- Seek for fundamental subject matters, and, cusenécurrent behaviors that became

center of attention.

2- Extracted data that presents diversity of behaviosome categories.

3- Organized data according to observed and non obddmhaviors.

4- Used the data in order to understand the influefcelf-efficacy concept on learning

the speaking skill.

Throughout this chapter, the researcher has describe design of the study, the used
instruments, the students’ behaviors, the datec®t, and the data analyzed across all the
items. This was done by observing the video tagesach group looking for crucial and
significant behaviors. In the three video tapes,|#ist recording was the most appropriate and
useful one because students got used to bothjder\er and, the video recorder and became

more spontaneous in behaving with each other atidtive teacher.

So, in this step, the work was completed by watghime videotapes and observing each
participant through all the tape from beginningetad according to each item in the scale.
Next, the observer read the items in the scalereudito notice and extract the behaviors that
can be seen and others that cannot be. Duringeheing and watching steps, common

behaviors and actions were extracted. Behaviorg wategorized using the scale items as a



basis from which to start. Upon identification, tbhehaviors were classified. Later, the

classified behaviors were further analyzed for cammactions, similarities and differences.

Since this study records naturalistic existing h&hra and tries to induce others that are

hidden. The following table helps organize the desmaviors and the non seen behaviors.

Table 4 The Observed Behaviors and the Non ObservdgkEhaviors.

Behaviors that can be seen through th

video tape

2Behaviors that cannot be seen through th

video tape

11%

| speak voluntarily when | decide to do so

My poms success in oral discussid

boosts my trust in my abilities.

ns

In oral discussions, | speak even if | makdy trust in my abilities remains the same

errors. even with my previous failure in oral
discussions.

| participate without waiting for myl still trust my abilities even if my classmate

classmates to participate. of the same level failed in their discussion.

| participate without waiting for myl feel more confident about my abilities when

classmates to succeed in their participatiof

nthe teacher praises me.

| participate even if my classmates fall

their trials.

iRraise words like “good”, “well done” raig

my self-confidence.

| feel unanxious when 1 take part

in My self-cominte remains high even wh

e

%)




classroom discussions. my classmates mistrust ihiyesh
| feel calm when | take part in classroor still feel able even when the teacher
discussions. corrects my errors.
| feel comfortable when | take part jrin oral expression classes, | feel unworried of
classroom discussions. speaking inability.
| feel unperturbed when the teacher asks| inlenow that | will lose my words when | feel
to speak. stressed before | speak.
In oral expression classes, | feel confideht predict positive performance of my
when | participate. speaking skill when | feel able.
In oral expression classes, | feel at ease wHestill predict positive performance of my
| participate. speaking skill even when | feel unable.
In oral expression classes, | feel relaxédy speaking skill will be worse when | am
when | participate. unsure about my abilities.
Once | believe in my abilities, | participaté will give more effort to improve my
voluntarily. speaking skill once | trust my abilities.
| keep on participating even if | make like participation when | feel able to do sa.
mistakes.
| like participation even when | feel
unsatisfied with my speaking skill.
| like participation even when | have lack [of
confidence.
| like participation even when | have
insufficient knowledge about the topic.




5.2.5 The Findings

This section presents findings from the classr observation. Students’ pictures and
names are used only by the researcher in orderegepre confidentiality. Findings from
individual students observed are presented as tasps different study ratings. The ratings
were ranged between 0, 1, and 4. (0 for no existeicthe behavior, 1 for the negative

existed behavior and 4 for the existed positivealvedr).

Item 1.1 | speak voluntarily when | decide to do so

Students are observed to see whether theakspeuntarily when they decide to do so.
Through speaking voluntarily the observer coulducelthe students’ internal confidence. A

fact that shows the existence of an efficacy béfiat strengthens one’s self-reliability.

Table (1.1) | speak voluntarily when | decide to dso.

Gender Behavior Behavior non Total
existence existence
Positive Negative

behavior behavior




Females 37 0 28 67

100% 56 0 42 100
Males 10 0 7 17
100% 59 0 41 100

As it is shown in table (1.1) the majority sifidents whether females or males have been
recorded speaking voluntarily when they decideddoso. 37 female students and 10 male
students (56% and 59% respectively) have shownhauvi& of speaking voluntarily when
they decided to do so. There was no student wigathee behavior but 28 female students
and 7 male students (42% and 41%) did not showdésred behavior. Students with the
positive behavior have obtained the highest pasigwint (4), those with the negative point
obtained the mark of 0, where as 28 female stedamd 7 male students have got the lowest

point of the rating (0).



Figure 1.1.a: Speaking voluntarily: Females

40

35

30

25

20

15

10

m Behavior existence

®m Behaviornon existence

Behavior
existence

Behaviornon
existence

Figure 1.1.b: Speaking voluntarily: Males




12

10

m Behavior existence

®m Behaviornon exitence

Behaviornon
existence

Behavior
existence

Iltem 1.2 In oral discussions, | speak even if | makerrors.

Students are observed to see whether thek gyea with making errors. While speaking
even with making errors sometimes, the observeftdceee how students shape their own

experiences and rely on their self-competence. iBh# internal source of self-efficacy that

can result in a positive goal; learning the spegkill in this case.

Table (1.2) In oral discussions, | speak even ifrhake errors.

Gender Behavior Behavior non Total
existence existence
Positive Negative
behavior behavior
Females 38 0 29 67
100% 57 0 43 100




Males 10 0 7 17

100% 59 0 41 100

Table (1.2) indicates that the majority of guts speak even if they make errors. 38 female
students and 10 male students (57%, and 59% resggrhave been recorded speaking even
with making errors. No one has shown the opposteabior but instead 29 female students
and 7 male students (43% and 41% respectively) Bhegvn no behavior. Students with
positive behavior got the highest point in the e¢dl point), as opposite to those students who

have obtained the lowest point of 0. No one gofpibiet of 1.



Figure 1.2.a: Speaking even with making errors: Faales
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Item 1.3 | participate without waiting for my classmates to participate.

Here students are observed to see whether ghaycipate without waiting for their
classmates to do so. Observing others’ behaviarsbeaa source of building or destructing
one’s efficacy beliefs but when someone particpated engages in a process of learning
without waiting for others to do so, then this wabble a good sign of highly efficient student.
Hence, students with a high perception of the é$efe been recorded speaking and

participating.

Table (1.3) | participate without waiting for my classmates to participate.

Gender Behavior Behavior  non Total
existence existence
Positive Negative
behavior behavior
Females 20 7 61 67
100% 30 10 91 100
Males 8 1 8 17
100% 47 6 47 100

As it is noticed in the table above, the migyaof the females in the sample have shown no
behavior related to participating for speaking withwaiting for their classmates to do so.
There was an equation between the positive existetgavior of male students and the non
existing one, but there was only a negative bemagi® female students and 8 male students
(30% and 47% respectively) have acquired the méarfdpas a highest point in the scale

concerning the behavior existence. In the oppasite, 7 female students (10%) and 1male



student (6%) have got the mark of (1). Those withbehavior existence have obtained the

mark of (0).



Figure 1.3.a: Speaking without waiting for the clasmates to participate:
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Item 1.4 | participate without waiting for my classmates to succeed in their

participation.

Students are observed to see whether théigipate without waiting for their classmates

to succeed in their participation.

Students’ success affects others’ behaviors angkfbelStudents who might be efficient
participated trying to speak and others waited de whether they succeeded in order to

participate. By doing so less able students woulttilor diminish their efficacy views.

Table (1.4) | participate without waiting for my classmates to succeed in their

participation.

Gender Behavior Behavior  non Total
existence existence
Positive Negative
behavior behavior
Females 21 10 36 67
100% 31 15 54 100
Males 8 2 7 17
100% 47 12 41 100

The majority of the females in the sample wd wait for the success of their classmates
to participate. Table (1.4) shows that 21 femaleletnts and 8 male students (31% and 47%
respectively) have been recorded participating eutlwaiting for their classmates to succeed
in their participation. 10 female students and 2ensaudents (15% and 12%) have shown a

negative behavior, whereas 36 female students amdl& students (54% and 41%) did not



show any behavior concerning the fact of partiengatStudents with the positive behavior
obtained the mark of (4) as the first mark in tbals, those with the negative behavior got the

mark of (1), whereas students without the lookimgtfehavior obtained the last mark of (0).



Figure 1.4.a: Speaking without waiting for the sucess of the classmates:
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Item 1.5 | participate even if my classmates failn their trials.

A self-efficient student is the one who papates even if he/she witnesses the failure of
their classmates in similar situation of oral parfance. On the contrary, there are students
who retreated and kept silent whenever they obdeotkers’ failure because they are less

self-efficient.

Table (1.5) | participate even if my classmates fhin their trials.

Gender Behavior Behavior non Total
existence existence
Positive Negative
behavior behavior
Females 30 1 37 67
100% 45 1 55 100
Males 8 0 9 17
100% a7 0 53 100

The majority of the students in the sample (b8 not show a behavior towards the fact
of participating even if their classmates failedheir trials. As it is shown in the table above,
30 female students and 8 male students (45% andl H&% been recorded participating even
in the time when their classmates failed in theald as opposite to a single female student
(1%) who had gone for the negative behavior. Yeirgghere were 37 female students and 9
male students (55% and 53%) who have been recevidlkdut the existing behavior may be
because they don’t trust their capacities untilytihwétness the success of other students in

order to feel quite ready to engage into the spegirocess.



Figure 1.5.a: Speaking even with the classmatdailed trials: Females
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Item 1.6 | feel unanxious when | take part in clag®om discussions.

When students trusted their abilities and laekdgh efficacy perception about themselves,
they felt unanxious and tried to participate anglaspwhenever possible. This was a good sign

of efficacy beliefs that second year English stusi&ield about themselves.

Table (1.6) | feel unanxious when | take part in @dssroom discussions.

Gender Behavior Behavior non Total
existence existence
Positive Negative
behavior behavior
Females 32 14 21 67
100% 48 21 31 100
Males 7 4 6 17
100% 41 24 35 100

(46%) of the students in the sample (females males) have shown positive behaviors
about the fact of feeling unanxious when takingt parclassroom discussions. Table (1.6)
indicates that 32 female students (48%) and 7 stalgents (41%) felt unanxious when they
took part in classroom discussions. 14 female siisdand 4 male students (21% and 24%
respectively) were anxious when participating, whsy 21female students and 6 male
students (31% and 35% respectively) showed no behasated to the feeling of anxiety
while playing a part in oral discussions. Studemith the feeling of no anxiety got the point
of (4) as a highest mark in the scale. Others wédibanxious got the mark of (1) but the

students who showed no behavior obtained the heask of (0).



Figure 1.6.a: Feeling unanxious when taking pa in classroom
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Figure 1.6.b: Feeling unanxious when taking partn classroom discussions:
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Item 1.7 | feel calm when | take part in classroondiscussions
Students with high perception of the selfeviirose who felt calm when participating.

Table (1.7) | feel calm when | take part in classrom discussions.

Gender Behavior Behavior non Total
existence existence
Positive Negative
behavior behavior
Females 32 14 21 67
100% 48 21 31 100
Males 7 4 6 17
100% 41 24 35 100

The majority of the students in the samplen@dies and males) (48%) were calm when
they took part in classroom discussions. As ihisven in table (1.7) 32 female students (48%)
and 7 male students (41%) felt calm when they tpak in classroom discussions. In the
opposite case, there were 14 female students amalelstudents (21% and 24% respectively)
who were anxious and not calm. 21 female studemds@ male students (31% and 35%
respectively) were recorded with a state of noiggetion, and so, no feeling of calm was
noted down. Students with the positive feeling oigd the mark of (4), others with the

negative feeling got the mark of (1), whereas theitle no behavior had the mark of (0).



Figure 1.7.a: Feeling calm when taking part irclassroom discussions:
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Figure 1.7.b: Feeling calm when taking part in clasroom discussions:
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Item 1.8 | feel comfortable when | take part in cl&sroom discussions.

Just like being calm, the feeling of comforasva key that helped us to see the efficacy
perceptions that some students have. Students wethocdmfortable and relaxed while

speaking developed a sense of efficacy beliefswbatd lead to speaking skill learning.

Table (1.8) | feel comfortable when | take part inclassroom discussions.

Gender Behavior Behavior non Total
existence existence
Positive Negative
behavior behavior
Females 32 13 22 67
100% 48 19 33 100
Males 7 4 6 17
100% 41 24 17 100

(70%) of the students in the sample (femalekraales) have shown positive behaviors that
are caused by their positive feelings, while a mtgoof (30%) kept silent which made the

feeling of comfort unclear.

As it is shown in the table above, 38 female sttgl€517%) and 10 male students (59%) have
felt comfortable when taking part in classroom dsstons. On the opposite, 29 female
students (43%) and 7 male students (41%) have showehavior or feeling concerning the

sense of comfort.



Figure 1.8.a: Feeling comfortable when taking partin classroom

discussions: Females
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Figure 1.8.b: Feeling comfortable when taking partin classroom
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Item 1.9 | feel unperturbed when the teacher asks ento speak.

Students with high sense of efficacy felt utynded when the teacher asked them to speak

because they trusted their abilities and belietiegt tould do the task asked for.

Table (1.9) | feel unperturbed when the teacher askme to speak.

Gender Behavior Behavior  non Total
existence existence
Positive Negative
behavior behavior
Females 31 13 23 67
100% 46 19 34 100
Males 8 4 6 17
100% 47 24 35 100

The majority of the students in the samplen@iee and males) (47%) were unperturbed
when the teacher asked them to speak. Table (dd®ates that 31 female students and 8
male students (46% and 47% respectively) felt unpeed when the teacher asked them to
speak, as opposite to other 13 female students 4andale students (19% and 24%
respectively) who became perturbed when asked teod@®n another hand, there were 23
female students and 6 male students (34% and 35pectvely) who showed no behavior
concerning the feeling of perturb while being askedspeak. Students with the positive

behavior obtained (4) as the highest mark in tlaes©thers with the negative behavior got

(1), whereas, students with no existing behaviar (0.



Figure 1.9.a: Feeling unperturbed when the teacheasks to speak: Females
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Item 2.1 In oral expression classes, | feel confidewhen | participate.

Self-efficacy has an influence on the learngsgchological side. Efficient students had a
feeling of confidence towards themselves when @ggting, i.e. once the student trusted

his/her capacities he/she participated and wouddl ¢enfident enough to learn more and

speak more.

Table (2.1) In oral expression classes, | feel cadént when | participate

Gender Behavior Behavior Total
existence inexistence
Positive Negative
behavior behavior
Females 23 17 25 67
100% 34 26 38 100
Males 7 6 4 17
100% 42 35 24 100

The majority of the female students in the pl@n{67%) showed no confidence behavior
while participating opposite to (33%). As it is shoin the table above, 23 female students
and 7 male students (34% and 42% respectively) ehdekeling of confidence when they
participated to speak as opposite to 17 femaleestigdand 6 male students (26% and 35%
respectively) who showed a negative behavior. ©hithe one side. On the another side there
were 25 female students and 4 male students (38%24f6 respectively) who did not

participate and showed no behavior that is relatetie feeling of confidence. Students with



the positive feeling had highest mark in the s¢d)e Others with the negative behavior got

the mark of (1), and students with no related befhakie mark of (0).



Figure 2.1.a: Feeling confident when participatig: Females
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Figure 2.1.b: Feeling confident when patrticipating:Males
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Item 2.2 In oral expression classes, | feel at easten | participate.

Students with a highly perceived sense of- sdffcacy after participating and speaking
trusted themselves more and felt at ease as welsay it differently, a student who trusted

him/herself did not experience the felling of faad perturb but rather felt at ease and calm.

Table (2.2) In oral expression classes, | feel aage when | participate.

Gender Behavior Behavior Total
existence inexistence
Positive Negative
behavior behavior
Females 23 17 25 67
100% 34 26 38 100
Males 7 6 4 17
100% 42 35 24 100

The majority of the female students in the gi@m(67%) showed no behavior that is
associated with the feeling of ease. The other8o§38re divided who differed between

positive and negative behavior.

Table (2.2) indicates that 23 female students andhlé students (34% and 42% respectively)
felt at ease when they participated while 17 fenstilglents and 6 male students (26% and
35% respectively) held the opposite feeling. 25eptfemale students (38%) and 4 male

students (24%) did not show any behavior thatnkeldl to the feeling of ease. Students with



the positive feeling obtained the highest marlhmdcale (4). Others with the negative feeling

got the mark of (1), whereas students with no egdbehavior obtained a (0).



Figure 2.2.a: Feeling at ease when participatingzemales
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Figure 2.2.b: Feeling at ease when participating: lles
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Item 2.3 In oral expression classes | feel relaxedhen | participate.

Students who held a high efficacy percepabout their speaking abilities did not feel

anxious or worried. They were rather relaxed whanigipating.

Table (2.3) In oral expression classes | feel relad when | participate.

Gender Behavior Behavior Total
existence inexistence
Positive Negative
behavior behavior
Females 23 17 25 67
100% 34 26 38 100
Males 7 6 4 17
100% 42 35 24 100

(67%) of the female students showed no relaxdiehavior as opposite to (33%) who did

SO.

As it is shown in table (2.3) 23 female studentsl ah male students (34% and 42%
respectively) felt relaxed when they participat€h the contrary, there were 17 female
students (26%) and 6 male students (35%) who wdr# anxious and stressed. 25 other
female students (38%) and 4 male students (24%) neither relaxed not perturbed i.e. they
showed no associated behavior to the feeling @fxegion after participation. Students with
positive behavior got the first mark in the scal® Others with the negative behavior got the

mark of (1), whereas the others with no behavidaioled the lowest mark (0).



Figure 2.3.a: Feeling relaxed when participating: Emales

Figure 2.3.b: Feeling relaxed when participating: Miles
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Item 3.1 | keep on participating even if | make mitakes

Students with high perception of the self fabtivated and kept on participating even if
they made mistakes. One of the positive effectssaif-efficacy on English students is

persistence on doing a task so that to mastedibanome good at it.

Table (3.1) | keep on participating even if | makemistakes.

Gender Behavior Behavior non Total
existence existence
Positive Negative
behavior behavior
Females 22 15 30 67
100% 33 22 45 100
Males 7 5 5 17
100% 42 29 29 100

The majority of the female students in the gl@n(36%) did not show any behavior related
to the case study in opposite to (41%) of the rsaddents who kept on participating even if
they made mistakes. According to the table abovédegfale students and 7 male students
(33% and 42% respectively) kept on participatingrewhen making mistakes as opposite to
15 female students (22%) and 5 male students (28%)showed a negative behavior. On the
other side, there were 30 female students and & stabents (45% and 29% respectively)
who did not show a behavior that is linked to tlasec above. Students with the positive
behavior opted the highest mark (4), others with rtegative behavior got the mark of (1),

whereas students with no associated behavior @utair(0).



Figure 3.1.a: keeping on participating even when nmiang mistakes: Females
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5.2.6 General Discussion to the Classroom Observatti (Self-Efficacy)

5.2.6.1 First Part: Origin of Self-Efficacy

e The analysis of students’ recordings in the ftedile (1.1, 1.2) has shown that mastery
experience is one of the strongest sources okesithcy. The observation shows that English
students made their experiences and judged theesselcording to them. When students
believed in their capacities, they strove towaqsaking and participating. A fact that creates

a sense of efficacy and personal satisfaction.

e The analysis of students’ recordings in the sedabte (1.3, 1.4, 1.5) has shown that the
vicarious experience is a weaker source of effidaeljefs. The observation displays how
students relied on themselves and on their expsgem oral participations much more than
on the others’ experiences. One must not rejecefiging influence on the other students
who built a sense of efficacy from observing othgagticipating and ending up with learning

the speaking skill of English language.

e The analysis of students’ recordings in the tiatole (1.6, 1.7, 1.8, 1.9) has shown that the
emotional states is another strong source of $ithey whereby students gauged their
speaking capacities according to the feelings @ésst and comfort they had while

participating. Most of the students were calm aod anxious because they trusted their

speaking abilities and so created a satisfactdrgflabout efficacy perceptions.

* From the previous recordings and data analysesaam notice that the most existing sources
of self-efficacy according to second year Engligldents at the University of Constantine are
the mastery experience, and the emotional stat@s.fact does not deny the importance of

both vicarious experience and verbal persuasion.



The following table will show the accord with Bamdis sources of self-efficacy beliefs.

Table 5.2.6.1 The mean and standard deviation of wdents’ self-efficacy (origin) (of

classroom observation)

Gender Mean Standard deviation
Females 1172 362,99
Males 307 93,34

Table 1 shows that the mean value of the ssuof self-efficacy of female students is
1172, and the mean value of male students is 3@6Y standard deviation of 362, 99 and 93,
34 respectively. One must notice that the findiregorded in the above table has shown that
there exists a relationship between students’ @hsien recordings and the sources of the

concept of self-efficacy as mentioned by Bandusaisrces of efficacy perceptions.
5.2.6.2 Second Part: Effect of Self-Efficacy

e The analysis of students’ responses recordedeiriftét table of the second part (item 2.1,
2.2, and 2.3) has shown that self-efficacy hasr@ngtinfluence on the students’ affective
level. The way students perceive their capacitféects positively their psychological states
and hence, creates a sense of self-assuranceumhdhiat pushes the students to speak and

participate.

e The analysis of students’ responses recordedeinthiihd table of the second part (item 2.4)
has shown that self-efficacy is a stimulator andivator which encourages the students to
participate. Being a self-efficient student, ond e triggered off to take parts in classroom

discussions so that to learn how to speak whichresult in positive achievements.



Table 5.2.6.2 The Mean and Standard deviation of stlents ‘self-efficacy (effect) (of

classroom observation)

Gender Mean Standard deviation
Females 72 24.38
Males 33 9,84

Table 2 indicates that the mean value of the efféstlf-efficacy of female students is 72 and

that of male students is 33 with standard deviatio?4,38 and 9,84 respectively.

The reader can understand that the findings redardéhe above table show that there exists
a relationship between students’ observation reagsdand the effect of the concept of self-
efficacy. This is a foundation that goes with Barads effects of self-efficacy especially that

of the affective and motivational levels except that all the levels have been found.

In order to ensure the positive relationship theasts between the students’ observation
recordings and the concept of self-efficacy withihbparts of sources and effects, we have

drawn the following table.



Table 5.2.6.3 The Mean and Standard deviation of @sroom observation recordings to

the construct of self-efficacy

Gender Self- Mean Standard
efficacy deviation
parts
Females | Origin of 1479 456,33
& self-
Males efficacy
Females | Effect of 105 34,22
& self-
Males efficacy

Table 3 shows that there exists a positiveicglahip between students’ self-efficacy (with
its two parts) and the speaking skill of Englishadsreign language. The researcher ended up
with a mean value of 1479 and standard deviatiofbéf 33 for the first part of self-efficacy
sources. For the second part of self-efficacy &fi@ee has got 105 as the mean value and 34,

22 as the standard deviation.



* For the rest of the non appearing behaviors, rdeearcher tried to deduce the reasons

behind their absence and ended up with the follgwiotes.

e The absence of students’ behaviors in the filsketéitem1.3, 1.4) might be because the
feelings of trust have remained at the level oépeal feelings and did not go beyond to push

them to act i.e. to participate and try to speathis case.

e The absence of students’ behaviors in the sealid {item 1.8) might be because they had
not to show a direct behavior of participation aschnas they were interested in the feeling of

trust that could be felt when their classmatedhefdame level failed in their discussion.

e The absence of students’ behavior in the thirdet@item 1.9, 1.10, 1.11, 1.12) might be
because it has to do with the inner feelings thadents felt after receiving verbal judgments
from both the teacher and the classmates. In etbals, students were more interested in the
sources that develop their trust in their capaéditather than in the action they will produce

or the behavior they will show.

e The absence of students’ behavior in the fiftHaglblem 2.4) might be because it has to do
with the student and his/her thought about him#&ietewards the speaking inability. In other
words, the student here was in a situation of ihmkabout what would be the personal
feeling that could be felt in case of speaking iliigb So, he/she needs not to show a behavior

that can be seen or observed easily.

e The absence of students’ behavior in the sixthetdibem 2.5, 2.6, 2.7, 2.8) might be

because it has to do with the different predictitiveg the student have thought of concerning
his/her feelings towards the speaking ability. Slodents here are in a process of thinking
more than behaving or reacting. They are tryingneasure and predict the effects of their
efficacy perceptions towards the speaking skiEnglish. This means that they are talking to

themselves with no need of showing a related behavi



e The absence of students’ behavior in the sevatile t(item 2.9, 2.10, 2.11) might be
because it has to do with students’ trust decisitias might influence their motivational
level. So, when deciding about how much motivatwaili be given to speaking English,
students were within a personal internal proceghioking rather than behaving. This is why,

the researcher could not see their behavior witenhng.

e The absence of students’ behavior in the eigtitetatem 2.13, 2.14, 2.15, 2.16) might be
because it has to do with the students’ thoughtsitatiheir personal selection. This latter is

based on their efficacy perceptions in relatiotheEnglish speaking skill.

At the level of selection the student is withipracess of thinking about what to choose and

what to leave rather than behaving and doing astibat can be seen by the observer.

From the above analysis, one can notice that tkerate of students’ behavior in different
situations might be because they all happen whewn (students) are thinking and making
decisions about themselves. It is assumed that vetedents think about their previous
experiences -whether success or failure- and canfleeir abilities to others, it is not
necessary that they will show a related behaviat ttan be observed by the researcher.
Similarly, whenever students try to measure thealihgs of motivation and trust, and try to
select what is appropriate to them in relation he speaking skill, they might be not
performing actions and displaying behaviors that ba observed as well. This is on one

hand.

On the other hand, the researcher could bend la titt meet the theory of students’
personality that raises the existence of extromed introvert students (Engler. 2008). To
explain this, the researcher could bring the alesearfiche above behaviors probably to the

student’s personality combination. This means #tatlents did not participate or speak on



their owns may be because they are shy and inapélsropping up among their classmates.
Yes, they might have the language and the abditypeak but lack the confidence in oneself

and fear the surrounding.

5.2.7 Correlation Coefficient Results
In order to find out the correlation that eégibetween both variables —self-efficacy, and
the speaking skill-, the researcher used the samaesén Correlation Coefficient (r) formula

to see how strong is the relationship between bhasa

The following table will show the different valued the students’ real marks of oral

expression and the results gained from the res¢asth

Table 5.2.7.1 Correlation Coefficient Values of Feale Students’ Marks and the Test
Results

Values of Correlation

Research Test Coefficient of

Female’'Students’ Marks and
the Test Results

The Classroom Observation 0,34

The table above shows that there igositive correlation between the female students’

marks and the test results with correlation coiffitscore of 0,34.



Table 5.2.7.2 Correlation Coefficient Values of Ma Students’ Marks and the Test

Results

Research Test

Values of Correlation
Coefficient of Male’

Students Marks and the Te
Results
The Classroom Observation 0,81

st

The table above shows that there ipasitive correlation between the male students’

marks and the test results with correlation cofficscore of 0,81

Figure 5.2.7.2Correlation Coefficient Values of Students’ Marks and the Test Results
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Table5.2.7. 3 Summary of Results Related to Statiisal Main Hypothesis

Statistical hypothesis Accepted Rejected
H1
‘If the student has a Yes No

strong a high level of
self-efficacy, the
speaking skill will be
learned.’

The table above shows that the hypothesis is aedept




Conclusion

As a conclusion, one might say that we havedleal some data about the behavior of
English language students at the University of @origie 1. Through that, one could arrive
to a reasonable explanation about the studenfséfidacy in relation to their speaking skill.
Students who consider themselves efficient areotes who show different behaviors of
participation and speak without waiting for exteetbrs to push them to do so. After doing
so, students seem to develop positive perceptiois hold assured attitudes about their

speaking skill of English.

Hence, corresponding to the above research fisditigis chapter provides additional
evidence to the scale ones about the consideraldeof self-efficacy concept on students’

academic achievement for both genders.



Introduction

This chapter is the third in the practical tpdr provides an analysis of the students’
Thematic Apperception Test.Throughout this chaptes, reader will find different insights
and explanations confirming the results obtainethenfirst chapter due to the students’ scale

answers and compared with their card picture arswer

The present chapter intends to find the studentsstrdominant drives and needs towards
their learning process of the speaking skill. Icamcerned with the students’ answers to the
picture cards about their implicit achievement medi Information about the test
development, card description, procedure, and daliaction is provided through out the

chapter. Besides, a clear analysis and interpoetati the results is supplied.



6.1 Methodological Design

6.1.1 Method

Since we are still trying to deal with persligafactors in human field, the experimental
research used in the first chapter of the practiaak might not be enough to bring robust

conclusions. Alternatively, (as pointed out in #eeond chapter) a qualitative research

“seeks to understand a given research problem quitofrom the perspectives of the local
population it involves” (Mack, et al. 2005, 1l)where information about'the often
contradictory behaviors, beliefs, opinions, emot&®rand relationships of individuals{ibid)

are found.

For this reason, the researcher is still in need qbialitative methoavhereby he/ she gains
different understandings of peoples’ motives andivatons. As such, one has focused on
how and why students can have different ways okitap at the need for academic

achievement among English University students.
By doing so, the researcher will be able to angheifollowing questions

1- What factors (needs) are identified as influentralthe students’ learning of the

speaking skill?

2- What is the effect of the concept of need for agtrieent on the students’ speaking

skill?

6.1.2 Population



The same second year English language studeatthe population of this study. After
being scale respondents and classroom observasiditipants, students in this stage are

chosen to be test contributors.

6.1.3 The Sample

Based on stage sampling method and randoraraséasis, the sample has been caught
down into 60 students; 48 females (80%) and 12 sn@@%) as drown from the alphabetical
order listing given by the department administratibhe participants were studying English
language and trying to learn the speaking skibulgh the oral classes. The sample has been

chosen to contribute in this study for the follogireasons.

First, the students are among the scale respandédmd have already given their points of

view about the concept of need for achievement.

Second, to explore the students’ needs of persggredsessment and how they affect their

academic achievements.

6.1.3.1 The characteristics of the Population andhe Sample of the study

Table (1) Total number (N) of male/ female students the main population

Gender Male Female Total
N of male and female 13 73 86
students

% 20 80 100




Table (2) Total number (N) of male/ female students the sample group

Gender Male Female Total
N of male and female12 48 60
students

% 20 80 100

Table (1) and (2) indicate the similar proportiohnoale and female students in the

population and the sample group.

6.2 Data Collection Procedure

6.2.1 The Thematic Apperception Test

real

Throughout the history of implicit achievemembtives, TAT is the most broadly used and

studied measurement by many researchers like tbbdgrunstein & Heckhausen.2008,

Langan-Fox & Grant. 2006, Lundy.1988 (in Crame40

Thematic Apperception Test is one of the projecta@hniques that reveal for the examinee

the most influential drives, feelings, and conflicf the examiner’s personality. It tries to ask

“subjects to draw on their internal object represmtions to construct characters and

interaction in response to an [...] interpersonal sdtion” (Cramer, 1999 in Bontekoe, at al.

2011, 687).



Hence, people in teaching professions have to lz@eanf the needs that the students identify
in order to facilitate the teaching/ learning pregeror this reason, it has been felt necessary
to conduct a Thematic Apperception Test so thatrésearcher could induce the students’

incentives and drives towards their academic aemmnt.

6.2.1.1 Aim of the Thematic Apperception Test

In order to investigate the role of studemiséd for achievement on their speaking skill
ability in English, the researcher has carried adihematic Apperception Test. It is through
this study that the researcher will find correlatibetween achievement motivation and
project completion. Through this test, one can Xgosed to the students with no external
disturbing or interruption and can check the ddfeses —if any- in the scale answers as

related to their academic speaking skill. So, thesdehind the TAT are:
1- To compare the students’ scale answers acrosspdrsional answers to the cards

2- To try to find the students’ most dominant drivewl aneeds towards their learning

process of the speaking skill.

3- To consider those needs and investigate their tefbec the students’ academic

achievement.

6.2.1.2Thematic Apperception Test Development

The TAT was first developed by Murray and ¢asvorkers in the Harvard Psychological
Clinic. This test has been first described by Margad Murray (1935) (Aronow, at al.2001)
to meet psychotherapeutic diagnosis and receivéi@rbacceptance later in different non-

clinical domains.



In developing the TAT, the researcher uses the Aggptive Personality Test (APT), the Tell-
Me-A-Story Test (TEMAS) (Constantino, et al. 1981Aronow, et al. 2001, 3) and the Make
A Picture Story Test (MAPS) (Shneidman. 1952. ibiltjth some adaptation of the study, the
investigator reaches a level where the participaats reveal inner characteristics about the

personality in relation to their needs of achievetae

Apperceptive Personality Test is relevant for peadity selection and development where the
researcher will be able to look into the interreaddls of need for achievement and success in

studies of English language students.

Whereas, based on the Tell Me A Story, and the Mdiee A Story, one will see that
“Subjects don'’t just perceive but, rather, constiustories about the cards in accordance
with their personality characteristics and their pgriences” (Anderson in Aronow, et

al.1984, 2).

By doing so, a student will be able to project ies/own desirable or undesirable thoughts,

feelings, motivations, and needs.

6.2.1.2.17The Description of the Thematic Apperception Test

The Thematic Apperception Test is carried toutneet facts in relation to the students’
scale answers. In addition, the researcher hasthsgetest to confirm or disconfirm the role

of need for achievement concept as hypothesizédsrstudy.

The researcher predisposition was to carry a fotestlas a follow up to the students’ scale.



For example, if a student answered in the scalehdshe believes that the speaking skill is
an important skill to be learned, the tester wdldble to deduce this specific belief during the

analysis of the student’s answers to the test cards

Amelang, & Schmidt- Atzert (2006) believe that thisojective test is provoked by

ambiguous stimuli and give information about uncomss aspects of personality needs. So,
the students will be presented with such ambigusiimulus and have to give responses
where they will project their latent needs, desiresd motives into the response

(Kanfer.2008).

The notion of the TAT is similar to that of the Bt&@equence Analysis. It works according to
the following principal: the subjects are showredes of ambiguous pictures or photographs
and asked to write a story for each photograph ritlesg what happened, how the
photographed people feel, and how things will eflde stories are then analyzed for the
recurrent motivational needs and are scored usingescoding systems that can detect the
students’ hidden motivational themes. Doing so, résearcher will be provided with more

authentic data.

Instead of using note sheets, the researcher deomeecording the test in order to avoid

interruption and note taking destruction. Finaflgta has been analyzed and interpreted.

6.2.1.2.2 Instrumentation

In addition to the students’ scale, the redear has chosen a number of picture cues that
she thinks are sufficient to offer reliable datdthAugh Murray recommended the use of

twenty (20) cards administered in two separatelone-sessions, recent research has moved



away to use a set of ten (10) to fourteen (14)xé#ndt depends on the study objectives and

the test application.

The sets of the pictures depict people in differctiievement academic situations. Four to

five pictures is an important number of cues traat be helpful, as opposite to using many

pictures (more than eight). If doing so, the pgvtaat will feel tired in telling the stories and

scores will not be valid any more (Pang b.2010)e 8klection of pictures is based on the

principle that the suggested cue images will evolative emotions and thoughts. So, the

students’ scale and the picture cues have beeneabitipserve the study objectives.

The description of the picture cards will be presdnn the following table

Table 1: Picture Cues for the Arousal of Need for Ahievement Needs

Card Number

Card Description

Card 1 A thought about the skill of speaking Ergljs

Card 2 A group of students who are participating

Card 3 A student (male) who participates while {the
other students keep silent

Card 4 Students’ hands are risen to participate|and
one student’ hand is higher than the others

Card 5 A student (female) who participates whike|th

other students keep silent

Notice that the researcher has chosen thtares to be used as stimuli rather than the

rest of the pictures. The first picture which hls thought about the skill of speaking was

chosen for the following reason. Since the Them&mperception Test is used for



discovering personality and personal illnessesrésearcher aim was to awaken one personal
concept of the informants; which is the Englishadqeg skill. Doing so, she limited the story
imaginations of students to meet only their thoagitiout their speaking skill. The other two
pictures about one student ( one is boy and omgrliswho participates and the others are
silent are chosen to evoke the students’ reactovards the gender; l.e. to see who has
among the students the high level of achievemeatis:)i¢owards the academic success, are

they female or male students?

The five pictures used to elicit students’ stora@e shown in figures 1 to 5 located in the

Appendices.
6.2.1.2.3 Data Collection Procedure (Administratioh

As far as test administration, first, the sesber has obtained permission from the students
to conduct the study and to record them while ansgeSecond, she puts instructions that
are associated with the test procedure. The proeesas as follows: the researcher projects
the pictures for about 10 to 15 seconds and aftks the students to tell stories about what
they have seen. To explain it more, one has chivgercards and shows them one by one to
the participant students for 10 seconds and thekgdathem to make stories in relation to the

guestions asked by the researcher herself. ldd#a,is gathered and analyzed.
6.2.1.2.3.1 Sampling

The total of the sixty students; 48 femaled 42 males were drawn from the first and
second classes as classified by their alphabebodér so that to avoid bias and to

purposefully participate in this study.



At the first stage, the students have answerechéled for achievement scale and gave their
opinions about this factor. The answers have bemsidered and regarded before the

sampling and the projective test.

Then, a selection of the sampled students has beele. A short meeting was called to
inform the students about the study purpose anssovea them about the use of the video
recorder and the confidentiality of the story resg®es. During the meeting, the students have
been asked whether they accept or refuse theiicipation and the fact of being recorded.
Fortunately,-and especially, after the fact that tbsearcher became familiar to the students
after the classroom observation- all the sampledesnits have accepted the study conditions

and showed interest towards the study purpose.

6.2.1.2.3.ZThematic Apperception Test (Exploratory Apperceptian Test)

After scheduling the visit that took place 8onday the 17 of May 2015 for the first
class, and Monday the 1®f the same month for the second class at 9:30eirmorning for
both classes, the researcher was ready to stapirbprctive test. The TAT was done with
cooperation of the students and the researchere Sdrthe students seemed to be shy and
anxious at the beginning of the test but later bexaelaxed and got used to the video

recorder and the test procedure.

6.2.1.2.3Thematic Apperception Test

The test instrument was carried out into thikvfing way: once the students were present
and seated in a free room, they were told to waeir seats until they will be called. When

the student is called he/she will come to the seéauite room where he/ she will be faced



with only the researcher and the video recorderwaitidbe asked to seat at the edge of the
table. After a while, the researcher shows thescarg: by one to the student and asks him/her

to make stories about each card. More specificeily jnvestigator asks the student to tell

=
1

What is happening in the picture?

2- What happened before?

3

What are people thinking and how are they feeling?

4- How does it turn out in the end?

“If a subject omits certain aspects of the storych as the outcome or preceding events, the
examiner should ask for additional information.Gary.2003.490)t times, she interfered to
ask about more clarification in case the story was short. Other times, she helped the
students in finding the right words in case thest kheir language. For many times, she tried
to keep the same facial expressions with all thdesits in order not to look judgmental. After
responding, the researcher has given a white epgger to the same participant and asks
him/her to write anything he/she wants. There vierereasons behind doing so,

* In case the student could not construct a storljypf@ecause of the fact that he/she

does not master the foreign language yet,
* In case the student feels perturbed and stressedi®e of the video recorder,
The empty paper will be of an important help toshedent and researcher as well.

At the end, students’ story answers have beenatetle interpreted, and analyzed through

two stages,

Stage one: descriptive; as such the researchertdriecord students’ stories and thoughts and

look for hints and key words about the need foiiea@ment and its role on the speaking skill.



Stage two: interpretive; as such the researchércuoliect data and give scores so that to find
explanations and conclusions about the correlabetween both the concept of need for

achievement and the speaking skill of the Englstgliage.

6.3 Data Analysis

Gosling, et al (2004.102) believes thasearchers should select which ever method
suits their particular research goalsThis is why, a systematic procedure is carriedamal

categories are selected.

Item Response Theories (IRT) is among the mosticgipé and modifiable methods for
projective tests that researchers began to apphgisonality and social psychology (Fraley,
Waller,& Brennan. 2000, in Tuerlinckx, et al.2002%4. Within these theories, there was a
technique that is called “Content Analysis Techeiqu(Fraenkal, et al.1996, in
Rittenhouse.2008:80). This lattéenables researchers to study human behavior in an
indirect way, through an analysis of their commurations” (ibid.472). The Content
Analysis Technique tries to obtain the most impurf@atures of the response process and
thus to shed light on how people respond to TATdsand how they reveal their intrinsic

needs.

The data collected through this study has beerctbeteclassified and sorted into categories
in order to facilitate key words identification anesponse reflection of students’ academic

achievement. All through the data collection andlgsis, the researcher tries:

1- To depict the most prominent hinted and recurremtda or sentences that describe the

subject under investigation.

2- To find out if there are other needs that studérmige mentioned while telling the

stories.



3- To use the data to understand the link betweenekd for achievement aspect and the

speaking skill of English.

The data analysis procedure was done first by olmgethe students’ video records searching
for considerable hints and clues about their agmeant motivation. At that stage, the
researcher observed each student in each recondffi® beginning to the end in order to gain
access tdthings that a [student] was unwilling to tell or mxious of” (Gary.2003, 496).
Then, one has read the scale answers and triedraxieaspects of behavior that are related to
the speaking skill. As such, Perceptual Organimatiand Perceptual Personalization
(Richard.1956.1) were the two aspects of behawat the researcher has categorized due to
the students’ responses (both the perceptual agom and perceptual personalization will
be explained later). Next, students’ responses vierter analyzed for frequent word
association that is related to the speaking skill aeed for achievement. Finally, since
“There is no clear, agreed on [TAT] scoring and erpretive system and controversy
regarding the adequacy of its reliability and vaiig is ongoing” (Gary.2009. 448), a simple
objective scoring procedure was used to measurecanelation that exists between the

variables under investigation.

6.3.1 Perceptual Organization: Description

It is the category that reflects the studeattdity to follow the standard directions to "tell
story". This category includes: card descriptiomesgnt behavior, past events, feelings,

thoughts, and outcome. (Jenkins. 2007, 116)
1- Card Description

It is the description of the things or persons ené$n the picture.



2- Present Behavior
It is the behavior that occurs, or is on the preadsoccurrence in the picture.
3- Past Events

It has to do with things, events, or situationd tbak place in the past, I.e before the time of

the scene in the picture and the description irstbgy.
4- Feelings

It is the word or expression of feeling or emotibat is expressed on the part of characters

present in the story.
5- Thoughts

It is the expression of thought, memory, dreamsnental state present in the story like:

belief, decision, realization ... etc.
6- Outcome

It is the outcome that indicates the end of theydiwat can be consisted in behavior or feeling

.. etc.
6.3.2Perceptual Organization: Scoring Direction

In order to see how closely the participarg fudlowed the story directions, the researcher
has used scoring sheets including all the storgstéCD, PB, PE, F, T,0) and gave a symbol
of (+) for item inclusion, and (-) for item exclosi. When getting the symbol of (+), the
student will have the mark of (1), and when getting (-) symbol, he will get the (0). The

total perceptual organization score is then thaiobtl added plus (+) scores.



Figure 1 Description of Perceptual Organization Catgory
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Behavior

Itistheword or Itisthe outcome that

Itisthe expression of

Itisthe description of It;i?;i:;ﬁz‘;ﬁmat Ithasto dowith expression of feeling thought, m emoty, or indicatesthe endof

the things or persons AV — things oreventsthat expressedonthe part m ental state presentin the story thatcanbe

presentin the pictire P Aot s took place inthe past of characters presnt in the story like: belief, consisted inbehavior
P the story decision, reaization ot feeling

To obtain the total score of the perceptual orgation, the researcher added the plus scores
of each story and gained the sum. The followindetahows the total perceptual organization

score of both female and male respondents

Table 1 The Perceptual Organization Score of Bothémale and Male’ Respondents

Gender Sum
Females 3,88
Males 3,83

6.3.3 Perceptual Personalization: Description

Perceptual personalization is the differerstdiegs or insights the students make while

telling their stories about the picture cards. Tisisvhy, the expressions, phrases, or even



words that might be used in the story telling camlnas strong clues and hints. These latter,
will reveal references about the students’ persqeateptions. This is why, the researcher
analyzed the students’ recordings and took out gbarces and effects of need for

achievement of each card as mentioned by them.

Table 3.1 Students’ Words/Phrases about the Sourcend Effect of Need for

Achievement

Card number

Words/phrases/sentence

about NAch sources

sWords/phrases/sentence

about NAch effects

Card 1

Dream, want to be fluent, g

marks, have to speak, we neeadind for things, chat with

this skill, to show oneself, t

imitate, share ideas, to expresonfident,

one’s ideas, necessary, goodfressed,

we must speak, to be able
communicate, beneficial,
want to learn it

diploma, | like speaking

wonderful, amazing, perfegtdevelops oneself to feel goo

helpful, improve myself, loveto feel happy.

it, interesting.

to getspeaker,

ePleasure, proud, open Yo

feel special,

I'm not god i

tepeaking, unrelaxed, fe

Icomfortable, to be fre

to feel unstresse

,defeat fear, feel fascinate

opeople, develops the self, feel

fee

ur

=)

)

[1°)

ad,

o

She is intelligent, the others dd-eels good, she will get goq

not have the answe

participation is important, sheher ability, she feels proud, s

is confident, she is ablé

rmark, the others feel jealous

swill not fail, she feels able




Card 2 courageous, we shoul|deels happy, students are shy,
participate to develop our skillthey feel afraid of speaking,
she likes participation. she feels comfortable.
Interesting, have the answeiSelf confident, feel happy,
good students, speaking |ithey are active, they feel good,
necessary, they want to speakgel developed, want to speak
courageous, it is good tanmore and more, they feel

Card 3
participate, they know theenjoyed.
answer, they are not shy, they
speak because the others
speak, to learn speaking the
English language, we must
speak, they have to participate,

a beneficial skill, they have to

speak, to improve oneself, to

get marks.

Has the answer, the topic |ifeels stressed, feels happy, the
good, he wants to speak, he @sther students are afraid, he
confident, they need to speakeels good, he feels proud pf

more, wants to get gogdhimself, he feels ready fto

marks, he wants to showspeak more and more.

Card 4 himself, to express oneself, he
is the best of his classmatgs,
they need to participate, myst
participate.




Card 5

Have the answer, participatig
develops speaking, have

participate, influenced by eac
show

other, to

participation is  important
improve one’s skill, to ge

good marks, we have to speg

tgpeaking English is enjoyabl

chihey feel proud,

oneself,comfortable, they are relaxed|

—

they fee

yiFeel happy, feel confident,

o

6.3.4 Perceptual Personalization: Scoring Direction

Since students’ stories are most of the tieferences of personal beliefs and concepts,

scoring process was very intense. In that the stadmight include remarks, criticisms,

guestions, bizarre, or even vague words or exmessiln addition, clues and hints while

trying to tell the story. So, the researcher exé@dwo types of words or phrases; those that

say or show something about the student’s needdioievements and others that do not add

anything to the ideas or the story.

The following table will show examples of both tgpe

Table6.3.4 Examples of included and excluded words/ phrases

Included words/ phrases

Excluded w

ords/phrases

Dream, pleasure, open your mind for thin
develops the self, she is intelligent, she

confident, knows the answer, feel stress

g&hh, emm, are these students?, this stu
Isoks like one of my classmates, they Ig

ddnny, the student wants to go out, th

dent

ok

ey



feel happy, improve one’s skill...etc laugh... etc

The card responses were assembled so that each Esponses are together; (all card one
response together, all card two responses togett®r,While further analyzing the students’
stories of the pictures according to the need @iiewvement scale answers, the researcher
gave a score of four (4) for the positive occurrihgught, a score of three (3) for the negative
occurring thought, a score of two (2) for the irst@nce thought, and a score of one (1) for
other thoughts. The total score for each story tatlen calculated by adding together all the

scores of the same category card.

6.4 The Findings

This section presents findings from the steting recordings.
Item 1.1 | believe that the speaking skill is an imortant skill to be learned.

Students are tested to see whether the sgeakith is an important skill to be learned.
Through the first card answers, the researchedcseg the students’ implicit positive thought
of the speaking skill compared to other skills.d&tuts believe that this skill is very important,
helpful, and the most needed skill any foreign leage student needs. Due to this, one could
first perceive the feeling of interest that is assted with the speaking achievement

motivation. Second, see what will result in studergflection towards the coming items.



Table (1.1) | believe that the speaking skill is aimportant skill to be learned.

Gender Thought Thought non Other Total
existence existence Thought
Positive Negative
Thought Thought
Females 39 3 6 0 48
100 % 81,25 6,25 12,5 100
Males 9 2 1 0 12
100 % 75 17 8 0 100

Table (1.1) shows that the majority of the studemthie sample whether females or males do
(80%) believe that the speaking skill is an impatrtakill to be learned. As opposite to a

minority of (20%) who went for the other view.

39 female students and 9 male students (81, 25%0,78%0 respectively) consider that the
skill acquisition helps in learning a foreign laage. Whereas, 3 female students (6, 25%)
and 2 male students (17%) think that the speakiiligs not of that importance. 7 students; 6
females and 1 male (12, 5%, and 8%) did not giveea concerning the above item, and no
one provided related other views. Students withetkistent behavior opted the mark of (4),
others with the negative behavior got the mark3)f ¢thers with no behavior existence had

the mark of (2), whereas, students who offeredrotlesvs obtained the mark of (1).



Figure 1.1.a: Believing that the speaking skill isan important skill to be

learned: Females
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Figure 1.1.b: Believing that the speaking skill isan important skill to be

learned: Males
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Iltem 1.2 | want to be a good speaker of English lguage.

Students are tested to see whether they wdrg good speakers of English language.

Through the second card answers, the researché&t see the positive motive most of the
students do have towards the English language. due to this positive need that students
could choose English as a challenging task whexg #ine offering potential for learning it.

Only students with negative or low achievement waiion are the ones who present more

defensive and easy task choice that preservebdar & safe zone of study.



Table (1.2) | want to be a good speaker of Englidanguage.

Gender Thought Thought non Other Total
existence existence Thought
Positive Negative
Thought Thought
Females 43 3 0 2 48
100 % 89,58 6,25 0 4,16 100
Males 11 1 0 0 12
100 % 92 8 0 0 100

The majority of the students in the sample€4P0Females and males) have expressed their
inside positive need towards being good speakefsngfish language. Only (10%) of the

students have reported negative or other thougiteraing the need of speaking English.

Table (1.2) shows that 43 female students (89, 58f@) 11 male students (92%) have
conveyed their positive thought about being gocehkprs of English language. As opposite
to 4 students; 3 females and 1 male (6, 25%, andw8% have expressed the opposite view.
Only 2 female students (4, 16%) have given othdrabi®r. Students with the existing

positive thought obtained the mark of 4, whered®st with the negative thought got the

mark of 3. Students with different thought obtairleel mark of 1



Figure 1.2.a: Wanting to be good speaker of Englislanguage: Females
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Item 1.3 | like to participate without relying on my classmates’ success.

Students are tested to see if they like gapgton without relying on their classmates’
success. Students believed that they are ablertwipate and learn the language because
they have an intrinsic need that pushes them ttyappre effort. This effort will result in a
positive view about the self and appreciation &f &bilities. They do not wait for the success

of others to participate but rather make their @pportunities to speak.

Table (1.3) I like to participate without relying on my classmates’ success.

Gender Thought Thought Other Total
existence inexistence Thought
Positive Negative
Thought Thought
Females 41 4 3 0 48
100 % 85,41 8,33 6,25 0 100
Males 7 0 5 0 12
100 % 58,33 0 41,66 0 100

(80%) of the students in the sample (femalesraales) like to participate without relying
on their classmates’ success, as opposite to (28%he students who expressed either

negative or other view about the idea.

Table (1.3) shows that 41 female students and % me@ldents (85, 41%, and 85, 33%
respectively) have presented their positive thoadpoiut participation without waiting for the

classmates’ success and got the mark of 4.



4 female students (8, 33%) did not agree and ratheose to rely on this fact in order to
participate and so held the mark of 3, but thereevamly 3 female students (6, 25%) and 5
male students (41, 66%) who have not expressedlfbaviors and thoughts about the same

idea and so obtained the mark of 2.

Figure 1.3.a: Participating without relying on the classmates’ success:

Females
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Figure 1.3.b: Participating without relying on the classmates’ success:

Males
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Iltem 1.4 | like to participate to be the best of myclassmates.



Students are tested to see whether they chogsaticipate in order to be the best of their

classmates.

Showing one’s self can be a strong need that balststudents to participate. Students who
like to be the best among their classmates andhéeesavill try to overlap the shy and give
loud voice to their language. As opposite to thedeo do not care about the others’
comparison. One must notice that it is not the eaise some students. As such, there are
students who want to learn the language for theierést and not for the purpose of

comparing or being better than someone else.

Table (1.4) | like to participate to be the best omy classmates.

Gender Thought Thought non Other Total
existence existence Thought
Positive Negative
Thought Thought
Females 42 1 5 0 48
100 % 87,5 2,08 10,41 0 100
Males 5 0 7 0 12
100 % 14,66 0 58,33 0 100

The majority of the students in the samplelé@nand females) (78%) like to participate to
be the best of their classmates as opposite taarityi of (20%) of the students who either

disagreed or did not offer a related behavior.



As it is shown in table (1.4), 42 female studemtd & male students (87, 5%, and 14, 66%
respectively) like to participate to be the besttltdir classmates, as opposite to 1 female
student (2, 08%) who expressed a negative viewtgheudea. 5 female students and 7 male
students (10, 41%, and 58,33% respectively) didpnesent any view or hint in their stories

that is related to the item above, and no one ®fiarew thought or view.

Students with the positive view got the mark ofmhereas students with the negative view

obtained the mark of 3. Others who did not prodadeehavior or view obtained the mark of

Figure 1.4.a: Liking participation to be the best ¢ the classmates: Females
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Figure 1.4.b: Liking participation to be the best d the classmates: Males
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Item 1.5 Hope for academic success pushes me toape

When the person has a motive towards somethigighe will try as much as they can in
order to achieve better in it. Hope for academuxsss in this case is one of the motives that
might push students to speak and then result il gobievements. Most students’ objective
is success in studies. This latter is not easyet@dhieved but students know that through
participation and speaking they will get good maaks grades, and hence success will be on

the path.

Table 1.5 Hope for academic success pushes me teap

Gender Thought Thought non Other Total

existence existence Thought

Positive Negative




Thought Thought
Females 46 1 1 0 48
100 % 95,83 2,08 2,08 0 100
Males 10 0 1 1 12
100 % 83,33 0 8,33 8,33 100

93% of the students in the sample (females raatés) believe that hope for academic

success push them to speak as opposite to a nyirdrit% who went for the negative or

nonexistent behavior.

Table (1.5) shows that 46 female students and li@ stadents (95, 83%, and 83, 33%
respectively) hold a strong motive for academiccess which push them to speak and
participate as opposite to 1 female student (2,)08¥0 choose the negative behavior. 2
students; one female and one male (2, 08%, an89%, re@spectively) did not show a related

behavior opposite to 1 male student (8, 33%) wiwided other behavior.

Students with positive need got the mark of 4, cthédth the negative behavior obtained the

mark of 3. Students with no need existence gaihedrark of 2, whereas, students with other

need behavior obtained the mark of 1.




Figure 1.5.a: Hope for academic success push studemo speak: Females

45 A
40 A
35 A
30 A
25 A

20 -
15 - ® Negative Thought

® Positive Thought

10 -

0 . - . - |/

Thought Thought Other
Existence non Thought
Existence

Figure 1.5.b: Hope for academic success push studemno speak: Males
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Item 2.1 | feel skillful when | participate.

Students are tested to see whether thegkdiul when they participate.

One robust effect of the achievement motivatiort gtadents mentioned in their answers is
the feeling of skillfulness. In other words, stutdewill go through a complementary task
where the need to achieve will influence the beadiedbility (self-efficacy). In the mean time,
the achievement need will be influenced by theebatif ability as well. . Hence, when
students hold a strong desire to speak, they willat much as they can to participate. A

reason that will lead towards learning the languagel result in feeling skillful and more

efficient.

Table (2.1) | feel skillful when | participate.

Gender Thought Thought non Other Total
existence existence Thought
Positive Negative
Thought Thought
Females 47 1 0 0 48
100 % 98 2 0 0 100
Males 12 0 0 0 12
100 % 100 0 0 0 100




The majority of the students in the sample?®8elt skillful when they participate as

opposite to a minority of (2%) who has chosen thgative belief.

As it is shown in table (2.1) 47 female studentsl & male students (98%, 100%
respectively) believe that when they participateytiieel skillful. As opposite to 1 female

student (2%) who goes for the negative view.

Students with the positive view about the effecheéd for achievement obtained the mark of

4, whereas students with the negative view obtaiheadnark of 3.



Figure 2.1.a: | feel skillful when | participate: Females
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Figure 2.1.b: | feel skillful when | participate: Males
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Item 2.2 | feel worthy when | express myself.

Students are tested to see whether theyiaghy when they express themselves.

Students with the need for achievement seemedItbehbigh self-image about themselves.
According to their card answers, the majority efdents appreciated the feeling of worth they
felt when they participated. Generally, when thedeht achieves good in an area he felt

motivated to tackle, then, he will value his aBktand raise his sense of self and esteem.

Table (2.2) | feel worthy when | express myself.

Gender Thought Thought non Other Total
existence existence Thought
Positive Negative




Thought Thought
Females 47 1 48
100 % 98 2 100
Males 12 0 12
100 % 100 0 100

98% of the students in the sample felt wortlinen they expressed themselves as opposite

to 2% who has gone for the negative view.

Table (2.2) shows that 47 female students and 12 stadents (98%, and 100% respectively)
expressed their positive view towards the roleabfi@vement motivation which is the feeling

of worth. Oppositely, only 1 female student (2%3 painted out her negative thought.

Students with the positive view about the effeche&d for achievement obtained the mark of

4, whereas students with the negative view got 3.
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Item 2.3 | feel more confident when | participate.

Students are tested to see whether they dediident when they participate.
Generally, when the person holds a strong needdorething, and he achieves good in it,
then, he will feel sure of his self and his at®kti This is the case of the participants in the
sample. According to the students’ answers, confideis one of the strong effects of
achievement motivation. This latter improves onpaticipation and need for language

learning.

Table (2.3) | feel more confident when | participaé.

Gender Thought Thought Other Total
existence inexistence Thought
Positive Negative

Thought Thought

Females 41 2 3 2 48
100 % 86 4 6 4 100
Males 10 0 2 0 12
100 % 83 0 17 0 100

The majority of the students in the sample (B%84 confident when they participate as

opposite to (15%) who have either did not providéeav or choose a negative one.

41 female students and 10 male students (83%) Igame for the positive effect of
achievement motivation, as opposite to only 2 fesgl%) who pointed out their negative
view. 3 female students (6%) and 2 male studem®jHdid not afford a related answer to the

item. Conversely, 2 female students (4%) have gotber beliefs about the statement.



Figure 2.3.a: | feel more confident when | particimte: Females
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Figure 2.3.b: | feel more confident when | particiate: Males
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Item 2.4 | feel highly motivated to improve my oralskill when | achieve better than the

past.

Students are tested to see whether they fgklynmotivated to improve their oral skill

when they achieve better than the past.

A person with a high need for something usuallyhsgter effort to achieve it. After doing so,
he feels motivated to tackle higher areas and tesnl better achievements. In academic
settings, the process is almost the same. Accordingheir answers, students with
achievement motivation aspect believed that aftey succeeded and achieved better than the
past, they attempted to undertake more challengpgaking tasks and would try to
participate more and more. Hence, their acadentiieaements would be satisfactory and

students will feel more skilful.

Table (2.4) | feel highly motivated to improve my aal skill when | achieve better than

the past.
Gender Thought Thought non Other Total
existence existence Thought
Positive Negative
Thought Thought
Females 22 0 23 3 48
100 % 46 0 48 6 100
Males 3 0 8 1 12
100 % 25 0 67 8 100




Although the majority of students in the saenf($2%) did not offer an opinion, a high
proportion of them (48%) felt highly motivated tmprove one’s skill when achieving better

than the past.

22 female students (46%) and 3 male students (284g revealed their positive agreement

about the above item, yet no one disagreed. le gpithe 23 female students (48%), and the 8

male students (67%) who did not expose their esibmabout the entry, there were 3 female

students (6%), and 1male student (8%) who havéopward other thoughts.

Students with the positive view gained the markd4ofOthers who disregarded to give an
opinion about the studied point obtained the mdrkR,owhile the students with the new

thoughts got the mark of 1.



Figure 2.4.a: | feel highly motivated to improve myoral skill when | achieve

better than the past: Females
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Figure 2.4.b: | feel highly motivated to improve myoral skill when | achieve

better than the past: Males
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Item 2.5 | feel pleased when | participate.

Students are tested to see whether they liegsed when they participate.

Generally, when the person does something he Ba®mg desire towards it, he feels happy

and satisfied.

While answering, the participants in the sampleehdisplayed different feelings related to
pleasure and enjoyment. Just like they felt motiglato tackle more challenging areas of
speaking, students believed that when they pastiejghey feel pleased. According to them,
participation is a behavior that reflects an inérdrive. A drive that can be accounted for
hope for learning the speaking skill and resultimg good academic achievements.
Consequently, a student who participates will f@eelre able and thinks that he/she speaks

better than the others. A fact that will createaihg of delight and pleasure.

Table (2.5) | feel pleased when | participate.

Gender Thought Thought non Other Total
existence existence Thought
Positive Negative

Thought Thought

Females 28 3 17 0 48
100 % 59 6 35 0 100
Males 3 0 9 0 12

100 % 25 0 75 0 100




The majority of students in the sample (52%lt fpleased when they participate.
Oppositely, a minority of (48%) of students forgot give their opinions or went for the

negative one.

As it is shown in table (2.5), 28 female studeri8%), and 3 male students (25%) have
presented their positive accord with the item abavieereas only 3 female students (6%)

have disagreed.

Although there were no student who offered othewgi, there were 17 female students (35%)

and 9 male students (75%) who did not provide lastiiated related view.



Figure 2.5.a: | feel pleased when | participate: Fmales
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6.5 General discussion to the TAT Card Answers (Néegor Achievement)

6.5.1 First Part: Origin of Need for Achievement

The analysis of students’ card answers hawrshibat need for achievement is influenced
by several internal and external factors. Thoséofac-most of the time- are drives that are

surrounding the improvement of one’s level of perfance.

* Students have demonstrated that the speakinbiskih important skill to be learned. It is
due to the positive need that students hold abloemselves that they will tackle more

challenging tasks of speaking and provide muchrefito learning it.

* Students with a robust need towards learning $ipeaking skill make their own
opportunities and participate confidentially withaalying on their classmates. A confidence

feeling that comes from a positive self-efficacyl aelf-belief.

* Although showing oneself is not a reliable measaf one’s esteem or ability of doing
something but most of the students in the samgéetb show themselves. They believe that
showing oneself and attracting the attention oéptlassmates while participating is a strong
need of achievement motivation. Generally, studeiitis a positive drive like to be the best

among the classmates and hope always to keep dm@ohis same characteristic.

* Success in studies is the objective of almosstitients. This is why, students who hope to
learn the speaking skill are the ones who offep@mtial to participate in order to get good

marks. Hence, success will be easy to be achieved.



Table 6.5.1 The Mean and Standard deviation of stlents’ card answers (origin of need

for achievement)

Gender Mean Standard deviation
Females 16,44 5,38
Males 17,65 5,83

Table 1 indicates that the mean reliabilityueaof the origin of need for achievement of
students’ card answers is 16, 44 for female stgdemtd 17, 65 for male students with

standard deviation of 5, 38 and 5, 83 respectively.

From the above table, one can finish up sayingtti@participants’ scores (whether females
or males) are close to the mean values. This mebatthere exists a positive relationship
between the students’ card answers and McCllelatiteery to the origin of need for

achievement.

6.5.2 Second Part: Effect of Need for Achievement

The analysis of students’ card answers hasated that students believe that achievement

motivation is an important factor that affects tHeies, behaviors, thoughts, and even beliefs.

* Feeling skillful is a strong effect of achievenienotivation. When students participate and
try to speak as much as they can, they will el English language and go in progress
towards mastering it. This latter will develop mhsithem a feeling of efficacy that is reflected

in language skillfulness.

* When students participate and try to tackle ngpeaking tasks, they will feel worthy and
appreciate their abilities. Hence, a high senseselifimage will be reached and positive

academic achievement will be looked for.



* Students with the strong need to learn the spepgkill, after they achieve good in it, they

will feel more confident about themselves and theéitities.

* Students who hold a positive need for learningpheaking skill put higher effort to achieve
it. After doing so, they feel highly motivated tckle other speaking tasks and achieve better

than the past.

* When students achieve good in speaking and femigked to participate more, they will
feel enjoyed and pleased. So, students with agtdone to learn will feel happy and proud
whenever they achieve good. Consequently, they fedl more able and ready as well to

hope for other higher achievements.

Table 6.5.2 The Mean and Standard deviation of stughts’ card answers (effect of need

for achievement)

Gender Mean Standard deviation
Females 17,87 5,84
Males 19,23 6,28

Table 2 indicates that the mean reliabilitjueaof the effect of need for achievement of
students’ card answers is 17, 87 for female stsgemtd 19, 23 for male students with

standard deviation of 5, 84 and 6, 28 respectively.

From the above table, one can finish up sayingtti@participants’ scores (whether females
or males) are close to the mean values. This mebatsthere exists a positive relationship
between the students’ card answers and McCllelatitt®ry to the effect of need for

achievement.



6.6 Correlation Coefficient Results

In order to find out the correlation that égihetween both variables —need for

achievement, and the speaking skill-, the reseanded the Pearson Correlation Coefficient

(r).

The following table will show the different valued the students’ real marks of oral

expression and the results gained from the res¢asth

Table 6.6.1 Correlation Coefficient Values of Femal Students’ Marks and the Test

Results

Research Test

Values of Correlation
Coefficient of
Female’'Students’ Marks an
the Test Results

TAT

0,12

d

The table above shows that there igositive correlation between the female students’

marks and the test results with correlation coifficscore of 0,12

Table 6.6.2 Correlation Coefficient Values of Malé&Students’ Marks and the Test Results

Research Test

Values of Correlation

Coefficient of Male’
Students Marks and the Te
Results

TAT

0,40

st



The table above shows that there ipasitive correlation between the male students’

marks and the test results with correlation coifficscore of 0,40

Figure6.6.2Correlation Coefficient Values of Students’ Marks and the Test Results

Students' marks
0,45

0,4
0,35 /
0,3 /
0,25
0,2 / —Test Results
0,15 7

0,1

0,05

Table 6.6.3 Summary of Results Related to Statisal Main Hypothesis

Statistical hypothesis Accepted Rejected
H2
‘If the student has a Yes No

strong need to achieve
the speaking skill will be
learned.’

The table above shows that the hypothesis hasgregad and accepted.



Conclusion

As a conclusion, we might say that we coultdsgene data about the academic needs of
English language students at the University ofé&Mentouri, Constantine. Through that, one
could gain a satisfactory explanation about thelestts’ need for achievement in relation to
their speaking skill. Students who hold a strongdhéor achievement are the ones who
participate and feel motivated to speak withouwgingl on other factors to push them to do so.
When having this need, students seemed to be nomiedent about themselves and their

ability of speaking and ready to tackle more chmaglieg tasks of English language.

Hence, corresponding to the above research fisditigis chapter provides additional
evidence to the scale ones about the consideraldeof self-efficacy concept on students’

academic achievement for both genders.

Theoritical Implications



1- Self-efficacy and Foreign Language Classroom

For English as a foreign language, self-effjces of a great importance in learning the
language. As such students can develop theids¢dfrmination and independence from their

mastery experiences.

This study proposes that when students engagersoma experiences and accomplishments,
their self-efficacy increases significantly. Stuttewith repeated experiences of success have
higher sense of efficacy than those with repeadédré. Relatedly, when students have little
experience or are uncertain about their capalslitiecarious experience will be worthy ;
especially, if students are offered opportunitiesobserve their friends and classmates
performing activities successfully and without atheeconsequences. Doing so, students will
build up positive beliefs about themselves. Ashis tstudy, verbal persuation is one of the
efficacy sources whereby persuaders like teaclens to give positive feedback and cultivate

students that they have the capabilities to sucaaddacertain them that success is attainable.

In addition, students when going through a spepkask, generally, they can gauge their
degree of confidence and efficacy by the emotistates they experience. This is why,
teachers need to provide them with tasks where fisglycomfortable and at ease and try to

reduce the amount of anxiety and stress as muttfegcan.

The result of this theoritical pathway, is teatdents may become more confident and sure
about their abilities of learning and less defefesatowards undertaken tasks. Therefore,
students’ perseverence may keep them up not orifpgtish speaking learning tasks but may

go beyond to search other English learning skills.

2. Need for Achievement and Forign Language Classroom



Theoritically, another key element in the pely described before is the insertion of
students’ need for achievment in through the Ehdksrning process. Need for achievement

has been found to be the essence of the ‘needi¢dord’ and ‘direction of behavior’.

For English language students, achievement m@udiv halps them in ‘reaching success and

achieving all of [their ] asspirations in life’ (Raeau.2005).

This study suggests that need for achievemdetso$tudents a chance to acquire skills and
develop language abilities. The strongiee need for success and the higbenception of

ability and self-satisfaction, the more likely tsygeaking skill is to be learned and acquired.

Due to a high perception of capabilities (selfeHfiy) and a strong need to succeed (need for
achievement), students are likely to learn the ldpgaskill and will persist on learning the
English language. Therefore, the theoritical pathwascribed above has very significant

practical implications for foreing language instian.

Implications for the Foreign Language Classroom

Since self-beliefs play a vital role in leanmgia foreign language, teachers need to take
them into account while teaching. Given that s#fitacy and need for achievment are related
to the psychology and motivation of the studentd #reir persistence into the learning,
instructors have to tailor their classes accordmghe information they recieve from them

taking into consideration their strenghts and weakses.

If the psychological side of the students beconmeisrgoortant part in the design of the overall
curriculum of the foreign language classroom, bethdents and teachers will benefit.
Students will find much more space to know themeeland their academic needs, measure

their abikities, and make their own learning exgeces.



Instructors will know how to motivate students awviaht to choose to teach so that to enhance

their efficacy and confidence.

Therefore, it is necessary that instructors enagmirstudents’ mastery engagements and
support their academic realistic needs. With adnsnt motivation comes a constant drive
to improve one’s level of performance to accomphksitcess and achieve in the field of
interest. Given that, the student should have meadistic academic drives and needs to
handle the task in hand. Need for achievement natgat enhance the students’ expectations
of their abilities. Instructors, through self-efity could make students seek more ‘ego-
involvement’ Rabideau (2005) where they will try femonstrate superior [needs] and

abilities’ Butler in Rabideau (2005).

Again, this study suggests that if teachers entrate more on gauging their students’ self-
efficacy, they might be aware of what students @aglach and what they need to do to
improve their success in the speaking course.thtasefore, practical for teachers to use at the
beginning of the year questiannaires to deternfiee students’efficacy levels, major needs,

and areas of strength and weakness.

While assessing self-efficacy, and need for esment, teachers should identify the
different course elements (grammar points, funstiaand skills) and choose specific tasks
that correspond to the students’ ability of mastgrihe point taught in the lesson and then

assess them.

Pedagogical Implications for Self-efficacy and Neefibr Achievment



Since self-efficacy and need for achievensetimportant factors in learning a foreign
language, instructors need to tailor their clags@sway that boosts the students’ efficacy and

reassures them on their academic drives.

While assessing self-efficacy and need for achiergnteachers should choose specific tasks
that get the students involved into mastery expege which reflect their abilities and reveal
their real drives. In academic settings of forelgnguages, -like the one in this study-,
teachers might gauge their students’ efficacy aedda through solving some tasks in

different skills like reading, writing, listeningy speaking.

Since the common way of teaching oral expressiomadays in our language classes is the
CLT, and topic presentations. Then, it is bettetéachers to allow the students to choose the
appropriate topics for them because it is a raflacof their strength and abilities. Hence,
gauging their self-efficacy will be through theiregentations and their abilities $peak the

foreign language.

When students participate and try to speak,,th@s is another reflection of an inside
locomotive (engine) that pushes them towards aaigesuccess. This engine is the need for
achievement. Therefore, teachers could assessttirengh their participation and ability of

mastering the foreign language.

Implications for Research

While attempting to assess self-efficacy apddhfor achievment, researchers should be

aware of the following research points :

1- When writing the items of the scale to investigaie nature and effect of self-efficacy

and need for achievement of foreing language stsdéns favorable that researchers



use the first (or mother) language of studentghdf items are written in the first
language, students would be able to understandvirds easily and answer them

easily.

2- Researchers should be careful about the wordirigeo$cale. Because researchers are
trying to investigate the effect of both concepeelftefficacy and need for
achievement), it is important that they choosedkact words that lead to the right

answer.

3- Researchers could include some scale items whedergs can have more space to
describe their self-integration and express theints of strength and weakness in the

learning process. This might enlighten the research

4- Researchers can include self-efficacy and needadhievement activities into the

course program and check the achievements by thefdhe year.

5- Researchers should be conscious about the use ofd¢fnuments. The more particular

and focused the instrument is, the high assuramd®bjectivity of the results will be.

Recommendationsfor Future Research



Although this study has reached positivaults about the existing relationship between

self-efficacy and need for ahievement on the spgpgkill in English as a foreign language,

other suggestions for future research will be psagan the following points.

It would be worthy if other researchers investigateether the effects of self-efficacy
or need for achievement on learning holds for sttglen intermediate or advanced

levels.

Other future research can be about investigatimg effect of ethnic variables on

students’ self-efficacy.

Investigating the development of self-efficacy @ed for achievement during the

years of graduation (first to third year).

To investigate the role of self-efficacy in relatido other affective factors like
motivation, anxiety, or learning strategies. Aseault, the impact of these factors on

language learning will be determined.

To investigate whether self-efficacy or self-coricepthe most influential factor on

learning the foreign language.

Examine the role of self-efficacy in relation tdet tasks, such as writing.

Another area of research would be to investigate ititeraction of self-efficacy
sources —especially those of mastery experienak verarious experience- and find

the most influential one among them on languagenieg.

To examine the interaction of need for achievmert motivation and find the most

influential one among them on language learning.



Limitations

1- Despite the fact that we used a large sample, Weatsider that our sample is small
regarding the whole population of English studenith the three proficiency years.
Of course, the focus of this investigation wasigeton second year students though

attention ought to be paid to all the population.

2- Another drawback of this study is that the obseovatnd the TAT were carried out
over a short period of time. Perhaps if those teatkbeen carried out during the first
semester, results would have been much more reli#ddcause of the fact that the
first semester is longer than the second, the relseacould have had lang time to

observe the students and make them sit the TAT riian@g.

3- Other limitation was that not all the oral expression teachers in the university of Mentouri
Brothers Constantine teach the same lessons (or have the same program) in their foreign
language classes. Although, the majority of teachers use a CLT method of teaching, the

choice of the course itself can have an influence on the students’ efficacy and motivation.

Conclusion

Based on the above theoritical and pedagbgnplications, it is recommended that
particular attention needs to be drawn towardp#yehological factors of the students while

trying to teach the speaking skill or other langriagills. The present invistigation has proved



that self-efficacy and need for achievement devébepstudents’ ability of speaking and help

them in making personal experiences and owe m@aeacic achievement needs.

General Conclusion

Knowing that learning a foreign languageas an easy task, teachers should be aware of
the importance of the affective side of the stusletitis through this latter (affective factor)
that teachers would be able to know how and whgesits engage in their learning process of
the foreign language. The present study aimedvadtigating whether self-efficacy together
with the need for achievement do positively infloerthe students’ ability of learning the
speaking skill. In order to check the hypotheses atethe beginning of the study, the
researcher used the students’ scale, the classobservation, and the TAT as means of
research for both variables ; self-efficay and negdachievement. The results showed that
there is a valuable information about the influeatthose variables on the speaking skill and

the academic achievements of the English language!sts.



Mastery experiences and accomplishsn@ppear to be a strong source of efficacy
beliefs where students make judgments about thessehccording to their personal

experiences.

Although verbal persuasion and vicariousesgigmces are weaker sources compared to
that of mastery experience, there are students refiexd on them in order to build up their

efficacy beliefs.

Students with positive mood states and canféelings construct optimistic views of

efficacy concept and do not experience anxietytresss while speaking.

Relatedly, students’ needs and inner drigeem to be an important sources of

achievement motivation for learning the speakinyj akd achieving good in it.

Showing oneself and trying to be the besnhethough it is a weak source compared to
intrinsic drives, still there are some students Wke to build their personal drives from the

others’ (teachers and classmates for instancedymgidgments, praise, and appreciations.

Then, this study demonstrated that higiicagfous students would be able to control
their psychological states about their future astrieentsHigh self- perception students will
feel motivated to expand on making effort in ordertackle more challenging tasks of
speaking situations. Hence, they would be able akemdecisions about what to do and what
to avoid, when to speak and when to keep silezdchers must know that avoidance does not
always mean lack of efficacy perception but might ditributed to lack of knowldge or

disinterest in the topic.

Moreover, the results in this study explained howdents with high achievment
motivation felt efficient about their speaking $kdnd held positive self-image about

themselves. They became able to set more challgrggals and hoped for higher academic



achievments especially after their previous spepldohievement. This fact let them feel

happy and experienced a sense of joy and satisfiacti

This is why, we recommended that it wouldamethy considering the psychological side
and the affective factors of the student in desigrthe curriculum and tailoring the lessons
in relation to other learning factors. We also, gegjed investigating the effects of self-
efficacy or need for achievement on students iarmediate or advanced levels in order to

generelize the results and the conclusions setdefo

So, when the student has a high level of self-efficaamyd holds a strong need

to achieve, the speaking skill will be learned.
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APPENDIX |

Students’ Scale (Pilot Study)

Students’ questionnaire

Dear students we would be so thankful if you cauldwer the following statements. Please read them
attentively, and simply tick the appropriate ansthat tells how much you agree or disagree with the
statement.

Origin of self-efficacy; 1/ Mastery Experience
| am satisfied with my English speaking level.
| believe that | have the abilities to speak in &g
| always feel ready to speak in oral classroomusisons.
| speak voluntarily when | decide.
In oral discussions, | speak even if | make errors.
In oral discussions, | face difficulties.

My previous failures in oral discussions diminisi trust of abilities.



My previous successes in oral discussions boogtumsy of abilities.

Origin of self-efficacy; 2/ Vicarious Experience
My classmates’ participation pushes me to partteipa
I do not participate until | see my classmates.
I mistrust my abilities if my classmate of the sdmeel as mine failed in his/ her discussion.
My performance is not advanced compared to thabofe of my classmates.
My classmates’ successes push me to speak.
My classmates’ failures inhibit me from speaking.

Origin of self-efficacy; 3/ Verbal Persuasions

| feel more confident about my abilities when thadher praises me.
Praising words like “good, well done” raise my satihfidence.
My self-confidence will be decreased when my clagssimistrust my abilities.

| feel less able when the teacher corrects my rror

Origin of self-efficacy; 4/ Physiological States
| turn into red when | take part in classroom d&sions.
| start sweating when | take part in classroomulisions.
| start shaking when | take part in classroom dis@n.
My heart beats get faster when the teacher asks speak.
Effect of self-efficacy; 1/ Affective Level
In oral expression session, | participate becatisest my capabilities.
In oral expression session, | feel safe when ligipéte.
In oral expression session, | cannot express mgpelitaneously.
In oral expression session, | feel stressed wipamticipate.
In oral expression session, | feel anxious of rdndp able to speak.
Effect of self-efficacy; 2/ cognitive Level
I know that I will lose my words when | feel stredsbefore | speak.

| still need effort to improve my English speakisigil.



| predict positive view of my speaking skill whefekl able.

| predict negative view of my speaking skill whefe&l unable.

My speaking skill will not be improved when | amtrsure about my abilities.
Effect of self-efficacy; 3/ Motivational Level

I will give more effort to improve my speaking sldhce | trust my capabilities.

I like classroom patrticipation because they devehypspeaking skill.

Once | believe in my abilities, | participate votanly.

I do not care if | make mistakes when | want toagpe

Effect of self-efficacy; 4/ Selective Level
| like to participate when | feel able.
| avoid participating when | have lack of confidenc

| avoid participating when | have insufficient kniedge about the topic.

Need for achievement

| believe that the speaking skill is an importakill $o be learned.

| want to be a good speaker of English language.

| speak when the teacher asks me.

| speak voluntarily when | want.

| speak when | want to get good mark.

| feel worthy when | express my opinion.

Fear of academic failure pushes me to speak.

Hope for academic success pushes me to speak.

| want to improve myself in order to be a good &eeaf English language.

| like to participate to be the best among my cizees.



APPENDIX I

Students’ Scale (Main Study)

Student’s scale

Dear students, we would be so thankful if you cardwer the following questions. Please,
read the statements attentively and simply ansiemtby choosing the right answer that tells
how much you agree or disagree with the statement.

Name:

Gender: male [ ) female (]

Part one: Self-efficacy



1/

Item

Strongly agree

Agree

Disagree

Strongly disagree

| speak voluntarily
when | decide to do
S0.

In oral discussions, |
speak even if | make
errors.

My previous success
in oral discussions
boosts my trust in my|
abilities.

My trust in my
abilities remains the
same even with my
previous failure in

oral discussions.

2/

Item

Strongly agree

Agree

Disagree

Strongly disagree

| participate without
waiting for my
classmates to
participate.

| participate without
waiting for my
classmates to
succeed in their
participation.

| participate even if
my classmates fail
in their trials.

| still trust my
abilities even if my
classmate of the
same level failed in
their discussion.

3/

Item

Strongly agree

Agree

Disagree

Strongly disagree

| feel more
confident about my|
abilities when the
teacher praises me.

Praise words like
“good, well done”
raise my self-
confidence

My self-confidence
remains high even
when my
classmates mistrust
my abilities.




| still feel able even
when the teacher
corrects my errors.

4/

Item

Strongly agree

Agree

Disagree

Strongly disagree

| feel unanxious
when | take part in
classroom
discussions.

| feel calm when |
take part in
classroom
discussions.

| feel comfortable

when | take part in
classroom
discussions.

| feel unperturbed
when the teacher
asks me to speak.

5/

Item

Strongly agree

Agree

Disagree

Strongly disagree

In oral expression
classes, | feel
confident when |
participate.

In oral expression
classes, | feel at
ease when |
participate.

In oral expression
classes, | feel
relaxed when |

participate.

In oral expression
classes, | feel
unworried of

speaking inability.




6/

Item

Strongly agree

Agree

Disagree

Strongly disagree

| know that | will
lose my words

when | feel stresse

before | speak.

| predict positive

performance of my
speaking skill when

| feel able.

| still predict
positive

performance of my
speaking skill even
when | feel unable.

My speaking skill

will be worse when
| am unsure about

my abilities

7/

Item

Strongly agree

Agree

Disagree

Strongly disagree

I will give more
effort to improve
my speaking skill

once | trust my

abilities.

| like oral
classroom
participation
because they
develop my
speaking skill.

Once | believe in
my abilities, |
participate

voluntarily.




| keep on
participating even if
| make mistakes.

8/

Strongly agree

Agree

Disagree

Strongly disagree

Item
| like participation
when | feel able to
do so.

| like participation
even when | feel
unsatisfied with my
speaking skill.

| like participation
even when | have
lack of confidence.

| like participation
even when | have

insufficient
knowledge about
the topic.
Part two: Need for Achievement
1/
Item Strongly agree Agree Disagree Strongly disagree

| believe that the
speaking skill is




an important
skill to be
learned.

| want to be a
good speaker o
English
language.

i

| like to
participate
without relying
on my
classmates’
successes.

| like to
participate to be
the best of my
classmates.

Hope for
academic
success pushes
me to speak.

U7

2/

Item

Strongly agree

Agree

Disagree

Strongly disagree

| feel skillful
when |
participate

| feel worthy
when | express
myself

| feel more
confident about
my abilities

| feel highly
motivated to
improve my oral
skill when |
achieve better
than the past.

| feel pleased




when |
participate

Thank you for your collaboration.

APPENDIX

TAT PICTURE CARDS

Card 1 A thought about the skill of speaking English




Card 2 A group of students who are participating






Card 3 A student (male) who participates while the othadsnts keep silent




Card 4 Students’ hands are risen to participate and tudest’ hand is higher than the others




Card 5 A student (female) who participates while the ostedents keep silent




APPENDIX v

The Manual for Objective TAT Scoring (Richard. Haria.1956)

TAT Score Sheet: Females



TAT Score Sheet: Males



APPENDIX IV



The Adapted Version of the Manual TAT Scoring

TAT Score Sheet : Female

Perceptual Organization (PO)

Card 1

Card 2

Card 3

Card 4

Card 5

Card
Description
(CD)

Present
Behavior
(PB)

Past Event
(PE)

Thought (T)

Feeling (F)

Outcome (O)

Total (N)

Sum

Perceptual Personalization (PP)







TAT Score Sheet : Male

Perceptual Organization (PO)

Card 1

Card 2

Card 3

Card 4

Card 5

Card
Description
(CD)

Present
Behavior
(PB)

Past Event
(PE)

Thought (T)

Feeling (F)

Outcome (O)

Total (N)

Sum

Perceptual Personalization (PP)




Appendix VI:

Some Writings of the TAT Participants
























RESUME

En essayant d'enseigner et d'apprendre ugedagtrangéere, les enseignants doivent tenir
compte du cété affectif de I'apprenant. La présdmse a pour objet de déterminer l'effet de
l'auto-efficacité et du besoin de réussite suolametence linguistique des étudiants d'Anglais
langue étrangéere au département de Lettres et didrde I'Université des Freres Mentouri.
Constantinel. Plus précisément, cette étude s@geople déterminer dans quelle mesure les
facteurs affectifs, principalement l'auto-efficécdt le besoin de réussite, peuvent influencer
les réalisations scolaires des étudiants de deexi@nmmée en langue anglaise. Ce qui sera
reflété, dans cette recherche, dans l'acquisit@la dompétence parlée (speaking) en Anglais
langue étrangere. Nous émettons I'hypothése gies gtudiants ont un niveau élevé d'auto-
perception (auto-efficacité), ils seront capabl&gqglérir la compétence orale en Anglais
langue étrangeére. En outre, nous émettons I'hypethae si les étudiants ont un fort besoin
d'accomplissement (besoin de réussite), ils se&rgalement en mesure d'acquérir la maitrise
de I'Anglais langue étrangere. La premiére hypathest vérifiece au moyen de I'échelle de
Likert, et par une observation de classe. La daugihypothése est vérifiée par une échelle
de Likert, et testée par un Test d'ApperceptionnTdté&ue. Les données sont analysées a
l'aide de statistiques descriptives et corrélatdles pour vérifier la relation entre l'auto-
efficacité et le besoin de réussite et I'appreagjesde la compétence orale pendant le cours
d'expression orale. Les résultats permettent ddiromr les hypothéses montrant une
congruence entre la perception de l'auto-efficadé® étudiants, le besoin de réussite et leur
capacité a parler en Anglais. Les résultats monhtgalement que la majorité des étudiantes
possedent un niveau élevé de perception de l'efféca@t ont un fort besoin de réussite par
rapport aux étudiants qui, pour la plupart d'eetig, se méfient de leurs aptitudes et ont un
faible besoin de réussite. Les données obtenuesdonhé lieu a des implications
pédagogiques intéressantes et a des recommandatioria nature de l'auto-efficacité des
étudiants, leur besoin d’accomplissement, leur eesage et leurs résultats scolaires. Les
données suggerent aussi de prendre en considétaticbié psychologique et les facteurs

affectifs de I'étudiant dans la conception du progne et I'adaptation des legons.



uadlall
Codgy s Labeiall il Cailadl Jliie W) ey 3aYT 1) dalay Cpalead) (8 cipuiad 22 alad 5 anlss 4 glaa oL
ARl ol die ) 5 jlge o Gaiall 8 3 5l 5 A9l sl 3 e (el 1) Al 5l 38 & sain se

Lghind 5 siie 5 AY) drala 4 JalasYl Aalll 5 laY) and 8 dnial 430S 4 3lasy)

o A 5 Al 5ol Aala i) cailadl i sae ol () Canall il e Al Hall s38 (e 23 48y ST,
alei o Cun) 13 8 (eSaty Cogan a1 13 Al Al 8 4 5D Al GOl dapalSY) i) e Gaaal)

Aoial 208 4 ey Al sl 3 lea

e o 0l (5% agdl (A 5l A A aY) e Jle (5 sie e Gl IS 13) 4l Lia (il 891
gy DUl S 1) A3 Liad (joa yii cpm Glld J ABLaY el 330K A Sulaiy) ARDL Caaal) 5 jlea

Ll il A4S A V) AR ool 8 e e e (0 50l8 0 53585 pgild (Giadl B A ) (3l

@il oy 5 ALdY) Aaadle PR (e Lgand 5 COUall e IS Gubie ool e (Y A il e Gl
3 .= sasall (SIY LAY 55k e i) 5 Sl OBl M IS ubie (B sl e A8 A dll e
5 Gl 8 e )1 5 Al 5Ll G A8l e sl i SV hea gl slan ) alasiuly il Jlas S

G@A.\ﬁ\ ‘):\.\a:\&\ S Gaaadl) BJLS_A#
}‘Cg;\s;.d\(;sa_x;)ﬂ‘uMh\.ﬂ\B;bﬂ\uﬁ@&;dmu\B)@Ah\JJ\uwﬁdﬁ@m\m.ﬁ}
a-;‘_).-.\lé-l\ﬂ :\Aﬂ‘elﬂ;mi AL\AA:\]\GJQEJAAM

o & e Gaiaill Ay 8 A Lguad 5 A0 56l (30 Jle (5 sinne e il Aglle o il L gl
MMQ&)&JJ&\J\*GM@UJNYwJ\JJSJ\uM\uABJ.\.\SM

I Adled ks Jsm 5yl a8 5 2 0 YT, 3 (e Lo gl o5 3 il cilee| 6
)Jéﬂ\:uu\)ﬂ\o:mC)'ﬁﬁhb.\j.‘;m\).ﬂ\d;uaﬂ\}r’hﬂ\}j\;}\ﬁ\ér—e@.ﬁ)ﬁjgw\dﬂéﬁ;ﬂ\‘;ﬁ%ﬁj\}

s manst 5 aliall gt 8 Ul il Jal gal) 5 nsil) a3



